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ABSTRACT 
 

This study investigated the paradigm shift in the recently updated Early Childhood 

Development (ECD) Curriculum in Zimbabwean primary schools brought about by the 

Education Act 25:04, as amended in 2006. The curriculum was created not only as a 

solution to problems with the ECD system in the country, but also as an ideological 

organ that would improve the lives of indigenous people. The study answered the 

fundamental question: How applicable is the implementation of the updated ECD 

curriculum in Zimbabwean primary schools? Teachers acknowledged the need for 

change and embraced the new curriculum. They concurred that the updated ECD 

curriculum was relevant provided the necessary resources were availed. The 

overarching problem was the gap between teachers’ skills and, knowledge, along with 

the subject content, materials and effective implementation of the updated curriculum. 

Inadequate teachers’ transformational training on the demands of the updated ECD 

curriculum was the missing element in the implementation process. Qualitative research 

on pragmatism was used in the study. Triangulation of data included interviews, 

observations and document analysis. NVivo software was used to describe, analyse 

and discuss the data. 

 

The research was administered to a purposefully selected sample of four primary school   

heads/TICs, eight ECD teachers and two district schools inspectors (DSIs), in the 

Epworth, Mabvuku and Tafara (EPMAFARA) district schools in the Harare metropolitan 

province. The findings indicate that teachers mainly attribute the outcomes of curriculum 

implementation to lack of resources, training and supervision. ECD teachers lacked the 

appropriate knowledge required to effectively teach the new subjects. The “three-day” 

training workshops failed to empower them with sufficient skills and knowledge. The 

teachers were demotivated due to the lack of resources, infrastructure, double sessions 

or hot-sitting, congested timetables, high workloads and large teacher-pupil ratios. The 

children’s activities were hampered by the limited classroom space. The majority of 
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teachers regularly used the lecture method at the expense of child-centred methods. 

Schools have conventional classroom layouts and most of them did not meet the 

recommended specifications for ECD.  Teachers use scheme-cum plans (schemes of 

work) which do not provide for additional teaching inputs. This limits their innovation and 

creativity. The study proffered a strategic model to resolve curriculum implementation 

inadequacies and direct future policy formulation. 
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KAFUSHANE NGOCWANINGO 

Lolu cwaningo lwaphenya uguquko-kucabanga olunohlonze oHlelweni Lwezifundo 

(iKharikhulamu) Lokuthuthukiswa Kwezingane Zisencane (ECD), lwakamuva olubuyekeziwe, 

ezikoleni zamabanga aphansi zaseZimbabwe, okuwuguquko olulethwe nguMthetho 

Wezemfundo 25:04, njengoba uchitshiyeliwe ngowezi-2006. Ikharikhulamu ayakhelwanga nje 

kuphela ukuba yisixazululo ezinkingeni ezikhona ohlelweni lwe-ECD ezweni, kodwa futhi 

iwuhlaka lobuqhinga oluzokwenza ngcono izimpilo zabantu bomdabu. Ucwaningo lwaphendula 

umbuzo osemqoka: Ngabe kuyinto engenzeka ngempumelelo yini ukuqaliswa 

kwekharikhulamu ye-ECD ebuyekeziwe ezikoleni zamabanga aphansi zaseZimbabwe? Othisha 

basivuma futhi basibona isidingo soguquko futhi bayamukela ngezandla ezimhlophe 

ikharikhulamu entsha. Bavumelana nombono othi ikharikhulamu ye-ECD ebuyekeziwe 

ifanelekile futhi iyazihlinzekela izinsiza ezidingekayo. Umbuzo osemqoka kakhulu futhi 

obandakanya konke kwabe kuyigebe phakathi kwamakhono nolwazi lothisha ngokunjalo futhi 

nolwazi oluqukethwe ezifundweni kanye nokuqaliswa ngendlela efanele kwekharikhulamu 

ebuyekeziwe. Ukuqeqeshwa okuphathelene noguquko okunganele neze ezidingweni 

zekharikhulamu ye-ECD ebuyekeziwe kwabe kuyinto okuyiyona eshodayo neyisithiyo kwinqubo 

yokuqaliswa kwekharikhulamu. Indlela-kucwaninga eyasetshenziswa kulolu cwaningo yindlela 

yocwaningo olukhwalithethivu olugxile ekwenzeni izinto ngendlela enengqondo nephathekayo 

futhi ebonakalayo. Ukuqoqwa kwemininingo kwabandakanya imithombo ehlukahlukene kufaka 

phakathi ukubanjwa kwezingxoxo nababambiqhaza bocwaningo, ukubukelwa kwalokho 

okwenziwa ngababambiqhaza kanye nokuhlaziywa kwemibhalo. Kwasetshenziswa i-NVivo 

software ukuchaza, ukuhlaziya kanye nokwenaba   mayelana nemininingo.  

 

Ucwaningo lwenziwa phakathi kwababambiqhaza ababekhethwe ngenhloso, 

okungothishanhloko bezikole zamabanga aphansi/TICs abane, othisha be-ECD 

abayisishiyagalombili kanye nabahloli bezikole besifunda (DSIs) ababili, ezifundeni i-Epworth, 

Mabvuku kanye ne-Tafara (EPMAFARA), ezisesifundazweni-dolobha i-Harare. Imiphumela 

eyatholakala ocwaningweni ibonisa ukuthi othisha banombono wokuthi imiphumela 

yokuqaliswa kwekharikhulamu incike ikakhulukazi ekuntulekeni kwezinsiza, ukuqeqeshwa 

kanye nokuqapha nokuhlola ngendlela efanele. Othisha be-ECD babengenalo ulwazi 

olufanelekile oludingekayo ekufundiseni izifundo ezintsha ngendlela efanele. Izigcawu 

zokuqeqeshwa ezathatha “’izinsuku ezintathu” zahluleka ukubacija nokubahlomisa 

ngamakhono kanye nolwazi. Othisha babengenalo neze ugqozi nofuqufuqu ngenxa 
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yokuntuleka kwezinsiza, ingqalasizinda, izigcawu-mbili noma ukuhlatshwa kombambiqhaza 

ngemibuzo ngamalungu wonke eqembu, izinhlelo-sikhathi (timetables) eziminyene, umsebenzi 

omningi kakhulu kanye nesilinganisonani esikhulu sabafundi abangaphansi kwesandla 

sikathisha oyedwa. Imisebenzi yezingane yabe iphazamiseka ngenxa yamagumbi okufundela 

amancane. Iningi lothisha livamise ukusebenzisa indlela-kufundisa lapho uthisha kuwuyena 

kuphela oqekethayo ekilasini edlulisela ulwazi kubafundi, okuholela ekutheni zibukeleke phansi 

futhi zinganakwa ngendlela efanele negculisayo izindlela-kufundisa ezigxile kubafundi. Izikole 

zinesimo-sakhiwo samakilasi sakudala esingahlangabezani neze nesimo-sakhiwo 

esinconyelwe ukusetshenziswa kuma-ECD. Othisha basebenzisa izinhlelo-sikimu (izikimu 

zomsebenzi), ezingahlinzekeli izindlela nezinsiza ezengeziwe zokufezekisa izinjongo 

zokufundisa. Lokhu kunciphisa amandla nekhono labo lokuqamba, ukusungula nokusebenzisa 

ngobuhlakani izinsiza ezintsha. Ucwaningo lwahlinzeka ngemodeli yamaqhinga 

engasetshenziswa ukuxazulula ubuthakathaka obukhona ekuqalisweni kokusebenza 

kwekharikhulamu, futhi iqondise nokwakhiwa kwezinqubomgomo esikhathini esizayo. 
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MANWELEDZO 

Ngudo heyi yo ṱoḓisisa tshanduko ya ndeme ya nḓila ya u sedza kha tshithu kha Kharikhuḽamu 

ya Mveledziso ya Ndelazwixele (ECD) ire tshifhingani zwikoloni zwa phuraimari zwa Zimbabwe, 

zwo bveledzwa nga Mulayo wa Pfunzo wa 25:04, sa wo khwiniswaho nga 2006. Kharikhuḽamu 

yo bveledziswa hu si thasululo fhedzi ya thaidzo ya sisiṱeme ya ECD kha shango, fhedzi sa 

tshipiḓa tsha muhumbulo une wa nga khwinisa matshilo a vhongwaniwapo. Ṱhoḓisiso yo 

fhindula mbudziso ya ndeme: Zwi konadzea hani u shumisa kharikhuḽamu ya ECD ire 

tshifhingani zwikoloni zwa phuraimari zwa Zimbabwe? Vhadededzi vho dzhiela nṱha ṱhoḓea ya 

tshanduko na u ṱanganedza kharikhuḽamu ntswa. Vho tendelana uri kharikhuḽamu ire 

tshifhingani ya ECD yo vha yo tea na u ita mbetshelo dza zwishumiswa zwo teaho. Thaidzo 

khulwane ho vha tshikhala vhukati ha zwikili na nḓivho zwa vhadededzi na zwi re ngomu ha 

thero, matheriaḽa na u shumiswa lwo teaho ha kharikhuḽamu yo khwiniswaho. Ṱhahelelo ya 

vhugudisi ha tshanduko kha vhadededzi kha ṱhoḓea dza u vha tshifhingani ha kharikhuḽamu ya 

ECD ho vha ṱhahelelo ya elementhe ya kuitele kwa u shumisa. Kha u vha khagala ho shumiswa 

kuitele kwa ṱhoḓisiso kwa khwaḽithathivi kha ngudo. Ngona dzo fhambanaho dza u kuvhanganya 

data hu katelwa inthaviwu, u sedza na u saukanya ḽiṅwalo. Ho shumiswa sofuthiwee ya NVivo 

u ṱalusa, u saukanya na u rera nga ha data.  

 

Ṱhoḓisiso yo langulwa hu na zwo sedzwaho khazwo kha tsumbonanguludzwa dza ṱhoho dza 

zwikolo zwa phuraimari vhaṋa/ /dziTIC, na vhadededzi vha malo vha ECD na vhaingameli vha 

vha tshikolo vhavhili vha tshiṱiriki (dzi DSI), ngei zwiṱirikini zwa Epworth, Mabvuku na Tafara 

(EPMAFARA), vunduni ḽa masipala muhulwane wa Harare. Mawanwa o sumbedza uri 

vhadededzi vha humbula zwihulwane uri mvelelo dza u shumiswa ha kharikhuḽamu kha 

ṱhahelelo ya zwishumiswa, vhugudisi na u ṱola. Vhadededzi vha ECD a vha na nḓivho ya yo 

teaho ine ya ṱoḓea kha u funza lwo teaho thero ntswa. Wekishopho dza vhugudisi ha “maḓuvha 

mararu” dzo kundelwa u vha maanḓafhadza nga nḓivho na zwikili zwo teaho. Vhadededzi a vha 

tshe na ṱhuṱhuwedzo, nga nṱhani ha ṱhahelelo ya zwishumiswa, themamveledziso, sesheni mbili 

kana u vha khakhathini nga u vhudziswa mbudziso dzine dza konḓa, tsumbatshifhinga yo 

tsitsikanaho, mishumo minzhi na reshio khulwane ya mudededzi- mugudiswa. Mishumo ya 

vhana yo vha i tshi thithiswa nga tshikhala tsho pimiwaho tsha kiḽasini. Vhunzhi ha vhadededzi 

tshifhinga tshinzhi vho vha vha tshi shumisa ngona ya ḽekitshara, nga nḓila ine ya sa vhe ya 

vhuḓi ya ngona ine ya sa vhe ya vhuḓi yo ḓisendekaho nga ṅwana. Zwikolo zwi na kiḽasirumuni 

dzine ha thetsheleswa mudededzi fhedzi hu sina nyito vhunzhi havho a vha swikeli themendelo 
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dzo tiwaho dza ECD. Vhadededzi vha shumisa pulane ya tshikimu tsha mishumo, ine ya sa 

ṋetshedze miṅwe mihumbulo ya nyengedzedzo ya u funza. Hezwi zwi pima vhubveledzi na 

vhusiki havho. Ngudo yo ṋetshedza tshiedziswa tsha tshiṱirathedzhi u tandulula ṱhahelelo ya u 

sa shumiswa ha kharikhuḽamu na u livhisa kha u bveledzwa ha mbekanyamaitele ya tshifhingani 

tshiḓaho. 
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CHAPTER 1 
 

 
 

INTRODUCTION AND BACKGROUND OF THE STUDY 
 

 
 

1.1 INTRODUCTION AND BACKGROUND 
 

 
 

Prior to Zimbabwe’s independence in 1980, there were several major education reforms to 

improve the education system in the country. These reforms did not yield the anticipated 

results, and this led to the setting up of the Nziramasanga Commission also known as the 

1999 Presidential Commission of Inquiry into Education and Training (CIET) (Ministry of 

Primary and Secondary Education (MoPSE) 2015-2022:i). The commission recommended 

for the attachment of ECD classes to existing primary schools (Director’s circular No.12 of 

2005). The programme would be implemented in accordance with the Statutory Instrument 

106 of 2005 and Secretary’s Circular No 2 of 2017. From 1980 until 2015, there has been 

strong attraction to alternative curricula from those of the old dispensation which had a 

functional academic thrust compared to the new blueprint which is multi-faceted (MoPSE, 

2015:8). This led to the introduction of the updated curriculum also known as the 

Competence-based curriculum, in 2016. 

 

The process of curriculum reform and implementation in Zimbabwe’s post-colonial era 

continues to be problematic. The Daily News (2018:1) reported that the launch of the New 

Curriculum Framework in Kadoma, a town in Mashonaland West Province of Zimbabwe, in 

June 2017, sparked heated debate with parents and teachers, accusing the government of 

railroading the programme into the educational system without adequate consultations. The 

government wanted the programme to be swiftly implemented but teachers felt that the 

updated curriculum was too demanding, as a result these teachers urged the government 

to suspend its hurried implementation. The major problem with the updated curriculum was 

that the government was trying to achieve so many things simultaneously such as building 

suitable infrastructure, training of teachers, and production of learning materials within a 

short space of time, with minimal resources. The outcome would be that the government 
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would share minimal resources and achieve little in the system. Nkala (2017:7) and Aribino 

(2018:1), both noted that stakeholders in the education sector who included parents, 

colleges, Progressive Teachers’ Union of Zimbabwe, registered their unwillingness to 

embrace the new curriculum, arguing that it was complex and involved new technologies 

for all schools, despite most rural schools having  no electricity, laboratories and computer 

literate teachers. There was no guarantee that the updated curriculum would be a success; 

considering that past reforms barely improved the performance of schools (Mufanechiya & 

Mufanechiya, 2020:408). This criticism and rejection by the stakeholders presented a 

policy problem which warranted extensive interaction between the government and 

stakeholders to share an equal understanding of the updated curriculum before it was 

rolled out. 

 
 

Since 2005, the ECD landscape has changed drastically and curriculum implementation 

has become a major concern. The main points of contention upon the updated Early 

Childhood Development (ECD) curriculum included the introduction of eight separate 

learning areas, such as, Mass Displays, Visual and Performing Arts, Information and 

Communication Technology (ICT), and Family and Heritage Studies (MoPSE, 2015:30). 

Although Teachers’ Colleges in Zimbabwe trained ECD specialists from 2005 in functional 

academic subjects such as English and Mathematics, the focus had not been on the 

subjects in the updated ECD curriculum. Thus, pressure on ECD curriculum 

implementation for the teachers was unprecedented as they had a lot to learn. 

 
 

While provision of quality ECD education remains the core objective of the government, 

the ‘elephant’ in the room remains curriculum implementation. Teaching embraces some 

basic techniques or practices for classroom discipline. McDaniel (1985) in Zindi (2018: 

144) postulates some of these principles. One such principle of teaching is that the 

teacher must gain the attention of each and every learner/pupil in the class before 

attempting to teach. Curriculum implementation calls for the teacher to model the virtues 

that he or she would like the pupils to demonstrate, and pupils tend to emulate vicariously. 

This model aligns with Bandura’s social learning theory. The teacher ought to manipulate 

the classroom environment in response to the behaviour of the pupils. 
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Alber (2012) cited in Zindi (2018:145) also specifies some quick teachers’ practices such 

as  a teacher should use a normal, natural voice when teaching, speak only when pupils 

are quiet and ready and must also use non-verbal communication. Ibid further proposes 

that a teacher should address pupils’ behavioural issues quickly and wisely. Succinctly, 

the teacher must always have a well-designed, engaging lesson based on a balanced 

curriculum, teaching a built-in curriculum, catering for individual differences and offering 

lively learning opportunities (Chen, 2016:5). These basic practices are indispensable in 

curriculum implementation given that they exemplify the connection and relevance 

recognised in instructional research. This means the present study of curriculum 

implementation was critical because teachers must find best practices in the process. 

Much greater attention was therefore needed on the implementation processes of the 

updated ECD curriculum. 

 
 

The practices encouraged teachers and enabled them to think critically, clear up issues 

and actively take part in curriculum implementation. The nature of teacher-child 

relationships, the type of instruction, and the high-quality use of developmentally 

appropriate curriculum and assessment practices have the greatest effect on children's 

results at some point in their preschool years (Connors-Tadros & Daily, 2018:1). 

Professionalism is critical in the implementation of curriculum. As a result, an investigation 

into curriculum implementation was required. Over and above the teachers’ knowledge 

and skills, focus was placed on experience, expectations, views, and strategies in 

implementing the curriculum. 

 
 

Bertram and Pascal (2016:4) noted that globally, various nations have applied reforms of 

their early childhood systems, typically focusing on improved emphasis on training and 

readiness for school. It was important in this study to assess how teachers responded 

and reacted to the reforms put forward in the updated curriculum. It was so because there 

is research evidence (Suyanto, 2017:8) to the effect that curriculum reforms have several 

challenges. Suyanto (2017:8) conducted research in Indonesia and noted that many 

changes in implementing a new curriculum, C13 (Curriculum 2013), was challenging for 

teachers to understand its contents. Most teachers in primary schools had difficulties in 
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planning and assessing their work. It was reported by Suyanto (2017:8) that there was 

also minimal availability of teachers’ and pupils’ textbooks in schools. Few teachers had 

trained for the new C13; there was low access to ICT and most rural schools did not have 

computers. These findings also needed to be explored in the Zimbabwean ECD scenario. 

 
 

In Nigeria, Akinrotimi and Olowe (2016:35), further identified challenges related to 

professional qualifications of teachers, limited resources, high staff-child ratio and funding. 

Another research by Osho, Aliyu, Okolie and Onifode (2014:34) observed the same 

situation in various studies in that country. In Tanzania, a replica of the findings was 

observed by Mligo (2016:1650). Ntumi (2016:54) reports that a research carried out in the 

Cape Coast Metropolis, Ghana, on the implementation of the ECD curriculum, published 

that pre-school instructors were faced with many challenges on account that most of them 

were not knowledgeable and skillful in curriculum implementation and lacked sufficient 

teaching materials. 

 

In Zimbabwe, research has been done on ECD programmes (Tshabalala & Mapolisa 
 

201; Dozva & Dyanda 2012; Chikutuma & Mawere 2013; and Chikutuma & Mapolisa 

2013). In another research, Moyo, Wadesango and Kurebwa (2012:141) revealed that 

qualifications of teachers, large teacher-pupil ratio and shortage of resources negatively 

impacted the implementation of the ECD programme. It must be noted, however, that all 

these researches in Zimbabwe were carried out prior to the introduction of the updated 

ECD curriculum of 2015-2022. Resultantly, there were few recorded or published 

accounts on the implementation of the updated ECD curriculum in the country. 

 
 

Blueprints are known to have failed previously and so did education curricula in the 

country. In order to determine how teachers responded and reacted to the recently 

implemented updated ECD curriculum, more recent research was required. This study 

took greater magnitude given that some of the previous studies in this area limited 

themselves to the curriculum document, leaving out the implementation component of 

those curricula. I was highly motivated to study this area because the updated ECD 

curriculum calls for updated information, characteristic of its peculiar dynamics. My 
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intention was to gather more information and boost the limited literature on the subject 

under study. 

 

1.2 RATIONALE FOR THE STUDY 
 

Dr David Coltart, former Minister of Education in Zimbabwe, dismissed the new curriculum 

describing it as disastrous amid concerns about its suitability and feasibility (Newsday 

January 9, 2017). He further called upon parents and all stakeholders to resist the new 

curriculum, arguing that the whole idea was not inclusive, since no thorough consultations 

had been done. Due to these policy conflicts and contradictions, effective planning of the 

updated ECD curriculum implementation in many Zimbabwean schools remains hazy, 

insubstantial, and partially confusing process. There was therefore an urgent need to close 

the content gap. Given the challenges herein, stakeholders need information in line with 

the new curriculum to help them effectively meet the children’s needs. 

 

From the time I trained as an infant teacher in the 1980s and taught in kindergarten for 

18 years, I have been fascinated by the development of ECD programmes. I was 

instrumental in the introduction of ECD in teachers’ colleges whilst working at the University 

of Zimbabwe. Currently, I work at Women’s University in Africa, on a part-time basis. 

During teaching practice supervision, I noted that some schools were not fully resourced, 

and teachers lacked subject knowledge and technological literacy, a similar finding 

highlighted by UNICEF in 2018.  In some schools, the introduction of ECD was not quite 

viable due to lack of age-appropriate equipment, infrastructure and personnel (Mushoriwa & 

Muzembe, 2011:117; Chikutuma & Mapolisa, 2013:159). These observations had to be 

followed up and examined in the wake of the updated curriculum. 

 

The exposure and awareness of the forenamed challenges and positives aroused in me 

an interest to investigate the updated ECD curriculum implementation and followed up 

closely the nature of operational arrangements in school settings. This study interrogated 

the issues of ECD curriculum implementation by examining curriculum change, teachers’ 

experiences, practices, views, expectations, and curriculum implementation strategies as 

prescribed by contemporary children’s needs. The research was expected to give new 
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insights into the education area under study and benefit various stakeholders interested in 

the same. 

 

1.3 STATEMENT OF THE PROBLEM 
 

It was relatively embraced that ECD teachers were professionally trained but for several 

reasons, their pedagogical practices were not in tandem with the demands of the updated 

curriculum in the country. There was insufficient updated information for teachers, 

education officers and even policy makers to make decisive appropriate strategic plans for 

implementing the updated ECD curriculum. Hence, Chinangure and Chindanya 

(2019:193) recommended training of college lecturers in the new curriculum and in 

servicing of teachers.  When teachers are competently trained, and well supported, they 

are expected to execute their duties diligently. The current disputed ECD curriculum was 

introduced in 2017, before teachers’ colleges had put into place any strategies to provide 

training in line with the demands of the new curriculum (Chinangure & Chindanya, 

2019:193). 

 

The prevailing situation suggested that there could have been disconnection between 

teachers' expertise and skills, a critical lack of resources as well as the updated 

curriculum's content and implementation. The country did not have the capacity to 

successfully take on board the updated curriculum implementation. As a result, it appeared 

the lack of teacher training in the new ECD curriculum tied with inadequate resources was 

the missing piece in its implementation. Therefore, the problem f ocu se d  o n  exploring 

ECD teachers’ level of preparedness in implementing the updated ECD curriculum in 

Zimbabwe primary schools. 

 

1.3.1 The aim and objectives of the study 
 

The primary goal of this research was to identify teachers' responses and reactions to 

ECD curriculum implementation in Zimbabwe's Harare Metropolitan Primary Schools. 

 

1.3.2 Primary research question 

The primary research question was:  How applicable is the implementation of the 

updated Early Childhood Development (ECD) curriculum in Zimbabwean primary schools? 
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1.3.3 Secondary research questions 
 
 

i) What changes are there, brought about by the updated ECD curriculum? 
 

ii)  What  are  the  negative  and  positive  experiences  of  ECD  teachers  in  

curriculum implementation? 

iii) What are the teachers’ practices in implementing the updated ECD curriculum? 
 

iv) What are the teachers’ expectations in the implementation of the ECD curriculum? 
 

v)  What are the teachers’ views about implementation of the updated ECD curriculum? 
 

vi) Which strategies are employed to enhance the implementation of the updated  
 ECD curriculum? 

 

 

1.3.4 The objectives of this study were to: 
 

 
i). establish the changes brought about by the updated ECD curriculum, 

 

ii). explore the experiences of ECD teachers (limitations and positives) in 

implementing the updated ECD curriculum, 

iii). determine teachers’ practices in the implementation of the updated ECD curriculum, 

iv). explore teachers’ expectations in the implementation of the updated ECD 

curriculum, 

v). investigate ECD teachers’ views about the implementation of the updated 

ECD curriculum, 

vi). explore strategies that enhance the implementation of the ECD curriculum. 
 

 
 
 

1.4 LITERATURE REVIEW 
 

1.4.1 Curriculum implementation in Early Childhood Development 
 
 
Curriculum implementation in ECD has recently received attention both locally and 

internationally because of globalisation. Kelly (2004:7) cited in Alsubaie (2016:2) defines 

curriculum implementation as a dynamic process which takes account of the changes that 

occur in society. This definition was used as a fundamental   working definition for this research. 

Curriculum implementation entails putting into practice the clearly specified research 



8  

publications, syllabuses, and topics, as well as assisting pupils in gathering information and 

thus becoming competent. The implementation envisages the anticipated changes by 

making the curriculum come alive and successfully achieving curriculum objectives. 

 
 

In Zimbabwe, ECD curriculum is meant to play a central role in redressing some 

imbalances created in the education system, particularly, during the colonial era. On 

September 17, 2013, R.G. Mugabe, then President of Zimbabwe, had this to say at the 

beginning of the 8th Session of the Zimbabwean Parliament: 

... there is need to transform the structure and curriculum of the country’s education system 

to adequately meet the evolving development aspirations. This should see greater focus being 

placed on the teaching and learning of science, technology, engineering, and mathematics, 

including... entrepreneurship (Ministry of Primary and Secondary Education, 2015-2022: ii). 

 
 

While stakeholders debate about this new curriculum, the real battle is in the classrooms 

where curriculum change, teachers’ experiences, practices, views, expectations, and 

strategies determine the learning of children. From the current literature and mainstream 

media in the country, the new curriculum framework requires improved implementation. 

This research sought to elicit the teachers’ responses and reactions towards the updated 

ECD curriculum in the country’s primary schools and proffer strategies to 

strengthen/enhance its implementation. 

 
 

1.4.2 Curriculum implementation globally 
 

This study was not carried out on unchartered grounds, since similar studies on ECD 

curriculum implementation were carried out elsewhere around the globe.  Curriculum 

approaches are becoming more varied and associated with an emerging and diverse 

society in the Far East- China. There is uneven distribution of resources between China's 

coastal and inland areas, well-developed and developing regions, urban towns and rural 

villages, according to Zhu (2015:57). Furthermore, ibid highlights that the professional level 

and education techniques of coaching institutions in the country encountered many 

problems and curriculum implementation was progressing with difficulties. Evidence in 

research indicates that these discrepancies are not only peculiar to China but echoes in 

several countries including Zimbabwe. 
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In Indonesia, the teacher’s role is critical in implementing the new ECD curriculum 

Rusman,2015:106).The attainment of the goals in that country depends on the teachers’ 

performances; professional competencies, motivation, academic and professional 

qualifications. Experience and duration of the training programmes also have a bearing 

on teacher quality and efficiency (Rusman, 2015:106). For effective implementation of any 

curriculum, teachers should be fully trained as highlighted by Rous (2004:20) in Modise 

(2017:45) that the New Zealand government retrained all teachers who had Primary School 

Teaching Diploma qualifications for three years in ECE.  In my opinion, the retraining of 

teachers was intended to equip them with relevant knowledge and skills needed at ECD level. 

Best practices in teaching seem critical in the research and it becomes imperative to 

investigate this aspect in Africa, particularly within the Zimbabwean context. 

 

1.4.3 Curriculum implementation regionally 
 

In the African continent, several countries have taken a lead in curriculum implementation 

at ECD level. In Nigeria, a research in Osun State by Okewole, Iluezi-Ogbedu and Osunowo 

(2015:52), concluded that primary schools did not have trained instructors for ECD. 

Instructing and studying resources were inadequate and many schools in the area of 

study did not have an endorsed national curriculum. In another research, Adejobi, Omoare 

and Ayediran (2017:44) observed that in Nigeria, implementation of the ECD curriculum 

was very low despite its importance.  In their study, in Ogun State, Adejobi et al., (2017:45) 

observed that most public schools in the country lacked basic school facilities, instructional 

materials and some other schools had no prescribed ECD curriculum. Furthermore, these 

researchers discovered that some schools in Nigeria did not use their mother tongue 

language (Yoruba), as stipulated in their ECD curriculum. It is my contention that proper 

curriculum implementation is of significant importance for quality ECD. 

 

In Kenya, a research by Shaji and Indoshi (2008:390), on how ECD teachers implemented 

a science curriculum, in Kakamega Municipality, showed that teachers faced numerous 

challenges which negatively influenced children’s performance. The study revealed that, 

although the majority of ECDE centres (91.2 percent) had inadequate learning resources 

and good science laboratories, teachers' attitudes remained positive. In this study, it was 

consequently vital to look at the teachers’ views on the implementation of the new ECD 
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curriculum, amidst the numerous challenges on the ground. In Kenya, the ECD curriculum 

implementation was hampered by lack of adequate and excellent prerequisites.  

 

In South Africa, the Western Cape Department of Social Development (WCDSD) (2010), 

reported on poor training of teachers, poor infrastructure, teaching resources, a 

standardised curriculum, instructional barriers and less involvement of the private sector. 

Furthermore, Excell and Lington (2011:9) highlighted lack of government support in 

curriculum implementation and this stifled the development of quality ECD programs. 

 

The literature elicited about South Africa, Nigeria and Kenya highlighted the need for a 

curriculum that is appropriately consulted with stakeholders, ensuring the availability of 

human and capital resources. Therefore, from the prevailing situations in the mentioned 

countries, it was consequently vital to look at the teachers’ views on the implementation of 

the new ECD curriculum, amidst the numerous challenges on the ground in Zimbabwe 

primary schools. 

 

1.4.4 Curriculum implementation in Zimbabwe 
 

There is need to be inventive holistically in ECD programmes in Zimbabwe. Mushoriwa 

and Muzembe (2011:117) noted that ECD programmes in the country were affected by 

several challenges such as: scarce financial, human, and material resources. Chikutuma 

(2013:166) confirmed the findings, concluding that the teaching and delivery of ECD in 

Zimbabwe was affected by lack of resources, resulting in teachers failing to teach 

effectively. 

 

Meanwhile, Mangwaya, Bilgnaut and Pillay (2016:1), observe the situation differently. They 

claim that ECD teachers were sufficiently qualified to implement early childhood 

programmes, but that TICs and Heads received insufficient training for the initiation and 

development of ECD programmes in schools. Dozva and Dyanda (2012:62) also noted 

that most of the ECD centres in Zimbabwean primary schools were manned by graduates 

who have completed a Diploma in Early Childhood Development (DECD). In as much as 

these studies hold true, the issue is that they were carried out prior to the roll-out of the 

updated ECD curriculum. Therefore, it was paramount to determine the responses and 
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reactions of ECD teachers in implementing the updated curriculum in Zimbabwe. Some 

challenges highlighted earlier were further discussed, focusing on how they affect updated 

ECD curriculum implementation. 

 

Similar findings have been noted in all the four regional countries. Implementation of the 

ECD curriculum has been hampered by a myriad of barriers such as infrastructure, 

shortage of material resources, under development of human resources and many others. 

In China, Zhu (2015:59) noted that among the many barriers to integration efforts, lack of 

resources was the major one. In their research of European contexts, Alexiadou and 

Altmann (2020:89) noted that in many countries of the world, access to ECE is still 

problematic, the quality of ECE provision is poor, and there are large discrepancies 

between regions of different levels of development (UNESCO,2019:1). Having seen that  

implementation of the ECD curricula is problematic the world-over, it is now prudent to look 

at some moderating constructs of curriculum implementation. 

 

1.4.5 Moderating constructs 
 
 

1.4.5.1 Human resources 
 
 
According to Akinrotimi and Olowe (2016:34), the implementation of ECD in Nigeria, 

especially at the pre-primary level, was fraught with difficulties. They cited that most private 

owned pre-primary schools were managed by untrained teachers, in comparison to 

government pre-primary faculties who employed old female teachers with no qualifications 

in Early Childhood Education. Furthermore, according to Akinrotimi and Olowe (2016:35), 

almost all teachers in Nigerian pre-primary schools were not properly trained for the 

implementation of the ECD curriculum. 

 
 

In South Africa, Rogan and Grayson (2003:1186), as well as Excell and Lington (2011:9), 

consider that the lack of subject specialists among teachers was a critical issue in the 

field of early childhood education. The teachers also lacked government support in 

curriculum implementation. Mtahabwa and Rao (2010:3) cited in Ndijuye and Rao 

(2018:320) observed that rural pre-primary schools in Tanzania had large class sizes and 
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unfavourable teacher-pupil ratio and fewer qualified teachers. On the same issue, Li,Yang 

and Chen (2016:10) noted that in China, the government was urged to ensure that rural 

and remote preschool education resources be replenished and solve the problem of 

inadequate and unfair distribution of public funding and use of unqualified teachers. It is 

my argument that teacher training is crucial at ECD level as suggested by Nair, Hanaf 

and Yassin (2017:88) who noted that in Malaysia, preschool teachers with higher levels 

of education qualification significantly have better classroom practices than their 

counterparts with lower levels of education. In light of these scenarios, it was important to 

investigate the level of human resources in Zimbabwean primary schools. 

 
 

1.4.5.2 Material resources 
 
 

Several studies in Nigeria envisaged that many pre-primary schools owned by government 

lacked material resources (Akinrotimi & Olowe, 2016:34). Similarly, Thomas and Thomas 

(2009:10) noted that in Zambia, schools were overcrowded, under-funded and 

understaffed. The schools also lacked resources, such as, textbooks, learning and 

teaching materials and furniture. In South Africa, a research by Modise (2017:103) 

revealed that overcrowding limited good teaching and the practitioners did not perform 

some routine activities due to lack of space and full control of learners. Some of the goals 

in the Zimbabwe Education Sector Strategic Plan 2016-2020 were to provide adequate 

and appropriate infrastructure. This research intended to assess the authenticity of these 

goals and how far Zimbabwe had gone in the provision of instructional resources. 

 
 
 
 

1.4.5.3 Curriculum documents availability 
 
 
As much as material resources are critical in curriculum implementation, they need to be  

supported  by a curriculum policy document and syllabi  to guide practitioners. Kwela, 

Bunagi and Kainamula (2000: 49) cited in Chikutuma (2013:68) revealed that in Tanzania 

ECD teachers had to improvise their syllabi. Similarly, in Nigeria, Akinrotimi and Olowe 

(2016:35) noted the unavailability of the curriculum document in the majority of privately-
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owned pre-primary schools. The absence of these documents in the schools suggests that 

teachers will not be guided accordingly, leading to poor curriculum implementation.  

Curriculum document availability and teachers’ ability to interpret it was investigated in this 

study. 

 

1.4.5.4 Financial resources 
 
 

 
Availability of finances is a major determinant for the successful implementation of a  

curriculum  in any country. In most African countries the budget allocation for curriculum 

implementation is very low although there is growing recognition of the importance of 

investing in young children (Neuman & Devercell,2015:32). This may result in low learning  

outcomes   Kimosop (2013:1) observed that in Kenya, implementation of the curriculum 

was stalled by high costs of teaching materials and textbooks. In this study, it was 

necessary to find out how Zimbabwe was availing finances towards the updated ECD 

curriculum implementation process since the success of the program is dependent on the 

provisions at hand. Neuman and Devercell (2015:33) have emphasized the need for the 

governments to prioritise ECD support and implementation, thereby translating policy into 

practice. 

 
 

1.5. THEORETICAL AND CONCEPTUAL FRAMEWORK 

 
 

Every study is guided by a framework and this study followed the pragmatism framework. 

The key concept of pragmatism, according to Czujiko (2013:245), is experience, and this 

experience is educational, that is, "Learning by Doing." According to Rogan and Grayson 

theory (2003:1178), the pragmatic approach is child-centered. The Zimbabwean updated 

curriculum intends to promote child-centred learning, independence and interdependence 

and motivation (MoPSE, 2015:45) The aims/contents of the curriculum justify the use of 

the pragmatist framework. 

 

The researcher intended to investigate teachers’ experiences, practices, views, 

expectations and strategies as they implemented the updated ECD curriculum, in relation 
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to John Dewey’s Progressivism and Howard Gardner’s Multiple Intelligences (MI) theories. 

Khalid (2014:31) explained that the theories are linked, and integrated. Gardner (1983) 

proposes a better-rounded curriculum that includes the arts, self-awareness, 

communication, physical training, and naturalist intelligence.  Kurasha and Alexander 

(2013:58) noted that, Dewey concurred with Gardner where he advocates for a curriculum 

based on children’s experiences, interests, and challenging problems. Both theories place 

great emphasis on an individualised approach to learning. It was therefore crucial in this 

study to focus on the teaching of ECD children and how Progressivism and MI theories 

could be incorporated into the updated ECD curriculum. 

 

1.5.1 Research paradigm 

 

A paradigm is a set of flexible principles in which two or more principles can be combined 

in research processes. In view of the above, pragmatism paradigm and constructivism 

paradigm are combined and used as the lenses for this study. Morgan (2007) cited in 

Creswell (2014:11) advocated for a greater pragmatic approach which was all 

encompassing, not hinged on one philosophy. Creswell (2014:9) postulates that 

constructivists agree that human beings construct meanings as they interact with the world, 

consequently growing their own knowledge. Pragmatism, according to Creswell (2014:10), 

includes approaches, worldviews, and assumptions, as well as different types of records, 

data collection, and analysis. This justifies the use of both worldviews in this research. 

 

1.6 RESEARCH METHODOLOGY AND DESIGN 
 

This study employed the qualitative research method. The qualitative research method 

captures the nuances, subjectivities, and explanatory basis for participants’ responses. 

Qualitative research seeks to understand a person's perspective of the world from his or 

her own point of view Creswell (2014:205). The approach entails studying a phenomenon, 

in its natural context. This is also supported by Denzin and Lincoln (2018:2) who stress the 

importance of natural settings in research. Qualitative research examines the factors that 

influence human behaviour, such as, internal thoughts, emotions, and intentions. 
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Qualitative research method regards reality or truth as that which people imagine it to be 

(Erlingsson & Brysiewicz, 2012:92). It uses descriptive data in its research reports and the 

investigation is holistic, simply put, participants are studied within their natural settings. 

Maree (2017:3), expressed that qualitative researchers prefer natural settings because 

they believe that context is crucial in understanding activities. Through the qualitative 

approach, I interacted with DSIs, Heads of schools/TICs and ECD teachers and carried 

out lesson observations in the ECD departments. The decision to conduct research directly 

in schools helped to ensure that frontline stakeholders in ECD curriculum implementation 

could be reached. I further interviewed education officials engaged in curriculum 

formulation and development but failed to carry out Focus Group Discussions due to 

closure of schools following the outbreak of COVID-19 pandemic. Alternatively, I could 

have used Zoom or Teams but failed due to power outages experienced in the country 

during the research period.  

 

 
1.6.1 Research approach 
 

To find out how respondents saw the world from their own point of view, a qualitative 

approach was used.  Qualitative research seeks insight rather than statistical analysis. 

Data were collected through the qualitative approach, from the primary schools and 

Ministry of Education records. 

 

 

1.6.2 Research design 
 

A research design, according to Punch (2014:206) is the underlying graph for a piece of 

study. This study employed the ethnographic research design, which is largely qualitative. 

The approach, the question of who or what will be investigated, and the methods to be 

used for collecting and analyzing data are the four main concepts. According to Denzin 

and Lincoln (2018:2), the qualitative method is naturalistic, practical and full of the 

unexpected hence it will not be neatly programmed. This research design is flexible, 

reflective and recursive. These processes operate throughout every stage of the study. 

The approach entails studying a phenomenon, in its natural context.  I entered the field to 
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collect data without specific hypotheses or preconceived notions. I was guided by the 

research question and purposive sampling. 

 

1.6.3 Population and sampling 
 

1.6.3.1 Population 

 

According to Best and Kahn (2016: 13), population denotes any group of people who share 

one or more characteristics that the researcher is interested in. Generally, this refers to all 

people, occasions or objects that can be involved in the study. Information obtained from 

District Office documents showed that the populace of this study was 120 ECD teachers 

from 30 primary schools in EPMAFARA (Epworth, Mabvuku and Tafara) District of the 

Harare Metropolitan Province in Zimbabwe.  

 

1.6.3.2 Participants 

 

This study only took District Schools Inspectors, ECD teachers and TICs/Heads from four 

(4) randomly chosen primary schools in the district. This was to check on uniformity of the 

teacher practices as all the schools in the country are governed by the same education 

law. Unit of analysis was the infant departments in schools and collected data were 

presented in tables, graphs, figures and pictures. In this study, eight (8) ECD teachers, 

four (4) Heads or TICs from four (4) schools and two (2) District Schools Inspectors made 

up the sample. In a research, it is difficult to engage the entire population since it is 

expensive and time consuming. 

 

1.6.3.3 Sampling 

 

A convenience sample comprises a part of the population which is “conveniently” close at 

hand and readily available. I used convenience sampling, to select the subjects because 

of their accessibility and proximity effect. Purposive sampling, according to Oppong 

(2013:203), is a method in which a researcher chooses subjects who have knowledge or 

experience of the problems being discussed. I chose purposive sampling because 

participants in this study were knowledgeable about the phenomenon in question and were 
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inclined to proffer relevant facts about the topic as suggested by Oppong (2013:203). In 

this study, the subjects were District Schools Inspectors (DSIs), Heads/TICs and ECD 

teachers. 

 

1.6.4 Instruments and data collection techniques 
 

In this qualitative research, I was the key instrument as suggested by Creswell (2014:185). 

In-depth Interviews, lesson observations and document analysis were used for data 

collection.  I administered the interview instruments personally and observed ECD 

teachers implementing the curriculum. This subjectivity involved in the selection and 

interpretation of qualitative research data made the process inductive rather than deductive 

as in quantitative research (Creswell, 2014:186). Subjectivity is accepted in qualitative 

research. However, to guard against subjectivity and bias, an assistant researcher was 

used. Secondary data was gathered from records at the District offices and schools, ECD 

department files and other teachers’ class documents. This completed the process of 

triangulation. 

 

The study was based on primary data collected through the descriptive case study method 

from a sample of teachers engaged in ECD. It allowed for the study of perceptions, 

feelings, values, views and beliefs of the respondents. Case studies allow inferences to be 

made about a large group from data drawn on relatively smaller number of individuals from 

that group (Yin, 2013:325). Therefore, the method has an advantage of broadness of 

scope. In a descriptive study, no attempt is made to change behaviour or conditions 

(Creswell, 2014). Thus, this research design ensured that the study became more realistic 

in that participants were studied in their natural settings. 

 

1.6.5 Data analysis and interpretation 
 

I employed NVivo software to analyse recorded and taped interviews and notes as 

suggested by Braun and Clarke (2013:12). I studied the data to establish the teachers’ 

responses and reactions to the updated ECD curriculum implementation in the District. I 

transcribed and analysed data from interviews conducted and lesson observations, as well 

as documents using checklists with specific criteria to solicit views from District Schools 

Inspectors, ECD teachers, school heads or TICs. The data were presented on tables, 
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graphs, figures and diagrams. Verbatim quotes were presented for in-depth interview 

excerpts (Creswell, 2014:192). 

 

1.7 CREDIBILITY AND TRUSTWORTHINESS 
 

 

The research credibility and trustworthiness establish whether the research findings 

represent plausible information drawn from the participants’ original data and is a correct 

interpretation of the participants’ original views. The authenticity of credibility and 

trustworthiness can be validated through triangulation. Triangulation is described by 

Novatorav (2015:8) as a method of cross-checking data from multiple sources to look for 

regularities in research data. Triangulation enhances validity. This study employed different 

research instruments to ensure the weaknesses of each instrument would be compensated 

by the other. In-depth interviews, classroom observations and documents analysis were 

used to establish a convergence of facts. Creswell (2014:201) suggest the use of member 

checking to ensure trustworthiness of the findings. So, before the final analysis of results, 

participants were engaged in reviewing the study results. 

 

1.8 RESEARCH ETHICS 
 

Research ethics is a very critical aspect of research which encompasses permission, 

informed consent, confidentiality, and anonymity. 

1.8.1 Permission 
 

Firstly, I sought permission to carry out the study from the Ethics committee of UNISA. The 

Zimbabwe Ministry of Primary and Secondary Education granted permission to conduct 

the research in schools. Permission was first granted by the Head Office. I personally took 

the permission soliciting letters to the various structures of the Ministry of Primary and 

Secondary Education. These included the Provincial Education Director of Harare Schools, 

after receiving approval from the Head Office. I then took the letters of approval from the 

Provincial Education Department and the Head Office to the District Offices. When 

permission was granted, I took all the letters of permission to the schools and asked the 

school heads for permission to conduct the study at the identified schools. Seeking 

permission to carry out a study is very important since it enables one to carry out the 

research and it also makes it authentic. 
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1.8.2 Informed Consent 
 

During the research, participants should be protected against violation of their rights. They 

should participate voluntarily and should be guaranteed confidentiality and anonymity. 

McMillan and Schumacher (2014:333) also stress the point of informed consent, before 

carrying out a qualitative research. In the light of these observations, participants were 

made aware of their rights hence they participated freely. 

 

1.8.3 Confidentiality 
 

Confidentiality was strictly observed by keeping the data secure. No one should have 

access to the participants’ data or names. Chikutuma (2013:85), advises that collected data 

should not be matched to any respondent. Participants should be assured of confidentiality 

and privacy. 

 

1.8.4 Anonymity 
 

To ensure respondents’ anonymity, I ensured that no response could be matched to a 

participant. Allen (2017:411) adds to this by stating that when a response cannot be linked 

to a specific participant, anonymity is guaranteed. Participants were not required to write 

their names. To keep the participants’ data secure, I used codes. 

 

1.9 LIMITATIONS AND DELIMITATIONS OF THE STUDY 
 

1.9.1 Limitations 
 

As a part time lecturer, I did not have enough time to make observations in schools as 

desired. Time was a limiting factor and the research participants were equally affected. 

This may have impacted on them clearly articulating their expectations. Another challenge 

was the limited related local research material on the topic. In addition, the research 

process was disturbed by COVID-19 lockdown restrictions, which was unforeseeable 

(WHO,2019). The aspects of time and costs limited the study to Harare primary schools; 

hence the results may not be generalised to all primary schools in Zimbabwe but would 

only give an indication on the type of issues that could be faced in curriculum 

implementation in the country. 
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1.9.2 Delimitations 
 

Four (4) primary schools from the EPMAFARA District of the Harare Metropolitan Province 

were used in the study. Four (4) TICs or Heads and two ECD teachers per school (8) 

took part in the research. The research focused on implementing the updated curriculum 

to ECD A and ECD B pupils in the selected schools. 

 

1.10   DEFINITION OF KEY CONCEPTS 

a. Appl icabi l i ty  
 

 

According to Wilson (2016:111), applicability relates to the extent to which the results 

are likely to impact on practice. Applicability is subjective hence what works for one 

person may not work for another. In this study, applicability refers to the suitability and 

usefulness of the updated curriculum at ECD level. It also focuses on its relevance and 

appropriateness to ECD pupils. 

 

b. Curriculum 
 

 

Chen (2010:13) defines curriculum as, “educational documents, such as standards or 

syllabus which are devised based on certain theoretical principles, stipulating the details 

of objectives, content, pedagogy, assessment and resources etcetera and serve the 

compilation of textbooks.” Alebiouso (2005), cited in Bediako (2019) also views it as an 

instrument that dictates the affairs of every educational system. Furthermore, Offorma 

(2004) cited in Bediako (2019:1) defines curriculum as a programme which is made up of 

three components: programme of studies, programme of activities and programme of 

guidance. On the other hand, Su (2012:154) defines a curriculum as a process of selecting 

course of study or content.   A curriculum also describes or prescribes the content and 

goals of formal instruction but lays the means of instruction out of the foreground of focus. 

It can be seen as a means of achieving specific educational goals. It guides the affairs of 

every educational system. It is a tool for disseminating knowledge and other learning 

experiences. Curriculum, according to the Zimbabwe MoPSE (2015:2), is the sum total of 

all learning experiences and resources offered to students in formal and non- formal 

environments. In this study, curriculum refers to the experiences offered to ECD pupils in 

Zimbabwean primary schools. 
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c. Curr iculum Implementation 
 

According to Nevenglosky et al.,(2019:5), curriculum implementation refers to how teachers 

deliver instructional assessment through the use of specified resources provided in a 

curriculum. Su (2012:153) regards curriculum implementation as what teachers are going 

to teach and, what learners are going to learn. Curriculum is closely related to how well the 

learners learn- the outcomes. On the other hand, Nnabuike et al.,(2016:41) regard it as the 

process of interpreting contents of the curriculum by the teacher. The teacher's translation 

of the anticipated or officially developed course of study into syllabuses, schemes of work, 

and lessons to be given to students is referred to as curriculum implementation (Bediako, 

2019:1).  It is also the actual interaction of the learner with expected learning opportunities. 

This includes the instructional materials that will be used in the classroom. In this study 

curriculum implementation will be regarded as the manner in which the teacher interprets 

the syllabus and mixes the various aspects of knowledge into practice. It is also a process 

whereby teachers help the learners acquire knowledge and skills through lessons taught. 

 

d. Primary school 
 

 

Hollowel (2018) noted that primary education is for children approximately 5 to 11 years 

old and is usually grades one through to six. Primary education is typically the first stage of 

formal education, coming after preschool/kindergarten and before secondary school. In 

Zimbabwe, primary school constitutes the infant and junior school modules which last nine 

years (MoPSE, 2015:21). The nine-year cycle is divided into two levels namely, the Infant 

level (ECD to Grade Two) and the junior level (Grade Three to Seven). 

 

e. Early Childhood Development 
 

 

Early Childhood Development (ECD) is defined as a period from conception up to school 

entry. It is a window of opportunity for children’s cognitive, social, emotional and physical 

development which occurs as a result of the interaction between the environment and the 

child (UNICEF, 2018:2). It is a holistic approach to policies and services for children from 

birth to eight years of age, their parents and caregivers. Its aim is to safeguard the rights 

of children to reach their maximum cognitive, mental, social, and physical potential. The 
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physical, cognitive, linguistic, and socio-emotional development of a child is referred to as 

ECD. In Zimbabwe, the infant school embraces children in ECD and Grades one and two 

(MoPSE, 2015:21). ECD A refers to children aged 3 to 4 years, while ECD B refers to 

children aged 4-5 years. As a result of CIET's (1999) recommendation, this was 

implemented as a regulation. 

 

1.11 CHAPTER OUTLINE 
 

The research was organised into six chapters. 
 
 

Chapter 1: Presents the introduction, background as well as rationale of the study. It also 

gives the frameworks that guided the research, methodology, research ethics, limitations, 

and delimitations. The definitions of key terms are outlined. Finally, a conclusion is given. 

 

Chapter 2: The chapter presents contextual and theoretical frameworks of the study. 
 

Chapter 3: Reviews the literature on curriculum implementation in Early Childhood 

Development. It looked at literature from around the world, as well as regionally and locally. 

 

Chapter 4: The following topics are discussed: research methodology, design, research 

paradigm, and data collection methods. 

 

Chapter 5: Data analysis and interpretation are presented. This includes in-depth 

discussions of the collected data's conclusions. It contains results that are compared to the 

literature. 

 

Chapter 6: Summarises the research and its findings. It comes up with conclusions on 

analysed and interpreted data and gives limitations and recommendations. 
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CHAPTER 2 
 

THEORETICAL AND CONCEPTUAL FRAMEWORK 
 
 
 

2.1 INTRODUCTION 
 

This chapter provides theoretical and conceptual framework for the tenets that underpin 

my concept of curriculum implementation. There are several perspectives used to give 

sense and direction to the theoretical and conceptual framework of a study. A theoretical 

context, according to Lindsberg, Kruger, and Nel (2005) in Dube (2015:31), is the 

supporting structure of a theory in terms of its collection of concepts, beliefs, and 

definitions, in a way that informs us about the worldview.  It is the pinnacle of every study. 

The development of the current theoretical framework cannot be traced to one source but 

can be explained in terms of the cumulative impact of diverse influences that go back to 

my early education and work experiences. These perspectives include the rationalist, the 

empiricist, the pragmatist and the existentialist. To bring focus to this study, the pragmatist 

paradigm was adopted. Shared below is a set of guiding principles drawn from old and 

contemporary theorists that I believe are important in curriculum implementation. 

 

2.2 THE CONCEPT OF CURRICULUM IMPLEMENTATION 
 

What is more significant is that ‘curriculum implementation’ has become one of the biggest 

educational buzz-phrase of the 2000s. John Dewey (1859-1952) holds the view that 

teachers’ practices in curriculum implementation are best when children are exposed to 

diverse learning environments. On the other hand, Friedrich Froebel (1782-1852) bases 

his argument on practical experiences and learning resources. Friedrich Froebel (1782-

1852) developed curricula based on practical experiences. In the twentieth century, 

educators such as Maria Montessori (1870-1952) and John Dewey (1859-1952) pioneered 

reform and ground-breaking teaching methods.  In Zimbabwe, there are several 

established and operating Montessorian ECD centres. These centres have realised the 

importance of ECD curriculum and therefore adopted the Montessorian curriculum 

principles. 
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Onwuka (1981), quoted by Diwunma and Obiageli (2013:821) identifies the teacher as 

the agent in the curriculum implementation process. Curriculum implementation, she 

claims, is the way a teacher chooses and blends the different facets of experience in 

curriculum. This could be interpreted as the instructor's ability to convert a proposed or 

formally developed document into educational opportunities for the learners' benefit. The 

aim of this research was to investigate how the updated ECD curriculum was being 

adopted or applied in primary schools. The following section examines the philosophical 

perspectives on which this study was footed. 

 

2.3 PHILOSOPHICAL PERSPECTIVES 
 

All human beings seek to create an understanding of the phenomena around them, 

whether in Europe, Asia, Africa or Zimbabwe. In education systems, the child is central 

in all school activities hence the teacher should facilitate effective learning. Hutton 

(2014:64) translated Confucius Xunzi (551 BC-479 BC) philosophy focusing on the learner: 

“Tell me and I will forget, show me and I will remember, involve me and I will understand”. 

Therefore, in a learning situation, children should be afforded the opportunity to explore 

and create their own useful knowledge. 

 

There are numerous perspectives that are not inherently good or bad, they are just 

different. They all have their strengths and weaknesses, as well as their appropriate uses 

in certain scenarios. Henning, Van Ransburg, and Smit (2004:25) cited in Dube (2015:31) 

notes that every positional idea in a study is based on a particular perspective. The major 

philosophical positions that have influenced curriculum formulation and implementation 

include inter alia, rationalist, empiricist, pragmatist and existentialist (Beach and Reinhatz, 

1989:106). Table 1 shows the different philosophical perspectives that can be employed in 

curriculum implementation. 
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Table 1 Philosophical Perspectives 

Perspectives Learner Teacher Method Curriculum 

Rationalist Recipient of 
 

Information 

Source of 
 

ideas, facts, 

and 

information 

Drilling, 
 

lecturing, 

Subject- based 

Subject matter 
 

of symbol and 

idea 

Empiricist Recipient of 
 

Information 

Demonstrator 
 

of process 

Lecturing, 
 

Teacher- 

centred 

Subject matter 
 

of the physical 

world 

Pragmatist Experiences 
 

Knowledge 

Researcher, 
 

project director 

Inquiry, 
 

Participatory, 

Problem 

solving 

Problem 
 

solving, 

Hypothetical, 

subject to 

change, 

Problems, 

Projects 

Existentialist Ultimate 
 

chooser, 

search for 

personal 

identity 

Facilitator of 
 

Choices 

Inquiry, 
 

Discovery 

Subject matter 
 

of choices 
 

Not rigid 

 
 

Adapted from Beach, and Reinhatz (1989:106) 
 

 
 

The most detailed and revealing philosophy is pragmatism. Dewey’s pragmatism 

philosophy to understanding how people learn pays close attention to children’s learning. 

The theories underpinning this study were guided by the pragmatism philosophy, and 

these theories were chosen because of their relations to the topic, confirming that 

pragmatism is an eclectic or hybrid model in curriculum implementation. These theories 

include progressivism, constructivism, social cultural theory, bio-ecological theory, 
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multiple intelligences theory and curriculum implementation theory. The theories were 

premised to account for information to address the existing gap, to answer the central 

question on ECD curriculum implementation. 

 

Ormerod (2006:892) cited in Kaushik and Walsh (2019:10) views pragmatism as a 

traditional philosophy that has impacted heavily on education from the late 19th century. 

The philosophy provides explanations and answers to the fundamental questions about 

existence, knowledge, reality, and values. It was not just for theoretical reasons but also 

for practical purposes. Pragmatic philosophy was chosen to provide the lens and guidance 

towards investigating curriculum implementation in ECD. 

 
 

According to Longo (2013:6), in pragmatism, all claims about truth, knowledge, morality 

and politics must be tested scientifically. Knowledge viewed from this philosophy must be 

gotten practically. Pragmatic philosophy becomes important in this study as it gives the 

teachers a strong base to curriculum implementation by allowing learners to gain and 

develop skills and knowledge through practical activities. Pragmatism philosophy was  

chosen because Dewey was interested in the reform of educational theory and practice 

which I found important and exciting. As the study unfolded in Chapter 5, I analysed the 

teachers’ responses to find out whether the education systems in the schools were rooted 

in a specific philosophy for Zimbabwean people. In the subsequent paragraph, the 

synopsis of pragmatism philosophy as the launching pad to the theoretical and conceptual 

framework follows. 

 
 

 

2.4 SYNOPSIS OF PRAGMATISM PHILOSOPHY 
 

 
 

Pragmatism philosophy led to the birth of the proposed theoretical framework of this study. 

Pragmatism is linked to human life and well-being. In essence, Dewey (1986) described 

pragmatism as a way of acting and thinking that is influenced by inquiry and 

circumstances. Adeleye (2017:3) argues that pragmatism philosophy stresses that, all 

claims about truth, knowledge, morality, and politics must be tested in this way. Dewey 

viewed philosophy as a general theory of education, and as a result, he put a strong 
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emphasis on epistemological and axiological considerations. His theory emphasises 

Intelligence’s social role, arguing that ideas are tools for living rather than ends in 

themselves (Adeleye, 2017: 3). 

 

Pragmatism philosophy is viable in primary schools especially at ECD centres where 

learner-centred approaches are central. Naturally, teachers have a wealth of knowledge, 

skills and experiences that can be tapped into, to implement the ECD curriculum. The 

pragmatism philosophy has a contribution to make in its conception of holistic education, 

that is, education should aim at molding the whole person. Pragmatism offers skills to 

conquer one’s environment in terms of manual skills, intellectual knowledge about the 

environment and social skills to assist children to interact in a more meaningful way 

(Dewey, 1986). 

 

I have studied how teachers and children engage in learning environments during my 

years as a teacher and lecturer; however, I still have minimum knowledge about this field. 

Of great interest to me in those years was how each of the different pupils in a lesson 

navigates around given tasks. The question of children’s needs and interests, learning 

environment and the democratic character proposed by Dewey (1986) and Chen (2016:5) 

was answered by exploring teachers’ practices as they implemented Zimbabwe’s updated 

ECD curriculum in primary schools in EPMAFARA district in Harare.  The sub questions 

to help address this main question have been provided in paragraph 1.3.4. 

 

It takes a while to understand some dynamics of curriculum implementation and it was 

not easy in this study to proffer generic solutions. To provide answers to the curriculum 

implementation process, I applied the pragmatic perspective and constructivism theories. 

In other words, I sought some recent educational thoughts in these modern times to 

positively influence curriculum implementation in Zimbabwe. This study targeted the ECD 

teachers and administrators in the department. The next section discusses the four 

principles of pragmatism cited by Singh (2007) in Adeleye (2017:1). 
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2.5 CARDINAL PRINCIPLES OF PRAGMATISM AND TEACHER’S ROLE 

 

According to Dewey (1986) cited in Adeyele (2017:3) there are four main principles of 

pragmatism philosophy. Dewey talks about the truth principle, reality principle, democratic 

social value and the high premium principle. The truth principle states that, “Truth often 

varies according to time, location, and situation”. Truth to a person at a certain time, 

location, and circumstance does not have to be true to others or to someone else at a 

certain time or place, as noted by Adeyele (2017:3), because truth is always changing 

according to time, place, and circumstances. This principle suggests that a teacher must  

always be willing to adapt in his or her teaching style and understanding the right teaching 

method when situations and children change. In this study, I investigated teachers’ 

varying practices and their responses toward current ECD curriculum implementation. 

 

The second principle of Dewey is that reality is formed by its outcomes. Pragmatists are 

confident that reality is created or constructed by the outcome. True information for the 

educator is what society needs him to remember. For example, Information and 

Communication Technology (ICT) is one of the new curriculum's subjects, and it is now 

required that an ECD teacher be familiar with ICT. The research question that this theory 

raises is: How do ECD teachers respond to the implementation of the updated curriculum 

in this rapidly evolving educational system? 

 

The third principle is of democratic social value: Under the democratic social value 

principle, pragmatists hold that, “man is a social being”. Pragmatists, according to Harvey 

(2012:19), support democratic social qualities and principles. Pragmatists also believe 

that the utility of a theory determines its reality. The principle or argument is that every 

concept that is helpful to a person is proper and true. As a result, ideas are real because 

they are beneficial. The assumption is that the teacher must be aware of the democratic 

principle of the society in which he or she works. 

 

The principle of placing high premium on activities is the fourth: this principle emphasises; 

“learning by doing”. Of all the principles this is regarded the core idea of pragmatism. 

Dewey is very significant to Adeyele (2017:3) since he believes that change in behaviour 

comes from experiences. As a result, an individual is a living being who learns from his 
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or her experiences in the world. This means that to be pragmatic, everything must be 

functional, and activity controlled. Therefore, one must move away from the talk and chalk 

method of teaching to learner-centred methods. The implication to the teacher is that 

children should be allowed the freedom to express views so long as such views are 

supported by logical reasoning. 

 

In their Curriculum Implementation theory, Rogan and Grayson (2003: 1191) state that 

Dewey’s pragmatism philosophy suggests that in teaching, children’s interests, 

environment, and democratic value influence curriculum implementation. This implies 

that, ECD curriculum implementation is dependent on the learners’ interests, classroom 

environment and democratic value, teachers’ methods, and outside agents’ support. 

 

The whole essence of these principles is that ECD children learn through activities. They 

also learn through structured and unstructured play. What children do during play informs 

the teacher in scheming and planning. This means that at some stage, children determine 

what they should be taught. Since children learn through play, in the structured learning 

activities, the teacher should manipulate the classroom environment in response to the 

behaviour of the learners and be careful not to overdrive the learners as that can make 

them anxious. 

 

2.6 INTERPLAY OF PRAGMATISM THEORIES ON ECD CURRICULUM 

IMPLEMENTATION 
 
 

Various theorists propound several child development theories, and the evolution of 

teaching and learning has been influenced by these theorists. This study as already 

alluded to rests on the wealth of studies on Pragmatism philosophy with a combination of 

several theories focusing on ECD education. Distinguished intellectuals such as John 

Dewey, Lev Vygotsky, Urie Bronfenbrenner. Howard Gardner, Rogan and Grayson have 

researched and written much about child development. Pragmatism points to the position 

of the child in teaching and learning. The National ECD curriculum of Zimbabwe advocates 

for a child-centred philosophy in terms of purpose, design, and implementation. 

 
 



30  

After much research and analysis, I came up with what I considered to be a theoretical 

framework that could help the country in ECD programs. This section looks at the interplay 

of different theories on ECD  curriculum implementation.  

 

 

Figure 2.1 shows the theories which interlink between pragmatism philosophy and its 

supporting theories on child development.  

 

  

 

 

Author’s own compilation 
 

 

pragmatism

philosophy 

Curriculum 
Implementation 

progressivism 

constructivism

socio cultural

Bio-ecological

Multiple 
Intelligences

Figure 2. 1Theories which feed into pragmatic philosophy 
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The six key theories explored are progressivism, constructivism, socio cultural, bio- 

ecological, multiple intelligences and curriculum implementation. The theories are 

inextricably interwoven and can be effectively utilized in the updated ECD curriculum 

implementation. Dewey’s theoretical analysis of child development and his progressivism 

theory are used as a basis to explain some key issues. 

 

2.6.1 Progressivism theory 
 

Dewey’s progressivism theory sought to explain how children learn in a school situation. 

This theory comes from the simple word ‘progress’. Dewey realised that learning was 

centred on an individual learner, through various activities which promote curriculum 

implementation. Dewey’s progressive theory emphasises the child and his/her interests 

rather than subject matter, that culminates into what he called “ child-centred curriculum”. 

His ideas crystallised in his 1986 work which distilled into pragmatism philosophy. The 

implications of these ideas are clearly reflected in the Zimbabwe Curriculum Framework 

(2015-2022: 41). 

 

Dewey’s theories on learning and teaching are supported by the work of other authorities 

in education who worked with children. These suggest that teachers need to apply 

different teaching methods on the situation. Thus, the basic assumption underlying 

pragmatism is that children with different aptitudes, learning styles and personalities 

require an amalgamation of methods chosen arbitrary from different theoretical systems. 

The active learning principle is important in the learning at ECD level because a child 

learns through involvement and direct interaction with the physical and social 

environments. 

 

Dewey (1986) also places emphasis on the arrangement of the learning environment. In 

this regard, a teacher must reflect on how the classroom space fosters children’s 

experiences. Dewey also suggests that teachers could use young children’s interests and 

activities as a context for teaching concepts and skills, as suggested by Chen (2016:5). 

Children should also be given the chance to solve problems, discover new things and 

figure out how things work. 
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The genius of Dewey is that he combined teachers’ practices and children’s needs and 

interests. He postulates that teachers cannot make children focus on learning unless they 

are well versed with the curriculum. This is emphasised by Chen (2016:20) when he 

says that teachers play a critical role in the success of curriculum reform. The 

Zimbabwe Constitution Section 81: sub section 2: 48 recognises this point when it states 

that, “A child’s best interests are paramount in every matter concerning the child”. Dewey’s 

work is a mastery exposition on the principles of teaching and learning which are possible 

using different senses. 

 

Among those who supported Dewey’s themes were Jean Piaget (1896-1980) a Swiss 

epistemologist who propounded the theory of cognitive development. He opined that 

children make sense of the world through their senses, using structures determined by 

their biological readiness and life experiences. Rogan and Grayson (2003:1178) believe 

in learning by doing and this is supported by Czujiko (2013:245) who suggested that the 

central theme of progressivism is experience and this experience is pedagogical “learning 

by doing”: The combination of their ideas produced some original perspectives on how 

children learn. This study examined ECD curriculum implementation premised on 

Dewey’s progressivism ideas and how they are interwoven with the constructivist theory. 

 
 
 

2.6.2 Constructivism theory 
 

 
 

Although Dewey is one of the pioneers in pragmatist thinking, he is by no means the only 

person to attempt an analysis of the philosophy. Dalcour (2018:1) states that 

constructivism theory supports pragmatism perspective. This theory is grounded on 

several theorists that include Dewey, Piaget, Vygotsky and many others. Furthermore, the 

theory upholds co-construction of knowledge during pupils’ interaction as critical. This 

theory is linked to pragmatism in that learners are actively involved in activities of their 

choice, a great tenet of pragmatism philosophy. 
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Vygotsky (1978) cited in Musiyiwa and Muzembe (2011:58) stressed the environment 

democratic nature as another characteristic of constructivism theory. He stresses the effect 

of culture, social experience, and the children's Zone of Proximal Development (ZPD) on 

their development. The ZPD idea is further discussed later in the section. Central to 

Vygotsky’s process of inquiry has been the entire concept of learning. The learning 

environment must be safe, soft, welcoming, and inviting to both children and adults. 

Children interface with each other, manipulate their environment and create knowledge 

with the help of the expert, thus operating in the ZPD. These constructivism characteristics 

guided me in exploring teachers’ practices. I also examined the assertion that learning 

resides in the child, who possesses an innate desire to explore, solve problems and 

construct personal meanings and ideas. 

 

Zindi (2018:26) stressed the fact that in constructivism, concepts, problem solving skills 

and attitudes are all influenced by social interactions and culture. This means, according 

to Vygotsky, depending on social interactions and culture, active learning takes place 

within a rich social and physical learning environment that is full of concrete materials and 

positive social relations. This has major implications for classroom situation. The teacher 

should prepare a conducive environment for the ECD pupils, to explore and realise their 

potentials. 

 

2.6.3 Socio cultural theory 
 
 

The Socio-cultural theory was postulated by Lev Vygotsky (1978). Positive social 

interactions are the foundation of socio-cultural theory. Vygotsky (1978:90), the doyen of 

child growth, postulates the importance of social historical background of an individual, 

hence no individual develops in a vacuum. Vygotsky supports this idea vividly in his social 

cultural theory. The child’s learning or development is positively or negatively affected by 

one’s culture, be it family or the environment in which one is enmeshed. 

 

The involvement of family members is very critical since they are the significant others and 

are more knowledgeable. Parents scaffold the child through the Zone of Proximal 

Development (ZPD). The ZPD is identified by Vygotsky, cited in Cherry (2019:16), as the 
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“distance between the actual developmental level as determined by independent problem 

solving and the level of potential development as determined by problem solving under 

adult supervision or in a group setting.” (Vygotsky 1978:86; Rogan & Grayson 2003:1195; 

Musiyiwa & Muzembe, 2011:57). 

 

 

 Figure 2. 2 Zone of Proximal Development 

Source: Vygotsky (1978:86) Updated by McLeod (2019) 

 
 

This ZPD helps in construction of the child’s competencies. Children benefit more from 

instructional experiences with more intellectually advanced people, according to 

Vygotsky, particularly if the instruction is structured in the ZPD. Vygotsky’s theory has a 

bearing on the learning-teaching situations. Scaffolding propounded by Bruner (1982), 

yields immediate results and instills the experience and skills needed to solve problems 

on one's own (Musiyiwa & Muzembe, 2011:59). What the theory is proffering here is that 

children must be exposed to a didactic situation in which they become conversationalists 

with themselves and the teaching and learning situation (Vygotsky, 1978). Children at 

ECD level can build blocks on their own but need the expert’s guidance in doing more 

complex activities like naming some unfamiliar objects, completing puzzles and solving 

some mathematical operations, only to mention a few. Co-construction of knowledge in 
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children takes form and shape during group work. Vygotsky (1978) points out that during 

interaction with peers and objects, children construct new knowledge and ideas using all 

their senses. Through active participation and interactions, creativity is developed. 

Interactions with concrete objects develops abstract concepts in learners which help them 

to develop the ability to infer and to come up with the how, what, and why questions. The 

teacher must therefore facilitate learning and scaffold where necessary. The next section 

shows Urie Bronfenbrenner’s Bio- Ecological Theory’s link to Pragmatism and its 

contribution to ECD curriculum implementation. 

 

2.6.4 Bio-Ecological Theory 
 
 
Urie Bronfenbrenner (1977) developed his ecological / bio ecological theory. The theory 

has five major guiding systems for curriculum implementation namely microsystem, 

mesosystem, exosystem, techno system and macrosystem (Gudjohnsen, 2016). This 

theory is a powerful argument for more inclusive and humane thinking to be applied in 

learning environments. The five systems needed to be understood well if teachers, parents, 

and care givers were to inculcate skills and knowledge to the children. The phenomenon of 

the relationships of human development in the bio-ecological system wheel is depicted in 

concentric rings in figure 2.3. 

 
 

The macro (or broad) framework is where the child is modelled into “ubuntu” through 

communication with society to learn about different cultures' social ideologies and values. 

People's shared assumption of "how things should be achieved" is reflected in the 

macrosystem. Exosystems are relationships between environments or circumstances that 

influence an individual's development but do not directly affect the individual. 
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 Figure 2. 3 Bio-Ecological Theory 

 

Source: Uploaded by Ragny Thora Gudjohnsen (2016) 
 

 
 

The ecosystem includes the parent’s workplace, extended family members, the 

neighborhood and the formal and informal social and political institutions that make 

decisions that affect the child’s life; the mesosystem (or between) which is concerned with 

the connections between systems and subsystems; the micro system (or small) which 

focuses on relations (Musiyiwa & Muzembe, 2011:82). This is a rapid development system 

that offers immediate assistance to ECD children. 

 
 

Generally, studies in education have shown that curriculum implementation is closely 
  

related to the school environment. Thus, Bronfenbrenner’s ecological system plays a 

significant role in ECD curriculum implementation. The teacher should take cognisance 

of factors in a child’s setting and ensure that children are not negatively affected. Any 
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immediate relationships or organisations, in which children communicate, such as, their 

immediate family or parents, as well as their school or day care, are included in their 

micro-systems. Technological systems can also be used to facilitate learning in the 

environments the children reside. Bronfenbrenner further asserts that schools should be 

safe zones for children especially those in difficult circumstances. 

 
 

The bio-ecological theory specifies the learning environment of children that should be 

relaxed, conducive, spacious and possessing freedom to play. Displays in the learning 

environment must be full of novelty. Colours and textures must be pleasing. Materials 

should be natural, and the environment should be well lit and aerated (Musiyiwa & 

Muzembe, 2011:83). The indoor areas should be well defined and communicative to 

learners. The learners choose the direction of learning while the teacher only enables 

them to explore. 

 

The theory emphasises the facilitating role of the teacher in a learning situation. The 

teacher is there to facilitate learning where the ECD children are free to explore, 

experiment and ask questions. The teacher engages learners in active learning and 

interacts well between the classroom, home and community (Musiyiwa & Muzembe, 

2011:83). Creativity is essential in choosing projects for the learners. It is against this 

background that I investigated teachers’ practices as they implement the updated ECD 

curriculum. The next section focuses on the link of Multiple Intelligences Theory to 

Pragmatism Philosophy and its application in the updated ECD curriculum. 

 

2.6.5 Multiple Intelligences Theory 
 
 
The Multiple Intelligences theory (MI) was developed by Howard Gardner who coined the 

term in 1983 to describe the various ways in which humans represent their intelligences, 

or how people process knowledge. The MI theory in education realm centres on the view 

that everyone possesses multiple intelligences that are used to complete specific tasks. It 

affirms that intelligence is not a monolithic characteristic and that people can convey it in 

several ways (Armstrong, 2018:1). Howard Gardner’s theory is in conflict to the 
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conventional understanding of intelligence as it offered a completely new perspective on 

human intelligence. A precise statement by Howard Gardner in Armstrong (2018: 1) states: 

 

It is of the utmost importance that we recognise and nurture all the varied human 

intelligences, and all the combination of intelligences. We are all different largely 

because we all have different combination of intelligence. 

 
 

Gardner (1983) distilled these intelligences down into nine crucial ranges of capabilities as 

intelligences in the contemporary (MI) model. These include linguistic, logical-

Mathematical, spatial-visual among others. However, with the passage of time other 

constructs have been added to make them twelve. The table below summarises the 

intelligences. 

 

Table 2 Multiple intelligences 

 

Type of Intelligence Capability and perception 

Linguistic Words and language 

Logical-Mathematical Logic and numbers 

Spatial-Visual Images and space 

Bodily-Kinesthetic Body movement control 

Musical Music, sound, rhythm 

Interpersonal Other people’s feelings 

Intrapersonal Self-awareness 

Naturalist Permits the recognition and categorization 
of natural objects 

Existential The ability to pose and ponder questions 
about human existence 

Emotional  Ability to manage one’s own and other 
people’s emotions 

Creative Combining intellect with imagination to 
create an original idea or product 

Collaborative Ability to work as a team to achieve a 
common goal 

  

Source: Gardner (1983) in  www.busnessball.com (2009) 
 

 
 

These categories are not mutually exclusive but are in a constant state of development 

and flux. Education like culture does not stand still, it is dynamic hence the MI model, 

http://www.busnessball.com/
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postulates constant modification of curriculum. Gardner (1983) proposes a well-rounded 

curriculum that includes art, self-awareness, communication, physical education, and 

naturalist intelligence. MI theory guided me in framing the research questions to explore 

teachers’ best practices, experiences, views and expectations in curriculum 

implementation process. The Zimbabwean ECD curriculum seeks to explore learners’ 

talents and abilities through the eight subjects it offers, ensuring that the pupils are at par 

with other learners worldwide. Gardner (1983) underscored the point that children are 

endowed with different experiences, linguistic practices, and talents (Musiyiwa & 

Muzembe,2011:86). Success according to the updated curriculum is therefore seen 

through various disciplines in the school (MoPSE, 2015:31). The MI theory provides a 

useful departing point in curriculum implementation process in that children’s diverse 

interests are quickly recognised. Partially, this study sought to find out if teachers were 

venturing into discourses of needs and interests of children with various forms of talents or 

challenges which are usually not accentuated in stakeholders’ debates on teaching. 

Gardner’s theory is used in curriculum implementation process to develop children’s diverse 

talents. 

 
 

2.6.6 Curriculum Implementation theory 
 
 
Rogan and Grayson (2003) established the theory of Curriculum Implementation in South 

Africa, with the University of Pretoria's science education as a case study. They 

propounded three main constructs namely, Profile of Implementation, Capacity to innovate, 

and Outside Support. 

 

Under the Profile of Implementation construct, the learning environment is the unit of 

learning and the classroom becomes the arena in this situation, with a universal collection 

of learners, teachers, and moderating tools. Curriculum implementation is described by 

Nevenglosky et al., (2019:5) as the way teachers deliver instructional assessment through 

the use of specified resources provided in a curriculum. The construct focuses on teacher’s 

classroom practices, by looking at what teachers do or are unable to do in the 

implementation process. 
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The Capacity to Support Innovation construct, considers aspects that either support or 

impede the introduction of innovation. The supporting package includes physical tools like 

the classroom and textbooks-learning materials; teaching factors like teachers' 

qualifications, training, and level of trust and dedication to teaching; and learners' 

considerations and school ethos. Exploring the moderating impact of resources on 

curriculum execution is part of the current theoretical context. Outside support for 

curriculum development and implementation can come from different stakeholders. 

 
 

All these three constructs cited in the curriculum implementation theory have some 

implications for what role teachers play in curriculum implementation. It was prudent and a 

preferential option for me to incorporate the implementation theory in my study particularly 

because South Africa is closer to Zimbabwe and the theory is quite recent too. The 

National Curriculum Framework 2015-2022 lays the springboard for curriculum 

implementation, in Zimbabwe. Basing on the ideas discussed above, this study explored 

teachers’ practical experiences, their expectations, views, teaching methods and their 

responses to curriculum implementation. 

 
 
 

2.7 CONSTRUCTS OF A THEORY OF CURRICULUM IMPLEMENTATION 
 
 
 
I created a conceptual structure which depicts constructs and how they can aid the 

analysis. Implementing the updated ECD curriculum would strengthen teachers' 

perceptions, behaviors, aspirations, and attitudes. Curriculum implementation process 

results in improvements in curriculum formulation and training, as well as the use of 

moderating variables such as physical resources, human resources, appropriate 

instructional materials, and adequate facilities and other ancillary resources. When 

teachers play their fidelity role, learners tend to benefit holistically. 
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2.7.1 Factors associated with curriculum implementation in ECD in EPMAFARA 

District schools in Harare, Zimbabwe 

 

 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Source: Author’s own creation 

 

 

The dimensions for each independent construct have been identified and outlined in 

Figure 2.4. 
 
 

2.7.2 Discussion of constructs 
 
 

2.7.2.1 Changes in the Zimbabwean updated ECD Curriculum 
 

 

The changes in the curriculum are hinged on the degree of innovation and vision. They 

also show changes on curriculum thrust and orientation. Innovation is about human 

creativity, organised and applied across the organisational system. 

 

 

  Figure 2. 4 Factors associated with Curriculum Implementation 
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2.7.2.2 Teachers’ experiences in ECD curriculum 
 

 
This refers to competences of teachers to execute their duties. It reveals the teachers’ 

knowledge and teaching skills together with their challenges and positives. This is 

adopted from the works of Vygotsky (1978), Bronfenbrenner (1917-2005), Gardner (1983) 

and Dewey (1986). 

 

 

2.7.2.3 Teachers’ practices in the ECD Curriculum 
 

This refers to the feedback given to teachers about what they are doing right (effect) and 

what they are doing wrong (affect), and what they need to change (learn) to do better. This 

is premised on the principle that; teachers’ engagements and involvements are a driver for 

ownership. 

 
 

2.7.2.4 Teachers’ views about the ECD curriculum 
 
 
The teachers’ views about curriculum implementation refer to their mindset in the manner 

they think and feel towards what they are supposed to do.  Views are not shaped in a 

vacuum they determine our approach to life and relationships with others. 

 

2.7.2.5 Teachers’ expectations in the ECD Curriculum. 
 

 
Teachers look forward with hope or pleasure that they succeed in implementing the 

updated ECD curriculum. This is dependent on the level of commitment between 

government and teachers. It also has to do with government’s willingness to support 

teachers to implement the updated curriculum at their level best and having sense of pride 

for achieving educational tasks as their expectations are fulfilled. 

 
 

2.7.2.6 Curriculum implementation strategies in ECD curriculum 
 

 
 

This refers to the content-based methods as opposed to established academic oriented 

instruction. It also refers to level of teaching in some learning situations. How children’s 
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interests are promoted, and learning environment arranged, and the resources used to 

facilitate or support learning. This is adopted from Dewey’s fundamental teaching functions 

(Dewey, 1997:107) cited in Greenwalt (2016:2). 

 

2.8 DIMENSIONS OF DEPENDENT CONSTRUCT 
 

 

The dimensions of the dependent construct, that is, “Implementation of the updated ECD 

curriculum” by teachers will comprise of Dewey’s three major components: children’s 

interests, classroom environment, and democratic nature (Chen, 2016:5). The 

determination of those dimensions has been adopted with some modification from works 

of Lev Vygotsky, Urie Bronfenbrenner, Howard Gardner and, Rogan and Grayson. The 

classroom is the arena of all these components. The activities that take place in the 

classroom will be referred to as, “curriculum implementation”. The government through 

education policies influences the education system, and this eventually occurs in the 

classroom. The educational status of these components is outlined below. 

 

 

2.8.1 Children’s interests 
 
 
 

Children learn things by doing as suggested by Czujiko (2013:245). When talking of 

children’s interests, the teacher should create a conducive environment where children get 

motivated and interested in learning (Colliver & Fleer, 2016:1).  The curriculum should be 

well balanced and develop the child holistically. 

 
 

2.8.2 Classroom environment 
 
 
The environment is a component that can promote or affect curriculum implementation. 

Schools in Zimbabwe are different hence cannot apply same information in the same way. 

The component can have different groups of resources and these resources influence 

learning. The teacher’s capacity also affects children’s learning. The lack of subject matter 

in other developing countries is an issue in Zimbabwe. 
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2.8.3 Democratic value 

 

Dewey refers to the fostering of democratic character through experience in the learning 

process, in a democratic nature of an education that actively engages children in their 

world (Chen, 2016:5). Sometimes children are given too easy or too difficult work to carry 

out. Either level of work may frustrate or motivate the learner. If the work is too difficult, this 

may lead to work being rejected, but because of fear of the teacher, children may perform 

the task mechanically without understanding. Teachers must consider children’s interests 

since decisions they make about classroom instruction determine children’s performance 

(Dewey, 2001:15). The application of conceptual framework also involves understanding 

the moderating effects, resources, and teacher qualification. 

 
 

2.9 CONCLUSION 
 

 
 

The Zimbabwean ECD curriculum has been influenced by intensive reforms aimed at 

addressing the education system, but the curriculum implementation of the seemingly great 

ideas is often slow and even potentially become a still birth. The contention of this study 

was that not enough material support was invested in ECD curriculum implementation. The 

new Zimbabwe Curriculum Framework (2015-2022) describes why, what, when and how 

students learn at ECD level. Information that goes into the curriculum heavily depends on 

curriculum perspectives.  In this chapter, theorists, and practitioners whose works were 

examined include Lev Vygotsky (1978), Urie Bronfenbrenner (1917-2005), Howard 

Gardner (1983), John Dewey (1986) and Rogan and Grayson (2003). These formed the 

investigation’s theoretical and  conceptua l  framework. The next chapter, Chapter 3, 

reviews literature related to ECD curriculum implementation. 
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CHAPTER 3 
 
 

CONTEXTUAL ANALYSIS AND LITERATURE REVIEW 
 
 

3.1 INTRODUCTION 
 

 
 

This chapter is partly a continuation of Chapter 2. Theoretical and conceptual framework 

gave the antecedent in which the contextual analysis and literature review was produced. 

The pragmatic philosophy together with the principles, core theories and concepts on which 

the study was grounded were explained. To bring to fore the gaps to be filled in by this study, 

I presented the contextual analysis and related scholarly literature. The thrust was to 

describe global, regional and local world views of what was happening, what had changed 

and more importantly to unravel appropriate ways of teaching in a changing world. The 

order of literature review presentation was influenced by the need to facilitate a thematic 

development of the problem, its factors, and possible solutions. 

 

Much has been written about curriculum implementation worldwide, it would appear 

superfluous to research on the subject. However, a quick review of related literature 

envisages significant gaps in the field, particularly in Curriculum Change, Teachers’ 

Experiences, Practices, Views, Expectations and Strategies in the subject (CTEPVES). 

The acronym CTEPVES in this study denotes capturing intense activities of curriculum 

implementation. This chapter addresses the why, when, how, and what of the updated 

ECD curriculum implementation especially in the early years by exploring the six objectives 

cited in paragraph 1.3.3. 

 

3.2 ECD CURRICULUM IMPLEMENTATION 
 
 
 

Mangwaya, Blignaut and Pillay (2016:1), state that ECD curriculum implementation means 

basically taking the officially prescribed courses of study as well as subject syllabuses and 

putting the same into practice. This refers to the operation of an officially approved and 

prescribed curriculum. The goal of undertaking this is to ensure that learners develop 
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desired knowledge and skills set. The essential parties in the ECD curriculum 

implementation are the teacher and the learner. 

 

Focus Magazine of July-September (2011:27), reported that many countries in the world 

are expanding ECD as a way of addressing the Education for All (EFA) agenda. In 

Zimbabwe, ECD curriculum implementation is meant to play a central role in redressing 

some imbalances created in the education system, during the colonial era 

(Nziramasanga Commission 1999 cited in MoPSE, 2015:8). 

 

 

There are divergent views among educationists as to what constitutes appropriate 

pedagogy for the ECD pupils as suggested by (Kapur,2020:1). In recent years, reforms in 

education have fundamentally affected ECD curriculum implementation in general. Awino 

(2014:10) notes that there is a paradigm shift from expansion issues to curriculum 

implementation. The procedure of ECD curriculum implementation includes helping the 

learner to become knowledgeable through practising information from recommended 

publications, syllabuses and given topics. 

 

While the stakeholders debate about Zimbabwe’s updated ECD curriculum, the real battle 

is in the classrooms where curriculum changes, teachers’ experiences, practices, views, 

expectations, and strategies (CTEPVES) determine the learning of children. Little  

evidence currently links the updated curriculum policy document to ECD curriculum 

implementation. From reviewed literature and mainstream media in Zimbabwe, the new 

curriculum framework requires better implementation. However, the concept must be seen 

in its totality. Thus, the question addressed by the study was: “How applicable is the 

implementation of the updated ECD curriculum in Zimbabwean primary schools?” The 

next section looks at how other countries globally and regionally, that is, in Africa 

implement their new curricula. 

 

3.3 THE CONCEPT OF ECD CURRICULUM CHANGE 
 
 
 

Yasmin, Rafiq and Ashraf (2013:1), pointed that change may not always bring about 

improvement, but improvement requires change.  However, educational change in New 
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Zealand has been a hot issue, with different stakeholders resisting it (Mutch,2012:1). The 

concept of curriculum change involves changing all the elements of the curriculum aims, 

content, methodologies, and evaluation strategies. It also means changing and modifying 

relations between education authorities and ECD teachers, as well as ECD teachers and 

learners. Change in ECD curriculum implementation compels individual ECD teachers to 

face new things, which are different and at times imply moving out of their comfort zone or 

status quo. Zimbabwean teachers felt that the new curriculum was hurriedly introduced 

before the results of the pilot study were published (Madondo, 2020:11). Teachers did not 

have prior in-service training before the roll-out of the updated curriculum. They also 

decried the ‘five day’ workshops as too short, to equip them with the necessary knowledge 

and skills in the new subjects (Dhlomo & Mawere,2020:106). 

 

Furthermore, change in ECD curriculum implementation also means abandoning the 

predictable and known ways of teaching. The nature of change is that something passes 

from one form or phase into another. This change in education puts pressure on policy 

makers and other stakeholders, particularly teachers. Hence the recommendation to train 

college lecturers and in-service teachers on the updated curriculum, before its roll-out 

(Chinangure & Chindanya, 2019:193). Many ECD teachers and other educators today 

have a lot to learn, because the environment they grew up in is much different from the 

one they face today. 

 

3.3.1 What necessitates change in ECD curriculum implementation? 
 

 
 

Everything is the result of change and every profession goes through an evolutionary 

population to reinvent and improve itself with the passage of time. Change is necessitated 

by a felt need as suggested by Wade (2009:116). Charles Darwin’s famous statement 

says, “Survival depends on an ability to change” (Bessant, 2009:8). In education, a new 

curriculum emanates from responding to a particular time and context. The change brings 

with it new thoughts. Within this context, change in ECD curriculum implementation means 

ECD teachers learning new skills, adopting new attitudes, new relationships, and new 

routines with which they are unfamiliar and unconfident. According to Dhlomo and Mawere 

(2020:104) and Madondo (2020:7) overall change in ECD curriculum implementation is 
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necessary as it is meant to improve teaching practices, to cater for learners’ needs and 

interests and to change society’s culture and values among other reasons. Hence, each 

generation during its own time would like to bring change in their environment and lives. 

 

Much research programmes in progressive countries such as UK, China, Indonesia, Kenya 

and South Africa have been initiated because of the realisation that a particular media and 

technological approach was nearing the end of its developmental capacity. These facts are 

only one of the pressures forcing governments to face up periodic changes in the education 

sector. The greatest personal skill needed for this decade will be to bring and manage 

curriculum change of a developing country such as Zimbabwe. The next section looks at 

ECD curriculum implementation change and innovation. 

 

3.4 ECD CURRICULUM IMPLEMENTATION CHANGE AND INNOVATION 
 

According to Dhlomo and Mawere (2020:104), curriculum implementation is a phase of 

change and advancement in education. Change and innovation, as well as growth and 

renewal, are all part of the updated ECD Curriculum. Early Childhood Development (ECD) is 

an important part of basic education and the first step toward achieving the Education for 

All (EFA) goals developed at the Dakar World Education Forum (Dakar Report,2000). The 

Early Childhood Development programme is used to achieve educational objectives. 

 

Rogan and Grayson’s theory (2003) refers to ECD teachers as agents of curriculum 

change. The teacher’s goal is to enhance early years of child learning. Madondo (2020:7) 

and Dhlomo and Mawere (2020:104) both agree that school systems will not change until 

the teachers in the schools have changed. However, the teachers do not change their ideas 

and values quickly, but they need training for innovation to take place. Teachers ought to 

come up with well thought out approaches and strategies to implement the curriculum. This 

research study sought to establish whether teachers were gravitating towards change and 

innovation or were trying to quash the idea of an updated ECD curriculum. The next section 

reviews some general change theories from renowned authors. 

 

3.4.1 Kurt Lewin’s change theory: Unfreeze- change- refreeze 
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Early Childhood Development curriculum implementation is a phase when teaching 

interventions directed to learners are taking place or changing. In his three-stage theory of 

change, Kurt Lewin (1947) cited in Burnes (2019), argued that people who successfully 

change in sustainable ways cycle through three stages: unfreezing the status quo, 

movement to new state; and refreezing the change to make it permanent (unfreeze- 

change-refreeze). The unfreezing process necessitates the discarding of old concepts, 

beliefs, behaviours, and activities in order to acquire new ones. According to Lewin, 

movement or change is the process of learning new concepts and activities. The third 

phase, refreezing, requires the person to commit to the new change. The refreezing refers 

to the incorporation of what has been learned into practical practice. What follows is one 

of the change models of key enabling preconditions propounded by Renihan (1998) cited 

in Naysmith (2011:16). 

 

3.4.2 Renihan’s 1998 change model  

 
Renihan’s change model suggests that there are seven preconditions needed for                        

effective change to take place. 

Preconditions for substantive progress to occur: 

 

a.  Vision: Employees  must  be  able  to  see  and  appreciate intended 

accomplishments. 

b.  Goals: must be achievable. 

c.  Skills: workers must be granted the ability to change. 

d.  Incentives: for making the transition and for employees to see the benefits 

of it. 

e.  Resources: given to avoid obstacles. 

f. Action plan: to show where you are going and when you are going to get 

there. 

g.  Monitoring and evaluation: Measurement of the transition phase. 
 
Source: Renihan’s 1998 change Model in Naysmith (2011:16) 

 

 

Naysmith (2011:16), is of the opinion that for effective change process to take place, all 

the above elements of Renihan’s (1998) model should be in place. In Zimbabwe, the 

pertinent point to stress here is that while the idea of introducing the updated ECD 

curriculum emanated from the findings and recommendations of the Narrative Report 
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2014-2015 (MoPSE,2015) and the 1999 Nziramasanga Commission in Zimbabwe, and the 

Zimbabwean Constitution (2013), competent professionals, unions would have been 

asked to inform the framework before rolling it out. Without the involvement of some 

stakeholders, lasting change cannot occur. 

 
3.5 PEDAGOGICAL AND ECD CURRICULA SHIFTS IN ZIMBABWE 

 

ECD curriculum implementation is not carried out on unchartered ground since similar 

studies have been carried out elsewhere around the globe. In Zimbabwe, the last three 

decades have witnessed drastic changes in educational theory and practice. Today the 

Zimbabwean Curriculum Framework 2015-2022 is hinged on some global and regional 

educational practices. When it comes to curriculum implementation, Zimbabwe has 

learned so much from others, the country therefore did not have to re-invent the wheel, 

since some had already done it. A summary of the movement or change from old curriculum 

to the updated one is given in Table 3. 

 

 

Table 3 Curriculum shift from old to new 

 
SHIFT FROM SHIFT TO 

Teaching Learning 

Transfer of facts Learner construction of knowledge 

Memorisation of information Analysis,  synthesis,  evaluation,  application  of 

information (demonstration) 

Focusing on knowledge to be acquired The development in learners of a range of 

knowledge, skills, values, and attitudes- in other 

words a significant broadening of the range of 

domains in which we expect achievement from 

learners. 

Summative assessment of academic achievement Formative and summative assessment of 

achievement in a range of domains. 

Quantity of educational provision Quality of learning achievement 

Rote learning Applied learning/ learning in context. Emphasis on 

analysis and problem solving. 

Categorised knowledge in traditional subjects Integrated knowledge (broader learning areas). 

Learning occurring only in schools. Engagement in learning should in fact be a lifelong 

activity  for  which  schools  must  prepare  their 

learners by teaching them how to learn. 

Focus on inputs Focus on outcomes, processes, and inputs. 
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Didactic teaching Participatory and learner-centred and interactive 

methodologies. 

Assumption that there are limited learning styles Recognition  that  there  are  many  varieties  in 

learning styles. 

Curriculum as product Curriculum as both process and product. 
 

 

Source: Ministry of Primary and Secondary Education (2015:10) 
 
 

 
The updated ECD curriculum is relatively new in Zimbabwe hence there is little data for 

its verification. The essence of the following sections is simply to identify some of the 

takeaways on ECD curriculum implementation from global, regional, and local literature. 

Accordingly, reference is made to detailed case studies of countries to explore the 

mechanisms in which ECD curriculum implementation has been done in those countries. 

 

3.6 CHANGE WITH REFERENCE TO ECD CURRICULUM IMPLEMENTATION 
 
 

3.6.1 ECD curriculum change and implementation globally 
 
 
 

Betram and Pascal (2016:4), observed that globally, Asian countries such as China, 

Indonesia, Hong Kong together with the European States such as UK, and America had a 

long period over which their education systems have evolved and the extent to which ECD 

teachers have implemented curriculum. 

 

Globally, access of ECD is still problematic, the quality of ECD provisions is poor, and there 

are large discrepancies between regions of different levels of development (UNESCO 

2019:1). ECD curriculum implementation is usually plagued by lack of fundamental 

management as this usually translates to lack of clear-cut procedures in various 

operations including allocation of resources. In China, rural and remote areas have 

lagged behind in resource availability (Zhu, 2009:11 in Li, Yang & Chen, 2016:9). 

Inefficiency in the allocation of resources resulted in some teachers reverting to the old 

curriculum thereby hampering the implementation efforts. These discrepancies are not 

peculiar to China alone; Indonesia and Hong Kong showed similar settings. 
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Many studies in Indonesia have shown that their education system has problems of 

unequal access, low quality of teachers and bad infrastructure (Octarra & Hendriati, 

2017:80-91). Early Childhood Development has seen the influence of international 

organisations in local areas in an attempt to benefit children and their families. Indonesia’s 

National Mid- term Development Planning 2015-2019 hoped to improve lives of people in 

rural areas where many ECE centres used recycled materials (Octarra & Hendriati,2017: 

80-91). In light of the findings in both China and Indonesia, it becomes imperative to 

investigate this aspect in Africa, particularly in Zimbabwean ECD centres. 

 

Notwithstanding what could be said about the lack of resources in developing countries, 

the change and innovation in those countries’ education systems and curriculum 

implementation appear to be a universal practice in such countries as well. Zimbabwe is a  

developing  country that  looks  to  other countries for  lessons  on  ECD  curriculum 

implementation. The next section discusses how African countries have transformed or 

changed their ECD curricula over the last few decades. 

 

3.6.2 ECD curriculum change and implementation in Africa 

 

The African region is also involved in curriculum implementation at ECD level. Adejobi, 

Omoare and Ayediran (2017:44), established that in Nigeria, implementation of the ECD 

curriculum was too low despite its importance. This they discovered was caused by several 

challenges. In a study, in Ogun State, Adejobi et al (2017:45), observed that most public 

schools in the country lacked basic school facilities, instructional materials and some other 

schools had no prescribed ECD curriculum. In Tanzania, teachers had to improvise the 

curriculum. 

 

Furthermore, some schools in Osun State did not have trained ECD teachers, teaching 

and learning resources were also inadequate and many schools did not have a 

recommended national ECD curriculum (Okewole, Iluezi-Ogbedu & Osunowo, 2015:52). 

The researchers in Nigeria discovered that most pre- primary schools in the country did 

not have trained instructors for ECD. Instructing and studying resources were scarce and 

they lacked an endorsed ECD curriculum. According to Okewole et al., (2015), some pre- 

primary schools in Nigeria did not use the mother tongue (Yoruba) as was stipulated in the 
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ECD curriculum, as government policy. The same scenario was also observed in Kenya, 

where most teachers did not adhere to the language policy. Instead of teaching in Luhya 

(vernacular), they mixed English, Kiswahili, and Luhya. 

 

The issue of language is a contentious one. Teachers expressed that parents insisted that 

their children should be taught in both English and Kiswahili but not in the vernacular 

language. Contrary, Garcia and Sylvan (2011:390) expressed the need for teachers to 

support their pupils to grasp their first language and the language of instruction. It is 

important therefore to find out the link between policy and practice at ECD level in 

Zimbabwe, regarding the language policy. 

 

On another note, in Kenya, a research on how ECD teachers implemented a science 

curriculum in Kakamega Municipality, shows that ECD teachers faced numerous 

challenges which negatively  influenced  children’s  performance  (Shaji  &  Indoshi, 

2008:390). However, although the ECD teachers had positive attitudes, it did not follow 

that they could implement the curriculum effectively. Lack of requisite resources, 

negatively affected curriculum implementation. 

 

Still in Kenya, Awino (2014:20) noted that ECD curriculum change is usually a problematic 

process for all involved at the implementation stage including supervisors and teachers. 

Authorities in education sometimes just shove new curriculums to implementing agents 

with no communication, planning and constant monitoring and evaluation. Awino 

(2014:20) argued that administrators might not even have a clue as to how implementation 

will play out in the classroom and thus, they might not be well positioned to deal with some 

issues that confront the process. Curriculum implementation is often complex, political, 

symbolic on occasions and contradictory. If policy makers in any country are to get it right 

in education as far as change is concerned, they should get it right in curriculum 

development stage. The following section explores the gaps in ECD curriculum 

implementation and change in Zimbabwe. 

 

3.6.3 ECD curriculum change and implementation in Zimbabwe 
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Dr Lazarus Dokora, the former Minister of Primary and Secondary Education (2013 to 

2017), was the chief architect and supporter of the updated ECD curriculum and its 

introduction in Zimbabwean primary schools.   According to the government's policy, the 

updated ECD curriculum was meant to instill in children ideals and values such as 

autonomy and interdependence. In the foreword to the Curriculum Framework (MoPSE, 

2015: v), Dr Dokora summed it up thus: 

Education is fundamental to personal and national development. It provides a myriad 

of life opportunities. It also underpins the development of a highly skilled and 

innovative workforce which is critical for social, cultural and economic growth. 

 

According to MoPSE (2015:v), on 28 November 2014, public consultations started to get 

contributions from concerned stakeholders who suggested what they called the ‘ideal 

curriculum’. This new infant curriculum in Zimbabwe became a call for national 

collaboration to achieve inclusive educational growth. 

 

Notwithstanding growing national commitments from the government of Zimbabwe, and 

drafting of the updated ECD curriculum framework, the implementation issue remains a 

‘pipe dream’ as it manifests some grey areas. There have been difficulties, successes 

and controversies on the previous ECD curricula. The commitment of the Zimbabwe 

government in provision of education can never be doubted as evidenced by their desire 

to educate every child in the country. 

 

While government deserves commendation for the achievement it has so far made, it 

should be pointed out that very careful planning must be made in future for all systems of 

education that involve further expansion because they call for more tangible and 

intangible resources than the country can currently afford. The curriculum implementation 

process has been bumpy and brought about a bout of challenges in the primary schools. 

 

Due to little information about ECD curriculum implementation and change in the country, 

this study was undertaken to begin filling the knowledge gap and make the scheme more 

attainable. Some challenges highlighted earlier were discussed focusing on how they 

affected ECD curriculum implementation in Zimbabwe. The change theme has a domino 

effect on teachers’ experiences, practices, and expectations. The findings are not 
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absolute but rather a suggestion box containing convenient ideas in this important and 

topical territory. The updated curriculum should not suffer the same fate as the previous 

blueprints. The next section dwells on the link between ECD teachers’ experiences and 

curriculum implementation. 

 

3.7 ECD TEACHERS’ EXPERIENCES WITH REFERENCE TO ECD CURRICULUM 
 

IMPLEMENTATION 
 

3.7.1 ECD teachers’ experiences in curriculum implementation globally 
 

 

ECD teachers bring their experiences to teaching. The experiences encompass positives, 

competences, knowledge and skills and the challenges they meet in curriculum 

implementation. Frey (2001) cited in Nevenglosky (2018) noted that administrators 

sometimes underestimate the influence staff professional development and experiences 

have on the implementation process. They neglect it and the result is an ill-equipped 

teaching staff that cannot effectively implement a new curriculum. If teachers’ experiences 

are not well anticipated, curriculum implementation may be difficult to carry out 

successfully. In teaching, there are several major barriers like lack of resources, material, 

finance and infrastructure which make ECD curriculum implementation heavily 

compromised. Azzi-lessing (2009) cited in Ntumi (2016:56) submits that lack of 

infrastructure is the most outstanding challenge that ECD teachers face in ECD curriculum 

implementation. He further states that infrastructure was indeed the foundation upon which 

the process rests. Lack of infrastructure was likely to result in a host of other challenges. 

 

With regards to training, Gundogan (2002) cited in Ntumi (2016:56), found that though ECD 

teachers may be given in-service training, this fell short of fully empowering them with 

current trends in the areas of ECD. Ibid also noted that in most cases, these in- service 

training programmes were rarely from the field of ECD. However, Aydin, Ozfidan, and 

Carothers (2017:86) still implore schools to provide more in-service training for teachers 

from within to encourage reform. 

3.7.2 ECD teachers’ experiences in curriculum implementation in Africa 
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Regionally, teachers experience challenges with their workload as they seek to implement 

the ECD curriculum. This relates to teacher-pupil ratios that are too high as opposed to 

optimum. Moyo et al.,(2012 :141) reported of very high teacher-pupil ratio at some ECD 

centres. The   Zimbabwe Statutory lnstrument 106 of 2005, puts the teacher-pupil ratio at 

ECD level at 1:20. The teacher’s ability to effectively teach diminishes with higher teacher-

pupil ratios and the personal connection and trust usually shared between pupils and their 

teacher is at its lowest with large classes. 

 

In another research by Nkomo (2016), it was revealed that overload of schoolwork and lack 

of play time had negative effects on the children, leading to childhood stress and 

overstretching of the mind. Molapo and Pillay (2018:1) also highlighted shortage of 

resources, training and too much paperwork as hindrances to curriculum implementation. 

The issue of teachers’ level of education also emerged from that research; the first category 

was of optimistic teachers holding a Master’s degree. Secondly, those who were pessimistic 

had lower qualifications. Molapo and Pillay (2018:2) state that the teachers who showed 

the optimism were young, suggesting they were enthusiastic and innovative towards 

curriculum implementation. 

 

3.7.3 ECD teachers’ experiences in curriculum implementation in Zimbabwe 
 

There is still very little information pertaining to ECD teachers’ experiences in curriculum 

implementation in the country. The little information requires further research upon it. 

What has struck some past researchers is the size of ECD classes. Madondo (2020:4), 

observed that in Zimbabwe many rural ECD teachers have classes that are as large as 79, 

despite that Statutory lnstrument 106 of 2005 sets a limit of 1:20.  

 

Large classes contribute to the teachers’ challenges with congested timetable (Rugare, 

2017). Large class sizes present a challenge as teachers end up not really having enough 

time to pay attention to many learners under their tutorage. This is even more compounded 

by the inclusive education initiative that has seen children with special needs sharing 

classrooms with their colleagues who have normal learning abilities. On the other hand, 

small classes enable the teacher to attend to individual pupils during practical lessons. 

Due to the limited information on the teachers’ experiences in the country, this study sought 



57  

to find more additional information on ECD teachers’ competences in the deliverance of 

the updated ECD curriculum implementation. 

 

3.8   ECD   TEACHERS’   PRACTICES   WITH   REFERENCE   TO   CURRICULUM 

IMPLEMENTATION 

 

3.8.1 ECD teachers’ practices in curriculum implementation globally 
 
 
 
Teaching practices denote various strategies employed in teaching and learning situations. 

In Latin America, Europe and Asia, countries have developed some principles which are 

used as benchmarks for teaching and learning in schools globally. The teacher arranges 

material for meaningful learning. 

 

Stipex (2011) cited in Verirogin (2018:234) stated that the teachers’ practices can be child- 

centred or teacher-centred, academic or play-based. Kwapong (2007:259) c i ted in 

Nketsiah (2018), explains that one of the four dimensions for enhancing effective teaching-

learning is making it learner-centred. Similarly, Zimmerman and Clearly (2009) cited in 

Verirogin (2018: 235), stress the importance of child-centred activities as they motivate the 

children and give them the urge and zeal to explore and discover more in their learning. 

 
 

Bishop-Josef and Zigler (2011) cited in Verirogin (2018: 235) observed that teacher-

centred approaches are mostly academic oriented and they are planned by teachers and 

there is reduction in play time. This is contrary to child-centred approaches which 

emphasise the child and his/her interests rather than subject matter (Dewey, 1986). The 

question that arose was whether ECD teachers in Zimbabwe were competent enough to 

implement the updated ECD curriculum? The next section examines the ECD teachers’ 

practices in curriculum implementation regionally. 

 
 

3.8.2 ECD teachers’ practices in curriculum implementation in Africa 
 

Most African states, such as Botswana, Kenya, Malawi and Zimbabwe do not have to start 

on a blank slate in developing their ECD curriculum implementation systems. Principles of 

learning and ECD curriculum implementation have been demonstrated by international and 
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local literature. Learning occurs because of purposeful participation in several contexts, 

both individually and in collaboration with teachers, parents, peer groups, and 

communities. This implies that learning occurs due to learners' active, purposeful 

participation in an activity that allows them to process and interpret new experiences based 

on their prior awareness, motivation, learning, and work habits (Dewey,1986; Rogan & 

Grayson, 2003:3). 

 

3.8.3 ECD teachers’ practices in curriculum implementation in Zimbabwe 
 

 

Global and regional studies that have been referred to above pointed to the lack of 

knowledge by the teachers and their negative attitudes as hindering curriculum 

implementation at ECD level. The updated ECD curriculum in Zimbabwe seemed 

fragmented in that it was hurriedly and haphazardly done. Sentiments were raised by 

teachers, parents and other stakeholders that the subjects in the updated curriculum were 

too many as stipulated in the Secretary’s Circular No 2 of 2017. From the positive side, the 

updated curriculum incorporates the universal and progressive model of Multiple 

Intelligences proposed by Howard Gardner (1983). From the sentiments raised by the 

stakeholders, it was a clarion call for researchers to go to the ground to explore curriculum 

implementation by ECD teachers. 

 
 

3.9 ECD TEACHERS’ VIEWS WITH REFERENCE TO CURRICULUM 

IMPLEMENTATION 

 

3.9.1 ECD teachers’ views about curriculum implementation globally 
 

 

The teachers’ views about curriculum implementation are their mental survey and what 

they think and feel toward what they are supposed to do in curriculum implementation. Any 

change in curriculum implementation is successful with the wholehearted cooperation and 

support of the teachers, who are supposed to implement the changes at the classroom 

level. The teachers are the centrifugal instrument for curriculum implementation; hence 

their perceptions with respect to the same are very significant. 
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Hanson (2013:3) in an education report in England explained the way in which the 

Mathematics curriculum for 6-7-year learners was created and explained the teachers’ 

views and government’s engagement. Teachers regarded the government as a hindrance 

to curriculum implementation partly because it interfered with classroom practices. Hanson 

(2013:3) went on to explain that studies have shown that the curriculum failed to achieve 

the purposes that ministers stated; instead, it achieved the opposite of its aims. This was 

caused by the thinking and feeling that the Ministry of Education had no idea of curriculum 

change. Teachers viewed thought and felt that the Ministry lacked understanding of their 

role and that negatively influenced their viewpoint of issues. Watson in Hanson (2013:9), 

further reiterates that ECD teachers may show their views and attitudes by questioning 

certain things they may not be supporting. 

 

In Australia, Brodin and Renblad (2015:355), noted that preschool educators were positive 

to the curriculum which was a tool of improving education. The quality would be increased 

by teachers’ attitudes and teacher-pupil ratio among other factors. In Greece, Birbill and 

Myroval (2019:110), concluded that teachers viewed the curriculum as open and flexible 

enough to be tailored to meet learners’ needs and interests. Teachers play the role of 

gatekeeper or interpreter as they interpret the curriculum and make it ready for application 

by both themselves and learners. They interpret the curriculum and how they do this may 

have a strong influence on the outcome. As such they must have a positive view and be 

well equipped to meticulously carry out this task. 

 

3.9.2 ECD teachers’ views about curriculum implementation in Africa 
 

 

Molapo and Pillay (2018:2), noted that the teachers, through their union addressed the 

important political question to unfulfilled promises made by government, in relation to 

other experiences in which the state did not meet teachers’ expectations. This view in turn 

brewed some negative attitudes in the teachers. 

 

Some expressed views depend on the approaches that are used in curriculum 

implementation. Alsubaie (2016:2), emphasises the need to include teachers in actual 

curriculum development so that they understand the curriculum the way it is. Research 

results have also shown that teachers’ perceptions of their role in curriculum development 
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may be a very important pointer as to what their concerns are in curriculum implementation 

(Alsubaie, 2016:2). Therefore, knowledge of these concerns may help administrators set 

the stage for successful implementation and that is what this research intends to 

accomplish. 

 
 

3.9.3 ECD teachers’ views about curriculum implementation in Zimbabwe 
 
 

The curriculum changes and pedagogic practices in Zimbabwe are work in progress. 

However, stakeholders feel that the government has proverbially ’put the cart before the 

horse’. The reform has been criticised for being rushed. Major criticism faced by the 

government, with respect to curriculum implementation included scarcity of learning and 

teaching materials and teacher training. The criticism was apparent when the updated 

curriculum was launched in 2017. 

 

In an article entitled “Government urged to suspend new schools’ curriculum” by Sharon 

Muguwu (Daily News, 13 February 2017), a seasoned educationist George Mushipe noted 

that there was need for extensive consultation before the new curriculum was put into 

action. Teachers viewed the move by government to introduce the updated curriculum 

before adequate stakeholder consultation as interference into the curriculum 

implementation process. The steps by government required acceptance and cooperation 

of teachers, who by their position are instruments for its implementation. The point of view is 

the important aspect which determines the involvement and the realisation of the 

objectives. 

 

 

The global and African literature discussed in the above paragraphs showed that there 

were several actions, responses and reactions that ECD teachers felt and thought about 

during curriculum implementation. In the present research study, the views of ECD 

teachers about curriculum implementation were not well known so they had to be critically 

investigated, diagnosed and analysed. The next section continues reviewing related 

literature and explores ECD teachers’ teaching strategies in curriculum implementation. 
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3.10 ECD TEACHERS’ EXPECTATIONS WITH REFERENCE TO CURRICULUM 

IMPLEMENTATION 

 

3.10.1 ECD teachers’ expectations in curriculum implementation globally 
 

 
 

Having discussed curriculum change, teachers’ experiences and practices, the theme 

that required further review as informed by this research was one on ECD teachers’ 

expectations. The themes were responded to by using ECD teachers’ experiences and 

practices intimated in the above sections. Government and other education stakeholders 

would not understand the need for clearly stated expectations on the part of teachers as 

implementation agents. By training or by social circumstances, all teachers were 

programmed to view the world in which they operated from in a particular way. This mindset 

raised the ECD teachers’ expectations in their work. Lack of these might have seen 

teachers struggling to find their way as opposed to situations where teachers were guided 

by these articulations. 

 

A new curriculum emanates as a response to a particular time and context. Therefore, in 

any innovation targeting improved performance, the issue of conflict is always present. It 

is critical to involve people in planning the methods and time scale to implement the change 

as people feel accommodated in the change process. People should be given a genuine 

chance to air their objections if any and government must buy in suggestions raised. 

 

 

In a study in Canada, Frey (2001) cited in Nevenglosky (2018), highlighted the need to 

have in place processes and procedures to ensure continuous support and professional 

development for teachers throughout the process. ECD teachers also expect the same in 

the curriculum implementation process. They expect support from government and 

schools, through provision of teaching and learning materials. The expectation is that 

government must assist in providing materials such as computers, furniture and relevant 

books. These are logical and principled expectations, but they raise several questions 

which this research sought to address. For example, how is government committed to meet 

the ECD teachers’ expectations? Does the government have the time, space and 
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resources to meet these expectations? Is it the business of the education officers and 

parents to deal with such concerns? 

 

ECD teachers were alleged to lack appropriate knowledge to implement the curriculum. 

For ECD teachers to teach, one of the strategies required is the application of relevant and 

appropriate teaching strategies. Effective and efficient strategies give teachers confidence 

to help learners since they would be well equipped. The introduction of new forms of 

knowledge should, therefore, always be based on what teachers already have, instead of 

knocking down what they have, only to replace it with knowledge which turns out to be 

inappropriate and useless. This study sought to determine what teachers expected should 

be done regarding implementation of the updated curriculum. 

 

3.10.2 ECD teachers’ expectations in curriculum implementation in Africa 
 

 
 

Among the expectations, ECD teachers in South Africa saw themselves as rightfully 

entitled to take part in curriculum formulation and planning. The ECD teachers further 

expected themselves as rightfully entitled to some form of benefits despite the Ministry’s 

explanation of the new curriculum which may improve their teaching skills and widen their 

knowledge. 

 

In Kenya, Rose Odoyo, the former chairperson of Elimu Yetu Coaliation, a Kenyan Non- 

Governmental Organisation (NGO) recommended that: 

 

a. The government should create a policy that directs entry, efficiency, transfer from 

one class to the next, and drop-out. She also proposed that the government budget 

for free education and reorganize the Ministry to accommodate the new initiative 

in the same response. 

b. The Kenyan government will back the proposal for free education. 'Early childhood 

development should be included in free primary education, and all early childhood 

development centers should be inspected for quality,' she said. 

c. I n  the same response, she added, "Additional classrooms should be constructed 

due to overcrowding." 



63  

d. The disparity in ECD teacher-to-pupil ratios should be discussed, and more learning 

resources and textbooks should be made available. 

e. Early childhood educators should undergo instruction in child-centered 

instructional approaches, new constructive parenting strategies, and guidance and 

therapy (UNESCO, 2015). 

 

The above observations point to the need for all stakeholders to air their views and make 

contributions. 

 

3.10.3 ECD teachers’ expectations in curriculum implementation in Zimbabwe 
 

 
 

The launch of the new education curriculum framework ushered a new era in ECD 

education system in the country. This move was obviously expected to eject some 

expectations from ECD teachers in relation to the change brought about by the updated 

ECD curriculum. According to some press reports, before the roll out of the ECD updated 

curriculum debate was already smoldering with teachers and their unions accusing the 

Minister of Education of railroading the programme into the education system without 

adequate consu l ta t ions  (Chronicle, 11 Dec 2017 ).  What came ou t  was  tha t  the  

government wanted the curriculum to be implemented forthwith before training teachers on 

the expectations. 

 
 

Stakeholders, particularly the teachers’ unions felt that the curriculum was based on 

command model principles and pointed an accusing finger at the government for giving 

teachers a blueprint that was not in tandem with their expectations. There was an outcry 

by the teachers who felt that its implementation was quite demanding and unsuitable hence 

should be suspended (The Daily News of 13 February 2018). Given such a synopsis, it 

was essential to check on the ECD teachers’ expectations with regards to the updated 

ECD curriculum implementation. Whilst the updated ECD curriculum implementation is an 

ongoing process in Zimbabwe, not much was known about the current ECD teachers’ 

expectations. These had to be investigated in this research study. Among a myriad of 

expectations to be investigated upon was the government ECD policy, ECD teachers 
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training, input, supply of resources such as teaching materials, infrastructure, 

remunerations, and teachers’ working conditions. 

 
 

 

3.11 ECD TEACHING STRATEGIES WITH REFERENCE TO CURRICULUM 

IMPLEMENTATION 
 

 

3.11.1 ECD teaching strategies for curriculum implementation globally and 

regionally 
 

Teaching strategies in this research refer to methods or activities employed by ECD 

teachers in curriculum implementation. The most popular teaching strategies are those 

propounded by Reinen (2013) who asserts that despite the many different theories being 

proposed on classroom discipline, in essence, there are 6 basic strategies which a teacher 

should know, namely: 

 

a.  The Integrated technology strategy: in this changing world, children are born in 

the internet world and teachers should be well versed in the subject. 

b.  Cooperative learning structures strategy: emphasis is no longer on teacher- 

centred  approaches.  Child-centred  approaches  are  central  and  children  are 

actively involved in their learning. The ECD teachers facilitate learning instead of 

teaching. 

c.  Differentiated instruction strategy: the ECD teachers employ different learning 

strategies/styles namely, visual, auditory and kinesthetic. Allowing children to make 

a choice of activities based on their interests helps in differentiating them. 

d.  Goal setting strategy: This motivates children to take charge of their learning. 
 

Teacher frequently engages in 2-way conversation with children. 
 

e.  Cross curriculum teaching strategy: The strategy expects the teacher to be able 

to integrate various subjects and teach them at once. This helps pupils to explore 

the concepts deeper. 

f. Assessment for learning strategy: teachers use assessment to match children’s 

needs. The assessment can be formative or summative. Teachers should be 

continuously checking on each pupil to ensure that he or she is doing the assigned 

task. 
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According to MacDonald (2020:1), different teaching strategies or methods are rooted in 

theory of different teaching styles, which will help ECD teachers to reach their full potential 

as well as engage, motivate, and teach children in classes. MacDonald identified 4 

theories that have become teaching strategies. In Behaviorist theory strategy, every 

learner is a ‘clean slate’ to start off and is later shaped by emotions (I. Pavlov, B.F Skinner, 

A. Bandura). At ECD level, MacDonald (2020:3), states that Social cognitive theory is a 

very popular teaching strategy. In this theory it is argued that children learn by means of 

observing others’ behaviour. The Multiple Intelligences theory strategy helps people to 

excel in various disciplines, making them exceptional. Constructivism is another theory 

used as a strategy and in this strategy, learners go through their learning experiences. 

Children learn best through active learning. 

 

Globally and regionally, ECD teachers use an eclectic mix of teaching strategies in the 

classroom. In Zimbabwe, strategies for teaching outlined above were certainly not in 

themselves a panacea for ECD curriculum implementation, but they suggested a 

framework for teachers’ teaching strategies. Having researched on global and regional 

teachers’ strategies in curriculum implementation, the researcher committed to observe 

ECD teachers in action. A checklist of what to observe was prepared (Appendix O). 

Focus was on scheming and planning, teaching, methodology and class management. 

 

3.12 COMMON BARRIERS IN CURRICULUM IMPLEMENTATION 
 
 
 

Teaching in transitional times, from old situation to new situation presents special 

challenges for everyone in a teaching position. Various factors heighten barriers to 

curriculum implementation including social structure of schools, materials and human 

resources, skills development and motivation of learners and provision of support by 

administrators regarding curriculum change and innovation (Yan, 2014).  A research in 

Canada by Frey (2001) cited in Nevenglosky (2018) revealed a lot of barriers in curriculum 

implementation. Implementing the curriculum was problematic. 

 

The main causes of problems in curriculum implementation in schools have been identified 

as being lack of resources, teachers’ knowledge and skills. Schools still do not have 

adequate infrastructure, knowledge and skills although they are the curriculum 
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implementers. Whereas the characteristics of curriculum implementation are clear, it 

should be noted that the process does not take place in a vacuum. The synthesis of the 

theory of curriculum implementation and practice has its difficulties. The current study 

focuses on finding out constraints in curriculum implementation in Zimbabwe and the 

strategies used by teachers to mitigate them. 

 

Frey (2001), cited in Nevenglosky (2018), identified four common barriers to curriculum 

implementation, namely, lack of management practices, teacher development, planning, 

understanding and poor governance. 

 

3.12.1 Lack of management practices 
 
 

Management practices are the underlying foundation for institutional integrity whether it is 

commitment to serving the members or managing employment practices. Naysmith 

(2011:14) considers the importance of change management in education system. 

Education authorities constantly need to manage change for all, viz: teachers, learners and 

school administrators, just to mention but a few.  

 

Unavailability of learning and teaching resources threatened effective implementation of 

a new curriculum (Amunga, Were, & Ashioya 2020:60). Linked to this barrier, Frey (2001) 

in Nevenglosky (2018), calls for the need to have stipulated methods for proper material 

and resource distribution. She noticed that teachers who lacked materials during the school 

year reverted to old methods of teaching. The rationale to that study alluded that there was 

still insufficient information for teachers, education officers and policy makers to make 

decisive strategic plans for curriculum implementation. These studies were related to the 

current investigation as teachers responded to a series of questions that relate to 

curriculum implementation management practices in Zimbabwe. 

 
 

3.12.2 Lack of teacher development 
 
 

The efficiency of any educational system depends on the education level and professional 

training of its workforce. Frey (2001) cited in Nevenglosky (2018) discovered that teachers 

were not completely qualified, and that no repeated, hands-on training was offered. 
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Similarly, Arthur (2017) opined that teachers need training in the use of technology. It was 

therefore critical in this study to assess the nature and level of training the teachers had 

received and how this was helping them to cope with ECD curriculum implementation in 

Zimbabwe. 

 

3.12.3 Lack of planning 
 

Frey (2001) in Nevenglosky (2018) argues that there was lack of planning and continued 

oversight. In the same presentation, she pointed out that, education officers, heads of 

schools and TICs were not well versed in curriculum implementation. The same was noted 

by Mangwaya, Bilgnaut and Pillay (2016:1) who said that Heads and TICs were not 

sufficiently inducted to implement the new curriculum. In other words, there was little 

communication among education administrators and teachers. Plans provide a rudder to 

curriculum implementation. District Schools Inspectors (DSIs) and school heads are gate 

keepers to the curriculum. Thus, their ability to bring change in the curriculum through 

innovation is highly appreciated. This study therefore investigated how DSIs assist ECD 

teachers in curriculum implementation. 
 

 

3.12.4 Lack of understanding and poor governance 
 

 
 

Lack of understanding and poor governance posed as a big hindrance in curriculum 

implementation process as observed in Nigeria by Akrinrotimi and Olowe (2016:34-35). 

Good ECD leaders have abilities to redefine the purpose of education and embody new 

ideas into the system, abilities to design a curriculum and abilities to assist teachers to 

implement it. However, most leaders have failed to deliver. 

 

In Zimbabwe, the challenges noted above were suspected to be a tip of the iceberg in the 

education sector. Contemporary ECD curriculum implementation findings globally, 

nationally, and locally were evident of several gaps, hence this study explored curriculum 

implementation strategies ECD teachers employed. The actors in the updated ECD 

curriculum in Zimbabwe are discussed next. 
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3.13 KEY ACTORS IN ECD CURRICULUM IMPLEMENTATION 
 

 

3.13.1 Position of the learner in ECD curriculum implementation 
 

 
 

This research study was guided by pragmatism philosophy as propounded by Dewey. 

Herein under, I explicate the main tenets of the philosophy: 

 Focusing on the child –This is what the Zimbabwean Curriculum               

Framework (2015-2022) advocates.  

 The child is considered the main reason for all learning.  

 Emphasis on learning by doing – ideas need to be tried out practically. 

 Engaging in experiments – leads to learning through 

discovery. 

 Stressing on relevance of what pupils learn. 

 The  centrality  of  the  school  in  participating  in  finding  solutions  to  

community problems leading to development. 

 Basing the curriculum on the needs of the children at each progressive 
stage. 
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The learner at the centre of learning and teaching 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
 
 
 
 
 
 
 
 
 
 
 

 Source : MoPSE (2015: 41) 
 
 

The learning environment should foster learner-centered learning, freedom and 

interdependence, motivation and self-esteem, as well as the beliefs, needs, and desires 

of learners and society, according to the MoPSE (2015:48-49). 

 
3.13.2 ECD teachers’ role in curriculum implementation 
 
Hall and Hood (2015) assert that there is a strong need as shown by many researchers 

to clearly understand the teachers’ role as well as their concerns in curriculum 

implementation. Literature has shown   diverse   roles for teachers in curriculum 

implementation but the most striking is the fidelity role which happens to be very important 

(Yurdakul, 2015:126). This part of the research therefore reviewed the available 

Figure 3. 1 The learner at the centre of learning and teaching 



70  

theoretical and empirical literature on teacher fidelity or faithfulness in curriculum 

implementation. 

 

Thorn and Brasche (2015) assert that teachers do play a curriculum development role 

during curriculum implementation. They add that as opposed to the main curriculum 

designing role, the one played by teachers focuses on designing learning tasks that fit the 

expectations of the new curriculum. To play this role efficiently and effectively, teachers 

need to be capacitated, mainly through training (Hall & Hood, 2015). 

 

Another role for teachers is to challenge learners to develop new insights, new 

perspectives, or new ways of doing things or where such insights start with the learners, 

to encourage and amplify them. The teacher must above all else, be an avid learner. ECD 

teachers as “agents of change” as suggested by (Madondo,2020:6) can play the role of 

monitors and providers of early warning before a system derail. They focus on methods of 

changing learners’ behaviour, attitudes and perceptions. Teachers as agents of change 

can revolutionarily transform their communities. ECD teachers create some conducive 

learning environments and they should develop positive attitudes, self-confidence and 

problem-solving skills through contextualised instruments. Teachers’ role is still critical in 

curriculum implementation (Buxton et al, 2015). This study hinged on appropriate teaching 

methods and teachers’ responses toward curriculum implementation. 

 

3.13.3 Position of School Head/ TIC in ECD curriculum implementation 
 

 
 

In any programme or project such as curriculum implementation, the role of supervision 

provides initiators with quick feedback on change effectiveness during implementation. 

According to Reid and Westergaard (2006:160) in Modise (2017:19), supervision means 

that an inexperienced person is watched over, by someone who has experience in work 

they do. MoPSE (2015:60) explains that supervision as part of Monitoring and Evaluation 

was the systematic tracking and recording key information about the programme and 

its intended outcomes. A good monitoring system should be comprehensive, and actively 

used. Monitoring and Evaluation work together. Supervision in schools is the process of 

management that controls and evaluates the teachers, children, resources and all school 

activities in the accomplishment of the goals. 
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The Head is the first line supervisor appointed by the government, to oversee and ensure 

the work at operational level is done by the teachers according to the agreed plan, 

schedules, rules and procedures. The Head must have the requisite professional skills, 

such as, application of learning theories and making of informed choices. With respect to 

the value of supervision given to teachers, researchers generally found it to be inadequate. 

This was verified by Awino (2014:15) in a study conducted in some primary schools in 

Kenya's Lang'tta District. The study found that oversight of curriculum implementation was 

insufficient, and that the physicality of Education Officers in ECD centers was not felt 

effectively (Awino, 2014:15). 

 
Modise (2017:19) carried out a research in some primary schools in the Gauteng North 

District in South Africa where she discovered that most of routine activities were not 

properly carried out and that proper supervision and support in schools was lacking. 

Modise (2017:85), argues that in most cases, practitioners were not properly executing 

routine activities in the daily programme and this seemed to continue without the supervisor 

(HoD) correcting it because of the existence of the gap in understanding practices in Grade 

R. The cited observations on supervision were thus investigated as teachers implemented 

the updated ECD curriculum, in the identified sample. 

 
3.14 NEW SUBJECTS IN ZIMBABWE’S UPDATED ECD CURRICULUM 
 

 
 

The Curriculum Framework (2015-2022) identifies seven learning areas which constitute 

the ECD curriculum. This basically constitutes the aims and objectives of the ECD 

curriculum framework as extracted from syllabuses of the schools in the country. These 

subjects are largely grounded in Multiple Intelligences theory and they cater for children’s 

different talents. Learners at ECD level should use indigenous language that is widely used 

or spoken in a particular region, according to Secretary's Circular no 2 of 2017:3. The 

framework proposes to achieve the stated objectives through the teaching of the 

following subjects: 
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Table 4 Updated ECD Curriculum subjects in Zimbabwe 

Learning Areas/Subjects Expected Behaviour 

Languages Learners use the mother tongue as the medium of 
 

instruction. 

Visual and Performing/ Expressive Arts Learners tell a story through drawing patterns, 
 

images and objects, playing games music and 

dance. 

Physical education Promotes healthy lifestyle, skills and discipline in 
 

sporting activities. 

Mass Displays Display the aesthetic value of sound, artefacts, 
 

body movement and composition. 

Mathematics and Science Learners develop ability to match, classify things 
 

according to characteristics. In Science learners 

learn about human body and the environment. 

Family and Heritage Studies Exploration   of   family,   relations,   gender   and 
 

culture. 

Information Communication Technology (ICT) Learners develop skills through games, colouring, 
 

ordering and communication 

 
Source: (MoPSE, 2015:31) 

 

 

Gender, children's rights, disaster risk management, financial literacy, sexuality, HIV and 

AIDS, child health, human rights, cooperation, and environmental issues are among the 

cross-cutting and emerging topics taught. 

 

3.15 CONCLUSION 
 

 
 

This chapter sought to identify the critical gaps in curriculum implementation at ECD level in 

Zimbabwe, regionally and internationally, guided by the reviewed literature. Envisaged 

inadequacies prompted the researcher to embark on this study. A deeper understanding 

of how ECD teachers implemented the curriculum provides important clues to designing 

more effective instructional strategies. Resultantly, this study explores the updated ECD 

curriculum implementation as it was perceived and practised in the EPMAFARA district 

primary schools. Key questions were why changing the ECD curriculum, how ECD 

teachers helped the change, what skills did they possess and what expectations did they 
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have, in the wake of the rapidly changing global knowledge system. The next chapter 

unpacks the related research methodology. 
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CHAPTER 4 
 

RESEARCH DESIGN AND METHODOLOGY 
 
4.1 INTRODUCTION 
 

 
 

The epistemological and theoretical underpinnings of the approaches used in various 

scientific disciplines are discussed in methodology. Research methodology is narrated to 

systematically solve the research issue. A qualitative study design was chosen because it 

addresses real-world issues (Creswell, 2014:64). The chapter further presents procedures 

adopted in the inquiry to clarify how I put together the data derived from excerpts based 

on given units of analysis. The chapter also includes the description of instruments chosen 

for this study, their validity and reliability as tools for research and how they were employed. 

The present empirical research (research that relies on experience or observation) was 

premised on a particular rationale. 

 

4.2 RATIONALE FOR EMPIRICAL RESEARCH 
 
 
 

Empirical research is based on evidence through observation or experiment. Being an ECD 

lecturer, I became interested in finding out the practicality of implementing the updated 

ECD curriculum (for 3-to-5-year old) in EPMAFARA district, through ECD teachers’ 

experiences. The study was motivated by the limited information regarding implementation 

of the updated ECD curriculum in the country. The literature review identified the most 

popular information gaps, and this chapter aims to expand the study's scope and depth. 

The investigation focused on teachers' responses and reactions to the introduction of the 

ECD curriculum, and it was carried out by answering questions in paragraph 1.3.4.  The 

case study was done in the district of EPMAFARA in Harare, Zimbabwe. 
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4.3 DESCRIPTION OF STUDY SETTING 
 

 
 

Harare is Zimbabwe’s capital city. It is the nation’s administrative, commercial and 

communication centre. The EPMAFARA district in Harare was purposefully selected for 

the study because of its proximity to the researcher. It is also a diverse district with urban, 

peri urban and farm schools. The schools were densely populated with some ECD classes 

housed in small storerooms. All classrooms were shared by two or three classes. 

 

 

Figure 4. 1 Harare province 

 
Source: Google maps 
 

 
 

In this study, I explored how practicable the recently introduced updated curriculum was, 

in a dynamic and changing Zimbabwe’s education environment. The participants were two 

District Schools Inspectors, school heads / TICs and ECD teachers from four primary 
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schools in the EPMAFARA (Epworth, Mabvuku-Tafara) District of the Harare Metropolitan 

Province. The participants were purposively sampled. Purposive sampling, according to 

McMillan and Schumacher (2014:138), is a process in which participants are chosen 

because of the rich knowledge they possess, which is needed to answer the research 

questions. Therefore, I set out to find out how the chosen participants perceived and 

understood the practicality and applicability of the updated ECD curriculum. The research 

design is described next. 

 

4.4 RESEARCH DESIGN 
 

 
 

According to Punch (2014:206) a research design is the plan for a piece of research, 

including the approach, the conceptual structure, the issue of who or what will be examined, 

and the methods to be used for collecting and analysing data. Punch (2014:206) goes on 

to assert that the design should have a straightforward statement, data collection 

processes, participants to be involved, and data processing techniques. Several factors 

influence researchers in the choice of the research design. In the past decade, not much 

was known about the updated ECD curriculum implementation in Zimbabwe. The limited 

information available was, a set of assumptions regarding teachers' roles in curriculum 

implementation. It was mostly sourced from other parts of the globe. As a result, it became 

essential to make an initial assessment of the process, in the country's primary schools, 

with a particular emphasis on teachers' experiences. 

 

This study employed the ethnographic research design. The design suggests that only 

inductive processes of analysis which are largely of qualitative nature are most suitable for 

it. Furthermore, it had the advantage of being contextual, in that, it focused on ECD 

teachers’ behaviour in a natural set up. The qualitative design adopted requires studying a 

phenomenon, in its natural context (Denzin and Lincoln, 2018:2). 

 

The study was informed by data collected through the descriptive case study method from a 

sample of ECD teachers, DSIs and Heads/TICs. The descriptive method allows for the 

study of attitudes, perceptions, feelings, values and beliefs of the respondents. Case 

studies allow inferences to be made about a large group from data gathered from a smaller 
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sample of that group (Creswell, 2014:241). Therefore, the method has an advantage of 

broadness of scope and this research design ensures that the study becomes more 

realistic in that participants are studied in their natural settings (Yin, 2014:18).  The entire 

research design is clear from a road map of how the research was carried out. An overview 

of my research design is shown in Figure 4.2. 

 

 

 

 

 

 

 

 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Source: Author’s compilation 
 

 

4.4.1 Research Paradigm 

 

Paradigms or perspectives play a crucial role in research by providing a framework of 

defining data. Neuman (2011:194) describes a paradigm as a whole system of thinking. It 

is a framework for observation and understanding comprising of approaches, theories, 

methodologies, and traditions accepted in research. When embarking on a research study 

there is need for clear assumptions related to personal values, though individuals rarely 

take the time to do this in everyday life. Phenomenology and positivism are commonly 

employed in academic studies. 

 

Figure 4. 2 A road map to ECD Curriculum Implementation 
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The theory of phenomenology employs inductive research techniques and qualitative 

data collection methods. This study sought to understand people’s views and ethos in a 

particular context.  Creswell (2014:4) argues that qualitative research aims to 

discover the complex nature of human behaviour. This study was qualitative to capture 

accurately, the responses of the subjects. 

 
 

For this research, I used the pragmatist interpretive paradigm which argues that reality is 

just as multifaceted as the people who experience it (Creswell, 2014:11). The pragmatists 

argue that people's viewpoints and meanings on social events decide knowledge and 

reality. People's experiences are not static but are built and reconstructed because of the 

perceptions of the situation in which they find themselves. It was my endeavour to explore 

the applicability of the updated curriculum, through observations of their experiences, 

practices, expectations, views, and teaching strategies. 

 
 

4.4.2 The Qualitative approach 
 
 
 
The research adopted the qualitative approach which was very suitable for the research 

problem. Strauss and Corbin (2014:12) contend that the nature of the research problem 

determines the research design. A qualitative approach describes and tests specific issues 

or ideas and examines the relationship between the variables. It seeks insight rather 

than statistical analysis (Jameel et al., 2018:1). I subscribe to the perspective that human 

behaviour is better understood in social set-ups of the subjects. The study, therefore, 

aimed to understand teachers’ behaviour from their own frame of reference using 

descriptive data. The natural setting in the schools was the direct source of data. The 

settings and the participants in the schools were investigated fully.  

 

In this study, respondents’ personal experiences, practices and understanding of 

curriculum implementation were of critical importance. By using in-depth interviews and 

lesson observations, I became the key instrument in the study. I blended with the teachers’ 

activities as an observer without necessarily interrupting routine in the classroom. Jameel 

et al. (2018:4) underscore the importance of allowing the researcher to become a part of 



79   

the group they are studying, to collect data and understand a social phenomenon or 

problem. 

 

During the study, I relied on my teaching background experiences and knowledge to make 

judgements as to what to observe as valid data. The process was therefore inductive rather 

than deductive. The observation required me to consider the teachers under study, so that 

I could appreciate the meaning they assigned to learning materials, to pupils, teaching and 

learning environment.  

 
 

The presence of the researcher among participants is often criticised as it is considered to 

lead to possible biasness on data analysis and reporting of the results (Allen,2017:411). A 

qualitative study is naturalistic, practical, and  subjective; therefore, it cannot be neatly 

programmed in a design. Problems of validity and reliability are handled through carefully 

documented ethnographic decision-making and more systematic methods of data 

gathering. It therefore requires detailed research methods. The next section discusses the 

research methods used. 

 

4.5 RESEARCH METHODS 
 

 
 

Research methods are classified into data collection methods, statistical methods and 

those methods that evaluate the accuracy of the results (Creswell,2014:17). I took 

cognisance that no method on its own was sacrosanct in research. I therefore used a multi-

disciplinary approach to research, based on the magnitude of issues at hand. I employed a 

combination of several conventional data-gathering techniques: historical and 

contemporary. The historical were based on related literature given in Chapter 3. 

Contemporary techniques namely interview, and observations formed a major part  of my 

qualitative paradigm.   Such an approach was meant to minimise the possible weaknesses 

of using a single method. In the main, I was more inclined to qualitative techniques than 

quantitative and mixed approaches. 
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4.5.1 Data collection instruments 
 

Factors such as my work experience and qualitative perspective determined the 

instruments and procedures I used in this research. The qualitative paradigm as alluded 

to earlier uses different data collection and interpretation techniques to achieve 

triangulation of results as suggested by Noble and Heale (2019:67). A description of the 

instruments employed in the case study follows. 

 

4.5.1.1 Interviews 
 

 

Alshenqeeti (2014:39) explains interviews as data collection tools and asserts that an 

interview is a structured and systematic model whereby a researcher collects information 

directly from the informant. I collected information from District Schools Inspectors, School 

Heads/ TICs and ECD teachers. Interviews helped me to obtain detailed information about 

personal feelings, perceptions and opinions. The interview guide ensures that the 

researcher gets immediate feedback from respondents thereby reducing the possibility of 

any non-response. After lesson observations, I interviewed the TICs to validate the 

observed data. 

 

In qualitative research, researchers can miss observations of participants' actions, 

emotions, and attitudes, as well as how they view the world around them. In-depth 

interviews provide the analysis with crucial primary data. All conversations were recorded 

using the Dragon Naturally Speaking Device. Participants' voices were captured, and data 

were kept "new and accurate," minimizing the possibility of misrepresentation, recording 

errors, and content loss (Crichon & Childs, 2005 cited in Kim, Werner & Stritzke 2019:587). 

  

 

In the ca se  study, District Schools Inspectors, School Heads/ TICs and ECD teachers 

were interviewed using unstructured interviews which were more flexible than the 

structured ones. The interviews were between the researcher and the participants 

(Appendices: P, Q, and R). 
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4.5.1.2 Observations 
 

 
 

Observation is a major feature of a case study research as purported by Cohen, Manion 

and Morrison (2018:542). Observational data are often combined with data from other 

sources such as documents and interviews. Qualitative observational strategy was used. I 

observed teachers teaching and held post lesson discussions with each teacher observed. 

During lesson observations, I listened to the language of instruction. I also found out how 

the teachers were helped by TICs in their teaching. I took down notes on the lessons and 

collected data from scheme-cum- plans. 

 
 

I used nonparticipation observation method to record what I observed from the teachers 

and children in action without interacting directly with them (Williams, 2014:561). I 

observed each ECD teacher, teaching for the duration of the whole day, once a week, for 

two weeks. The unfolding of the daily programme activities was observed and observations 

recorded. Observations were very useful in triangulating results from other sources 

(Appendix: N and O). 

 

4.5.1.3 Document analysis 
 

 

I examined participants’ records, not to learn about the contents but to learn about the 

respondents who had produced and maintained these records. There were two types of 

documents that were analysed in the research study, the official ones and the ECD 

teachers’ personal class documents. 

 
 

Official documents are public documents not directly produced by participants, and these 

include policy guidelines on curriculum implementation, Curriculum Framework 2015- 

2022, national ECD Syllabuses and circulars. The participants’ personal class documents 

included schemes of work, daily lesson plans, developmental checklists and portfolios. 

Some of the documents were obtained from the District offices and others were obtained 

from the ECD teachers (Appendix K). 
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4.5.1.4 Focus Group Discussions 
 

 

Focus Group Discussions (FGDs) did not take place due to the COVID-19 pandemic, which 

led to the untimely closure of schools. This was a qualitative research and COVID-19 

limitations made it difficult to coordinate responses in focus group discussions. 

Alternatively, Zoom or Teams could have been arranged but during this period, the country 

faced serious electricity outages. For logistical reasons, the FGDs would have been 

conducted at the schools’ cluster meetings.  Teachers were to be asked questions related 

to the study. Ten (10) ECD teachers would have been involved.  I had planned to use 

only one focus group in which two (2) teachers from each of the five schools were to take 

part in the discussions. My intention was to learn from the ECD teachers’ experiences 

hence these were also to be different teachers from those interviewed (Appendix: L).  

 

4.5.2 Selection of participants or sample and sampling procedure 
 

 
 

In an empirical investigation, researchers often infer conclusions from a sample of a 

population since it is impossible to collect information from the whole population. Patton 

(2002:408) cited in Chikutuma (2013:85) describes a sample as a representative selected 

for a study whose characteristics exemplify the larger group from which it was picked. 

Sampling is the process used in the selection of individuals/groups for use in a specific 

study, representing the target population (Chikutuma, 2013:85). Sampling helps 

researchers to be confident and to make broader inferences into their findings. 

 

Patton (2015:204) views purposive sampling as an approach whereby participants are 

selected because of the rich information they hold, that is required to answer the research 

questions. When it is difficult to employ random and systematic sampling, to collect data 

from the research population, convenience and purposive sampling are employed. 

Purposive sampling, according to Oppong (2013:203), is a process in which a researcher 

chooses subjects who have expertise or familiarity with the issues under consideration. 

 

A purposive sample of District Schools Inspectors, Heads/ TICs and ECD teachers, in five 

(5) selected primary schools was chosen to participate. However, due to the COVID- 
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19 pandemic and the imposed statutory restrictions, only four (4) schools were successfully 

studied. The ECD departments in five chosen primary schools had an average of eight to 

ten teachers. These teachers were coded teacher one at School A (TRA1) and Teacher 2 

(TRA2) at school A and so on as shown in table 5. 

 

Table 5 Coding of the sample 

DSI District Schools Inspector 

TIC Teacher in charge 

HEADD Deputy Head of school D 

TRA1 Teacher 1 of school A 

TRA2 Teacher 2 of school A 

TRB1 Teacher 1 of school B 

TRB2 Teacher 2 of school B 

TRC1 Teacher 1 of school C 

TRC2 Teacher 2 of school C 

TRD1 Teacher 1 of school D 

TRD2 Teacher 2 of school D 

TRE1 Teacher 1 of school E 

TRE2 Teacher 2 of school E 

 

 

The simple random sampling was then used by placing pieces of papers equal to the 

number of ECD teachers in a sampled school, in a box. The pieces were then mixed 

thoroughly, and two names were chosen. The first two numbers picked were the chosen 

teachers to take part in the study, at each school. The same procedure was used in the 

selection of 10 other ECD teachers for the focus group discussion. However, schools 

were eventually closed due to COVID-19 lockdown regulations and the focus group 

discussions were not carried out. 

 

4.5.3 Sample size 
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In the study, eight (8) ECD teachers from four (4) schools (2 from each school), were 

interviewed and observed teaching, four (4) school Heads/TICs and two (2) DSIs, 

represented the entire population. The fifth school did not take part in the study following 

the sudden closure of schools due to COVID-19 lockdown restrictions. Ten (10) other 

teachers were scheduled to participate in Focus Group Discussions which also failed to 

take off due to the COVID -19 pandemic. This sample was extracted from a population of 

120 ECD teachers in EPMAFARA district. The assumption was that observed teachers 

represented the curricular competencies of the total number of teachers in the EPMAFARA 

district of Harare Metropolitan Province. 

 
 

4.6 DATA ANALYSIS 
 

 
 

According to Matthews and Ross (2014:318), the purpose of analysis is to describe, 

discuss, interpret, explain and evaluate the data to reach a conclusion. The data collected 

were winnowed then aggregated into a small number of themes. I linked related issues 

from research instruments to determine the relationships among constructs. The 

responses from respondents were analysed by observing them and documenting the 

results; establishing units of meaning in the context of the research questions, key ideas 

and linking up with related literature reviewed, and identifying critical emerging information 

from the research and developed a theory or concept. 

 

4.6.1 Data Analysis Procedure 
 

 

Braun and Clarke (2013:12) presented several steps of data analysis in research. I used 

thematic analysis for data processing which allowed me to determine sub-themes and 

themes as prescribed by Braun and Clarke (2013:12). The research was mostly inductive; 

the themes discovered were closely related to the data sets I had, rather than attempting 

to fit the information into my own analytic preconceptions (Creswel l ,2014:197) . I 

stretched my analysis beyond semantic level where I would have just looked at what 

participants said. The flexibility of thematic analysis enabled me to go beyond and examine 

underlying ideas. In this respect, I developed themes from semantic to latent level (Braun 

& Clarke 2013) cited in Chawla and Wood (2021:163). 
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I came up with clear steps of the process that helped me to organise the analysis of data 

systematically to answer my research questions, according to Silverman (2014). I used 

NVivo software to do data coding.  Before I started on the analysis, I had to transcribe 

data from audio to text. The next move was to go through the transcriptions, again and 

again, thus familiarising with own data. This was important because as I continued to read, 

I was able to pick codes and themes from the data. At this stage NVivo helped me to create 

annotations where I commented on each line. The comments were developed from 

descriptive to conceptual level. 

 

Doing the annotations personally, helped me to deeply acquaint myself with the issues 

involved as I repeatedly read the transcripts. The actual coding then followed where I used 

the pre-defined and other categories that emerged from all data sources in the process. 

At this stage, according to Creswell (2014:197), I searched, reviewed, defined and named 

the emerging themes. Quotes from the data were grouped under sub themes and themes 

(Braun & Clarke, 2013) cited in Herzog et al.,(2019). I culled recurrent themes which were 

similar thoughts, images, ideas, accounts shared by participants. Coding needed time as 

the process did not follow a linear fashion but was iterative. There was much back and 

forth of revisiting issues that might need clarification or more explanation and, in the 

process, opportunities to analyse every bit of information gathered. A lot of tabulation and 

editing happened in the process (Kumar,2014). Development of codes into themes was 

closely checked against the research questions guiding the study. As a result, some initial 

categories were either discarded; modified or new ones were developed and added 

according to my study concerns and what I was looking for to answer my research 

questions. 

 

4.6.2 NVivo aided process 

 

The nature of data I solicited also determined categories. At this point, NVivo was very 

useful as it aided the processing of data from the commented transcripts to the nesting of 

the themes and sub themes. The nesting facilitated the viewing of the data sources and 

references of each theme and sub-themes (Braun and Clarke, 2013:12). Frequencies were 

also shown in each case to further aid the analysis of data. Still aided by NVivo, a master 
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table of themes was then generated. The nesting and Master table of themes are available 

in soft copy and my project is accessible through NVivo 10 or later versions. For purposes 

of presentation in the thesis, I condensed the master table of themes into a Mini master 

table of themes where I further used NVivo computer software to organise the categories 

as super ordinate, subordinate, emergent and sub-emergent themes (APPENDIX V). 

Lastly, I used NVivo to create diagrammatical representations of my thoughts about the 

data sets which I presented to illustrate the various themes and sub-themes discussed in 

the results and findings in chapter 5.  The next section focuses on the validity of instruments 

used. 

 

4.7 VALIDITY 
 
 
 
Validity is the degree to which a part of a study, such as an instrument, represents or 

calculates what the researcher aims to measure (Creswell , 2014:201). Thus, validity has to do 

with how accurately the data obtained in the study represents the variables of the study. 

This study applied the content validity which helped address the extent to which the 

elements within the measurement procedure were relevant and a representative of the 

construct that they measured. Validity in this study was determined by colleagues and 

experts in the education departments at Women’s University in Africa (WUA), in Zimbabwe 

and University of Zimbabwe (UZ) respectively who scrutinised the measuring technique 

and coverage of specific objectives covered by the case study. Their comments were 

accommodated in the instruments. 

 

4.8 RELIABILITY 

 

According to Kumar (2012:186) cited in Modise (2017: 98), reliability refers to the ability of 

research instruments to produce constant measurements all the time. The way in which data 

produce findings that are the same from time to time and from one situation to 

another is regarded as reliability. In this study, I made concerted effort to establish reliability 

of the instruments through careful examination of questions. I assumed all my participants 

were literate hence I used English language. Reliability can be measured by the test re-

test procedure. I did not go that route due to financial, material and time constraints. 
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4.9 PILOT STUDY 
 
 
 

Silverman (2010:203) refers to a pilot study as a smaller version of a larger study that is 

conducted to prepare for the main study. The pilot study led to the modification of the 

instruments and this resulted in effective analysis of data. This procedure suggested that 

a trial run is done to identify misunderstanding, ambiguities and inadequate items in a 

study. Item analysis was conducted after the pilot study to establish which items would 

work best and which did not. Pilot testing helped to determine that the participants of the 

study would be capable of completing the survey and that they could understand the 

questions (Nyirambi & Ntuli, 2020:54). 

 

4.10 DATA STORAGE 

 

Storage of data followed guidelines stipulated by Creswell (2014:100). Data was stored in 

a computer, backup copies and audiotapes. The records were encrypted and stored in a 

password-protected computer. Information was compiled in readable form I developed. 

Participants were protected by use of pseudonyms in the data collected. All documents 

were secured under lock and key and will be stored for five years, in my office. 

 

 
 

4.11 ETHICAL ISSUES 
 

 
 

Confidential data were elicited from participants hence there was need for their informed 

consent as recommended by Creswell (2014:97-98). The researcher is accountable to 

participants and other institutions from which data were collected. The privacy, anonymity 

and confidentiality of respondents was guaranteed. I informed all my participants about the 

research, the data I intended to collect and what I hoped to achieve. I prioritized the 

respondents' dignity by maintaining their confidentiality. Throughout my research, I 

maintained enough professional distance to determine how participants saw the world. 

Pseudonyms were used to conceal the respondents' identities, and the knowledge 

gathered was solely for academic purposes (Allen & Wiles,2016:149). The study's results 

were provisionally made available to respondents and other stakeholders upon request. 
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Journal articles will be published on the research study and shared with all. Next is a 

discussion of notable ethical issues: 

 
 

4.11.1 Permission 
 

 

The researcher took an ethics clearance letter from UNISA, together with her letter of 

introduction to the Ministry of Primary and Secondary Education, requesting for permission 

to conduct research in Zimbabwean primary schools. The application letters were 

submitted together with sample interview plans, focus group discussion questions, and 

observation checklists. The permission letter from the Ministry, together with my application 

letter was then taken to the Harare Provincial Education Director for possible entry to the 

targeted primary schools in EPMAFARA District. I finally took both letters of permission to 

the EPMAFARA District to get further permission to conduct research in the district after the 

Provincial Education Officer granted permission. Both letters of permission were stamped 

by the District Schools Inspectors, and I took these to the respective schools where the 

study was conducted. When the School Heads had given their approval, the research took 

off. The ECD teachers to be involved in the study were also asked for consent to be the 

research subjects. I discussed with them the purpose of my research and related modus 

operandi during initial visits. Participants were ready to take part in the research and the 

response was 100%. Lastly, the concerned parents were informed of the presence of an 

observer in their children’s classrooms, observing the teachers whilst implementing the 

updated ECD curriculum (Appendices B, D, F, G, H, and J). 

 

4.11.2 Informed permission and consent 

 

4.11.2.1 Consent Letter- Teacher 

 

Explanation was made to the ECD teachers on how the research was to be conducted. 

Their questions on any issues were answered, as well as any clarification sought 

concerning the study. I ensured that participants engaged in the research study voluntarily 

(Appendix-H). 
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4 .11.2.2 Information Letter- Parent 
 
 
Parents were informed of the presence of ‘foreign observer’ in their child’s classrooms, 

observing the teacher whilst implementing the updated ECD curriculum (Appendix -J). 

 

 

4 .11.2.3 Confidentiality 
 
 
I protected respondents’ identity as underscored by Chikutuma (2013:85), who 

emphasises that no one should have access to the participants’ information.  Similarly, 

Coffelt (2017:227) in Allen (2017:411), underscores the need for protection through 

anonymity and confidentiality. All information used in the research would not be disclosed 

to third parties without the concern of the participants. 

 
 

4.11.2.4 Honesty/harm to participants 
 

 
 

I honestly presented and discussed the findings of the study without causing any social, 

emotional or any form of harm to participants. Furthermore, I did not ask the participants 

personal information which could taint the study. 

 
 

4.12 CONCLUSION 
 

 
 

The research methodology, paradigm, approach, and research design were explained in 

this chapter. A summary of the population, sample, together with the sampling technique 

were explicated. Primary data gathering tools included observations and in-depth 

interviews. Secondary data were obtained from prerequisite ECD documents. Ethical 

issues such as validity, reliability, and trustworthiness were also looked at. The next 

segment, Chapter 5, dwells on data analysis and interpretation.  
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CHAPTER 5 
 

PRESENTATION AND FINDINGS OF RESULTS 
 
 
 

5.1 INTRODUCTION 
 

 
 

This chapter presents the results and discussion of the study. The primary goal of this 

research was to identify teachers' responses and reactions to ECD curriculum 

implementation in Zimbabwe's Harare Metropolitan primary schools. A qualitative design 

was chosen for the study because the researcher wanted to present a detailed view of the 

implementation of the updated ECD curriculum. This design helped me to ‘build a 

complex and holistic picture’ in a natural setting as purported by Denzin and Lincoln 

(2018:2) in paragraph 1.6. In presenting and discussing the findings, I showed how these 

relate to my research questions and made an argument in support of my overall conclusion. 

Related literature on global, regional and local sources was consulted on the implementation 

of the ECD curriculum. Through this analysis and inquiry, I developed a view on what the 

future of ECD curriculum implementation holds. Themes deduced from the six research 

questions in paragraph 1.3.4 provided the launching pad for the presentation of results and 

the discussion. 

 

Qualitative study as already alluded to seeks to explain a person's perspective of the world 

from his or her own point of view (Creswell, 2014:19). This analysis of findings adopted a 

qualitative approach. The tables included in the research results were followed by a 

narrative. This is aligning with qualitative method that captures the nuances, subjectivities, 

and explanatory basis for participants’ responses (paragraph 1.6). The presentation and 

analysis of results start with the interviews, classroom observations and finally document 

analysis. To ensure coherence of the study, I present the backgrounds of the schools and 

participants.  
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5.2 PARTICIPANTS’ BACKGROUND 

The structure in Figure 5.1 below shows the four schools A, B, C and D and the participants 

from each school, respectively. All the schools we re  in peri-urban areas of EPMAFARA 

district. School A is in Epworth. Schools B and C are situated in Mabvuku whilst school D 

is in Tafara circuit. The classrooms in all the four schools were small and overcrowded. 

The teacher-pupil ratio ranged from 1:45 to 1:80. All schools under study had double 

sessions/ hot sitting due to over enrollment and shortage of classrooms. 

 

Figure 5.1 shows the areas where data was collected from and the elements which 

constituted the references of the excerpts. 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 

 

The presentation of the results is characterised by explanations of perspectives of the 

participants.  I extracted verbatim quotes which, in this study, I referred to as excerpts 

Figure 5. 1 Background to research schools and participants 
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from the data sets compiled and processed with the aid of NVivo software. These excerpts 

constituted the greater part of the results. Each reference had two elements representing 

the participant’s code, the position of the respondent and the school where the participant 

was from. For example, TICA is the Teacher in Charge from school A, TRD1 is the first 

teacher at school D, TRA2 is the second teacher at school A and HEADD is the school 

Deputy head at school D.  

 

Table 6 Participant codes and what each code means 

DSI District Schools Inspector 

TIC Teacher in charge 

HEADD Deputy Head of school D 

TRA1 Teacher 1 of school A 

TRA2 Teacher 2 of school A 

TRB1 Teacher 1 of school B 

TRB2 Teacher 2 of school B 

TRC1 Teacher 1 of school C 

TRC2 Teacher 2 of school C 

TRD1 Teacher 1 of school D 

TRD2 Teacher 2 of school D 

 

The participant codes were used in connection with the excerpts. What follows is the 

demographic data of the participants in the study. 

 

5.3 DEMOGRAPHIC DATA 

 

Table 7 Demographic Data 

RESPONDENTS DEMOGRAPHIC 
VARIABLE 

VARIABLE 
DESCRIPTION 

FREQUENCY 

DSIs Gender Female 1(50%) 

  Male 1 (50%) 

  Total 2 (100%) 

 Qualification Diploma  
  Bed  
  Med 2(100%) 

  Total 2(100%) 

 Work Experience 1-20 years  
  21-40 years 2(100%) 
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  Total 2(100%) 
HEADS/TICs Gender Female 3(75%) 

  Male 1 (25%) 

  Total 4(100%) 

 Qualification CE 1(25%) 

  Diploma  
  Bed 3(75%) 

  Med  
  Total 4(100%) 

 Work Experience 1-10years  
  11-20years 1(25%) 

  21-30 years 2(50%) 

  31- 40years 1(25%) 

  Total 4(100%) 
ECD TEACHERS Gender Female 7(87.5%) 

  Male 1(12.5%) 

  Total 8(100%) 

 Qualifications Diploma in ECD 8(100%) 

  Bed  
  Total 8(100%) 

 Work Experience 0-5years 2(25%) 

  6-10 years 5(62.5) 

  11-19years 1(12.5%) 

  20-30 years  
  Total 8(100%) 

 
 

The demographic data provides context for the data collected from the four schools under 

investigation. Eleven females and three males agreed to participate in the study. Since 

more females were identified in the ECD phase, it can be assumed that females are 

more dominant than males. In their researches, both Kim (2013:309) and Wood 

(2012:317), agree that females are more passionate to teach in the ECD phase in 

comparison to male ECD practitioners.  

 

The participants included two DSIs, a male and a female. The DSIs are highly qualified 

and with extensive work experience.  Both DSI have completed their Masters 

degrees in Policy Planning (DSI-1) and Special Needs Education (DSI-2), 

respectively. Since both DSIs have extensive work experience (25 years+), their 

experience will yield suitable and appropriate information regarding curriculum 

implementation. However, it is my opinion that for effective curriculum implementation 

at ECD level, ECD specialists could be more appropriate for the job at district level. This 

could be inferred in Madondo (2020:11)’s study where ECD teachers insisted 

that the facilitators (mostly DSIs), lacked comprehensive knowledge of the ECD 
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curriculum hence failed to answer some important and pertinent questions raised 

by the ECD teachers, during workshops. 

 

In this study there were three female TICs and one male Deputy Head.  One TIC had a 

Certificate in Education (Infants) whilst two were holders of a Bachelor’s Degree in 

Education. The Deputy Head also had a Bachelor of Education degree. Their level of 

training and experience were suitable and appropriate to manage the ECD departments at 

their schools. All the ECD teachers had Diplomas in Early Childhood Development. The 

ECD teachers’ work experience ranged from three to eleven years and this gave them 

adequate exposure to be able to implement the updated ECD curriculum. The level of 

qualifications of all participants has an impact on the implementation of the updated 

curriculum. This is supported by Chen (2016:20) who noted that teacher education is 

critical to success, as they are directly responsible for the implementation of the 

curriculum; teachers play the most crucial role in the success of curriculum reform. The 

next paragraph explains diagrammatical presentations under the research findings in the 

study. 

 

Having collected data from participants, I needed to present it in an attractive and eye- 

catching manner to guide the reader through in this segment of the thesis. For more 

effective presentation and analysis in this chapter, I chose to present the information 

using visual presentations and diagrams. Charts provide a quick visual impression of any 

trends as they are used to summarise data. Word clouds, tree diagrams, figures, 

composite and column bar charts all processed with the aid of NVivo software were used 

to depict data elicited from  the responses. These diagrams have been presented in 

various forms and colours to differentiate themes from sub-themes. 

 

Before the presentation of the findings, I put up Figure 5.2 a ‘birds-eye view’ of Data 

Analysis Framework on the updated ECD curriculum implementation, discussed in this 

chapter. 
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5.4 RESEARCH FINDINGS 
 
 

Findings from the study followed four themes emerging from Data Analysis Framework at 

the centre of Figure 5.2. These are presented in Table 8. 

The diagram provides the reader an overview of the four themes and sub themes that 

emerged from the study. Information in the blue blocks are the themes, and the sub 

themes are presented in the green colour. 

 

Table 8 Emerging Themes from the study 

 

 

 
 

5.4.1 Theme 1: Factors affecting the successful implementation of the updated 

ECD curriculum  

 Themes 

1 Factors affecting the successful implementation of the updated ECD 
Curriculum 

2 Experiential successes and failures in implementation of the curriculum 

3 Appraisal of the updated ECD curriculum 

4 Appropriateness of the updated ECD curriculum 

Figure 5. 2 Implementation of the Updated ECD curriculum 
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Figure 5. 3 Factors affecting implementation of the ECD curriculum 

 

It is important to mention on the onset that factors considered under this theme and 

following were both human and material. Under human factors, knowledge and skills 

appropriate for curriculum implementation were critical. In material factors, the availability 

of appropriate materials was key to the success of the process. Factors were 

contextualized with the extent to which skills were acquired through teacher training, 

agreements, and collaborations with various stakeholders. Among the factors were 

monitoring for uniformity of implementation, the impetus provided by availability of 

resources, effects of diverse views and workability of the plan in terms of workloads as well 

as the assumed realities that are concomitant with the updated ECD curriculum. This sits 

well with Rusman (2015:106)’s view in paragraph 1.4.2, that attainment depended on 

teachers’ performances, competencies, motivation, experiences, qualifications, training et 

cetera. The discussion on this theme was kick started with a question on teachers’ level of 

training. 

 

5.4.1.1 Teachers’ level of training  
 

 

A question was asked to establish the level of training of teachers in the district and the 
 

DSIs reported that teachers received some staff development through workshops as 
intimated by DSI1:  

The PED and District have carried out some workshops to train teachers on the 

expectations of the new curriculum. All these teachers have gone through some 
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induction trainings to have basic knowledge on what is expected at ECD level. We still 

expect more trainings.  

This was however contradicted by some teachers in the sample. The two DSIs concurred 

that new teachers were continually inducted on how to use the updated curriculum and 

their District Office encouraged schools to make training and induction an ongoing 

exercise. This is evident in DSI 2’s excerpt:  

Staff development workshops are encouraged at District level, cluster, and school 

level. Sharing experiences, ideas and success stories helps teachers to take the new 

curriculum on board. We urge schools to make training and induction an ongoing 

program. 

 

The significance of the above training programmes is reinforced by Aydin et al (2017) in 

paragraph 3.7.1, who suggested that schools should do in-service training from within to 

encourage successful implementation. The only drawback in the training programmes 

was that the facilitators might be less knowledgeable on the new learning areas as 

postulated by Gundogan (2002) cited in Ntumi (2016:56), paragraph 3.7.1 who expressed 

that in most cases the in- service trainers were not in the field of ECD. The induction of 

ECD teachers by incompetent facilitators rendered the training less effective. Most 

teachers in this study indicated that they were not very knowledgeable in curriculum 

implementation; hence they needed more workshops, as highlighted in the responses 

below. 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
 

Figure 5. 4 Knowledge from workshops 
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During interviews most ECD teachers yearned for more hands-on / practical lessons in 

actual teaching of the new learning areas. This is evident in the following excerpt by 

TRD2:  

This was partially done. We were taught how to scheme and plan. But the real fact is that 

we did not do the practical exercises which can help us to understand better… This should 

be done practically. We are teaching each other in our classes. We need practical in-service 

training so that as teachers we develop the required skills. 

 

 In-service training plays an important role in capacitating teachers in curriculum 

implementation. However, if done without appropriate information to empower teachers it 

can become unsuccessful. It seems to me that when DSIs claimed that in service 

trainings were successfully carried out, they were implying that all was well in the district 

yet that is not how teachers saw it. DSIs could therefore have misrepresented the 

situation, since the teachers did not agree with them. 

 
 
 

It was largely decried that the training of three days was insufficient and negatively 

impacted on curriculum implementation as indicated by TRA2:  

 

… I have attended but there was not enough time to grasp this new curriculum. For 

example, our facilitators attended a workshop for 2 weeks, but they came to school and 

taught us for 3 days. So, the time was not enough. I think there should be more in-

service training and staff development workshops in schools. 

 

 It is my contention that although ECD teachers were given in-service training, this was 

not successful in fully empowering them in the implementation of the updated ECD 

curriculum. These sentiments agree with Molapo and Pillay (2018:2) in paragraph 3.7.2 

who noted that inadequate training of teachers negatively affected effective curriculum 

implementation in South Africa. 

 

A similar training weakness has been noticed in the EPMAFARA district. Some problems 

faced in the district emanated from lack of adequate and appropriate forms of knowledge 

required in implementing the updated ECD curriculum. This comes from the fact that 
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facilitators were not knowledgeable of the new curriculum. There should be more 

workshops for facilitators, since Madondo (2020:11) revealed that teachers insisted that 

the facilitators lacked comprehensive knowledge of the ECD curriculum. The workshops 

should be longer and should focus on the development of skills such as the teaching of 

new subjects. I contend that facilitators must be given the tools they need to implement 

the new curriculum's mandates; otherwise, the process will come to a halt and the 

systems will be ineffective. The lesson observations confirm the existing gap between 

theory and practice. This was evident during lesson delivery, when most teachers proved 

to lack the practical know-how. The next section looks at stakeholders’ engagement in 

curriculum implementation process. 

 

5.4.1.2 Stakeholder engagement 
 
 
 

A question was posed to DSIs and TICs/Heads to establish key stakeholders in curriculum 

implementation. The responses from DSIs and TICs and Deputy Head implied that the 

government and parents were the key stakeholders. Government involvement was said to 

be very important since it is the main stakeholder. This was highlighted by DSI2: 

“Government provides the policies and guidelines, circulars, handouts and literature. All 

induction courses are Government supported. Government is chipping in with the feeding 

scheme”.  However, Government had financial challenges and had therefore shifted the 

burden of providing resources for the schools to the parents and schools as indicated by 

DSI1:  

…The government cannot buy textbooks for the whole country. Hence each school 

must charge the levies according to their needs. Textbooks and learning materials are 

the responsibility of the parents … Parents work together with the school committees.  

 

Parents were given the responsibility to decide on the levies and what resources to buy. It 

seems that by giving the responsibility to parents, government was not doing much in 

respect of resource provisions. This resonates with Excell and Lington (2011:9)’s 

observation in paragraph 1.4.5.1 that even in South Africa, teachers lacked government 

resource support in curriculum implementation. Responses of both DSIs and TICS showed 

that parents provided more support to schools in different ways than the government. 
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Parents play a pivotal role in curriculum implementation as intimated by TICB: 

 

Parents are very much involved. They buy the toys and learning materials. They pay 

fees for their children. They are also involved in the Feeding programme; they come to 

cook for the children. Some parents accompanied their children for sports. 

 

During school visits, I witnessed some parents engaging in the feeding programme of 

children. On this aspect, the government was applauded for championing the feeding 

programme and coordination with other ministries. Most parents in the district were not 

formally employed and did not have other sources of disposable income hence they could 

not contribute much to the schools. This situation reflects precisely on Bronfenbrenner 

(1977)’s ecological theory’s exosystem in paragraph 2.6.4, where the parents’ work status 

directly or indirectly affects a child’s learning and development. The participants in this 

study appreciated parents’ and government’s engagement. The next sub theme discussed 

was monitoring and supervision of teachers. 

 

5.4.1.3 Monitoring and supervision 
 
 

Monitoring and supervision are important in curriculum implementation as it gives sense 

and direction to tasks. Earlier, a question was asked about stakeholders’ engagement in 

the implementation process. In this section, a question was asked to TICs and Deputy 

Head to establish their duties with regards to ECD curriculum implementation. The D/Head 

and all the TICs concurred that their major duty was monitoring and assessing ECD 

teachers on a day-to- day basis, to ensure that all learning activities were carried out 

timeously, according to the planned schedules.  However, my class visits revealed that 

monitoring and supervision by TICs in schools A, B and D was not satisfactory. Similarly, 

this situation was also noted by Awino (2014:20) in paragraph 3.6.2. 

 

As a university lecturer in ECD, I was perturbed by the apparent lack of class management 

skills and teachers’ repertoires during class observations and document analysis. I noted 

that most ECD teachers’ records were not up to date and some scheme- cum-plans were 

not evaluated. My contention is that there was no uniformity in assessment, showing that 
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teachers were not being monitored and supervised to the book. Resourcefulness is 

discussed as the next sub-theme. 

 

5.4.1.4 Resourcefulness 

 

A question was asked to DSIs to find out their district’s level of resourcefulness and several 

issues emerged. Figure 5.5 summarises resourcefulness in the district and schools. 

The resourcefulness is seen from both district level and school level. The district level 

constitutes a basis on which the government supports schools and school level constitutes 

a basis on which teachers implement the curriculum. 

 

 

  Figure 5. 5 Resourcefulness 

 

There is a link between the issues of the two levels of resourcefulness on curriculum 

implementation activities. The issues of resourcefulness highlighted at district level 

included teachers’ qualifications, non-governmental assistance, government assistance, 

Covid-19, lack of teaching materials and infrastructure, high teacher-pupil ratio as well as 

high staff turnover. The district prides itself for having qualified teachers, as well as the 

schools. Table 5 shows that all the teachers in this study had a Diploma in Early Childhood 

Development (DECD), some had a degree, and others had progressed to the master’s 

level. This reflects and confirms Dozva and Dyanda’s (2012:62) findings in paragraph 

1.4.4 that most of the ECD centres in Zimbabwean primary schools are taught by 

graduates who have completed their Diploma programmes. At district level, the 
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demographic data indicated that District Schools Inspectors both had a degree at 

Master’s Level. Their qualifications were however not directly relevant to ECD and this 

could possibly lead to lack of relevant knowledge in the area. 

 
 

The district was said to rely on government assistance and well-wishers. However, as 

earlier on underscored by DSI1 in paragraph 5.4.1.2; “… the government cannot buy 

textbooks for the whole country.”   This implies that the schools rely more on donor 

support. Often, when schools are faced with challenges, they are encouraged into innovative 

mindsets as they try to circumvent obstacles in the operation environment. It has however 

emerged that teachers and the district leadership lacked resourcefulness in terms of 

innovation and change. The DSIs being in position of power and authority must have 

strategies to influence direction of implementation. 

 
 

The state of resourcefulness for both the district and the schools was unsatisfactory. A 

case in point was that because of scarcity of workbooks or worksheets, teachers wrote 

everything on the board for children to do work. This practice is undesirable at ECD level, 

but it is happening, and it leads to compromised standard of work. At school level 

resourcefulness was stifled by numerous conditions namely lack of classrooms, shortage 

of books, over enrollment among others.  Findings revealed that schools in the district 

were financially constrained. The major problem in schools was the lack of material 

resources and infrastructure, as highlighted by Adejobi et.al (2017:45) in paragraph 3.6.2.  

All ECD pupils in the EPMAFARA district had double sessions /hot sitting due to shortage 

of classrooms. There were also challenges in ICT resources and incompetent teachers. 

The large class numbers and overcrowding compromised teacher efficacy as highlighted 

by Modise (2017:103) in paragraph 1.4.5.2. The remoteness, the deplorable state of some 

of the schools and lack of basic teaching materials in the district led to high staff turnover. 

 
 

The District is diverse, and most schools were in disadvantaged areas. DSIs 

acknowledged the marginalisation of these schools. Most of the teachers did not reside in 

the district, so if an opportunity to transfer arose, they would immediately leave. I 

recommend that the DSIs and school heads spearhead resourcefulness in the district, 
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through some fundraising initiatives, to make the schools more habitable. The above 

discussion shows an account of district’s and schools’ weaknesses in resourcefulness. In 

the light of this, I probed further on the views of teachers towards the implementation of 

the updated curriculum in the district.  

 

5.4.1.5 Views/ Attitudes 
 

A question was asked, and inferential inquiry made on views of teachers about the 

implementation of the updated curriculum. Data showed that there was close correlation 

between teachers’ views and motivation. The tree diagram, Figure 5.6 presents a 

summary of the responses of teachers with regards to the question about their views on 

curriculum implementation. By tracing the branches of the tree diagram from left to right 

we capture recorded excerpts reflecting teachers’ views. For example, if we pick up the 

bottom branch we have: ‘There is no motivation, since they do not have resources.’ 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
 

 

 

People’s views are difficult to debate upon and judge as they are intangible mental 

attitudes. Whilst some teachers were excited about the updated ECD curriculum, others 

expressed frustration in teaching in small classrooms and shortage of teaching materials. 

The responses revealed that motivation was a contributing factor to teachers’ mindsets. 

The majority of teachers expressed that motivation adds value to curriculum 

implementation. Related to the above comments was the issue of workload which is 

discussed in the next section. 

Figure 5. 6 Views on Motivation 
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5.4.1.6 Workload 
 

A question was asked to establish factors that affect the successful implementation of the 

updated curriculum. The issue of workload kept on recurring. The teachers expressed 

dismay that the information in the updated curriculum was too much for ECD children to 

grasp as expressed by TRD2: “The content is too much for the age group. Children should 

have some time to play.” The congestion of the timetable left children without time to 

constructively play. This is in line with Nkomo (2016)’s observation in paragraph 3.7.2 that 

childhood stress and overstretching of the mind caused by overload of schoolwork and 

lack of play time had negative effects on the children. The load was found to be a bit heavy 

for the children’s level as indicated by TRD1: “ECD learners are too young and the 

timetable is very packed, lesson after lesson. The lessons are too many and children do 

not have free time to play”. The timetable was congested and the workload for teachers 

was too much as noted by Molapo and Pillay (2018:1) in paragraph 3.7.2. 

 

During lessons, most teachers did not employ the play-based method as advocated by 

Dewey in paragraph 2.6.1. When probed why they did not use play-based teaching, ECD 

teachers revealed that the work to be covered was too much hence they had no option 

except to forfeit play during lessons. This was further worsened by the issue of double 

sessions/ hot sitting as highlighted by DSI 2: “Workload is a challenge to the teachers. Our 

schools have two sessions”. Double sessions led to limited time in the classroom and this 

time was used for mostly written work to be assessed during supervision.  In my opinion, 

lessons could have been well planned to incorporate interaction through play. The excuses 

given by teachers were meant to register displeasure towards too much work in the updated 

curriculum. The introduction of the updated curriculum raised the issue of what teachers 

expected from the change brought about by the updated curriculum hence the next section 

discusses the sub-theme on teachers’ expectations. 

 

 

5.4.1.7 Teachers’ expectations 
 

A question was asked to stimulate teachers’ expectations in the implementation of the 

updated ECD curriculum. Responses revealed that teachers had many expectations which 

were not fulfilled. Although teachers expressed satisfaction at the introduction and 
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implementation of the updated ECD curriculum, most expressed concern over resource 

constraints. The issue of resources was critical at all schools. Several responses were 

recorded from the question and Figure 5.7 below summarises some of the expectations 

per school.  

 

The bar chart distinguishes verbatim responses among the teachers of their expectations 

in school A, B, C and D. Findings revealed that teachers at school A and C expected 

provision of electricity and internet services in their schools. Schools B and C expected 

better infrastructure and reduction of teacher–pupil ratio. Teachers at school B, C and D  

 

Figure 5. 7 Teachers’ Expectations 

expected staff development initiatives. The teachers at school B expected support from 

parents and school authorities. The major expectation which was expressed in all schools 

was that of learning materials for learners. 

 

The importance of physical, human and material resources has been highlighted by Rogan 

and Grayson’s theory (2003:1186) in paragraph 2.6.6. For ECD children to learn 

effectively, they should have appropriate learning materials, such as, workbooks and work 

sheets, to use for colouring, painting, drawing and matching pictures. At School A, TICA 

told the researcher that five ECD classes shared ten textbooks. Teachers expected the 

government to bring about some resources into the schools. Issues raised by teachers 

indicated that the teachers’ expectations were hardly met. 
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It is an uncontested fact that resources are scarce in schools. But teachers are expected 

to apply their experiences to manipulate the environment to cover this ‘expectations gap’. It 

does not matter how few resources teachers are exposed to, my argument is that, if they 

do not know how to utilise these few resources, then the resources will never be enough. 

It was evident that teachers were conditioned to an extent that they could not help the 

situation by being resourceful. ECD teachers’ expectations in all the schools had an impact 

on curriculum implementation. The next section explored the successes and failures in 

curriculum implementation. 

 
 

5.4.2 Theme 2: Experiential successes and failures in implementation of the 

curriculum 
 
 
 

A question was put forward to establish successes and failures of the updated ECD 

curriculum's implementation. Common responses of the interview were categorised in a 

theme and the sub themes thereof, determined by the NVivo software. The successes 

and failures are shown through the use of ICT, resource availability/constraints, duties of 

heads/TICs, motivation and methods of teaching, among others. Figure 5.8 reflects the 

Theme; Experiential successes and failures in ECD curriculum implementation. 

 
 
 
 

 

Figure 5. 8 Successes and failures of the updated ECD curriculum 
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5.4.2.1 More focus on ICT 
 
 
The new Curriculum came with a rigorous focus on ICT in the wake of the prevalence of 

the internet. DSI 2 noted that: “The updated ECD curriculum matches the 21st century”. 

In this 21st century, ICT has become central; hence schools need to be abreast with 

technological issues from ECD level. Teachers seem to desire for new trends in ICT but 

are frustrated by lack of computers in the schools. The pertinent issue is availability and 

emphasis on use of ICT equipment. The participants indicated that children were exposed 

to modern technology through learning ICT. However, not much was being done in ICT 

due to lack of computers, reliable supply of electricity and lack of knowledge on the part 

of teachers.  

 

A similar finding was noted in Indonesia by Suyanto (2017:8) in paragraph 1.1. Schools 

in EPMAFARA district did not have computers and laptops for ICT lessons since most 

parents could not afford to buy the laptops, tablets or Ipads for their children. The 

government is also failing to support the schools. The next section looks at the sub theme 

on resource constraints. 

 

5.4.2.2 Resource constraints/availability 

 
 

 

 

 

 

 

 

 

 

 

 

Resources may be in the form of materials or funds that give help or support to someone  

Figure 5. 9 State of Resources in schools 
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or something. These resources are critical in successful curriculum implementation 

process. The theoretical and conceptual Framework diagram 2.8.1, indicates resources as 

moderators to the curriculum implementation process. In this section a question was posed 

to assess the schools’ resource level. Resource availability and allocation was a major 

decry and the tree diagram shows that resources were the central issue from the 

participants’ excerpts. The responses are read from left to right, with the term ‘resources’ 

featuring in every excerpt. For example, by tracing the branches one excerpt reads: “The 

first one is resources; we don’t have textbooks and workbooks. These are very expensive”. 

The other response was “Shortage of resources is a major factor”,etcetera. 

 
 
The issue of scarcity of resources in schools has been discussed time and again by many 

interested researchers and affected parties (Amunga et al., 2020:60). The lack of 

resources was one issue which featured repeatedly during research interviews. All TICs 

expressed great concern on the provision of resources. TICA in her response, reiterated 

on the scarcity of resources at her school. The updated curriculum needed new textbooks, 

but the school could not afford. Previously, their school used to get donations from NGOs 

but now they hardly get such support. Further to that, HEADD lamented that there was 

double session at school D because there was no ECD Block at the school. Some classes 

had lessons in small storerooms and computer laboratories. The school was failing to 

purchase books and teachers were writing everything on the chalkboard for children to copy 

from. Shortage of resources was quite a challenge at ECD level because schools lacked 

children’s learning materials, such as, blocks, workbooks, and worksheets to colour and do 

other activities. 

 
 

TICC highlighted that ECD materials were very expensive. The high costs of teaching 

materials and textbooks affected curriculum implementation. A similar problem pertaining 

to learning materials and their high cost was also observed in a study by Kimosop (2013:1) 

in paragraph 1.4.5.4. In the EPMAFARA District schools, there were no resources around 

the school grounds to provide an environment that was user-friendly. The outdoor play 

areas at all the schools were not fully equipped to accommodate all the pupils. Fleer 

(2021:1), expressed that play is crucial to the learning and development of children in the 
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early years. All schools in the study were poorly equipped in terms of resources and 

infrastructure. The implication is that most schools in the country could be experiencing the 

same challenges cited here. The duties of school heads are explored in the next section. 

 

5.4.2.3 Duties of school heads 
 
 

Heads/TICs were asked a question to establish their duties in the implementation of the 

updated ECD curriculum process. Excerpts recorded are summarized by TICA:  

First, I make sure that all our teachers have gone for workshops to learn about the 

updated ECD curriculum. My duties as the TIC are to monitor teachers and to make 

sure that the ECD curriculum is implemented. I ensure that all the learning areas are 

being taught. 

 

 In their capacity as resident supervisors, heads and TICs, are supposed to perform a wide 

range of duties. 

 

Heads and TICs clearly explained their obvious duties which included supervision and 

arranging staff development programmes as put across by HEADD: “Supervising teachers’ 

professional work. Monitoring their attendance and punctuality. I organise staff 

development programmes”. Supervision of the work of teachers was done differently 

across the schools. Teachers complained of school-heads overriding what should be done 

to teach ECD. TRA1 expressed it in a nutshell, “At times if you are not firm, you will be 

asked to teach in a way which is not in sync with ECD pedagogies”. This view agrees with 

Modise (2017:85)’s observation in paragraph 3.13.3 that there was a gap which existed in 

supervisors’ understanding of Grade R, an equivalent of ECD A/ECD B practices. 

 
 

Overall, supervision does not seem comprehensive since the TICs have a full load of 

teaching. For instance, TRB2’s work was not evaluated regularly. All TICs in the District had 

classes rendering their work both as a teacher and as an administrator compromised and 

inefficient. In my opinion there is need for all TICs to be non-teaching so that they 

thoroughly monitor and assist the teachers to implement the updated curriculum. 

Alternatively, TICs could be given lighter loads, for them to keep in sync with classroom 

practices. In this case the TIC could teach at least one lesson per week, in every ECD class. 
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Heads/TIC’s also indicated that their duties included organizing staff development 

workshops. At school B, TICB highlighted this: “I make sure teachers are provided with 

teaching materials… Monitoring and Supervising teachers on a day-to-day basis is my 

key role. I organise staff development workshops”. However, on the issue of workshops, 

TR2B from the same school was adamant that he had only attended one workshop at his 

previous school. The same sentiment was also echoed by TRA1 who said that she had 

only attended a staff development workshop at her previous school in Mashonaland East. 

This contradicts the information by the DSIs that schools induct all new teachers on the 

expectations of the updated curriculum. Aydin et.al (2017:80) in paragraph 3.7.1, 

emphasised the need for more in-service training at school level. The teachers’ comments 

show that ideal policies exist but are not applied on the ground and this renders teachers’ 

incapacitation. This lack of in-house training was also noted by Molapo and Pillay (2018:1) 

in paragraph 3.7.2, where they highlighted teachers’ insufficient training on the new 

curriculum in South Africa. 

 

Duties of the TICs included performing demonstration lessons as part of coaching ECD 

teachers in curriculum implementation as explained by TICC: “I use Demonstration lessons 

and make sure the resources needed in the department are made available”. Evidence 

from school C showed coordinated work which confirmed comments from TICC. She 

explained how she used demonstration lessons in her department. This technique seems 

to have yielded better results compared to the other three schools. Although one of her 

duties was to ensure the department had enough resources, she decried shortage of 

material resources. Connected to resources are motivation factors discussed next. 

 

5.4.2.4 Motivation Factors 
 
 

A question was asked on how motivated ECD teachers were in the implementation of the 

updated ECD curriculum. The key condition that influenced teachers’ behaviour in 

curriculum implementation observed across all schools was that of resources.  Lack of 

resources demotivated teachers.  Motivation came in different forms, indicated in Figure 

5.10. 
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  Figure 5. 10 Motivation 

 

The bar graph depicts different types of motivation school by school.  
 

Haque, Haque and Islam (2014:61) define motivation as a mechanism which influences 

people to act in a desired manner/condition to activate behaviour and give it direction. 

The importance of teachers’ motivation as an effective condition in curriculum 

implementation in schools was a subject of interest in the schools studied. The majority of 

ECD teachers expressed that they were not motivated at all because of lack of resources. 

This was summarized by TRC2:  

Honestly, we are not motivated at all. There is a lot of paperwork. We do not have 

enough classrooms, resources and infrastructure. This ultimately compromised 

teachers’ work and children’s learning. 

 

Azzi-lessing (2009) in Ntumi (2016:56), paragraph 3.7.1 observed that lack of 

infrastructure resulted in a host of other challenges. A case in point is TRA2 who was 

observed struggling to deliver her Art lesson effectively due to shortage of resources. She 

had a few bottles of paint and only two brushes for the whole class (65 learners) to apply 

paint with. The lesson took too long since the teacher ended up applying paint for every 

child to do leaf printing. In this instance, the teacher lacked creativity, she could have 

helped children to make brushes from tree twigs and improvise paint using leaves, ashes 

and charcoal, to mention but a few. 
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The issue of lack of motivation was evident at all schools as expressed in the interviews 

as shown in this excerpt, TRA2:  

There is no motivation at all. We do not have textbooks; we are lacking in many 

resources. We are working with the syllabus and Framework and schemes of work 

only 

 This negatively affected the teachers’ work since access to the learning materials was 

erratic and this led to incapacitation. Teachers’ lack of knowledge and level of 

preparedness rendered them incapacitated to implement the updated curriculum as TRB2 

commented; “I lack knowledge in implementing the updated curriculum”. All these common 

barriers in curriculum implementation resulted in induced demotivation. 

 

The majority of teachers were not intrinsically motivated as expressed by TRD1 who said, 

“No external motivation. Just self-motivation and I just teach children since they are 

innocent. If we get resources, we can be motivated and be ready to work”. As one’s calling, 

teachers were being motivated by the desire to teach and help the nation. The excerpt 

above showed that teachers were just compelled to teach out of pity since they render 

ECD pupils to be ‘innocent’. Literally speaking, they were not getting anything to show for 

their job. Molapo and Pillay (2018:2), in paragraph 3.9.2 talked about unfulfilled promises 

by the Government of South Africa and this negatively affected curriculum implementation 

since the teachers were not motivated to work.  Similar scenarios are evident in  

Zimbabwe. During the time of the study some teachers at other schools were not attending 

lessons as a way to show their disgruntlement due to poor conditions of service.  

 

Incentivised motivation also came out of the interviews as shown in TRC1’s excerpt: “The 

response of the parents can motivate you”. The excerpt suggests that teachers expect to 

get some incentives from the parents as well as learning and teaching materials if they 

must implement the updated ECD curriculum efficiently. After capturing the teachers’ 

responses in this sub theme, methods of teaching employed by ECD teachers had to be 

established. These methods are summarised and discussed next. 

 

5.4.2.5 Methods of teaching 
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A question was asked to find out teaching methods used by teachers in the implementation 

process of the ECD curriculum. The composite graph (Figure 5.11) depicts teachers’ 

responses to the question. 

 
 
 

 

Figure 5. 11 Teaching methods used 

 

The composite bar chart gives a more comprehensive listing of teaching methods used by 

teachers in the four schools in the study. The updated ECD curriculum stipulates some 

methods to be used in its implementation. Among them are problem solving, simulation 

and modeling, discovery and experimentation, design-based learning, project-based 

learning, question and answer, discussions and group work, demonstrations, educational 

tours, games, poems and rhymes, research and many others (MoPSE,2015:42). 

 

 

When asked about the methods they used in their lessons, the majority of ECD teachers 

mentioned the different methods in the curriculum and syllabuses. However, the lesson 

observations that I carried out did not reveal the methodologies used by teachers. Most 

teachers used limited methods and attributed this to shortage of time due to a congested 

timetable as well as double session /hot sitting. Teachers also complained about lack of 

teaching and learning materials. Most teachers during my observation used the lecture 

method. This is in agreement with Frey’s observation in paragraph 3.12.1 that teachers who 

lacked teaching materials reverted to old teaching methods. TRD2 said that she was aware 
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that children should be taught using the play way method but sometimes used the lecture 

method so that she covered the day’s work. 

 

Rhymes and songs were mostly used for introductions and conclusions. Dramatisation 

method was only noted in TRA2’s class during Family and Heritage Studies. The 

pragmatist Dewey (1986) in paragraph 2.6.1 suggested excursions, experimentation, 

discovery, fieldtrips and hands-on approach as some methods of teaching at ECD level. 

However, these child-centred methods were hardly seen during lessons. It was also noted 

that most practitioners did not facilitate learning as suggested by the updated curriculum 

but instead spent most of the time ‘teaching’, through the talk and chalk method. The 

implication of what is taking place is that it is important for the children to exchange ideas, 

through play, instead of getting information from the teacher alone. Children should be 

given tasks which they are able to complete successfully since this is likely to contribute to 

effective learning. In other words, any child can experience success if the instruction is 

structured in such a way that it matches their mental ability (Bruner cited in Zindi, 2018:26). 

The teacher therefore needs to support children in their learning. 

 

From the question on teachers’ practices in ECD curriculum implementation, it emerged 

that teachers’ practices were not learner-centred hence developmentally inappropriate 

Bishop-Joseph and Zigler (2011) in Verirogin (2018:235) paragraph 3.8.1, intimated that 

teacher-centred approaches do not avail children free time to play. The play way method 

was difficult to use since classrooms were too small to create play-centres. The overfilled 

timetables also forced teachers to focus more on the written exercises rather than giving 

children more ‘time to play’. Teachers need to plan their lessons differently and creatively 

so that they keep abreast with global instructional dynamics. They also need to be 

motivated to study and upgrade themselves. Connected to the methods of teaching is also 

the medium of instruction used at ECD level. 

 

5.4.2.6 Awareness and application of Language policy 
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A question was asked with regards to teachers’ awareness and applicability of the 

language policy in ECD. The majority of teachers acknowledged that they are aware of the 

language policy and its dictates as evident in the excerpt by TRD2:  

Yes, I am aware of the Language Policy, which says that ECD children should be 

taught in their Mother tongue. But when they go to Junior classes, they will not have 

confidence, so I mix, I train them in Shona/ English.  

In Zimbabwe, the language policy implores the use of indigenous languages as the medium 

of instruction at ECD level, as indicated in Secretary’s Circular No 2 of 2017:3 (paragraph 

3.14). 

 

It has been noted that all teachers were aware of the language policy and know that they 

were acting contrary to its provision. TRC2: “Mother language at ECD is Shona. Here we 

use Shona more frequently for children to understand. We use English when teaching 

English and when giving some instructions”. The teachers preferred to code switch the 

languages when teaching, even if they were aware of the language policy.  It emerged 

that most if not all the ECD teachers were code switching the two languages English and 

Shona. The excerpts above reflect a thread of this practice. Overall, there seemed to be 

a consensus on mixing the languages among all the ECD teachers. 

 
 
 

From my observations, the findings could be an indication that the teachers were not 

properly trained or had a negative attitude towards the language policy or were not 

receiving guidance from the TICs. Based on the teachers’ responses and my observations 

of live lessons, it can be concluded that teachers were not adhering to the language policy. 

The results are resembling findings in Nigeria by Adejobi et al (2017:45) in paragraph 3.6.2 

where most teachers failed to use Yoruba, their mother tongue, in ECD classes. 

Furthermore, there seems to be some misunderstanding or misperception about the 

inclusivity of languages. Potentially, the policy is not very clear concerning how this model 

should be implemented as sounded by teachers in their continued responses. 

 
 

The outcomes of the research established that the language of instruction contributed to 

the stratification of learners. What came out from the teachers’ responses was that they 

teach in English under pressure from parents’ expectations as intimated by TRB1: “Yes. 
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But sometimes we mix because of the society we live in; they want their children to learn 

the second language”. A common observation in Zimbabwe is that most parents delight 

in talking about how their children can speak with an English accent. An  example are 

children attending private ECD schools who learn and are proficient in English hence 

parents in EPMAFARA expect the same for their children who lacked this aptitude. 

Parents are important stakeholders hence failure to respond to their request could 

negatively impact on the support they give to the ECD centres. Teachers need to come 

up with more flexible inclusive teaching strategies that address the needs of the diverse 

pupils. Home language paves way for grasping other additional languages of the child, 

hence the need for mastery of home language at an early stage (Garcia and Sylvan, 

2011:385) in paragraph 3.6.2. 

 

 
 

It should be remembered that Zimbabwe was colonised by the British for a long time, so 

trying to deal with an ideological issue of language as a subject matter is too demanding.  

The language I am using to communicate my thoughts is not indigenous. Even the 

alphabets in constructing the indigenous language in the country are English. From my 

observation, I concluded that the mixing of languages was not done randomly. As I 

listened  and  followed  the  teachers’  responses,  I  found  that  there  was  a  coined 

‘Vernacular-English’ approach. It is my contention that administrators in the education 

system help teachers to teach as stipulated by the language policy. In the main, however, 

the issue of language policy in Zimbabwe could be a topic for future research. Theme 3 

is discussed in the next section. 

 

5.4.3 Theme 3: Appraisal of the updated ECD curriculum 
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Figure 5. 12 Appraisal of the updated ECD curriculum 

 

A question was asked on appraisal or value of the updated ECD curriculum. This theme 

was abstracted from the participants’ perceptions of value and utility of the updated 

curriculum. It was evident that the updated ECD curriculum has some advantages/ 

benefits as well as challenges/limitations. The value allotted to each subject was seen 

through the ratings and time allocated to the subjects. Some recommendations were 

proffered. 

 

The advantages and limitations of the updated ECD curriculum were explored. 

Advantages are summarised in a word cloud in Figure 5.13 with the boldest word 

representing the most important factor or component. 

 

5.4.3.1 Advantages of the updated ECD curriculum 
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Figure 5. 13 Advantages of the updated curriculum 
Source:Own compilation using the NVivo software 

 

As illustrated by the word cloud in Figure 5.13, some of the advantages identified during 

curriculum implementation in EPMAFARA District include competence based, child-

centred, skills based, moving with times (i.e change), children’s talents and others. These 

are confirmed and summarized in this excerpt by TRD2: 

 The updated curriculum is very good because it gives children life skills. They can 

earn a living through agriculture, drama, and theatre. They can be like Kapfupi (a 

comedian in Zimbabwe) or become commercial farmers. The content is local.     

From the findings, all the participants in the study unanimously indicated that the ECD 

updated curriculum had brought up some changes which benefitted the child most. A 

cross section of participants identified fundamental factors that brought the changes in the 

curriculum. 

 

 Competence based and child-centred 
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The updated curriculum has been described as child-centred and competence based. 

Overall, the participants celebrated the updated ECD curriculum in that it was hands on 

and matched well the 21st century expectations. DSI2 articulated her point emphatically 

when she said, “The world has become dynamic, and so the updated curriculum was 

introduced to ensure that the education system in Zimbabwe has relevance to global 

standards”. The participants concurred that the curriculum was moving away from being 

subject oriented to skills oriented. This was further explained by TICC:  

The learner can have skills identified at an early stage. Now we can identify the talents 

and skills in the learners unlike what used to happen in the old curriculum which focused 

on the academic 

 The ECD curriculum has been widened to cater for diverse individual talents in children. 

The updated curriculum has new subjects that include ICT, VPA, Family and Heritage 

Studies and Mass Displays as expressed by TRA1: “The  new curriculum is now testing 

Music, Mass Displays, VPA so teachers will take all learning areas seriously”. Another 

feature is the shift in the language policy which now requires the medium of instruction 

to be indigenous languages not English as was the norm. The competence based and 

child-centred appraisal was linked to skills-based sub theme of the study. It became 

necessary to find out how participants responded and reacted to the change specified 

in the updated curriculum. 

 

 Skills based 
 

 

According to DSI1: 

 The thrust of the old curriculum was on academic education. This new one is hands 

on. It is skills oriented.  It aims to produce a well-rounded individual, who is fully 

equipped when they leave school, even after Grade 7. There is a big difference 

between the old and new curriculum.  

However, these skills were not fully developed due to shortage of resources. He also 

lamented on the unavailability of required materials as well as the need for teachers to 

undergo some relevant training, to competently implement the updated ECD curriculum. 

 

Rous (2004:20) in Modise (2017:45) noted that the New Zealand government retrained 

all teachers who had Primary School Teaching Diploma qualifications for three years in 
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ECE (paragraph 1.4.2). In Nigeria, Akrinrotimi and Olowe (2016:35) in paragraph 3.12.4 

observed that all instructors for ECD were not trained. Contrary, in Zimbabwean Primary 

schools all ECD teachers hold a Diploma in ECD. All what these teachers needed as 

earlier on indicated in (paragraph 5.4.1.1) was practical in-service training in the actual 

teaching of the new subjects, such as, VPA, Mass Displays and ICT. 

 

 Moving with times 
 

 

Curriculum change or ‘moving with the times’ was described as an advantage of the 

updated ECD curriculum by DSI2: “This updated curriculum matches the 21st Century. It 

looks at the child holistically. Learners learn by doing while the teacher is the facilitator”. 

The updated curriculum was described by TICB as moving with the times, meaning that 

it is constantly changing, it is hands on and it matches the 21st Century. Participants 

generally agreed that the updated curriculum helps children in skills acquisition and 

development. It focuses on empowering learners with self-help skills and children can 

earn a living through these skills. TRC2 also echoed that: “Learners are exposed to 

modern world through ICT”. The pressure was on teachers who ought to become 

conversant with technology which comes with children naturally. Arthur (2017) in 

paragraph 3.12.2 stressed the need to train teachers in the use of technology. Children 

are born in the age of internet hence teachers ought to be abreast with the new trends 

and give children room and time to display their talents. 

 

 Promotion of good health and ubuntu 
 

 
 

The promotion of good health and hunhu/ ubuntu was one key advantage of the updated 

ECD curriculum. This aspect was succinctly put by TRC2 in the following excerpt: “It 

promotes good health through PE”. Children's health is promoted through subjects such 

as PE, Mass displays and VPA, but the teacher lamented on the scarcity of learning 

materials in these areas. It is however prudent for the teachers to be creative and 

improvise some teaching and learning materials. The new subjects in the curriculum also 

promote Ubuntu/Hunhu and decision making. Learners appreciate each other because of 

learning Unhu/ Ubuntu in Family and Heritage studies. 
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5.4.3.2 Limitations of the updated ECD curriculum 
 
 

A question was asked about the limitations of the updated ECD curriculum. Using the 

NVivo qualitative software, the limitations are clouded in Figure 5.14 below. School 

resources in bold print at the centre are the major limitation of the updated curriculum. 

 

 

 
Figure 5. 14 Limitations of the updated ECD curriculum 

 

Source: Own compilation using the NVivo 
software 

 

 
Limitations identified during curriculum implementation in EPMAFARA District include 

excessive workload for learners, financial and resource constraints, ICT needs, 

infrastructure and high teacher-pupil ratio. The findings are confirmed and further 

explained  by  the  excerpts  from  the  participants  for  example  TICA said:   

 

The disadvantages are that as something new most schools were not prepared. We 

do not have money to buy the textbooks.  Lack of resources is hindering the 

implementation of the curriculum.  

 

 The limitations are further discussed in the following paragraphs. 
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 Excessive workload 
 

 

Participants identified excessive workload for learners as one of the limitations as 

highlighted by TICB:  

The work is too much. The subjects are too many to be done daily (8 learning areas). 

Children cannot grasp all the subjects in 20 minutes; the time is short for children to 

grasp the content. 

The timetable was found to be congested and the work was too much for ECD pupils to do 

in one day. This limitation was also cited by Moyo et al., (2012:141) in paragraph 3.7.3, 

who observed large classes and congested timetables and their effect on teacher efficacy. 

 
 
Another area which lent itself to analysis was the financial and material constraints. 

Pursuant to the issue of limitations, DSI1 lamented:  

 

Teachers must undergo some updated sessions of training. Some schools cannot buy 

the required materials and gadgets to be used in the implementation of the updated 

curriculum. This is due to financial constraints.  

 

This issue of shortage of resources has been observed by Okrinrotimi and Olowe 

(2016:34) in paragraph 1.4.5.2. DSI1 further revealed that the government has shifted 

the burden of providing resources to the schools and parents. 

 

In this study, the ubiquitous role of resources was felt across all the schools. Shortage of 

textbooks was evident at all schools but more so at school A, where TICA intimated that 

five classes with an average of 65 pupils per class, shared ten textbooks. Furthermore, 

the Ministry of Primary and Secondary education had identified materials that are to be 

used under the updated ECD curriculum but most of the textbooks had not even been 

published then, thus incapacitating teachers to implement the curriculum efficiently. 

 Shortage of ICT needs 
 
The shortage of ICT gadgets came out prominently as one of the limitations. At District 

level. DSI 2 had this to say: “Learning in the 21stCentury needs resources like ICT gadgets. 

Most of our parents cannot afford to buy the required resources for the pupils”. The 

updated curriculum is described as hands-on and it matches the 21st Century, but its 
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implementation is depended on the availability of resources. Where the provisions lack, 

then the effectiveness of learning suffers. This is further explained by Bronfenbrenner 

(1989) in paragraph 3.6.4. At school A, ECD classes to Grade 3 pupils did not do ICT 

practicals, only Grades 4 to 7 did ICT practicals.  There was only one ICT teacher for all 

the junior classes and the school had forty classes. This is why Arthur (2017) cited in 

Madondo (2020:5) recommended training of teachers in the use of technology. 

 

Generally, all schools under study did not have computer labs for ECD pupils as well as 

the required ICT gadgets. Furthermore, the country was under unprecedented load 

shedding. The power outages negatively affected practical ICT learning in all schools. 

Most schools in EPMAFARA district are in disadvantaged areas and most parents cannot 

afford to pay for generators or solar power. 

 
 Infrastructure 

 

One proxy measure of a school’s level of development is the level of infrastructural 

provision. The assumption made is that schools ought to be places of learning, and 

effective learning is supported by the presence of certain minimum provisions. Issues of 

infrastructure that are central to curriculum implementation and inadequacy or provision 

in poor state obviously affects teacher morale. The issue of infrastructure came out in 

response to the question on limitations of the updated ECD curriculum implementation. 

The following sentence presents the verbatim utterances of TRC1: “Infrastructure and time 

are not adequate for learners. This results in too much paperwork”. Resources and 

infrastructure were scarce and inadequate for learners and this was echoed by Ntumi 

(2016:56) in paragraph 3.7.1. Lack of infrastructure led to double sessions/ hot sitting in all 

primary schools in EPMAFARA district.  Shortage of classrooms and proper furniture 

obstructs effective learning. 

 

Overcrowding which was prevalent in the district put so much physical pressure on 

children who struggled to pay attention during lessons. It is cruel to make the children 

learn in such poor conditions. Needless to say, I call for construction of additional 

classrooms to avert overcrowding. In Kenya, Rose Odoyo (2015) in paragraph 3.10.2 

called for construction of additional classrooms to avert overcrowding. The participants in 
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this study all alluded to the need for more classrooms to avert overcrowding and hot 

sitting. Some teachers also complained about too much paperwork and inadequate time 

for all the subjects on the timetable. It is my contention that Schools Development 

Committees (SDCs) should prioritise building ECD blocks in all the schools under study. 

 
 

 High teacher/pupil ratio 
 
The high teacher to pupil ratio of 1:50 to 1:80 was noted in EPMAFARA district and this 

incapacitated the teachers since they could not give children individual attention. The 

ability of teachers to teach diminished with higher teacher/pupil ratios. 

 

 

 

 

Figure 5. 15 Teacher to pupil ratio 

 
 

The tree diagram summarises the teachers’ responses with regards to teacher /pupil ratio 

in the schools studied. The figures shown are above the recommended teacher-pupil 

ratio of 1:20 stipulated in Director’s Circular No. 12 of 2005 (paragraph 3.7.3). The average 

ratio ranged between 1:50 and 1:80. Similarly, Mupondi-Masuka et al., (2017:142) observed 

teacher-pupil ratio of 1:50 in Gweru urban schools.  Effort should be made to ensure that there 

is a more equitable distribution of school enrolments so that classes do not become too 

small to be viable, or too large to manage. Connected to enrolments are the teachers’ 

pedagogical skills. 

 
 Pedagogical skills 
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A question was asked on the dimensions of pedagogical skills in curriculum 

implementation. It emerged from the responses that the majority of teachers were not 

knowledgeable enough to implement the curriculum. This was summarized by TRB2:  

 

Facilitators do not have enough knowledge on how to teach the updated ECD 

curriculum. There is need for them to have more workshops. No learning through play. 

There is need for learners to have free play. There is need for creativity. 

 

 Some teachers lacked knowledge of topics, such as, Theatre in VPA. TRA2 further 

expressed this by saying: “Also, we lack knowledge, for example at this school we do not 

have a theatre, and learners have no idea of a theatre”. Not much was being done in ICT 

due to lack of ICT gadgets, electricity and lack of knowledge on the part of teachers. 

 

5.4.3.3 Repetition of topics 
 

 
 

This excerpt was a response to a question on limitations of the updated ECD curriculum. 

TRA1 explained that: “There is repetition of topics in different subjects”. From the teacher’s 

response, the general view is that the content is too much and there is a lot of repetition 

of topics in different subjects as alluded to earlier on. Topics like balances, coordination 

and movement are repeated in PE, VPA and Mass Displays. Colours and Shapes are 

repeated in Mass Displays, Maths/ Science and English. Human body parts are also 

repeated in many subjects. 

 

An inquiry on this issue in relation to subject integration revealed that teachers taught the 

subjects separately as indicated in the subject syllabuses and on the timetable. In my 

opinion, if the syllabuses are properly synchronised children would have free time on the 

timetable and engage in play. The fact that teachers complained about repetition of topics 

is clear testimony that they need some coaching and guidance which is the duty of heads 

of schools and TICs. It also shows lack of innovation and creativity on the part of teachers. 

Teachers therefore need thorough practical in-servicing to grasp the techniques they can 

successfully employ, particularly on subject integration. There may be need to revisit the 

syllabuses and ensure the topics are well structured to avoid unnecessary repetition of 

topics, which is currently evident in the syllabuses and scheme cum plans. 
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5.4.3.4 Ratings of the subjects 
 

 
 

ECD teachers were asked if they could rate the subjects according to hierarchy of 

importance. Most of the teachers regarded the subjects as equal. The mixed responses 

were clustered in Figure 5.16. 

 

 

  Figure 5. 16 Subject ratings 

The majority of the ECD teachers expressed that all subjects were equally important to 

the learner hence they could not rate them according to importance. TRB1 summed this 

up saying: “Each subject has its importance to an individual. Some are very good in 

academic.  Some are talented in subjects like Music, PE and percussion and so on”. This 

fits well with Howard Gardner’s MI theory which equally values all subjects (paragraph 

2.6.5). Children’s talents are identified at an early stage and teachers can tap into them 

and nurture them accordingly, through the different learning areas. However, two teachers 

differed from the majority when they specified that they could rate the subjects according 

to the subject’s importance. The teachers put English first arguing that it had a lot of 

content to be covered but mumbled when they rated VPA, Mass Display and PE last.  

Discussion of the time allocation on the ECD timetable follows in the next section. 

 

5.4.3.5 Time allocations per week 
 

The importance of subjects in line with the time allocation was explored and 

teachers’ responses are captured in the discussion following Table 9. 
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Subject ECD A ECD B 

ICT 2 lessons x 15mins 2 lessons x 20mins 

Physical Education 4 lessons x 15mins 4 lessons x 20mins 

VPA 4 lessons x 15mins 4 lessons x 20mins 

Mass Displays 5 lessons x 15mins 5 lessons x 20mins 

Maths/Science 5 lessons x 15mins 5 lessons x 20mins 

Indigenous Language 5 lessons x 15mins 5 lessons x 20mins 

English 5 lessons x 15mins 5 lessons x 20mins 

 
Table 9 Time allocation per subject 
 

The weekly timetable shows uneven distribution of time. Some ECD teachers seemed to 

justify the time allocation on the timetable, focusing on the content to be covered as 

expressed by TRD1:  

Time allocation depends on what should be covered. Which one has more skills to be 

developed for example in Languages we develop the oral skills, reading and writing 

skills so it needs a lot of time. 

 However, others expressed that they take time from ‘less important’ subjects to do the 

ones they deem ‘more important as put across by TRD2: “Sometimes I take time from P.E. 

and I use it for Languages and Maths. The content is too much; it cannot be done in 20 

minutes”. This contrasts with Howard Gardner’s MI theory (paragraph 2.6.5) which equally 

values all subjects. TRC2 thinks that time is adequate but there is need for more time for 

ICT. Teacher-pupil ratio should be in line with the time allocated so that the teacher can 

attend to individual children. In this study, the ratios were too high, up to 65/80 pupils per 

class. The theme on Appropriateness of the updated curriculum is discussed in the next 

paragraphs. 

 

5.4.4   Theme 4: Appropriateness of the updated curriculum 
 
 

5.4.4.1 Value of competence-based focus 
 

 

A question was asked on the views of participants on value of competence-based 

application of the updated ECD curriculum. The competence-based focus of the new 

curriculum was applauded. The fact that the updated ECD curriculum is no longer 
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academic oriented but competence based makes it appropriate. This was supported by 

“TICB: It is appropriate in that it equips children with life skills. However, it came at a time 

when schools were ill prepared”. This limitation was also observed by Ntumi (2016:57), in 

paragraph 3.7.1, who explained how lack of resources, materials, finances and 

infrastructure affected curriculum implementation in Ghana. The participants underscored 

the need for the Government to avail funds to schools to purchase the required material 

resources before rolling out the new curriculum. 

 

5.4.4.2 Hurried introduction 
 

 
 

The participants opined that the updated ECD curriculum is very appropriate, but the 

problem was that it was hurriedly launched before schools were capacitated to implement 

it. Even the facilitators’ training program was fast tracked. This sentiment was echoed by 

TICC: “Very appropriate but hurriedly introduced. There were too many shortcuts. I do not 

know where they did their research before introducing the curriculum”.  The schools in the 

study were in poverty-stricken areas hence lacked teaching and learning resources and 

infrastructure, such as, ICT labs, swimming pools, theatres and workbooks for ECD pupils 

compared to better developed areas in the country. 

 

According to TICC the curriculum contained some materials too advanced for the children 

at ECD level. There were no prior validation and reliability outcomes released to prewire 

teachers on the updated curriculum prompting TICC questioning if ever there was research 

before the introduction of the curriculum. The Daily News of 13 February (2018) in 

paragraph 3.9.3 and 3.10.3 raised alarm when it reported that teachers felt that its 

implementation was quite demanding and unsuitable hence it should be suspended. In 

light of the challenges raised in this discussion; it was necessary to infer on its applicability 

in the schools. 

 

5.4.4.3 Applicability of the updated ECD curriculum 
 
 
A question was asked on the applicability of the updated ECD curriculum and it elicited 

different responses. Some teachers expressed that the updated ECD curriculum was not 

applicable because it required too many learning materials for example laptops, 
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workbooks, work sheets, paints and many others which were scarce in their schools. The 

scarcity was highlighted by TICB: “It is very difficult for schools to carry out the curriculum 

because of lack of money”. She further expressed that the school had failed to renovate 

the computer lab in two years due to scarcity of funds. Scarcity of resources in curriculum 

implementation is a perennial problem in many countries as noted in Nigeria by Adejobi 

et.al (2017:45) in paragraph 3.6.2. 

 

Although some teachers indicated shortage of resources as a hindrance to the curriculum’s 

applicability, TICC had this to say:  

The updated curriculum is very applicable because once a learner has acquired the 

skills and the skills are developed and nurtured, that will help them in future, to be 

self-employed.   

This observation was reiterated by some teachers who opined that the updated curriculum 

was very applicable since it focused on skills rather than on the academic, but it was 

negatively impacted by lack of resources. The same was noted by Madondo (2020:13) who 

expressed that lack of resources hindered the successful implementation of the curriculum. 

 
 

The issue of qualified supervision also came out when TICs responded to the question 

about the applicability of the updated ECD curriculum.  TICC revealed that ECD trainer 

posts at District level have been frozen. So, there were no longer people appropriately 

qualified to supervise the ECD departments in schools. This exacerbated the process of 

curriculum implementation. This confirms Awino (2014:15)’s observation cited in paragraph 

3.6.2 of inadequate supervision by education officials in some schools in Kenya. It is 

incumbent on DSIs to supervise teachers in ECD departments. TICC reported that, for the 

past 2 to 3 visits, the ECD teachers at school C were not supervised, obviously showing  

lack  of  interest  by  administrators  to  monitor  and  evaluate ECD curriculum 

implementation. This study has revealed that the behaviour of DSIs, TICs/Heads show that 

they were not very conversant or knowledgeable about the updated ECD curriculum. This 

scenario inevitably gives rise to different attitudes towards the updated curriculum. The next 

section recognises participants’ recommendations. 

 

5.4.5 Participants’ recommendations on the implementation of the updated ECD 

Curriculum 
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To evoke teaching strategies, a question was asked about the participants' 

recommendations on the implementation of the updated ECD curriculum. The pertinent 

participants’ responses recommended several strategies to enhance curriculum 

implementation in schools. The figure 5.17 shows the nodes clustered by word similarity. 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

5.4.5.1 Income generation and fund raising in schools 
 

 

All respondents decried lack and shortage of resources in schools. There was need 

for government to fund schools so that they could start some income generating 

projects to sustain themselves. This resonated well with what TRC2 recommended: 

“The school or government should provide enough resources. Adequate funds so that 

the implementation of the updated curriculum goes on well”. On this issue, DSI2 

expressed that, “Schools were used to being given resources, but now the mindset 

should be changed. Schools should carry out some income generating programs”. It 

is also my contention that instead of expecting to be given everything, schools and 

teachers should be resourceful and engage in fund raising projects. The participants 

noted that curriculum implementation cannot be successful in the absence of proper 

infrastructure. 

 
 
 
 

Figure 5. 17 Participants’ recommendations 
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5.4.5.2 Prioritisation of infrastructure 
 
 
There is evidence from this study to prioritise infrastructure. All respondents believed 

that there was need to put infrastructure in place before the rolling out of the updated 

curriculum. HEADD voiced that: “There was need to make sure schools have 

enough infrastructure before introducing the updated ECD curriculum”. The same 

sentiment was echoed by TRC2: “Infrastructure should be improved to avoid hot 

sitting at ECD level and should also look at the teacher- pupil ratio. We need a 

computer lab at ECD level”. On recommendations, the participants gave insights on 

changing of mindset. 

 

5.4.5.3 Changing of mindset 
 

 

There is need to change the mindset of all stakeholders as suggested by DSI2:  

Changing of mindset. This is a paradigm shift. Gone are the days when focus was on 

having ECD children being able to speak English. Every child has a talent, so the 

teacher should tap into their talents and nurture these talents. 

 

 Focus should be on tapping into ECD children’s talents and nurture them from a tender 

age. Sentiments of TRB1: “We do not have enough support from school authorities. They 

always look down upon ECD pupils. They consider the Junior grades first and then ECD 

last”.  This shows that school authorities do not value the ECD program since resources 

are not readily availed to them when they want to teach their classes. TRA1’s sentiment 

about school heads/TICs lacking enough orientation in ECD cemented the observation by 

Mangwaya, Bilgnaut and Pillay (2016:1) in paragraph 1.4.4. It is therefore essential for 

TICs and Heads to undergo intensive induction courses on curriculum implementation at 

ECD level. The next section focuses on subject compositions. 

 

5.4.5.4 Revision of subject compositions and time allocations 
 

 

The information in the updated curriculum was said to be too much for ECD children to 

grasp. TRD2 had this to say:  
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Revisit time allocation, teacher/ pupil ratio, now I have 45 pupils and it is difficult to 

assist each child individually. The subjects are too many, they should bunch some of 

the subjects.  

 

The ECD timetables were alleged to be congested and the workload for teachers was too 

much. Teachers lacked knowledge in areas which required specialisation, such as, Mass 

Displays, VPA and ICT. Rogan and Grayson (2003:1186) in paragraph 2.6.6, also 

emphasised the issue of training and subject specialisation. It is difficult for a teacher to 

be well versed in all subjects especially those they did not learn at college. 

 

TRA 2 suggested that time allocation should be revisited since the content cannot be 

finished in the allocated time. There is also need for more workshops. She stressed on the 

need for a format of the exit profile so that there is uniformity in the exit profiles so that if 

a child transfers from one school to another or from one District to another, there will not 

be any problem. However, the learners’ exit profile template is given in the Curriculum 

Framework (2015:17). My opinion on this issue is that all teachers should be resourceful 

and access the Framework document from the school or from the internet. 

 
 
5.4.5.5 Maintain qualified teachers 
 

 

It was noted that all schools in EPMAFARA had qualified ECD teachers. They were all 

holders of a Diploma in Early Childhood Development (DECD). DSI1 recommended that: 

“Schools should ensure that all classes have qualified teachers to be able to carry out this 

competence-based curriculum’’. This has also been highlighted by Nair et al.,(2017:88). 

 

5.4.5.6 Teacher capacity development 
 

 

Teachers need training in the implementation of the updated ECD curriculum since it was 

something new and DSI 2 reiterated: “For the new curriculum to work, capacity 

development of teachers is prudent and in-service courses should be on-going”. This was 

also echoed by TRD2: “We need practical in-service training. We should have more 

workshops for teachers as well as the facilitators”. DSI 2 urged teachers to read more 
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and engage in self- development through studying for higher qualifications. This is also 

recommended by Aydin et.al., (2017:80) in paragraph 3.7.1. 

 

5.4.5.7 Format for the exit profile 
 

 
 

When a child transfers, he/she must be given an exit profile. A child’s exit profile or transfer 

letter that shows the child’s learnt skills and knowledge. TRA2 stressed the need for a 

format of the exit profile so that there is uniformity in the exit profiles so that if a child 

transfers from one school to another or from one District to another, there will not be any 

problem. This information is critical as it gives the new teacher the child’s background 

on which to start helping the child. 

 

5.4.5.8 National supervision 
 

 

Participants called for national supervision. The call for National supervision will help to 

standardize ECD curriculum implementation across all the provinces in the country. 

HEADD advocated for National supervision thus: “At National level it should also be 

supervised to ensure uniformity. Frequent supervision is needed and as they monitor, they 

can also make some adjustments’’. Awino (2014:20) also supports this by stressing the 

importance of supervision in curriculum implementation. 

 
 

5.4.5.9 Stakeholders’ coordination 
 
 

Participants stressed that for the success of any programme, there was need for 

consultations with all stakeholders. DSI2 echoed: “Parental involvement is also very 

important. Teamwork is very important”. The same was underscored by TICB: The 

excerpts all point to the need for stakeholder consultations before the rolling out of any 

programme. On the contrary, most stakeholders expressed dissatisfaction in the 

consultative process, as observed in New Zealand by Mutch (2012:1). 

 

5.4.6 Summary from Interviews 
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In-depth interviews revealed that there are many factors which affect curriculum 

implementation at ECD level. Most of the teachers lacked appropriate knowledge to 

implement the updated ECD curriculum. The workshops and in-service trainings fell short 

of fully equipping the teachers. Advantages and limitations of the updated curriculum were 

articulated through the interviews. Teachers expressed that their teaching was marred by 

scarcity of resources, congested timetables, heavy workloads, high teacher-pupil ratio and 

lack of infrastructure which led to hot sitting at all the schools under study. The participants 

also proffered some recommendations on curriculum implementation. To authenticate the 

results from interviews, I carried out some lesson observations. 

 

5.5 FINDINGS FROM LESSON OBSERVATIONS 
 
 
 

In Chapter 2 paragraph 2.6.1, Dewey emphasised on the arrangement of the learning 

environment. This implies that ECD teachers must reflect on how the classroom space 

fosters children’s experiences. Dewey’s pragmatism philosophy defined the parameters 

that guided my live lesson observations in the schools. My lesson observations strictly 

followed the observation instrument (APPENDIX O). Before delving in the lesson 

observations, it was important to check on teachers’ ability to interpret the curriculum. 

 

 

5.5.1 Interpretation of the updated ECD curriculum 
 

 
 

 

 Figure 5. 18 Interpretation of the Curriculum 
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Figure 5.18 shows that many teachers could interpret the updated ECD curriculum fairly 

well. In this study, most of the work showed that the teachers heavily relied on the 

syllabuses for the different subjects. Satisfactory work was also noted though it was marred 

by wrong dates suggesting recycling of schemes of work. 

 

5.5.2 Schemes of Work 
 

 

Teachers should read the scheme -cum-plans to draw ideas from them, for embodiment 

in their own teaching notes. During lesson observations, the scheme-cum-plans showed 

lack of originality and creativity on the part of teachers. For instance,TRA2  could not use the 

written rhyme/song during Family and Heritage Studies. When I asked her after the lesson, 

she explained that she did not know the rhyme/song since the schemes were sourced from 

other people as software and she just printed without customised editing. Such a 

mediocre arrangement obviously shortchanges learners. The issue of recycling schemes 

was also observed at the other schools. All teachers used scheme- cum-plans and they 

did not have prepared Daily lesson plans. There was no evidence that teachers in their 

daily work, tried to cater for the diverse aptitudes of the learners as propounded by Howard 

Gardner’s MI theory in paragraph 2.6.5. Even if the learning outcomes were clearly stated 

in the document, blindly using the scheme-cum-plan may lead to stagnation on the part of 

the teacher. 

 

5.5.3 Following structured topics 
 
 

Scheming was done according to the updated curriculum and syllabi. The schemes and 

work records for the majority of teachers were the same for the ECD classes. All teachers 

followed the structured topics. This was done well by most of the teachers, keeping the 

momentum was highly essential. 

 
 
 

5.5.4 Teaching 
 

 
 

The rationale behind the lesson observation was to assess the pedagogy used by 

teachers. In most lessons observed, teachers gave relevant and captivating introductions. 
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They prepared for the lessons fairly well and followed the delivery steps. However, it was a 

different case with TRB2 whose work showed lack of preparedness. Lack of creativity and 

innovation was again noticed since the teacher used one rhyme for the introduction and 

conclusion in all lessons observed. The lessons were dull and lacked practical oomph 

contrary to Dewey’s pragmatism philosophy, in paragraph 2.6.1. All cross cutting and 

emerging issues for example, gender, children’s rights, disaster and risk management, HIV 

and Aids, Child Protection, Human Rights and Sexuality were absent from the observed 

lessons. This implies that there was no integration of content during lesson delivery.  

Teachers need practical in-servicing in the actual teaching of these emerging issues. 

Ninabuike et al., (2016:44) stressed the need for teachers to attend seminars 

/workshops to be abreast with the current curriculum trends and new methods of 

teaching. In my opinion the mediocre lesson deliveries reflected squarely on lack of class 

supervision by school administrators. 

 

 

5.5.5 The Teaching Methodology 
 
 

5.5.5.1 Competence based approaches 
 
 

In order to capture teachers’ practices as accurately as possible, I looked at teaching 

methods employed. In most cases the teaching and learning methods were appropriate. 

Competences observed had to do with collaboration, problem solving and creativity aligned 

with pragmatism philosophy. These were evident in few lessons. The stated methods were 

suitable but were not effectively used due to lack of resources. For example, during an ICT 

lesson TRA1 had only two keyboards for 45 children to manipulate and press the keys. 

Children identified and named parts of a computer and stove on a chart. This could have 

been more effective if they had used actual gadgets. At school B, most children did not 

have workbooks, so a few did the written work whilst others were just on lookers. TRB1 

explained that at times she prepared worksheets for children to do the work being done 

by those with workbooks but on this day, she had nothing for such pupils. The lack of 

resources noted above confirms findings from interviews and this has also been highlighted 

by  Adejobi et al.,(2017: 45).  
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5.5.2.2 Collaboration 

 

Teachers’ scheme-cum plans indicated children’s group work activities. When well 

executed the activities foster collaborative learning as advocated by Vygotsky’s ZPD in 

paragraph 2.6.3, where children help each other to co-construct knowledge. In this study 

most teachers failed to engage children in group work due to overcrowding which 

hindered conducive classroom arrangements. It is my contention that with better 

infrastructure, teachers in the study, based on their qualifications and experiences can 

competently use group work for the benefit of children. From that premise, more 

competencies should be evident in the lessons since the curriculum is competence based. 

 

5.5.5.3 Structured and unstructured play 
 

 
 

 

Figure 5. 19 Use of structured and unstructured play during lessons 

 
 

Play was one of the most important aspects to be investigated during lesson observations. 

Although play is regarded as part of children’s work, teachers hardly employed it during 

the lessons. Dewey (1986) in paragraph 2.6.1 advocated for a learning environment which 

takes cognisance of children’s needs and interests. He stressed the need for teachers to 

use learner-centred methods which engage children in both structured and unstructured 

play. 
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 As depicted in Figure 5.23, most ECD teachers indicated that there was no time for 

either type of play, thus clearly depriving children of their childhood. Froebel, in 

paragraph 2.6.3 emphasises the importance of structured play, in children’s learning. 

According to Montessori, “play is the work of the child” and Fleer (2021:1) emphasises 

the importance of play to infants, toddlers, preschoolers and children transitioning into 

school. It is my contention that ECD children learn best through both structured and 

unstructured play and children should not be denied the developmental activity. 

 

5.5.5.4. Communication in mother tongue 
 

 

It was observed that local dialects were not used per se as medium of instruction as 

specified in the Zimbabwean language policy. All teachers customarily mixed Shona and 

English in all lessons. The language policy was being defied since the teachers did not 

adhere to it. A similar development was observed by Adejobi et.al (2017:45), in paragraph 

1.4.3, who revealed that in most Nigerian ECD centres, teachers did not use Yoruba as 

stipulated by the government. 

 

 

  

 Figure 5. 20 Communication in mother tongue 

 

Figure 5.20 shows that seven (7) of the ECD teachers mixed English and Shona but used 

Shona frequently. One (1) teacher balanced the use of the two languages. The use of 

Shona rhymes in English lessons was noted. In my opinion this is an awkward and 

confusing way of doing things. Although TRD1’s class enjoyed singing the song “Takauya 

pano kuzodzidza”, literary meaning “we came to school to learn”, an English rhyme could 
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have been more appropriate since it was an English lesson. A similar development was 

displayed by TRD2 whose class sang a Shona rhyme, “Pane zvakafanana” instead of just 

singing “Odd one out” in simple English. Most of the lessons were closed with a song or 

rhyme and children were quite interested. 

 

The evidence provided by the findings clearly showed that there was no adherence to the 

language policy. In my opinion the task of applying the language policy is complicated by 

the fact that, some children in the district have already been exposed to the second 

language through other means such as television, cartoons, and other media. It is 

important that the children be given the opportunity to communicate in the language they 

are interested in. I strongly contend that the language policy in the country needs 

revisiting.  The importance of both languages cannot be overemphasized as suggested 

by Garcia and Sylvan (2011:390). 

 

5.5.5.5 Use of educational technology 
 

 

 

Figure 5. 21 Ability to use educational technology 

 

Figure 5.21 shows the teachers’ ability to use ICT gadgets during lessons. Three (3) 

teachers could use ICT gadgets fairly well, two (2) had difficulties using the technology, 

another two (2) worked with limited gadgets. Most of the observed lessons had very limited 

learning materials. Work done was just theory with no practical aspect, particularly in ICT. 

This was evident in TRA1 and TRB1’s classes during ICT lessons. Due to lack of 

computers in schools, ECD learners were supposed to bring own laptops/tablets and 
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workbooks which they hardly possessed. Most parents in the EPMAFARA District could 

not purchase the required gadgets and workbooks for their children. The prevailing state 

of affairs merges well with Bronfenbrenner (1977)’s bio-ecological theory in paragraph 

2.6.4. The problems associated with teachers’ ability to use technology buttress Nkala’s 

(2017:7) and Aribino’s (2018:1) observations in paragraph 1.1, on the country’s ill- 

preparedness to introduce the updated curriculum. 

 

5.5.5.6 Catering for children’s diverse capabilities 
 

 

The participants in this study indicated that the new ECD subjects were specifically 

designed for problem-solving and critical thinking. The subject design dovetailed with 

constructivism tenets discussed in paragraph 2.6.2. The subjects are meant to produce 

well  rounded  learners  for  life  and  ensure  that,  they  fit  and  work  in  a  competitive 

environment. The health of ECD learners was said to be catered for through engagement 

in Physical Education, VPA and Mass Displays. These also enabled learners to showcase 

their talents. This aligns with MI theory in paragraph 2.6.5, which considers a child's 

overall development. The development is fostered by subjecting learners to the different 

learning centres and related topics. However, lesson observations did not reflect the same. 

 

 

 

 Figure 5. 22 Catering for children’s diverse capabilities 
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The Updated ECD curriculum educational changes further facilitated teaching of practical 

subjects such as ICT, Mass Displays, VPA and PE, since the curriculum is skills oriented. 

Communication and teamwork skills, problem solving, self-management, initiative and 

business skills, and technical skills are among the skills expected from the revised 

curriculum. It caters for individual differences by recognising pupils' talents in various 

learning areas, which the facilitators should tap into and nurture. Another advantage is that 

it focuses on the holistic development of children. However, lesson observations did not 

reveal much on individual differences recognition. 

 

5.5.5.7 Child-centred 
 

 

Child-centred methods were employed satisfactorily. Arranging pictures in sequence and 

picture reading were appropriately done. Making sounds and identifying them generated 

interest in the learners which made them actively involved. The methods are in line with 

the principles of pragmatism philosophy which emphasise use of child-centred methods 

(Dewey in paragraph 2.6.1). I noticed glaring shortage of learning materials, but children 

were observed using the few blocks and other objects available. Children sorted the 

objects according to colour and purpose. These activities were quite appropriate at ECD 

level and with more innovativeness and creativity it is envisaged teachers could raise the 

bar in employing child-centred methods. 

 

5.5.5.8 Assessment-Formative and Summative 
 

 

Formative assessment was noted in most of the classes. Some teachers’ work was 

however not up to date, rendering the work unsatisfactory. One teacher did not assess the 

children’s work at all, and this revealed that there was lack of supervision on the part of 

school administrators. Lack of supervision has also been reported by Modise (2017:19) in 

paragraph 3.13.3. This was tantamount to leaving children’s performance to chance and 

obviously under charging them. The implication is that teachers need to be regularly 

supervised for better outcomes. 

 

5.5.5.9 Class management 
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Figure 5. 23 Class management 

 
 

Class management at three schools, namely School A, B and D was pathetic because of 

shortage of infrastructure, teaching and learning materials. The computer laboratories at 

all the four schools catered for junior grades only. At the three schools, classroom 

arrangement was not suitable for ECD learners. The learners did not sit in recommended 

small groups. The classrooms were overcrowded and did not have p l a y - c e n t r e s  

for learners. This negatively affected children’s progress. Thomas and Thomas (2009:10) 

in Chikutuma (2013) paragraph 1.4.5.2, observed the same issue of overcrowding in the 

classrooms, in Zambia. At school C, the situation was different, learning areas were 

available and clearly labeled and children sat in small groups. 

 

 

During class visits, I discovered that learning-centres were available and satisfactorily 

labeled in most classrooms. However, the situation in TRB2‘s classroom was totally 

different compared to others, in that, learning-centres  were not clearly labeled and the 

materials were very few. At school D, TRD1 used a small storeroom which could not 

spaciously create learning centres hence all learning materials were packed on shelves. 

The children sat in rigid rows, using big desks instead of the recommended small tables 

and child sized chairs, which promote social interaction among learners as propounded 

by Vygotsky in paragraph 2.6.3. I found the same scenario in TRA1’s classroom, where 
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learning centres were available yet again the classroom was rather too small, for children 

to utilize the learning centres. In TRA2’s classroom, learning centres were not clearly 

labeled and the desks were not arranged in small groups. The same applied to both 

classes at school B. Children did not sit in small groups. 

 

 

On the contrary, both classrooms at school C were well arranged and attractively 

decorated. At this school, children used small child sized chairs suitable for ECD pupils. 

It was observed that, despite the high poverty level in EPMAFARA district, teachers 

should not heavily depend on hand outs. In my opinion they should be encouraged 

through workshops to wean themselves from the donor syndrome. Teachers in the district 

need to think outside the box, stand on their feet and be more resourceful. Where 

improvising is an alternative, materials such as toys, dolls, balls and work sheets, should 

be improvised. 

 

5.5.6 Summary from observations 
 

 
 

The lesson observations revealed challenges and positives in teachers’ knowledge and 

skills.  Innovativeness and resourcefulness or lack of these attributes has been shown 

during lesson deliveries. Overarching impediment was lack of resources in the schools as 

already alluded to in the in-depth interviews. Government and stakeholders were not 

providing enough resources. The analysis has attempted to spin new ideas about 

curriculum implementation which teachers may use to remake or re-engineer their teaching 

methods at ECD level. To enable me to gain further curriculum implementation information, 

its policies, objectives and mode of operation, I consulted several documents for secondary 

data. 

 

5. 6 FINDINGS FROM DOCUMENT ANALYSIS 
 
 
It is universally accepted that for the official operation of any educational institution or 

organisation, certain essential documents which constitute a legal, valid, reliable data 

base for planning, strategising, monitoring and evaluation and decision making must be 
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maintained. The study of documents provided the researcher with secondary data on the 

nation’s Education Policy. The documents furnished the researcher with valuable insight 

into current government philosophy, ideology and culture. Without these documents, it 

would be a nightmare trying to implement the curriculum hence their availability in schools 

helps teachers, children and stakeholders streamline the implementation process. Ten 

types of documents were selected for this ‘triangulation’ analysis. 

 

 

 DOCUMENTS YES NO ANALYTICAL 
 

COMMENTS 

1 Policy guidelines and Regulations    

2 Curriculum Framework 2015-2022    

3 ECD Syllabuses    

4 ECD Policies    

5 Schemes of Work    

6 Daily Lesson Plans    

7 Developmental Checklists    

8 Social Records    

9 Portfolios    

10 Registers    

 

Table 10 Document Analysis Schedule 

I used document analysis to compare with what was happening on the ground in the 

curriculum implementation process. The first thing was to identify the existence of the 

legitimate documents. Each one of them was given a ‘YES’ if it was reported to be 

available/maintained and ‘NO’ if it was not maintained. Unknown documents were 

considered non- existent and were rendered useless for practical purposes. The results 

of this analysis are explained in the subsequent sections. 

 
 

5.6.1 Policy guidelines and regulations 
 

 
 

All schools are supposed to operate within given legal parameters governing their activities. 

It was therefore important that they had the requisite ECD curriculum documents. The 
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government provides all official documents, but the teachers in this study did not have 

copies of the policy documents. 

 
 
 

 

 

Figure 5. 24 Policy guidelines and regulations 

 

The documents, ordinarily, should be available at the District Office, or made accessible 

on internet. One Deputy Head and three TICs indicated that they had the policy documents. 

ECD teachers should certainly have access to these documents so that they are well versed 

with the policy guidelines and regulations, as they implement the updated ECD curriculum. 

The importance of the availability of documents was explained by Amunga et al., 

(2020::60).  

 

 
 

5.6.2 Curriculum Framework 2015-2022 
 

 
 

The Curriculum Framework (2015-2022) lays out a medium-to-long-term policy roadmap 

for educational advancement. One characteristic of good leadership is the maintenance of 

a culture of physical documents to facilitate planning, strategising and decision making. 
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Figure 5. 25 Curriculum Framework 2015-2022 

 

In this study, the DSIs kept all documents at the District office. ECD teachers should 

obtain the Framework and be familiar with its provisions. Figure 5.25 shows that six (6) 

teachers did not have the document, and the other two had. Three (3) TICs and one (1) 

Deputy Head had copies of the Framework. School heads should ensure that all teachers 

have copies of the Framework so that they are all well versed with the expectations of the 

updated curriculum. 

 
 

5.6.3 Availability of ECD subject syllabuses 
 
 
 

 

Figure 5. 26 ECD Syllabuses 

 

The updated ECD syllabus has eight (8) learning areas. Figure 5.26 shows that five (5) out 

of eight (8) teachers had ECD syllabuses, while three (3) did not. The case of the three 
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teachers is worrisome since they were teaching blindly. A syllabus lays out the learning 

goals, expected outcomes, learning content, and suggested classroom activities. Teachers 

are expected to teach from the syllabus, so it goes without saying that some teachers were 

implementing the curriculum blindly. In EPMAFARA district, the syllabuses were readily 

accessible at the District offices and the school Heads’ offices. It is my contention that the 

schools should ensure that every teacher has copies of the syllabuses and teachers should 

also take the initiative of having personal copies of the syllabuses. 

 

5.6.4 Availability of ECD Policies 
 

 

All the teachers in the study did not have the ECD policies.  Ironically, DSIs and 

TICs/Heads had the ECD policies in their offices. According to Rogan and Grayson (2003) 

in paragraph 3.4, teachers are change agents who are so critical in the education system 

hence it is essential that they get ECD policies so that they constantly refer and adhere to 

the requirements in implementation of the curriculum. 

 

5.6.5 Scheme-cum-plans 
 

 

Scheme-cum-plans were done satisfactorily though not showing much creativity. The issue 

of recycling schemes was also observed at some schools. However, the learning 

outcomes were clearly stated in this document. ECD teachers did not have some lesson 

plans. I strongly consent that lesson notes would help to improve the teachers’ efficiency 

and creativity. This is in agreement with Brown and Lewis (2008) who noted that in UK, 

teachers who prepared teaching records for example lesson plans were more effective in 

curriculum implementation than their counterparts who did not prepare (lesson) teaching 

records. 

 

5.6.6 Lesson plans 
 

 

A lesson plan is the ‘Big Screen TV’ of curriculum implementation, as it shows all the 

actions in a learning environment. Plans provide a dashboard to the curriculum 

implementation process. Whilst I worked as a part-time lecturer at WUA, I designed an 

observation instrument according to WUA’s expectations on DECD students, on Teaching 

Practice. During visits to schools, I discovered that there were no Daily Lesson Plans 
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(DLPs) used by teachers. The absence of DLPs was an indication that teachers taught 

from the scheme-cum-plans without additional lesson preparation. Clearly, on that issue, 

teachers were not seriously catering for children’s interests and capabilities as suggested 

by Dewey (1986)  in paragraph 2.6.1, who supposed  that  teachers  could  use       young 

children’s interests and activities as a context for teaching concepts and skills    

(Chen,2016:5). 

 

It is my contention that scheme-cum-plans should only be used as an appendage to the 

syllabus and not a replacement of lesson plans. Teachers lacked creativity and 

innovativeness since they stuck to scheme-cum-plans. Molapo and Pillay (2018:1) in 

paragraph 3.7.2, observed that teachers decried over ‘too much paperwork”. Although it 

could be argued that scheme-cum-plans reduce paperwork for teachers, it should not 

promote complacency and shallowness. Teachers should not be idle but take the created 

time as a window of opportunity to take this time every day to research and produce 

teaching notes that benefit children. I strongly contend that ECD teachers should make 

teaching notes, though not as detailed as DLPs, to cater for the actual needs of the pupils. 

 

5.6.7 Developmental checklist 

 

 

 

Figure 5. 27 Developmental Checklist 

 

An investigation was made to find out the existence of the Developmental Checklist 

documents in schools. The figure above shows that six (6) out of eight (8) teachers kept 
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this record book and recorded the milestones accordingly. Piaget (1896-1980) 

underscored the importance of the developmental checklists. One of teacher’s recordings 

were not up to date whilst the other teacher did not have the record book at all. 

Developmental checklists are crucial in monitoring children’s development, in line with the 

updated curriculum. 

 

5.6.8 Social Records 
 

 

An inquiry was made to establish if ECD teachers kept social records for the children they 

taught. DSIs, TICs/Heads confirmed that the teachers had the social records. I also 

observed that social records were prepared and kept by all teachers. Social records are 

documents which contain information pertaining to the child’s religion, family background, 

health history and moral development. All this information has an impact on a child's 

growth and learning. This is consistent with Bronfenbrenner’s ecological theory in 

paragraph 2.6.4, which suggests that the child's learning and development is influenced by 

the systems that surround him or her. Religion as a microsystem negatively affected the 

Apostolic faith children who, according to TRA2, did not attend school on Fridays because 

they would be attending church. This could impact negatively on children’s class 

performance since they missed all concepts taught on Fridays. The importance of 

these social records cannot be over emphasized as they assist teachers in treating children 

according to their backgrounds. Teachers should therefore have full knowledge of children 

to help them develop accordingly. 

5.6.9 Children’s Portfolios 

 

 

 

Figure 5. 28 Portfolios 
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A review was made on children’s assessment portfolios. Figure 5.28 indicates that 

teachers kept children’s portfolios. A portfolio shows a child’s improvement and skill 

mastery over time. It shows what is of interest and importance to the child. Six ECD 

teachers had portfolios which contained children’s photos, drawings, paintings and other 

work. TRA2 and TRD1 kept the children’s work in flat files for every child whilst other 

teachers stuck the portfolios on the walls. I noted that the remaining two teachers did not 

have the portfolios, rendering it difficult to readily access the children’s work. 

 

 

5.6.10 Class Registers 
 

 

Registers are a very important record in any educational institution for effective class 

attendance management. It is a book which lists the names of children in a class and 

teachers mark the daily attendance of individual learners. All ECD teachers kept the 

registers and they were marked up to date. Attendance registers protect the teachers from 

any eventuality. When I checked on the registers during class visits and lesson 

observations, I noted that some ECD pupils in TRA2 class were constantly not coming to 

school on Fridays because they were of the ‘Johane Masowe eChishanu’ Apostolic sect. 

Religion as highlighted by Bronfenbrenner (1977) in paragraph 2.6.4 affects the child’s 
 

learning directly or indirectly. 
 

 

5.6.11 Summary from Document Analysis 
 
 

Documents are crucial in curriculum implementation since they shape the trajectory of 

instruction in ECD classes. Most teachers kept the recommended documents necessary 

to implement the updated ECD curriculum. However, teachers heavily relied on the 

syllabuses for their scheme-cum plans and failed to show creativity and innovation. Lesson 

notes were a missing component across board. 
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5.7 CONCLUSION 
 
 

NVivo software was used to do data coding and create annotations which were condensed 

into a Master table of themes, attached herein (Appendix V). The software aided in 

presenting and interpreting primary data from in-depth interviews. Participants’ verbatim 

excerpts were utilised. The software also analysed and interpreted the secondary data that 

were gathered. Unpreparedness of both schools and teachers came out as a factor 

negatively affecting curriculum implementation. There was profound hue and cry raised 

against some demands and expectations of the updated ECD curriculum. The study's 

findings, conclusions, limitations, and recommendations are discussed in the next chapter. 
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CHAPTER 6 
 

SUMMARY, CONCLUSIONS, LIMITATIONS AND 

RECOMMENDATIONS 
 
 
 

6.1 INTRODUCTION 
 

 
 

The purpose of this study was to investigate the implementation of the updated ECD 

curriculum in a few primary schools in the EPMAFARA District of Zimbabwe's Harare 

Metropolitan Province. The main research question was, ‘How applicable is the 

implementation of the updated Early Childhood Development (ECD) curriculum in 

Zimbabwean primary schools?' In this respect, the previous chapter, Chapter 5, discussed 

empirical data as a means of answering the research question and achieving the study's 

goal in paragraph 1.3.2. To generate data in response to the research questions, in-depth 

interviews, observations, and document analysis were used. The study's conclusions 

were based on the study's intent, research objectives, and findings. As a result, the study's 

summary, findings, constraints, and recommendations are included in this chapter. First, 

a summary of the research findings is presented. 

 

6.2 SUMMARY OF RESEARCH FINDINGS 
 

 

6.2.1 Key review findings 

 

The related literature reviewed assisted the researcher to proffer tentative solutions to the 

existing problems in ECD curriculum implementation. Different researchers suggested 

various solutions to the countries’ ECD curriculum implementation. Most of the researchers 

recommended teacher involvement in curriculum development and planning, in-service 

training of teachers, teacher collaboration, stakeholders’ support and provision of teaching 

and learning resources. 
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Globally, access of ECD is still a challenge, the quality of ECD provisioning is inadequate, 

and there are large discrepancies between regions of different levels of development 

(UNESCO 2019:1). In Canada, Frey (2001) cited in Nevenglosky (2018) in paragraph 3.12, 

expressed that problems in curriculum implementation in schools were largely due to lack 

of resources, teachers’ knowledge, and skills. Similarly, in Indonesia, Suyanto (2017:8) 

in paragraph 1.12, reported that many changes in curriculum implementation presented 

teachers with challenges in understanding the content. Regionally, a research in Nigeria, 

Osun State by Okewole et.al (2015:52-53) in paragraph 3.6.2, showed that most teachers 

were not trained for ECD and schools lacked learning resources as well as the content of 

national curriculum. Also, in Kenya, Kimosop (2013:1) observed that implementation of 

the curriculum was stalled by high costs of teaching materials and textbooks. 

 

 

In Zimbabwe, a research by Chikutuma (2013:166) in paragraph 1.4.4, concluded that the 

teaching and quality of ECD in Zimbabwe leaves much to be desired as teachers struggled 

to inculcate relevant knowledge and skills in children. However, in another study in the 

country, Mangwaya, Bilgnaut and Pillay (2016:2) in paragraph 1.4.4, argue that ECD 

teachers were sufficiently trained but Teachers-in-charge (TICs) and Heads lacked 

orientation for the ECD programmes in primary schools. The referred studies in ECD 

programmes pertaining to Zimbabwe were carried out prior to the introduction of the 

current updated curriculum but netted futuristic challenges in its implementation. The 

issue still at stake was the implementation of the updated ECD curriculum vis-a-vis 

teachers’ preparedness to teach the new subjects in the updated curriculum. 

 
 

Teaching is touted internationally as the driving force behind curriculum implementation. 

The question of children’s needs and interests, among other education issues was 

answered by focusing on teachers’ best practices as they implemented Zimbabwe’s 

updated ECD curriculum. This scenario highlights a problem that warranted this research, 

to begin filling the knowledge gap and make the curriculum implementation scheme more 

attainable. The findings, however, are not absolute but rather tentative, containing 

convenient ideas in this important and topical territory. 
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6.3 RESEARCH CONCLUSIONS 
 

This study was born out of my experiences as a part-time lecturer at WUA. During class 

visits to student teachers, I observed that some schools in the country were not fully 

resourced and teachers lacked subject knowledge and technical literacy at ECD level. In 

my opinion, the seemingly inferior ECD education was a result of a myriad of factors which 

included lack of resources, inadequate and inappropriate ECD knowledge. This exposure 

and awareness of the problems aroused in me the interest to find out ECD teachers’ 

responses and reactions towards curriculum implementation. I followed closely the nature 

of operational arrangement in school settings. Hence, the study provided an update to 

all stakeholders of the curriculum implementation process in the schools. The study was 

grounded on the pragmatic philosophy of learning. The philosophy was buttressed by the 

Constructivism theory, Social cultural theory, Bio- Ecological theory, Multiple Intelligences 

(MI) theory, and Curriculum Implementation theory (paragraph 2.6). 

 

The pupils were actively engaged in a classroom context, which is a characteristic of 

constructivism a l ign ed  to pragmatism. At the centre of the theory is an environment 

in which the learner becomes active and makes choices and seeks experiences that foster 

his/her development. The learner has direct, hands-on interactions with people, objects, 

events, and thoughts in active learning. Vygotsky’s Social cultural theory in paragraph 

2.6.3, emphasises the influence of culture, social experience and the children’s ZPD. 

Bronfenbrenner's Bio-Ecological theory explains the role of social systems and how they 

impact the child’s development. The theory emphasises that the schools should be safe 

zones for children especially those in difficult circumstances (paragraph 2.6.4). 

 

According to Howard Gardner's MI theory, everyone holds multiple intelligences that are 

used to complete various functions. This means that children's needs and interests are 

diverse, so teachers should have a solid theoretical foundation for curriculum 

implementation that addresses children's differences in instruction (paragraph 2.6.5). 

Rogan and Grayson (2003) in their theory considered the learning environment as the unit 

of learning. In this case, the classroom becomes the arena, a universal set of learners, 

teachers and moderating resources. Curriculum implementation is a set of the activities in 



163   

the classroom and the theory focuses on all levels on the learning interface (paragraph 

2.6.6). 

 

The central participants to the research process were ECD teachers, not as designers of 

the curriculum, but as part of the curriculum implementers. They, therefore responded to, 

and influenced the goal set by the government. Their work with children and their concerns 

with curriculum changes needed to be understood and appreciated. I contemplate that the 

teachers’ participation in this study meant that they were the best qualified to explain their 

desires, concerns and expectations as individuals as well as collectively. The research 

schedules addressed several questions from in-depth interviews, classroom observations 

and document analysis. I used computer NVivo software to go through data coding 

process. NVivo enabled me to select aspects of data that I wanted to analyse, coded 

phrases that summarised the portions to be analysed, grouped codes together to form 

categories and finally built themes from the categories of information (Hilal & Alabri, 2013). 

The software was user-friendly and robust. With particular reference to this study, the 

process of coding was systematically directed and eventually formed a pattern from the 

developed themes (Rambaree & Faxelid, 2013). NVivo helped to synchronise data for in-

depth analysis. Creswell (2012:243) in paragraph 4.6.2 affirms the rigour of NVivo software 

by describing it as a programme that helps with rapid coding, thorough exploration and 

rigorous management and analysis. The next section contains conclusions based on in-

depth interviews, observations, and document analysis. 

 

6.3.1. Conclusions from interviews 
 

 

In-depth interviews revealed that teachers had many expectations which were not fulfilled 

in the curriculum implementation process. Evidence presented in this study, shows that 

ECD teachers lacked adequate and appropriate knowledge required to teach effectively 

the new subjects introduced by the updated curriculum. TICs/Heads in the schools lacked 

supervising qualities required by ECD departments. Supervision was not done thoroughly, 

and teachers were not happy with the supervision they received. 

 

The workshops conducted to train teachers in skills and knowledge, while they were 

perceived to be helpful, did not give the ECD teachers sufficient preparation. It might be 
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summarised that the attitude of schools’ personnel towards curriculum implementation 

might be negative. Lack of resources, congested timetable and too much workload 

demotivated the majority of teachers. Practical in-service training for ECD teachers and 

school administrators to consolidate their skills and knowledge was envisaged to be crucial. 

The participants in the research area acknowledged and accepted curriculum change 

and all concurred that the updated ECD curriculum was implementable provided resources 

were made available. 

 

6.3.2. Conclusions from observations 
 

 

Conclusions that can be drawn from the observations are that teaching skills in all the 

schools in the study were mediocre. Learners were short-changed as teachers struggled 

in teaching the new subjects of the updated curriculum. Teaching methods and practices 

did not reflect much of teachers’ experiences. Innovativeness and creativity were the 

missing characteristics in teachers’ skills in teaching ICT, Family and Heritage studies, 

VPA and Mass Displays. 

 

All the four schools, relatively, did not meet the expected levels of provision for most 

requisites. Effective teaching was hampered by serious shortage of children’s learning 

materials, such as, blocks, shapes, workbooks, laptops and paints. Minimum children’s 

activities were restricted by limited classroom space which did not allow free movement of 

the children. Thus, effective teaching was seriously compromised. Teachers’ practices 

were not learner-centred hence developmentally inappropriate.  Most teachers used the 

lecture method frequently at the expense of the child-centred methods. Structured and 

unstructured play was clearly a missing feature in all the ECD classes under study. 

 

In Zimbabwe, the medium of instruction at ECD level are indigenous languages. This 

requirement was flouted as all the teachers mixed Shona and English in their lesson 

deliveries. The government's language policy appears to be a contentious issue, as most 

parents expect their children to learn in English, despite the government's mandate. 

Strategies revolve around resource mobilisation and their equitable allocation. The four 

schools under study had conventional classrooms and most of them did not meet the 

recommended specifications for ECD. Furniture and play areas were inadequate in the 
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schools studied. Class management was satisfactory in all the schools in the study. As a 

professional teacher myself, I believe in well-structured classroom management that 

supports the curriculum implementation process.  

 

6.3.3. Conclusions from document analysis 
 

 

Documents provided secondary data of the study. Some teachers religiously relied on 

scheme-cum-plans which were individually or jointly prepared by colleagues in the cluster. 

All schools generally documented the activities through the maintenance of regulatory 

records, and this was a positive gesture which helps in the curriculum implementation 

process. Teachers kept children’s portfolios showing social background and their class 

work. The syllabuses gave details on the schools' pedagogical goals and objectives. The 

few arranged activities were interesting and well-connected to the learning outcomes. 

Teachers in all the four schools did not prepare lesson notes, except TRA1. Lesson notes 

are critical in any teaching and learning situation as they cater for individual interests and 

needs. Teachers are conditioned to scheme cum plans. In my opinion they should not 

parrot the scheme cum plans, but learn to think outside the box by preparing fresh lesson 

notes to guide them as they deliver their daily lessons. In the main, documents gave salient 

aspects of curriculum implementation in the study. 

 

6.4 LIMITATIONS OF THE STUDY 
 

 

One of the limitations was that the study was carried out in only one of Harare Metropolitan 

Province’s districts, EPMAFARA district. This was due to lack of funds and limited time 

lines. Furthermore, as much as I tried to describe the views as they were in the settings, 

my inability to articulate the essence of the teachers’ experiences served as a limitation. 

Attitudes and expectations of participants who taught in the periphery of Harare may not 

mirror the views of their counterparts who taught in urban areas.  

 

Another major l imitation was the COVID-19 pandemic declared by WHO, on March 11, 

2020.  Of the five sampled primary schools only four participated in the study due to the 

untimely closure of schools. It was also impossible to carry out focus group discussion as 

indicated in paragraph 4.5.3.2. Zoom and Teams could have been used as an alternative, 
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but this was impossible due to massive electricity outages during the research period. 

Because of the outlined limitations, the research findings cannot be generalised. As 

researchers cannot accurately predict the future, they can certainly prepare for it.  The 

following recommendations are thus made. 

 

6.5. RECOMMENDATIONS AND IMPLICATIONS FOR PRACTICE 
 
 

From the academic view, it was envisaged that this research would add value and fresh 

impetus to the field of Early Childhood Development system in the country. Apart from the 

academic perspective, the study revealed lack of support and supervision in schools. In my 

opinion, this study is expected to lay a solid foundation for future studies and urge current 

scholars to follow the future. Below are recommendations and implications for practice. 

 

6.5.1 The government of Zimbabwe should come up with an integrated teacher 

development framework that presents innovative ways to capacitate teachers. 

 

6.5.2 Stakeholders are people who have interest of groups at heart and are vital to the 

survival and success of the cooperation. The government is the biggest stakeholder in any 

sector of development in a country. At national level, the government should provide 

proactive leadership to give direction towards the intended vision. The national budget 

should support both curriculum formulation and its implementation. Considering this, I 

therefore recommend to the government to adequately finance curriculum implementation 

process. This can be done through provision of key resources such as human capital, 

infrastructure, and teaching and learning materials. The same action is expected to 

cascade to provincial and district levels. 

 

6.5.3 Administrative Provinces are constituent political entities in Zimbabwe. Government 

initiatives may not succeed without a sound backing at provincial level. Provincial 

administrators or leaders are mediators between stakeholders and are the “think tank” of 

education activities that should take place in the districts to maintain and protect continuing 

needs and expectations of everyone. The provincial leadership must interpret the 

curriculum blueprint and help the district personnel do the same. They should competently 

evaluate the standard of work in the schools. Furthermore, the provinces must motivate 
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teachers through the reward system by bestowing honours and awards for remarkable 

educational performance.  

 

6.5.4. Education Districts in Zimbabwe are an integral division of Administrative province. 

District Schools Inspectors are key personnel of the provincial office and their role is to 

make sure government policy is adhered and implemented. It is therefore recommended 

that the personnel be knowledgeable about the demands of the curriculum and can provide 

answers to pending issues. ECD teachers should have access to internet and improve 

their teaching to match global level class. Supervisors can help to motivate teachers by 

creating expectations of success in them so that other teachers can also be reinforced 

vicariously through modelling others they have seen being praised for good work and 

positive mindset with the hope of being treated the same. 

 

6.5.5 Curriculum blueprints that ignore teachers’ welfare are likely to fail. The school must 

play its crucial role by creating an environment that caters for teachers’ and children’s 

needs and interests. Schools in the studied area lacked proper infrastructure and human 

resources, in terms of subject specialist teachers. The school and their School 

Development Committees should work on infrastructure and also support training of 

specialist teachers. The members of the school administration should conduct classroom 

supervision to “catch up” with changes in the system. There is need to organise fundraising 

programmes to generate money which can be used for seminars and purchase of learning 

materials. 

 

6.5.6 The environment at any school has a bearing on curriculum implementation. The 

school community should play an important part in educating children and promoting the 

ECD curriculum implementation at their primary schools. They should contribute towards 

construction and furnishing of ECD classrooms. Schools must provide e-learning to pupils. 

Communities should support schools with requisite resources. 

 

6.6 THE RECOMMENDED HOLISTIC MODEL OF ECD CURRICULUM 

IMPLEMENTATION 
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Strategy in this study is about implementation process which includes the management of 

change, as well as planning it. My contribution in this educational study focused on 

addressing the strategic implementation of the updated ECD curriculum. It was clear from 

the responses and reactions of the participants that there is a discrepancy between the 

updated curriculum's demands and the implementation process hence my proposed model 

envisaged to bridge the gap. 

 

The holistic Curriculum Implementation Model (CIM) is a 360-degree resource-based 

strategy. The model comprises six distinct architectures namely, government leadership, 

policy, curriculum document, supervision, resources and curriculum implementation. 

These architectures should be inextricably interwoven. 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
 

 

Variable 1: Government Leadership 
 

National leadership is the main driver of curriculum change in a country. It must have a 

clear strategy towards a set vision. The approach is to have leadership that directs, 

influences, and motivates teachers' behaviour so that their efforts are channeled in the 

preferred manner. This is determined by leadership which believes in human potential and 

growth and share the vision that makes teachers feel ownership of the curriculum. Such 

strategic actors should be the government officials. 

Figure 6. 1 Curriculum Implementation Model (CIM) 
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Variable 2: Policy 
 

 

A set of undertakings implemented by a government to influence the trajectory of the 

country's education system is known as an educational policy. The conceptual shape of 

the system must be maintained by an education policy. Here the strategy is to have a well-

researched comprehensive policy and legislation that provides guidelines on a new 

curriculum. This should be benchmarked with other sound education policies globally. All 

interested stakeholders and citizens are strategic actors who should have their ‘finger in 

the pie’ so that they access, own, control and adhere to the policy. 

 

Variable 3: Curriculum document 
 

 

The production of the curriculum document needs to be informed by diverse stakeholders. It 

must be readily available. Here the strategy is to compact the curriculum and teachers to 

understand the role professional development plays. This is determined by the ability of 

teachers to perform and operate effectively superior work systems and teaching practice 

ethics and standards. Teachers are the main strategic actors who should provide input in 

curriculum planning and development. 

 

Variable 4: Supervision 
 

 

Supervision is critical in curriculum implementation. Schools should lead the direction, 

influence and motivate the behaviour of teachers and set clear targets. Here the strategy 

is to regularly supervise teachers to keep them ‘on task’. The Institutional structure covers 

responsibility and authority, job definitions and descriptions and line of supervision.  

Providing teachers with clear goals and milestones will help them feel more confident about 

changes. Here the strategy is to create an institutional structure that is co-aligned with other 

variables. There must be a link between teachers’ education and curriculum 

implementation. Government and all significant stakeholders as main participants should 

support teachers. The supervisors as strategic partners should reward and acknowledge 

correct behaviour in a sincere, personal, and consistent supervision. 

 

Variable 5: Resources 
 

 

 Human Resources: Resources are the most important component in an 
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education system and are required more than anything else if educational goals 

are to be attained. A demotivated administration and teaching staff negatively 

affect curriculum implementation. One of the basic activities in curriculum 

implementation is the allocation of human resources. Coaching, nurturing, 

executing, shaping culture and values, on-the-job training, and mentoring 

should be done continually as a motivating factor. Teachers are at the front line 

and they can bring change after having changed themselves. Here the strategy 

is to rely on the identification and staffing of teachers with the right attitudes, 

culture or mindset. Government and stakeholders as the main strategic role-

players should train teachers regularly in their work. Here the strategy is to 

benchmark teaching methods with global best practices. 

 Finance: Finance is one of the most important prerequisites to change and 

implement any curriculum. Lack of budgetary support to schools negatively 

affects all areas of curriculum implementation. Funds should be made available. 

Here the strategy is to have a practical financial management system in which 

a budget is a major pedestal mechanism of strategic plan. District Schools 

Inspectors as strategic actors should arrange orientation and staff development 

courses for teachers. The government and interested stakeholders as the 

strategic actors should strongly support schools financially. 

 Infrastructure: Infrastructure is the pillar of schools. Lack of infrastructure 

development and maintenance in the schools, limit curriculum implementation. 

Here the strategy is for schools to create conducive classroom environments 

that uphold a standard of sound education with appropriate furniture, electricity, 

computer laboratories, and internet facilities. Government and significant 

stakeholders as the main strategic partners should make sure there is equitable 

distribution of infrastructural resources in the primary schools. 

 Technology: Technology has the capacity to alter an education system, making 

it possible to create new skills and knowledge. Massive online learning has 

sprung up because of technological advancements, which, if correctly applied, 

can contribute to the country's skill growth. Education is necessary for the 

development of skills, continual improvement, and the establishment of a 

change-oriented organisation. Here the strategy is for teachers to embrace and 
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adopt digital technology, creativity, innovation by harnessing its advantages 

to the benefit of themselves and their schools. Teachers are the strategic 

actors and must be innovative and creative. 

 Teaching materials: A school is an administrative organisation and collection 

of learning and teaching resources.   Here the strategy is for schools to 

equitably allocate available teaching materials and teachers to manipulate the 

classroom environment in response to the behaviour of the pupils. School 

Heads and TICs are the strategic role-players who should arrange special 

training, provide stimulus packages of teaching materials and reward behaviour 

that moves the schools closer to goal attainment. 

 

Variable 6: Curriculum implementation 
 

 

Curriculum implementation is the mechanism by which a teacher chooses and blends 

different facets of information from a curriculum manual, before implementing and updating 

it.  Here the strategy is to review the curriculum once it has been implemented to measure 

its success or failure. Educationists and researchers are the main actors in the analysis. 

 

The proposed model spells out a philosophy of education drawn to explore teachers’ roles 

and the diverse needs of children in curriculum implementation. It is useful for all 

stakeholders to know about this proposed model to develop an appreciation of curriculum 

implementation and their role in ensuring that the process succeeds. 

 

 6.7 AVENUES FOR FURTHER RESEARCH 
 

 
 

The interfaces with study participants, data interpretation, and my interest in ECD 

curriculum implementation have all informed suggestions for additional research to the 

body of knowledge. 

 

a)  Findings indicate that the updated ECD curriculum proposed by the Zimbabwean 

government is a noble idea. However, its implementation during the COVID-19 

pandemic was negatively affected due to lack of preparedness. Further research 
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would be recommended on disaster preparedness and management in the 

education sector. 

b) Findings revealed lack of resources in schools. There is need to carry out a 

comparative study on the quality of learning and learners’ achievements between 

private and state owned ECD centres. 

c)  In primary schools, there is disconnection between curriculum implementation and 

teacher supervision. Exploring the role of supervision in ECD centres requires 

further study. 

d)  There is digital progress in instruction. Further research is recommended on 
 

“blended learning system” in a developing country like Zimbabwe. 
 

e) Language Policy at ECD level is a contentious issue which requires further 

research. 

 

6.8. CONCLUDING REMARKS 
 

 
 

Despite the limitations, it is fair to say that the results revealed and addressed in this report 

offer strong indications that the curriculum implementation process requires help and 

resources from all levels of education. The findings revealed the breadth of teachers' 

responses and reactions, as well as the factors that affect the implementation of the ECD 

curriculum in the classroom. The provision of resources for ECD in the district, according 

to participants, is a neglected sector in the country. Participants also stated that although 

they had received formal education, they lacked transformational training to teach new 

subjects. Pragmatism theory was not fully embraced in the updated curriculum 

implementation process. 

 

Participants in their own settings clearly articulated their views on curriculum 

implementation in Zimbabwean primary schools. They almost unanimously agreed that the 

curriculum is important, and that the government should not abandon it, but avail 

resources. It is anticipated that the research findings would contribute to academic 

knowledge enhancement. Based on the optimistic responses and reactions by the 

teachers, I conclude that the updated ECD curriculum can be effectively implemented if 
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time, financial, and human resources are made available and appropriately allocated to 

schools. 
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APPENDIX B: REQUEST FOR PERMISSION FROM MINISTRY OF PRIMARY AND 

SECONDARY EDUCATION 

                                                                                                                                                                                                                                                                                                                                                                                                                                                         

                                                                                                                  The College of Education 

                                                                                                                   P.O. Box 392 

                                                                                                                   UNISA 

                                                                                                                   003 

                                                                                                                  Pretoria 

                                                                                                                  17-09-19 

The Ministry of Primary and Secondary Education 

P.O. Box CY 121 

Causeway 

Harare 

Zimbabwe 

Dear Sir/ Madam 

RE: REQUEST FOR PERMISSION TO CONDUCT RESEARCH IN SOME PRIMARY 

SCHOOLS IN HARARE METROPOLITAN PROVINCE.  

I Hannah Perpetua Muzembe am doing a research under the supervision of Dr M. R. Modise, a 

Senior Lecturer in the Department of Early Childhood Development towards a Doctoral degree at 

the University of South Africa. I am requesting permission to conduct the research in some Harare 

Primary schools, with ECD classes (4-5-year olds). The purpose of this study is to examine the 

implementability of the Updated curriculum at ECD level and come up with recommendations 

which will benefit all stakeholders. The University Research Ethics requires a written acceptance 

of this request from your office. Your assistance in this matter will be greatly appreciated. 

Thanking you in advance 

Yours sincerely 

 

Hannah P. Muzembe (Student) 
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APPENDIX D: REQUEST TO PROVINCIAL EDUCATION OFFICE FOR PERMISSION 

TO CONDUCT RESEARCH  

 

The College of Education 

                                                                                                          P.O. Box 392 

                                                                                              UNISA 

                                                                                          003 

                                                                                                Pretoria 

                                                                                                 27-10-19 

The Provincial Education Director 

Provincial Education Office 

P.O. Box CY 1343 

Causeway 

Harare 

Zimbabwe 

Dear Sir/ Madam 

RE: REQUEST FOR PERMISSION TO CONDUCT RESEARCH IN SOME PRIMARY SCHOOLS IN HARARE 
METROPOLITAN PROVINCE. 
 
I Hannah Perpetua Muzembe, am doing a research under the supervision of Drs MM Machaba and M R 
Modise, Senior Lecturers in the Department of Early Childhood Development towards a PhD degree at the 
University of South Africa. My Research Title is: ‘Curriculum Implementation in Early Childhood 
Development: A Case of Harare Primary Schools in Zimbabwe’. I am requesting permission to conduct 
the research in some Harare Primary schools, in your Province, with ECD classes (4-5-year olds). The 
purpose of this study is to examine the implementation of the Updated curriculum at ECD level and come 
up with recommendations, which will benefit the Province in terms of Monitoring and Evaluation of the 
Updated curriculum.  
The University Research Ethics requires a written acceptance of this request from your office. Your 
assistance in this matter will be greatly appreciated.  
Thanking you in advance 

Yours sincerely 

 

Hannah P. Muzembe 
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APPENDIX E: REQUEST TO DISTRICT OFFICE FOR PERMISSION TO CONDUCT 

RESEARCH  

 

                                                                                                                                        
The College of Education           

P.O. Box 392 
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                                                                                                                                                              003                                                                        

                                                                                                                                                                      Pretoria                                                                                                                                                                   

                                                                                                                                                                    27-10-19                         

The District Schools Officer 

EPMAFARA District 

CY 1363 

Harare 

Zimbabwe 

Dear Sir/ Madam 

RE: REQUEST FOR PERMISSION TO CONDUCT RESEARCH IN SOME PRIMARY SCHOOLS IN HARARE 
METROPOLITAN PROVINCE 
 
I Hannah Perpetua Muzembe, am doing a research under the supervision of Drs MM Machaba and M R 
Modise, Senior Lecturers in the Department of Early Childhood Development towards a PhD degree at the 
University of South Africa. My Title is: Curriculum Implementation in Early Childhood Development: A 
Case of Harare Primary Schools in Zimbabwe. I am requesting permission to conduct the research in some 
Harare Primary schools, in your District of EPMAFARA, with ECD classes (4-5-year olds). The purpose of 
this study is to examine the implementation of the Updated curriculum at ECD level and come up with 
recommendations which will benefit the District in identifying training needs, infrastructural and 
technological needs in the District and strategies of motivating ECD practitioners.  
Your assistance in this matter will be greatly appreciated. 
 

Thanking you in advance 

Yours sincerely 

 

Hannah P. Muzembe (Student) 
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APPENDIX G: REQUEST TO THE SCHOOL HEADS FOR PERMISSION TO 

CONDUCT RESEARCH                                                                                                               

                                                                                                                                                                                           

                                                                                                                                                                               
The College of Education 

       P.O. Box 392 

         UNISA 

    003 

                                                            27-10-2019 

The Head 

XXXXXX Primary School 

EPMAFARA District 

Harare- Zimbabwe 

Dear Sir/ Madam 

RE: REQUEST FOR PERMISSION TO CONDUCT RESEARCH IN SOME PRIMARY SCHOOLS IN HARARE   

        METROPOLITAN PROVINCE 

I Hannah Perpetua Muzembe, am doing a research under the supervision of Dr MM Machaba and  Dr MR Modise, 
Senior lecturers in the Department of Early Childhood Development towards a PhD degree at the University of 
South Africa. My Title Research is: ‘Curriculum Implementation in Early Childhood Development: A Case of Harare 
Primary Schools in Zimbabwe.’  I am requesting permission to conduct the research in your school. I intend 
collecting data through observations of the teachers in their classrooms, conducting individual and focus group 
interviews as well as analysing documents related to curriculum implementation. I will respect the privacy and 
anonymity of participants. The participants will be protected with the use of pseudonyms and coding. The purpose 
of this study is to examine the implementation of the Updated curriculum at ECD level of which its findings will 
benefit the ECD teachers and as well, as TICs and Heads as they supervise ECD teachers implementing the updated 
curriculum.  It will also assist the Heads to come up with strategies to motivate ECD teachers at school level.  I have 
attached a letter granting permission from my Institution of study (UNISA). Your assistance in this matter will be 
greatly appreciated. 

Thanking you in advance 

Yours sincerely 

Hannah P. Muzembe (Student)  

Contact details: +263773440052 / +263 713761503 

Email: 64049280@mylife.unisa.ac.za 

                                                                                                 208 
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APPENDIX H: LETTER TO TEACHERS 

 

Date 27-10 -19 

Title: CURRICULUM IMPLEMENTATION IN EARLY CHILDHOOD DEVELOPMENT: A CASE OF HARARE 

PRIMARY SCHOOLS IN ZIMBABWE. 

 

DEAR PROSPECTIVE PARTICIPANT 

My name is Hannah P. Muzembe. I am doing research under the supervision of Drs MM Machaba and M 

R Modise, Senior Lecturers in the Department of Early Childhood Development towards a PhD degree at 

the University of South Africa. My Title is: Curriculum Implementation in Early Childhood Development: 

A Case of Harare Primary Schools in Zimbabwe. I am requesting permission to conduct the research in 

ECD classes (4-5-year olds). The purpose of this study is to examine the implementation of the Updated 

curriculum at ECD level and come up with recommendations which will benefit you as ECD teachers and 

help in the improvement of the ECD programmes.  Your assistance in this matter will be greatly 

appreciated. 

 

The purpose of this study is to investigate the process of curriculum implementation in Early Childhood 

Development (ECD) in Zimbabwean primary schools?” This study is expected to collect important 

information that could help in curriculum change and policy formulation.  

You are invited because you are knowledgeable in the area of Early Childhood Development. I obtained 

your contact details from the Head of your school. You are one of the twenty   ECD teachers to take part 

in the study. 

You will teach your class as you normally do every day. The study involves audio taping, observations, 

interviews, focus groups and document analysis. I will observe you teaching for approximately 20 minutes 

per day, once a week for eight weeks. Interviews will take approximately 30 minutes whilst focus groups 

will take up to an hour. 

Participating in this study is voluntary and you are under no obligation to consent to participation.   If you 

do decide to take part, you will be given this information sheet to keep and be asked to sign a written 

consent form. You are free to withdraw at any time and without giving a reason. 

 

This study is strictly for academic purposes and there are no benefits in participating in the study. 

However, your participation as an ECD teacher will help with possible recommendations to the Ministry 

of Primary and Secondary Education for possible curriculum change and innovation. 



193 

 

There are no possible risks in your participation. The level of inconvenience will be minimal since I will 

only observe you teaching for twenty minutes, twice a week.  

 

You have the right to insist that your name will not be recorded anywhere and that no one, apart from 

the researcher and identified members of the research team, will know about your involvement in this 

research OR Your name will not be recorded anywhere, and no one will be able to connect you to the 

answers you give. Your answers will be given a code number, or a pseudonym and you will be referred to 

in this way in the data, any publications, or other research reporting methods such as conference 

proceedings.  

Your answers may be reviewed by people responsible for making sure that research is done properly, 

including the transcriber, external coder, and members of the Research Ethics Review Committee. 

Otherwise, records that identify you will be available only to people working on the study, unless you give 

permission for other people to see the records. Your anonymous data may be used for other purposes, 

such as research report, journal articles or conference proceedings. However, individual participants will 

not be identifiable in the report or publications. Please keep in mind that it is sometimes impossible to 

make an absolute guarantee of confidentiality or anonymity, e.g., when focus groups are used as a data 

collection method.  

While every effort will be made by the researcher to ensure that you will not be connected to the 

information that you share during the focus group, I cannot guarantee that other participants in the focus 

group will treat information confidentially. I shall, however, encourage all participants to do so. For this 

reason, I advise you not to disclose personally sensitive information in the focus group. 

 

Hard copies of your answers will be stored by the researcher for a period of five years in a locked 

cupboard/filing cabinet in my locked office, in Harare, for future research or academic purposes; 

electronic information will be stored on a password protected computer. Future use of the stored data 

will be subject to further Research Ethics Review and approval if applicable. To destroy the collected 

information, hard copies will be shredded and/or electronic copies will be permanently deleted from the 

hard drive of the computer through the use of a relevant software programme. 

No payment or reward will be offered for this exercise. 

 

This study has received written approval from the Research Ethics Review Committee of the REC, 

UNISA. A copy of the approval letter can be obtained from the researcher if you so wish. 
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If you would like to be informed of the final research findings, please contact Hannah P Muzembe on 

0773440052/0713761503 or email 64049280@mylife.unisa.ac.za.The findings are accessible for five 

years. 

Should you require any further information or want to contact the researcher about any aspect of this 

study, please contact the same above. Should you have concerns about the way in which the research has 

been conducted, you may contact Dr MM Machaba on Tel 0124294819 email machabmm@unisa.ac.za 

and Dr MR Modise-Tel 012 429 2269 email modismr@unisa.ac.za 

Thank you for taking time to read this information sheet and for participating in this study. 

 

Thank you. 

 

Hannah P. Muzembe 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

© 2019 College of Education 
All rights reserved 
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APPENDIX I: CONSENT TO PARTICIPATE IN THE STUDY (Return slip) 

 

I, __________________ (participant name), confirm that the person asking my consent to take part in this 

research has told me about the nature, procedure, potential benefits and anticipated inconvenience of 

participation.  

I. I have read (or had explained to me) and understood the study as explained in the information 

sheet.   

II. I have had sufficient opportunity to ask questions and am prepared to participate in the study.  

III. I understand that my participation is voluntary and that I am free to withdraw at any time without 

penalty (if applicable). 

IV. I am aware that the findings of this study will be processed into a research report, journal 

publications and/or conference proceedings, but that my participation will be kept confidential 

unless otherwise specified.  

V. I agree to the recording of the in-depth interviews and lessons. 

VI. I have received a signed copy of the informed consent agreement. 

 

Participant Name & Surname (please  print)____________________________________ 

 

___________________________  __________________________________ 
Participant Signature                                                      Date 
 

Researcher’s Name & Surname     HANNAH P.MUZEMBE 

 

                                               27-10 -19 
Researcher’s signature                                                         Date 
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APPENDIX J: A LETTER INFORMING PARENTS OF THE PRESENCE OF AN 

OBSERVER IN THEIR CHILD’S CLASS 

  
Dear Parent 

My name is Hannah P. Muzembe. I am doing research under the supervision of Drs M. M. Machaba and 

M. R. Modise, Senior Lecturers in the Department of Early Childhood Development towards a PhD 

degree at the University of South Africa. My Research Title is: ‘Curriculum Implementation in Early 

Childhood Development: A Case of Harare Primary Schools in Zimbabwe’. The study intends to observe 

ECD teachers teaching their classes (4-5-year olds), once a week.  

The purpose of this study is to investigate the process of curriculum implementation in Early Childhood 

Development (ECD) in Zimbabwean primary schools?’ This study is expected to collect important 

information that could help in curriculum change and policy formulation.  

The purpose of the study is to explore the implementation of the updated ECD curriculum, and the 

possible benefits of the study are the improvement of Early Childhood Development programmes. So, I 

will be observing the teacher whilst teaching the ECD class.  

1. I will just observe how the teacher interacts with children. Each teacher will be observed for one 

day for the duration of the day’s daily programme. All subjects in the updated ECD curriculum will 

be observed. 

2. An audio recording will only be for the teacher’s interview.  

Any information that is obtained in connection with this study and can be identified with your child 

will remain confidential and will only be disclosed with your permission. There are no foreseeable 

risks to your child by participating in the study. Your child will receive no direct benefit from 

participating in the study; however, the possible benefits to education are improvement in Early 

Childhood Development programmes. Neither your child nor you will receive any type of payment 

for participating in this study. 

Your child’s participation in this study is voluntary. Your child may decline to participate or to withdraw 

from participation at any time. Withdrawal or refusal to participate will not affect him/her in any way. 

Similarly, you can agree to allow your child to be in the study now and change your mind later without 

any penalty.  

The study will take place during regular classroom activities with the prior approval of the school and your 

child’s teacher. However, if you do not want your child to participate, an alternative activity will be 

available for example library reading. 
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The information gathered from the study and your child’s participation in the study will be stored securely 

on a password locked computer in my locked office for five years after the study. Thereafter, records will 

be erased.  

The benefits of this study are to improve Early Childhood Development programmes in Primary schools. 

There are no potential risks in this study. There will be no reimbursement or any incentives for children 

to participate in the research.  

If you have questions about this study please ask me or my study supervisors Dr MM Machaba and MR 

Modise, Department of Early Childhood Development, College of Education, University of South Africa. 

My contact number is 0773440052/0713761503 and my e-mail is 64049280@mylife.unisa.ac.za. The e-

mails of my supervisors are: machabmm@unisa.ac.za and modismr@unisa.ac.za.   

Permission for the study has already been given by the Permanent Secretary of Primary and Secondary 

Education of Zimbabwe and the Ethics Committee of the College of Education, UNISA. 

You are deciding about allowing your child to participate in this study. Your signature below indicates that 

you have read the information provided above and have decided to allow him or her to participate in the 

study. You may keep a copy of this letter.  

Name of child:  

Sincerely 

______________________________ ____________________________ ________________ 

Parent/guardian’s name (print)            Parent/guardian’s signature:                      Date:       

HANNAH P. MUZEMBE                                                              21-11- 2019 

Researcher’s name (print)  Researcher’s signature   Date: 

 

  

 

 

 

© 2019 College of Education 
All rights reserved 
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APPENDIX K: DOCUMENT ANALYSIS CHECKLIST 

  YES NO Analytical Comments 

1 Policy guidelines and Regulations     

2 Curriculum Framework 2015- 2022     

3 ECD Syllabuses    

4 Schemes of work    

5 Daily lesson plans    

6 Developmental checklists    

7 Social records    

8 Portfolios    

9 Registers     

10 ECD Policies    

 

Document analysis will be done at District Offices, schools and also at class level. 

 

 

 

 

 

 

 

© 2019 College of Education 
All rights reserved 
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APPENDIX L: FOCUS GROUP INTERVIEW SCHEDULE 

1 How well do you understand the Updated ECD curriculum? 

2 What educational reforms are needed to ensure applicability of an ECD curriculum 

implementation? 

3 What kind of knowledge and skills training would you want to undergo in order to 

professionally improve ECD curriculum implementation? 

4 Which teaching methods do you use for ECD classes? 

5 Are resources adequate and age-appropriate? 

6 What is the level of parental involvement in implementing the updated ECD 

curriculum? 

7 May you please rank the subjects according to importance and time you allocate 

them. 

8 What changes are there in the updated curriculum and how applicable are they in 

ECD curriculum implementation? 

9 What are the teachers’ experiences (challenges and positives) and how applicable 

are they in the implementation of the updated ECD curriculum? 

10 What are the teachers’ expectations and how applicable are they in the 

implementation of the updated ECD curriculum? 

 

 

 

 

 

 

 

© 2019 College of Education 
All rights reserved 
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APPENDIX M: FOCUS GROUP CONSENT AND CONFIDENTIALITY AGREEMENT 

 

I_________________________________________________ grant consent that 

Hannah P. Muzembe may use the information I share during the focus group for research 

purposes.  I am aware that the group discussions will be digitally recorded and grant 

consent for these recordings, provided that my privacy will be protected.  I undertake not 

to divulge any information that is shared in the group discussions to any person outside 

the group in order to maintain confidentiality. 

Participant‘s Name (Please print): ____________________________________ 

Participant Signature: ______________________________________________ 

Researcher’s Name:  HANNAH P. MUZEMBE 

Researcher’s Signature: Date:                             21-11- 2019 

 

 
 
 
 
 
 
 

© 2019 College of Education 
All rights reserved 
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APPENDIX N: OBSERVATION CHECKLIST FOR ECD TEACHERS  

 

  YES NO COMMENTS 

1 Can interpret the curriculum    

2 Follows the structured topics     

3 Able to use educational technology    

4 Uses methodologies  effectively-competence based 

approaches 

   

5 Caters for children’s diverse capabilities    

6 Uses structured and unstructured play during lessons    

7 Good classroom organisation    

8 All communication is done in the mother tongue    

9 Organises collaborative teaching / learning    

10 Prepares equally well for all subjects    

11 Use of child centred methods    

12 Assessment – Formative and Summative    

     

 

 

 

 

 

 

© 2019 College of Education 
All rights reserved 
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APPENDIX O: LESSON OBSERVATION INSTRUMENT 

Lessons will be observed according to the timetable. 

What is to be Observed and 
the questions guiding the 
observation? 

Rationale behind the 
Observation 

Comments on what is 
observed 

ASSESSMENT OF 
TEACHING SKILLS 

1.Schemes of work 

 Adequacy of content 

 Appropriateness of activities 

 Relevance of methodology 

 

To check if the teacher: 

 

i) schemes according to the 
curriculum and syllabi. 

ii) selects content within 
children’s development 
domain  

iii) selects content, methods 
and activities that cater for 
children’s interests  

 

 

2.Lesson Plans 

 Clearly stated intended 
learning outcomes 

 Teacher-pupil, pupil-pupil, 
pupil-teacher interactions 

 Activities related to content  

To check if the teacher: 

i)states learning objectives 
that are Specific, Measurable, 
Achievable, Realistic and 
Time-framed (SMART) 

ii) Creates a receptive 
environment for 
communication  

iii) plans activities that are 
relevant and linked to the 
learning outcomes. 

 

3.Teaching 

 Lesson introduction 

 Appropriate sequencing of 
lesson 

 Language use 

 Inclusion of cross-cutting 
themes 

To assess the pedagogy used 
by teacher 

i)Relevant and captivating 
introduction. 

ii) following steps 
sequentially. 

iii) using suitable language 
(mother language) 
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iv) To show diversity in 
teaching through inclusion of 
cross cutting themes e.g., 
Gender, Children’s rights, 
Disaster risk management 
etc. 

4. Methodology  

 Appropriate teaching and 
learning methods 

 Competence based 
approaches 

To check if teacher uses:  

i) Child-centered approaches 
-Inquiry based, project based, 
problem solving 

ii) well selected learning 
materials in all subject areas 

 

5. Class management To check  

i)the availability of learning 
centres. 

ii) ability to cater for individual 
differences and interests. 

iii)creativity and 
innovativeness 

 

6. Conclusion demonstration of relevant 
experiences, best practices 
and expectations throughout 
lesson delivery  

 

7 Overall comment Interpretation of subject 
content and applicability of 
updated curriculum 
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APPENDIX P: IN-DEPTH INTERVIEWS FOR DISTRICT SCHOOLS INSPECTORS 

(DSIs) 

1. How resourced are schools in your district, both human and financially? 

2. What is the teachers’ level of training in the implementation of the Updated ECD 

curriculum? 

3. How is Government involved in ECD curriculum implementation? 

4. What are the advantages and disadvantages of the updated ECD curriculum? 

5. What changes are expected from the implementation of the updated ECD 

curriculum? 

6. What other factors affect implementation of the Updated ECD curriculum? 

7. What are your recommendations for curriculum implementation at ECD level? 
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APPENDIX Q:  IN-DEPTH INTERVIEW FOR SCHOOL HEADS/TICs 

1. What are your duties with regards to the implementation of the updated ECD 

curriculum? 

2. How well resourced is your school, to implement the updated ECD curriculum? 

3. How do you rate parental involvement in curriculum implementation at ECD level? 

4. Which factors impact on the implementation of the updated ECD curriculum? 

5. What are the advantages and disadvantages of the updated ECD curriculum? 

6. In what ways have the implementation of the updated curriculum succeeded or 

failed  at your school?  

7. How applicable is the implementation of the updated curriculum? 

8. What are the teachers’ expectations in curriculum implementation of the updated 

ECD curriculum? 

9.  What steps should be taken in implementation of the updated ECD curriculum? 

10. How appropriate or inappropriate is the updated curriculum? 
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APPENDIX R: IN-DEPTH INTERVIEWS FOR ECD TEACHERS 

1. Are you knowledgeable of all the subjects in the updated Curriculum? If not, 

please explain which ones are difficult for you. 

2. Can you rate the subjects according to their hierarchy of importance? Please 

comment on time allocation. 

3. What factors affect the successful implementation of the updated ECD 

curriculum? 

4.  Have you attended in-service trainings for implementing the new curriculum?  

Please explain further on this issue. 

5. Which methods of teaching do you use at ECD level? 

6. Are you aware of the Language policy, and how do you apply it in your classes? 

7. How motivated are you in the implementation of the updated curriculum? 

8. What are your expectations in the implementation of the updated curriculum? 

9. What are the advantages and limitations of the updated ECD curriculum? 

10. What are your recommendations on the implementation of the updated ECD 

curriculum? 
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APPENDIX S: TURNITIN RECEIPT 
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APPENDIX T: ORIGINALITY REPORT 
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APPENDIX V: MASTER TABLE OF THEMES 

 

CURRICULUM IMPLEMENTATION IN EARLY CHILDHOOD DEVELOPMENT: A  CASE OF HARARE 

PRIMARY SCHOOLS IN ZIMBABWE 

 
A: Officials B: School A C: School B D: School C E: School D 

1: 1 Factors affecting the successful implementation of the updated ECD curriculum 

2: Attitudes 

<Internals\\Interviews\\DSI2> - § 1 
reference coded [1.01% Coverage] 
 
Reference 1 - 1.01% Coverage 
 
The mind set of both parents and 
teachers. 

 <Internals\\Interviews\\TRB1> - § 1 
reference coded [4.97% Coverage] 
 
Reference 1 - 4.97% Coverage 
 
Provision of resources and support from 
school authorities and support from 
parents. Most of these people look down 
upon this program. So, their support is 
not that effective. 

  

3: Lack of motivation. 

   <Internals\\Interviews\\TRC2> - § 1 
reference coded [0.53% Coverage] 
 
Reference 1 - 0.53% Coverage 
 
lack of motivation. 

 

4: Monitoring and 
supervision 

 <Internals\\Interviews\\TRA2> - § 
1 reference coded [1.99% 
Coverage] 
 
Reference 1 - 1.99% Coverage 
 
We are facing the other challenge 
of the Exit Profile format, there 
should be uniformity. 

   

5: Packed timetable 

  <Internals\\Interviews\\TICB> - § 1 
reference coded [4.04% Coverage] 
 
Reference 1 - 4.04% Coverage 
 
The level of the learner. The content has 
to be suitable for the learners.  Provision 
of learning materials / resources affects 
the implementation. 

 <Internals\\Interviews\\TRD1> - § 1 reference 
coded [4.23% Coverage] 
 
Reference 1 - 4.23% Coverage 
 
ECD learners are too young but the timetable is 
very packed, lesson after lesson. The lessons 
are too many and children do not have free time 
to play. 

6: Resourcefulness 

7: At District Level 

8: COVID-19 the 
scapegoat 

<Internals\\Interviews\\DSI1> - § 1 
reference coded [5.83% Coverage] 
Reference 1 - 5.83% Coverage 
Financially - Schools are now 
constrained due to the Pandemic. 
Parents can no longer pay the fees and 
levies which used to sustain the 
schools.  Schools do not have money. 
Some parents were struggling to pay. 
Before the pandemic, the schools were 

    



 

doing fairly well. 
Comments 

As far as Human Resources are 
concerned, all ECD teachers are 
trained and qualified. All of them have 
at least a Diploma in ECD. Some have 
pursued a Bachelor of Education 
degree in ECD and others have 
advanced to Masters level. Schools are 
constrained. They do not have money. 
Parents can no longer pay the fees and 
levies. 

9: Government 
assistance 

<Internals\\Interviews\\DSI2> - § 1 
reference coded [1.52% Coverage] 
Reference 1 - 1.52% Coverage 
We get Government assistance since 
our schools are P3 schools.  
Comments 

DSI 2 pointed out that although the District 

is diverse, most schools are in 

disadvantaged areas and the schools are 

poor. The schools are well resourced in 

terms of human resources. All ECD 

teachers are qualified and some are 

degreed. However, there is high turnover of 

staff since most of the teachers do not 

reside in the district, so if an opportunity 

arises, they transfer. 

    

9: Government 
assistance 

<Internals\\Interviews\\DSI2> - § 1 
reference coded [1.52% Coverage] 
Reference 1 - 1.52% Coverage 
We get Government assistance since 
our schools are P3 schools.  
Comments 

DSI 2 pointed out that although the District 

is diverse, most schools are in 

disadvantaged areas and the schools are 

poor. The schools are well resourced in 

terms of human resources. All ECD 

teachers are qualified and some are 

degreed. However, there is high turnover of 

staff since most of the teachers do not 

reside in the district, so if an opportunity 

arises, they transfer. 

    

10: High staff turnover 

<Internals\\Interviews\\DSI2> - § 2 
references coded [7.07% Coverage] 
 
Reference 1 – 4.93% Coverage 
 
Our District is a very unique and 
diverse district. We have schools in well 
to do areas, urban, peri – urban areas 
and farm schools. Most of our schools 
are in disadvantaged areas. These 
schools are poor. 
 
Reference 2 – 2.14% Coverage 
 
There is high turnover in staff since 
most of the teachers do not reside in 
these areas. 
 
Comments 

DSI 2 pointed out that although the District 

is diverse, most schools are in 

disadvantaged areas and the schools are 

poor. The schools are well resourced in 

    



 

terms of human resources. All ECD 

teachers are qualified and some are 

degreed. However, there is high turnover of 

staff since most of the teachers do not 

reside in the district, so if an opportunity 

arises, they transfer. 

11: None 
Governmental 
Assistance 

<Internals\\Interviews\\DSI2> - § 1 
reference coded [1.20% Coverage] 
 
Reference 1 - 1.20% Coverage 
 
We get assistance from NGOs and 
some well-wishers. 
 
DSI 2 pointed out that although the District 

is diverse, most schools are in 

disadvantaged areas and the schools are 

poor. The schools are well resourced in 

terms of human resources. All ECD 

teachers are qualified and some are 

degreed. However, there is high turnover of 

staff since most of the teachers do not 

reside in the district, so if an opportunity 

arises, they transfer. 

    

12: Qualified teachers 

<Internals\\Interviews\\DSI1> - § 1 
reference coded [5.42% Coverage] 
Reference 1 - 5.42% Coverage 
 
Human - All our teachers are trained 
and qualified ECD practitioners.  All of 
them have at least a Certificate in 
Education or Diploma in Education. 
Some have pursued a Bachelor of 
Education degree in ECD and some are 
advancing to Masters Level. 
 
<Internals\\Interviews\\DSI2> - § 1 
reference coded [2.69% Coverage] 
Reference 1 - 2.69% Coverage 
 
Our schools are well resourced in terms 
of qualified teachers. All teachers are 
qualified and some are degreed. 
 
Comments: 

As far as Human Resources are concerned, 

all ECD teachers are trained and qualified. 

All of them have at least a Diploma in 

ECD. Some have pursued a Bachelor of 

Education degree in ECD and others have 

advanced to Masters level. Schools are 

constrained. They do not have money. 

Parents can no longer pay the fees and 

levies. 

DSI 2 pointed out that although the District 

is diverse, most schools are in 

disadvantaged areas and the schools are 

poor. The schools are well resourced in 

terms of human resources. All ECD 

teachers are qualified and some are 

degreed. However, there is high turnover of 

staff since most of the teachers do not 

reside in the district, so if an opportunity 

arises, they transfer. 

  <Internals\\Interviews\\TICC> - § 1 
reference coded [1.48% Coverage] 
 
Reference 1 - 1.48% Coverage 
 
Human resources- we are well staffed.  
All ECD teachers are trained. 
 
Comments: 

All ECD teachers at School C are trained 

and qualified to teach at ECD level. The 

school lacks material resources and 

infrastructure. ECD pupils are also hot 

sitting due to shortage of classrooms. 

 

13: At School Level 



 

14: Challenges in ICT 
resources 

<Internals\\Interviews\\DSI1> - § 1 
reference coded [1.34% Coverage] 
 
Reference 1 - 1.34% Coverage 
 
gadgets for pupils to do the practicals 
using those gadgets.  

 <Internals\\Interviews\\TICB> - § 1 
reference coded [1.64% Coverage] 
 
Reference 1 - 1.64% Coverage 
 
The computer lab is not well equipped. It 
is not functional. 
 
<Internals\\Interviews\\TRB2> - § 1 
reference coded [4.80% Coverage] 
 
Reference 1 - 4.80% Coverage 
 
Resources in ICT- no computers and 
projectors.  Most facilitators lack 
knowledge of teaching some topics like 
‘Arena Choreography’ personally I have 
no idea, it is hieroglyphics to me 

<Internals\\Interviews\\TICC> - § 1 
reference coded [1.24% Coverage] 
 
Reference 1 - 1.24% Coverage 
 
material resources like computers, 
laptops, TVs and DVDs. 
 
<Internals\\Interviews\\TRC1> - § 1 
reference coded [6.28% Coverage] 
 
Reference 1 - 6.28% Coverage 
 
Lack of laptops and ICT gadgets. In our 
environment children cannot bring 
laptops. The teacher can have a laptop 
but it is difficult for the whole class to 
use that one laptop. There is no ICT 
teacher for ECD. 

<Internals\\Interviews\\HEADD> - § 1 reference 
coded [1.51% Coverage] 
 
Reference 1 - 1.51% Coverage 
 
Computer lab can only accommodate 50 
children at a time. 
 
<Internals\\Interviews\\TRD1> - § 1 reference 
coded [5.54% Coverage] 
 
Reference 1 - 5.54% Coverage 
 
Availability of resources is a major factor.  For 
example, in Heritage Studies, we have to beam 
for children to see but we do not have 
computers and projectors e.g when you want to 
teach the dances.  
 
Comments: 

HEAD D talked about the lack of resources. There is 

hot sitting because there is no Block for ECD. Some 

classes learn in small storerooms. The computer lab 

can only accommodate 50 pupils at a time and these 

are mostly junior classes. 

15: High Teacher-pupil 
ratio 

<Internals\\Interviews\\DSI1> - § 1 
reference coded [4.85% Coverage] 
 
Reference 1 - 4.85% Coverage 
 
Teacher/ Pupil ratio is a challenge. For 
now, that is our biggest problem not at 
ECD alone but in the whole school. 
Each class can go up to 50 or more 
compared to the recommended 25, 
Teacher/ pupil ratio is a big challenge 
 
<Internals\\Interviews\\DSI2> - § 1 
reference coded [2.67% Coverage] 
 
Reference 1 - 2.67% Coverage 
 
Another factor is Tr/pupil ratio 1:70, 1: 
80. Schools are very few compared to 
the population in our District. 

<Internals\\Interviews\\TRA1> - § 
1 reference coded [0.41% 
Coverage] 
 
Reference 1 - 0.41% Coverage 
 
Teacher/pupil ratio 
 
<Internals\\Interviews\\TRA2> - § 
1 reference coded [3.97% 
Coverage] 
 
Reference 1 - 3.97% Coverage 
 
We are also facing the problem of 
time and also teacher/ pupil ratio, I 
should be monitoring 25 pupils but 
I have almost two classes if not 
three. In my class I have 65 pupils.  

 <Internals\\Interviews\\TRC2> - § 1 
reference coded [4.33% Coverage] 
 
Reference 1 - 4.33% Coverage 
 
We were given more teachers this term, 
so they have divided the classes. At the 
moment I have 30 pupils.  Before these 
teachers came, we had 51 pupils each. 

 

16: Infrastructure 
constraints 

<Internals\\Interviews\\DSI1> - § 1 
reference coded [2.48% Coverage] 
 
Reference 1 - 2.48% Coverage 
 
Lack on infrastructure, govt is urging 
individuals with money to build their 
own schools to alleviate the problem 
 
<Internals\\Interviews\\DSI2> - § 1 
reference coded [4.76% Coverage] 
 
Reference 1 - 4.76% Coverage 
 
Lack of resources. Teachers are there 
but no classrooms. All our schools have 
two sessions. How can an ECD child 
concentrate when he/she comes to 
school in the afternoon after playing 
since morning. 

<Internals\\Interviews\\TRA1> - § 
1 reference coded [8.77% 
Coverage] 
 
Reference 1 - 8.77% Coverage 
 
There is no security in the 
classrooms so we put children’s 
toys in the storeroom, so 
whenever we want to use these 
toys, I look for the caretaker to 
open for me, so it becomes 
strenuous and children cannot use 
their toys.  Teachers’ welfare 
should be considered. Where I 
stay now, I cannot carry any work 
to do at home. If I stay here at 
school up to 4pm then I will not be 
able to reach home on time. 
 
<Internals\\Interviews\\TRA2> - § 
1 reference coded [2.82% 

 <Internals\\Interviews\\TICC> - § 1 
reference coded [0.75% Coverage] 
 
Reference 1 - 0.75% Coverage 
 
We do not have enough infrastructure 
 
<Internals\\Interviews\\TRC2> - § 2 
references coded [2.58% Coverage] 
 
Reference 1 - 0.61% Coverage 
 
lack of infrastructure 
 
Reference 2 - 1.97% Coverage 
 
There is Hot sitting for ECD because 
we do not have enough classrooms.  
 
All ECD teachers at School C are trained 

and qualified to teach at ECD level. The 

school lacks material resources and 

<Internals\\Interviews\\HEADD> - § 1 reference 
coded [4.03% Coverage] 
 
Reference 1 - 4.03% Coverage 
 
No Block for ECD classes. Hot sitting. We have 
turned some   very small storerooms into 
classrooms for ECD and they can only 
accommodate 25 pupils. 
 
 
HEAD D talked about the lack of resources. There is 

hot sitting because there is no Block for ECD. Some 

classes learn in small storerooms. The computer lab 

can only accommodate 50 pupils at a time, and these 

are mostly junior classes. 



 

Coverage] 
 
Reference 1 - 2.82% Coverage 
 
Number two is infrastructure, 
sometimes we need interactive 
boards and projectors, but my 
classroom cannot accommodate 
these.  

infrastructure. ECD pupils are also hot 

sitting due to shortage of classrooms. 

17: Lack of basic 
teaching material 

 <Internals\\Interviews\\TICA> - § 1 
reference coded [11.85% 
Coverage] 
 
Reference 1 - 11.85% Coverage 
 
If we talk about resources as of 
now it is very difficult because the 
new curriculum has come up with 
new textbooks and in the past, we 
used to have some textbooks 
which were donated by Plan 
International and other Donors.   
But to purchase now, the new 
textbooks is becoming a bit of a 
challenge because each learner 
must have one book. But if you 
look at our fees one learner 
cannot buy a textbook. The school 
is finding it very difficult to 
purchase the books, but the 
teachers are trying hard to make 
use of the few books that we have 
in the school to implement it as 
required by the Ministry.  
 
<Internals\\Interviews\\TRA1> - § 
1 reference coded [2.95% 
Coverage] 
 
Reference 1 - 2.95% Coverage 
 
The resources are not enough. 
Yesterday you saw I had only had 
one textbook which I borrowed 
and some of the materials are for 
my son. 
 
<Internals\\Interviews\\TRA2> - § 
1 reference coded [3.16% 
Coverage] 
 
Reference 1 - 3.16% Coverage 
 
The first one is Resources; we do 
not have textbooks and 
workbooks. These are very 
expensive, and most parents 
cannot afford to buy these.   
 
 
TIC A explained that resources are 

very scarce. The updated curriculum 

needs new textbooks, but the school 

cannot afford. Previously, they used 

to get donations from NGOs but now 

they do not have. The school is 

finding it very difficult to purchase 

<Internals\\Interviews\\TICB> - § 1 
reference coded [1.53% Coverage] 
 
Reference 1 - 1.53% Coverage 
 
Not well resourced. We have managed to 
buy a few books.  

<Internals\\Interviews\\TRC1> - § 2 
references coded [7.76% Coverage] 
 
Reference 1 - 2.57% Coverage 
 
Shortage of resources and 
Infrastructure, that is a challenge 
especially at ECD level. 
 
Reference 2 - 5.20% Coverage 
 
a laptop but it is difficult for the whole 
class to use that one laptop. There is 
no ICT teacher for ECD. And there can 
be a clash with Junior classes when we 
want to use it. 
 
<Internals\\Interviews\\TRC2> - § 1 
reference coded [0.94% Coverage] 
 
Reference 1 - 0.94% Coverage 
 
Lack of funds, Lack of resources  

<Internals\\Interviews\\TRD1> - § 1 reference 
coded [5.54% Coverage] 
 
Reference 1 - 5.54% Coverage 
 
Availability of resources is a major factor.  For 
example, in Heritage Studies, we have to beam 
for children to see but we do not have 
computers and projectors e.g when you want to 
teach the dances.  
 
<Internals\\Interviews\\TRD2> - § 1 reference 
coded [4.63% Coverage] 
 
Reference 1 - 4.63% Coverage 
 
Resources are very scarce, Parents are 
struggling, schools are struggling, and the 
teachers are at times struggling to teach some 
of these practical subjects. At times there no 
materials to teach with.  



 

the books and teachers end up writing 

everything on the board for children 

to copy. This is quite a challenge at 

ECD level because children should 

use workbooks and worksheets to 

colour and do other activities. 

18: Pressure for new 
textbooks 

 <Internals\\Interviews\\TICA> - § 1 
reference coded [11.85% 
Coverage] 
 
Reference 1 - 11.85% Coverage 
 
If we talk about resources as of 
now it is very difficult because the 
new curriculum has come up with 
new textbooks and in the past, we 
used to have some textbooks 
which were donated by Plan 
International and other Donors.   
But to purchase now, the new 
textbooks is becoming a bit of a 
challenge because each learner 
must have one book. But if you 
look at our fees one learner 
cannot buy a textbook. The school 
is finding it very difficult to 
purchase the books, but the 
teachers are trying hard to make 
use of the few books that we have 
in the school to implement it as 
required by the Ministry.  
 
 
TIC A explained that resources are 

very scarce. The updated curriculum 

needs new textbooks, but the school 

cannot afford. Previously, they used 

to get donations from NGOs but now 

they do not have. The school is 

finding it very difficult to purchase 

the books and teachers end up writing 

everything on the board for children 

to copy. This is quite a challenge at 

ECD level because children should 

use workbooks and worksheets to 

colour and do other activities. 

<Internals\\Interviews\\TICB> - § 1 
reference coded [1.53% Coverage] 
 
Reference 1 - 1.53% Coverage 
 
Not well resourced. We have managed to 
buy a few books.  

  

19: Qualified teachers 

   <Internals\\Interviews\\TICC> - § 1 
reference coded [1.48% Coverage] 
 
Reference 1 - 1.48% Coverage 
 
Human resources- we are well staffed.  
All ECD teachers are trained. 

 

20: Underdeveloped 
teachers 

<Internals\\Interviews\\DSI1> - § 1 
reference coded [1.84% Coverage] 
 
Reference 1 - 1.84% Coverage 
 
Limitations in skills of the teachers, 
changing from academic to 
competence based. 

  <Internals\\Interviews\\TICC> - § 1 
reference coded [6.69% Coverage] 
 
Reference 1 - 6.69% Coverage 
 
Resources, Training needed by 
teachers- Since the beginning of the 
new curriculum there have been staff 
development workshops to familiarise 
the teachers with the new curriculum. 
There is need for continued refresher 
courses or workshops to keep on 
reminding the so that they do not forget 
how they should teach. 

<Internals\\Interviews\\HEADD> - § 1 reference 
coded [3.89% Coverage] 
 
Reference 1 - 3.89% Coverage 
 
We need well trained staff to go along with the 
current changing times. If they cannot use the 
required materials needed in the new 
curriculum. 
 
<Internals\\Interviews\\TRD2> - § 1 reference 
coded [3.62% Coverage] 
 
Reference 1 - 3.62% Coverage 



 

 
The teachers are not knowledgeable of some 
practical subjects which I did not specialize in at 
College e.g Music. And even providing the 
instruments to be used. 

21: Stakeholder engagement 

22: Governmental 
involvement 

<Internals\\Interviews\\DSI1> - § 1 
reference coded [3.84% Coverage] 
 
Reference 1 - 3.84% Coverage 
 
Government is the main stakeholder. It 
gives us the curriculum. It gives us the 
teachers. Government involvement is 
very high. All induction courses are 
Government supported. 
 
<Internals\\Interviews\\DSI2> - § 1 
reference coded [2.04% Coverage] 
 
Reference 1 - 2.04% Coverage 
 
Government provides the policies and 
guidelines. Circulars, Handouts and 
literature. 
 
 
The DSI 1 articulated how government is 

involved in curriculum implementation. 

However, on the ground, teachers feel that 

the government is not doing much, 

especially as far as resources are concerned. 

There is no adequate infrastructure and 

teachers feel that the workshops were not 

given enough time. 

Yes, the government provides all these 

documents, but the practitioners do not 

have copies of these. These documents are 

available only at the District Office and 

Heads' office. ECD teachers should have 

access to these documents so that they are 

well versed with the expectations of the 

updated curriculum. 

    

23: Coordination with 
other ministries 

<Internals\\Interviews\\DSI2> - § 1 
reference coded [5.15% Coverage] 
 
Reference 1 - 5.15% Coverage 
 
Government is chipping in with the 
feeding scheme. Min is working with 
other line ministries, Health, EMA, 
Social Welfare. If all these issues 
surrounding the child are addressed, it 
will help the child to benefit. 

    

24: Feeding 
programme 

<Internals\\Interviews\\DSI2> - § 1 
reference coded [5.15% Coverage] 
 
Reference 1 - 5.15% Coverage 
 
Government is chipping in with the 
feeding scheme. Min is working with 
other line ministries, Health, EMA, 
Social Welfare. If all these issues 
surrounding the child are addressed, it 
will help the child to benefit. 

    

25: Parental involvement 



 

26: Feeding 
programme 

  <Internals\\Interviews\\TICB> - § 1 
reference coded [6.00% Coverage] 
 
Reference 1 - 6.00% Coverage 
 
Very much involved. They buy the toys 
and learning materials.  They pay fees for 
their children. At ECD level all children 
are paid up. They are also involved in the 
Feeding programme, they come to cook 
for the children. 
 
 
TIC A is happy with the contribution of the 

parents. They buy the learning materials and 

toys for their children and some are engaged 

in the feeding programme. 

  

27: Fees 

  <Internals\\Interviews\\TICB> - § 1 
reference coded [6.00% Coverage] 
 
Reference 1 - 6.00% Coverage 
 
Very much involved. They buy the toys 
and learning materials.  They pay fees for 
their children. At ECD level all children 
are paid up. They are also involved in the 
Feeding programme, they come to cook 
for the children. 
 
TIC A is happy with the contribution of the 

parents. They buy the learning materials and 

toys for their children and some are engaged 

in the feeding programme. 

  

28: Involvement in 
school activities 

   <Internals\\Interviews\\TICC> - § 1 
reference coded [3.88% Coverage] 
 
Reference 1 - 3.88% Coverage 
 
Parents in our community are 
supportive but they have limited 
resources to assist through buying 
workbooks for their children. Some 
parents accompany us for sports 
competitions.   
 
 
Parents are actively involved in their 

children's learning. Some are contributing 

through buying the required resources for 

ECD pupils. Some parents accompany their 

children for sports. This shows that the 

parents are interested in their children's 

learning and wellbeing. 

 

29: Learning materials 

<Internals\\Interviews\\DSI1> - § 1 
reference coded [12.48% Coverage] 
 
Reference 1 - 12.48% Coverage 
 
Parents to sit down with the school 
SDAs and discuss the requirements of 
the school and agree on which classes 
to buy books for. The government 
cannot buy textbooks for the whole 
country. Hence each school has to 
charge the levies according to their 
needs. Levies vary from one school to 
another. Textbooks and learning 

<Internals\\Interviews\\TICA> - § 1 
reference coded [11.77% 
Coverage] 
 
Reference 1 - 11.77% Coverage 
 
If you look at ECD level the 
parents are coming in by making 
some of the materials which are 
supposed to be used at that level.   
Some can even buy some of the 
requirements.  They are coming in   
by purchasing some of the 
materials that are required   or 

<Internals\\Interviews\\TICB> - § 1 
reference coded [6.00% Coverage] 
 
Reference 1 - 6.00% Coverage 
 
Very much involved. They buy the toys 
and learning materials.  They pay fees for 
their children. At ECD level all children 
are paid up. They are also involved in the 
Feeding programme, they come to cook 
for the children. 
 
 
TIC A is happy with the contribution of the 

 <Internals\\Interviews\\HEADD> - § 1 reference 
coded [2.27% Coverage] 
 
Reference 1 - 2.27% Coverage 
 
Basically the parents want to support their 
children by providing learning materials 
 
 
Generally, parents want to support their children but 

some lack knowledge on the requirements of the 

updated ECD curriculum. 



 

materials is the responsibility of the 
parents. Government currently is facing 
some financial challenges. The burden 
was put on parents and schools. The 
levies are quite different from one 
school to another, depending on the 
ability of the parents. 
 
 
The DSI 1 pointed out that the old 

curriculum was academic oriented whilst 

the updated one is skills oriented. However, 

these skills are not fully developed due to 

shortage of resources. He also lamented on 

the unavailability of required materials as 

well as the need for teachers to undergo 

some training, to implement the updated 

ECD curriculum. The Government has 

shifted the burden of providing resources to 

the schools and parents hence different 

levies are being charged by the schools. 

make the available in their 
communities by   the toys make 
dolls they can what.   Yes, we are 
happy because they are chipping 
toys make find it difficult so there 
is this challenge to help the 
school. Life is difficult these days 
and some parents are not working 
so they do not have money to buy 
some of the materials, but   they 
are trying. 
 
 
Parents are getting involved by 

making some of the learning materials 

and toys. Some are also buying the 

materials required in the learning 

centres. However, some of the parents 

are finding it difficult to contribute to 

the school because the majority of the 

parents are not working. 

parents. They buy the learning materials and 

toys for their children and some are engaged 

in the feeding programme. 

30: Learning outcome 
expectations 

  <Internals\\Interviews\\TRB1> - § 1 
reference coded [5.23% Coverage] 
 
Reference 1 - 5.23% Coverage 
 
Yes. But sometimes we mix because of 
the society we live in; they want their 
children to learn the second language. If 
we mix the languages it will help them 
whilst at a tender age. 
 
TRB 1 is aware of the language policy but 

mixes English and Shona because of the 

parents' expectations. They want their 

children to speak in English. 

 <Internals\\Interviews\\TRD1> - § 1 reference 
coded [8.02% Coverage] 
 
Reference 1 - 8.02% Coverage 
 
Parents expect their children to learn to speak in 
English, they are comparing our classes with 
crèches at group A schools. So, we tend to 
ignore the Language policy and teach in 
English. At times, its challenging because the 
learners cannot cope, and we end up mixing 
Shona and English. 
 
 
The teacher knows the language policy but cannot 

stick to it since parents expect their children to learn 

and speak English. Children learning in private ECD 

s learn and speak in English hence parents expect the 

same for their children. However, because of their 

backgrounds, they cannot cope with English hence 

they end up mixing Shona and English. 

31: Not informed of the 
new requirements 

    <Internals\\Interviews\\HEADD> - § 1 reference 
coded [2.49% Coverage] 
 
Reference 1 - 2.49% Coverage 
 
On the other hand parents are not well versed in 
the requirements of the updated curriculum. 
 
 
Generally, parents want to support their children but 

some lack knowledge on the requirements of the 

updated ECD curriculum. 

32: Teachers’ expectations 

33: Electricity and 
internet 

 <Internals\\Interviews\\TICA> - § 1 
reference coded [3.51% 
Coverage] 
 
Reference 1 - 3.51% Coverage 
 
These days even if we have bond 
paper, we cannot photocopy 
anything due to Load shedding. 
ZESA comes back in the   evening 
and there will not be anyone here 
to do the photocopying. 

 <Internals\\Interviews\\TICC> - § 1 
reference coded [2.79% Coverage] 
 
Reference 1 - 2.79% Coverage 
 
Lack of electricity is also a hindrance as 
well as lack of WIFI because some 
teachers could research about the 
difficult topics. 

 



 

34: Infrastructure 

  <Internals\\Interviews\\TRB1> - § 1 
reference coded [5.37% Coverage] 
 
Reference 1 - 5.37% Coverage 
 
We expect provision of infrastructure for 
ECD. Most schools do not have 
infrastructure for ECD. Even the toilets 
they are using is what was just in 
schools. They are not suitable for them. 

<Internals\\Interviews\\TRC1> - § 1 
reference coded [1.81% Coverage] 
 
Reference 1 - 1.81% Coverage 
 
Government should provide resources 
and good infrastructure. 
 
<Internals\\Interviews\\TRC2> - § 1 
reference coded [3.08% Coverage] 
 
Reference 1 - 3.08% Coverage 
 
We expect the school to provide more 
resources, fund for better infrastructure 
and reduce teacher/ pupil ratio. 

 

35: Learning material 
for learners 

 <Internals\\Interviews\\TICA> - § 1 
reference coded [1.33% 
Coverage] 
 
Reference 1 - 1.33% Coverage 
 
The teachers expect that all 
learners must have learning 
materials.  
 
<Internals\\Interviews\\TRA2> - § 
1 reference coded [10.75% 
Coverage] 
 
Reference 1 - 10.75% Coverage 
 
I think if we have enough 
resources we can work better. I 
think from the school and parents 
and even the government   of 
course they can help us with some 
of these resources like computers.  
They can find a Human Resource 
for ICT who can be paid by the 
government and even the parents   
and also the parents they should 
buy their children their learning 
kits,   but they cannot afford.  Our 
parents cannot afford here in 
Epworth they are failing to buy an 
Art book what more a computer? 

<Internals\\Interviews\\TICB> - § 1 
reference coded [0.57% Coverage] 
 
Reference 1 - 0.57% Coverage 
 
They expect materials 
 
<Internals\\Interviews\\TRB1> - § 1 
reference coded [1.06% Coverage] 
 
Reference 1 - 1.06% Coverage 
 
We expect them to look for materials  

<Internals\\Interviews\\TRC1> - § 1 
reference coded [1.81% Coverage] 
 
Reference 1 - 1.81% Coverage 
 
Government should provide resources 
and good infrastructure. 
 
<Internals\\Interviews\\TRC2> - § 1 
reference coded [3.08% Coverage] 
 
Reference 1 - 3.08% Coverage 
 
We expect the school to provide more 
resources, fund for better infrastructure 
and reduce teacher/ pupil ratio. 

<Internals\\Interviews\\HEADD> - § 1 reference 
coded [2.95% Coverage] 
 
Reference 1 - 2.95% Coverage 
 
Teachers are expected to have children’s exit 
profiles. Teachers might have expected to have 
enough resources 
 
<Internals\\Interviews\\TRD1> - § 2 references 
coded  [5.37% Coverage] 
 
Reference 1 - 1.11% Coverage 
 
We expect to get all learning materials. 
 
Reference 2 - 4.26% Coverage 
 
When you are given the resources you will be 
very happy to work because the resources are 
available , it’s easy to work with the kids and 
they understand. 
 
<Internals\\Interviews\\TRD2> - § 1 reference 
coded  [1.88% Coverage] 
 
Reference 1 - 1.88% Coverage 
 
I expect the Ministry or even Government to 
provide us with  resources like books. 

36: Policy consistency 

 <Internals\\Interviews\\TRA1> - § 
1 reference coded [3.54% 
Coverage] 
 
Reference 1 - 3.54% Coverage 
 
They have to look at some areas 
of the timetable. Children should 
learn through play. But the 
timetable does not cater for play. 
Its learning and learning all day. 

   

37: Reduction of 
teacher-pupil ratio 

  <Internals\\Interviews\\TICB> - § 1 
reference coded [0.87% Coverage] 
 
Reference 1 - 0.87% Coverage 
 
Reduction of teacher/pupil ratio 

<Internals\\Interviews\\TRC2> - § 1 
reference coded [3.08% Coverage] 
 
Reference 1 - 3.08% Coverage 
 
We expect the school to provide more 
resources, fund for better infrastructure 
and reduce teacher/ pupil ratio. 

 



 

38: Staff development 
initiatives 

  <Internals\\Interviews\\TICB> - § 1 
reference coded [2.51% Coverage] 
 
Reference 1 - 2.51% Coverage 
 
They also expect more staff development 
workshops to acquire knowledge in all 
learning areas 
 
<Internals\\Interviews\\TRB2> - § 1 
reference coded [2.79% Coverage] 
 
Reference 1 - 2.79% Coverage 
 
More resources should be channeled into 
the teaching of this updated curriculum. 
Workshops should be done. 

<Internals\\Interviews\\TICC> - § 1 
reference coded [6.05% Coverage] 
 
Reference 1 - 6.05% Coverage 
 
Teachers expect to be well equipped in 
all learning areas. They expect 
workshops. We have some topics 
which are very difficult. We need some 
resource people to come and explain 
on some topics e.g Choreography. I 
cannot even pronounce the word so 
how can teachers teach that topic.  

<Internals\\Interviews\\TRD2> - § 1 reference 
coded [1.44% Coverage] 
 
Reference 1 - 1.44% Coverage 
 
the Ministry to provide in-service training which 
is practical 
 
 
Teachers also expect the government to provide 

material resources and practical in-service training. 

Time and content should be adjusted accordingly 

39: Support from 
parents 

  <Internals\\Interviews\\TICB> - § 1 
reference coded [0.19% Coverage] 
 
Reference 1 - 0.19% Coverage 
 
parents 
 
<Internals\\Interviews\\TRB1> - § 1 
reference coded [0.49% Coverage] 
 
Reference 1 - 0.49% Coverage 
 
from the parents. 

 <Internals\\Interviews\\TRD1> - § 1 reference 
coded [2.09% Coverage] 
 
Reference 1 - 2.09% Coverage 
 
If parents can support with learning materials 
then you will be motivated.  

40: Support from 
school authorities 

  <Internals\\Interviews\\TICB> - § 1 
reference coded [0.85% Coverage] 
 
Reference 1 - 0.85% Coverage 
 
Support from school authorities 
 
<Internals\\Interviews\\TRB1> - § 1 
reference coded [1.23% Coverage] 
 
Reference 1 - 1.23% Coverage 
 
We expect support from school 
authorities 

  

41: Teachers 
resources books 

 <Internals\\Interviews\\TICA> - § 1 
reference coded [3.45% 
Coverage] 
 
Reference 1 - 3.45% Coverage 
 
Teachers resources books must 
be enough. It is difficult   for 
teachers to write on the board 
every day. Teachers find it difficult 
to write the comprehension on the 
board.  
 
 
For ECD children to learn effectively, 

they should have enough learning 

materials. Because of scarcity of 

workbooks or worksheets, teachers 

write everything on the board for 

children to do work. This leads to 

compromised implementation of the 

updated ECD curriculum. 

   

42: Teachers’ level of training 



 

43: Awareness and application of Language policy 

44: Misperception 
about inclusivity of 
languages 

 <Internals\\Interviews\\TRA1> - § 
1 reference coded [6.38% 
Coverage] 
 
Reference 1 - 6.38% Coverage 
 
The policy says we should use the 
indigenous language in all 
Learning areas. Personally, I do 
not agree with this. Here we use 
Shona.  I do not agree with the 
policy because when children go 
to upper grades, they will be 
asked questions in English. So, 
when I teach, I use both English 
and Shona.  
 
TRA 1 is aware of the language 

policy which states that ECD children 

should be taught in their mother 

tongue. However, she pointed out that 

she does not agree with the policy, 

hence she mixes Shona and English. 

This was also noted during class 

observations. Does it mean there is a 

confusion in the understanding,  

What exactly does the policy say? 

  <Internals\\Interviews\\TRD1> - § 1 reference 
coded [12.77% Coverage] 
 
Reference 1 - 12.77% Coverage 
 
I am very aware of the Language policy. But we 
are being confused because we are told to 
teach in the mother tongue, yet we are being 
instructed to teach them in English. Parents 
expect their children to learn to speak in 
English, they are comparing our classes with 
crèches at group A schools. So, we tend to 
ignore the Language policy and teach in 
English. At times, its challenging because the 
learners cannot cope and we end up mixing 
Shona and English. 
 
<Internals\\Interviews\\TRD2> - § 1 reference 
coded [5.21% Coverage] 
 
Reference 1 - 5.21% Coverage 
 
Yes, I am aware of the Language Policy, which 
says that ECD children should be taught in their 
Mother tongue. But when they go to Junior 
classes, they will not have confidence so I mix, I 
train them Shona English, Shona English. 
 
 
The teacher knows the language policy but cannot 

stick to it since parents expect their children to learn 

and speak English. Children learning in private ECD 

s learn and speak in English hence parents expect the 

same for their children. However, because of their 

backgrounds, they cannot cope with English hence 

they end up mixing Shona and English. 

TRD 2 is aware of the language policy but teaches 

them English so that they have confidence when they 

go to junior grades Aasa result she trains them in 

both English and Shona. 

45: Mixing approach 

 <Internals\\Interviews\\TRA1> - § 
1 reference coded [3.47% 
Coverage] 
 
Reference 1 - 3.47% Coverage 
 
I do not agree with the policy 
because when children go to 
upper grades, they will be asked 
questions in English. So, when I 
teach, I use both English and 
Shona.  
 
<Internals\\Interviews\\TRA2> - § 
1 reference coded [2.21% 
Coverage] 
 
Reference 1 - 2.21% Coverage 
 
You may introduce in Vernacular 
and teach in English afterwards. 
Starting from simple to complex. 
 
 
What exactly does the policy say? 

TRA 1 is aware of the language 

<Internals\\Interviews\\TRB1> - § 1 
reference coded [5.23% Coverage] 
 
Reference 1 - 5.23% Coverage 
 
Yes. But sometimes we mix because of 
the society we live in; they want their 
children to learn the second language. If 
we mix the languages it will help them 
whilst at a tender age. 
 
<Internals\\Interviews\\TRB2> - § 1 
reference coded [6.81% Coverage] 
 
Reference 1 - 6.81% Coverage 
 
The policy says ECD should be taught 
using the mother tongue. I normally use 
Shona in class. When teaching English 
there is also need for children to have a 
glimpse of English so that when they go 
to grade 1, they will be able to 
understand some instructions. 
 
 
TRB 1 is aware of the language policy but 

<Internals\\Interviews\\TRC1> - § 1 
reference coded [5.50% Coverage] 
 
Reference 1 - 5.50% Coverage 
 
We usually use mother language. In 
this area we use Shona. Sometimes we 
first use Shona for them to understand. 
As time goes on, we use English. We 
mix so that everyone understands. 
 
<Internals\\Interviews\\TRC2> - § 1 
reference coded [4.61% Coverage] 
 
Reference 1 - 4.61% Coverage 
 
Mother language at ECD is Shona.  
Here we use Shona more frequently for 
children to understand. We use English 
when teaching English and when giving 
some instructions. 
 
 
TRC 1 knows the Language policy and 

usually uses the mother language. She 

mixes the languages to make sure all 

<Internals\\Interviews\\TRD2> - § 1 reference 
coded [5.21% Coverage] 
 
Reference 1 - 5.21% Coverage 
 
Yes, I am aware of the Language Policy, which 
says that ECD children should be taught in their 
Mother tongue. But when they go to Junior 
classes, they will not have confidence, so I mix, 
I train them Shona English, Shona English. 
 
 
TRD 2 is aware of the language policy but teaches 

them English so that they have confidence when they 

go to junior grades as a result, she trains them in both 

English and Shona. 



 

policy which states that ECD children 

should be taught in their mother 

tongue. However, she pointed out that 

she does not agree with the policy, 

hence she mixes Shona and English. 

This was also noted during class 

observations. Does it mean there is a 

confusion in the understanding,  

The teacher is aware of the language 

policy. TRA 2 explained the 

importance of the mother tongue at 

ECD level. She would introduce in 

Shona and teach in English later. This 

is what the teacher was doing during 

lesson observations, mixing Shona 

and English. So, teachers are not 

adhering to the language policy perse. 

mixes English and Shona because of the 

parents' expectations. They want their 

children to speak in English. 

The teacher knows the language policy and 

usually uses Shona and uses English when 

teaching English. It is difficult to stick to 

Shona only, so they end up mixing the 

languages. 

children understand. 

The teacher is aware of the language policy 

and uses Shona frequently. And uses 

English when teaching English. However, 

the teacher also mixes English and Shona. 

46: Sensitivity to 
contexts 

  <Internals\\Interviews\\TRB1> - § 1 
reference coded [5.23% Coverage] 
 
Reference 1 - 5.23% Coverage 
 
Yes. But sometimes we mix because of 
the society we live in; they want their 
children to learn the second language. If 
we mix the languages it will help them 
whilst at a tender age. 
 
 
TRB 1 is aware of the language policy but 

mixes English and Shona because of the 

parents' expectations. They want their 

children to speak in English. 

 <Internals\\Interviews\\TRD1> - § 1 reference 
coded [12.77% Coverage] 
 
Reference 1 - 12.77% Coverage 
 
I am very aware of the Language policy. But we 
are being confused because we are told to 
teach in the mother tongue, yet we are being 
instructed to teach them in English. Parents 
expect their children to learn to speak in 
English, they are comparing our classes with 
crèches at group A schools. So, we tend to 
ignore the Language policy and teach in 
English. At times, its challenging because the 
learners cannot cope, and we end up mixing 
Shona and English. 
 
 
The teacher knows the language policy but cannot 

stick to it since parents expect their children to learn 

and speak English. Children learning in private ECD 

s learn and speak in English hence parents expect the 

same for their children. However, because of their 

backgrounds, they cannot cope with English hence 

they end up mixing Shona and English. 

47: Vernacular to 
English approach 

 <Internals\\Interviews\\TRA2> - § 
1 reference coded [6.14% 
Coverage] 
 
Reference 1 - 6.14% Coverage 
 
Yes. Of course, the vernacular 
language, the language they 
understand.  I think it is fair. Like in 
ECD there is no way you can start 
telling an ECD A child something 
in English. You may introduce in 
Vernacular and teach in English 
afterwards. Starting from simple to 
complex. 
 
The teacher is aware of the language 

policy. TRA 2 explained the 

importance of the mother tongue at 

ECD level. She would introduce in 

Shona and teach in English later. This 

is what the teacher was doing during 

lesson observations, mixing Shona 

and English. So, teachers are not 

adhering to the language policy perse. 

<Internals\\Interviews\\TRB2> - § 1 
reference coded [6.81% Coverage] 
 
Reference 1 - 6.81% Coverage 
 
The policy says ECD should be taught 
using the mother tongue. I normally use 
Shona in class. When teaching English 
there is also need for children to have a 
glimpse of English so that when they go 
to grade 1, they will be able to 
understand some instructions. 
 
The teacher knows the language policy and 

usually uses Shona and uses English when 

teaching English. It is difficult to stick to 

Shona only, so they end up mixing the 

languages. 

<Internals\\Interviews\\TRC1> - § 1 
reference coded [5.50% Coverage] 
 
Reference 1 - 5.50% Coverage 
 
We usually use mother language. In 
this area we use Shona. Sometimes we 
first use Shona for them to understand. 
As time goes on, we use English. We 
mix so that everyone understands. 
 
 
TRC 1 knows the Language policy and 

usually uses the mother language. She 

mixes the languages to make sure all 

children understand. 

 



 

48: In-service trainings 

49: Facilitators were 
not quite 
knowledgeable. 

   <Internals\\Interviews\\TRC1> - § 1 
reference coded [5.41% Coverage] 
 
Reference 1 - 5.41% Coverage 
 
The facilitators were not quite 
knowledgeable. They would say, Go 
and research on this and that. In-
service trainings were not very 
effective. The trainers should be well 
trained. 
 
 
Teacher has attended the workshop at 

school, but these are the workshops which 

teachers are complaining about  

Commented [HM12]: The in-service 

trainings were not effective. the facilitators/ 

trainers lacked knowledge about the 

updated curriculum 

 

50: Improvised peer 
education 

    <Internals\\Interviews\\TRD2> - § 1 reference 
coded [8.74% Coverage] 
 
Reference 1 - 8.74% Coverage 
 
Yes. This was partially done. We were taught 
how to scheme and plan. But the real fact is that 
we did not do the practical exercises which can 
help us to understand better. 
 
Please explain further on this issue. 
This should be done practically. We are 
teaching each other in our classes. We need 
practical in-service training so that as teachers 
we grasp the skills practically. 
 
 
Although in service training was done, the teacher 

stresses the need for practical exercises, to help them 

in the actual implementation of the updated ECD 

curriculum.  

Commented [HM18]: This particular teacher 

emphasized the need for practical in-service training. 

Class observation also cemented this because the 

majority of ECD teachers lacked the practical know-

how, during lesson delivery. 

51: Induction 
workshops 

<Internals\\Interviews\\DSI1> - § 1 
reference coded [5.70% Coverage] 
 
Reference 1 - 5.70% Coverage 
 
The PED and District have mounted 
some workshops to train teachers on 
the expectations of the new curriculum. 
All these teachers have gone through 
some induction trainings so as to have 
a thrust on what is expected at ECD 
level. We still expect more trainings. 
 
<Internals\\Interviews\\DSI2> - § 1 
reference coded [4.50% Coverage] 
 
Reference 1 - 4.50% Coverage 
 
When we started implementing the 
updated curriculum, all the teachers 

<Internals\\Interviews\\TRA1> - § 
1 reference coded [3.54% 
Coverage] 
 
Reference 1 - 3.54% Coverage 
 
I have attended some workshops 
at my old school. I was in 
Mashonaland East. The people 
would come to present on 
Syllabus interpretation, Scheming, 
Methodologies,  
 
This statement suggests that new 

teachers do not get training or 

induction as soon as they join the 

District, as purported by the DSI 2.  

Commented [HM4]: Time for training 

was very short. most teachers talk of a 

three-day workshop. 

  <Internals\\Interviews\\TRD1> - § 1 reference 
coded [4.70% Coverage] 
 
Reference 1 - 4.70% Coverage 
 
Inservice training in syllabus interpretation and 
do lesson demonstration on how to teach the 
subjects, the learning areas and how to 
improvise the materials to be used. 
 
This teacher seems to have covered a lot during in 

service training. 



 

were trained. Whenever we have new 
teachers, we ensure that they are 
inducted in how to use the updated 
curriculum. 
 
 
Although some workshops were mounted, 

some teachers still feel that the induction 

trainings were not effective, since they were 

trained for only three days. They need more 

time to grasp the new learning areas. 

New teachers are continually inducted on 

how to use the updated curriculum. The 

District Office encourages schools to make 

training and induction an ongoing exercise. 

However, this may not be very effective 

since the facilitators may be less 

knowledgeable on the new learning areas. 

52: Insufficient training 

 <Internals\\Interviews\\TRA1> - § 
1 reference coded [2.02% 
Coverage] 
 
Reference 1 - 2.02% Coverage 
 
The time was not enough, and the 
facilitators said that they had also 
trained at higher level. 
 
<Internals\\Interviews\\TRA2> - § 
1 reference coded [9.71% 
Coverage] 
 
Reference 1 - 9.71% Coverage 
 
Hah! Of course, I have attended   
but there was not enough time to 
grasp this new curriculum for 
example our facilitators attended a 
workshop for 2 weeks, but they 
came here and taught us for 3 
days. So, the time was not 
enough. I think at this school 
everyone who was here attended 
the workshop. 
Please explain further on this 
issue. 
I think there should be more in-
service training and also staff 
development workshops in 
schools.  
 
 
This statement suggests that new 

teachers do not get training or 

induction as soon as they join the 

District, as purported by the DSI 2.  

Commented [HM4]: Time for training 

was very short. most teachers talk of a 

three-day workshop. 

TRA 2 complained about the time for 

the workshop which was too short 

(3days compared to two weeks) spent 

by the facilitators.  

Commented [HM6]: Teachers believe 

that there should be more in-service 

training and staff development 

workshops. 

This statement suggests that new teachers do 

not get training or induction as soon as they 

join the District, as purported by the DSI 2.  

Commented [HM4]: Time for training was 

very short. most teachers talk of a three-day 

workshop. 

TRA 2 complained about the time for the 

workshop which was too short (3days 

compared to two weeks) spent by the 

facilitators.  

Commented [HM6]: Teachers believe that 

there should be more in-service training and 

staff development workshops. 

 

<Internals\\Interviews\\TRC2> - § 1 
reference coded [9.10% Coverage] 
 
Reference 1 - 9.10% Coverage 
 
I have attended at District level, cluster, 
area and school development workshop 
at school level.  
 
Please explain further on this issue. 
Partly they were effective, but the time 
was not enough. They trained us only 
for 3 days. This new curriculum has 
more work and more changes, and this 
needs much time for us to understand. 
 
Development workshops were done at 

different levels as well as at school level.  

Commented [HM11]: Teacher has attended 

the workshop at school, but these are the 

workshops which teachers are complaining 

about  

Commented [HM12]: The in-service 

trainings were not effective. the facilitators/ 

trainers lacked knowledge about the 

updated curriculum  

Commented [HM14]: Teacher raises a 

sentiment of the duration of training. It was 

too short, only 3 days. More time should be 

set for teachers to understand 

implementation of the updated ECD 

curriculum 

<Internals\\Interviews\\TRD2> - § 1 reference 
coded [8.74% Coverage] 
 
Reference 1 - 8.74% Coverage 
 
Yes. This was partially done. We were taught 
how to scheme and plan. But the real fact is that 
we did not do the practical exercises which can 
help us to understand better. 
 
Please explain further on this issue. 
This should be done practically. We are 
teaching each other in our classes. We need 
practical in-service training so that as teachers 
we grasp the skills practically. 
 
 
Although in service training was done, the teacher 

stresses the need for practical exercises, to help them 

in the actual implementation of the updated ECD 

curriculum.  

Commented [HM18]: This particular teacher 

emphasized the need for practical in-service training. 

Class observation also cemented this because the 

majority of ECD teachers lacked the practical know-

how, during lesson delivery. 



 

53: Staff development 
workshops 

<Internals\\Interviews\\DSI2> - § 1 
reference coded [6.11% Coverage] 
 
Reference 1 - 6.11% Coverage 
 
Staff development workshops are 
encouraged at District level, cluster and 
school level. Sharing experiences, 
ideas and success stories helps 
teachers to take the new curriculum on 
board. We urge schools to make 
training and induction an ongoing 
program. 
 
 
New teachers are continually inducted on 

how to use the updated curriculum. The 

District Office encourages schools to make 

training and induction an ongoing exercise. 

However, this may not be very effective 

since the facilitators may be less 

knowledgeable on the new learning areas. 

    

54: Workload 

<Internals\\Interviews\\DSI2> - § 1 
reference coded [1.71% Coverage] 
 
Reference 1 - 1.71% Coverage 
 
Workload is a challenge to the 
teachers. Our schools have two 
sessions. 

    

55: 2 Experiential successes and failures in implementation 

56: Duties of school heads 

57: Demonstration 

   <Internals\\Interviews\\TICC> - § 1 
reference coded [1.95% Coverage] 
 
Reference 1 - 1.95% Coverage 
 
Demonstration lessons and making 
sure the resources needed in the 
department are available. 

 

58: staff development 
programmes 

 <Internals\\Interviews\\TICA> - § 1 
reference coded [4.53% 
Coverage] 
 
Reference 1 - 4.53% Coverage 
 
First of all I will make sure that all 
our teachers have gone for 
workshops to learn about the 
updated new curriculum. If they 
have not, then I will advise my 
Head so that they will have some 
workshops on the new updated 
curriculum. 

<Internals\\Interviews\\TICB> - § 1 
reference coded [1.23% Coverage] 
 
Reference 1 - 1.23% Coverage 
 
To organise staff development for 
workshops. 

 <Internals\\Interviews\\HEADD> - § 1 reference 
coded [0.76% Coverage] 
 
Reference 1 - 0.76% Coverage 
 
staff development programmes 

59: Supervising 
teacher’s professional 
work 

 <Internals\\Interviews\\TICA> - § 1 
reference coded [2.61% 
Coverage] 
 
Reference 1 - 2.61% Coverage 
 
My duties as the TIC are to 
monitor and to make sure that it is 
implemented, and all the learning 
areas are being taught to learners.  

<Internals\\Interviews\\TICB> - § 2 
references coded [3.25% Coverage] 
 
Reference 1 - 1.64% Coverage 
 
To make sure teachers are provided with 
teaching materials.  
 
Reference 2 - 1.61% Coverage 
 
Monitoring and Supervising teachers on 
a day-to-day basis.  

<Internals\\Interviews\\TICC> - § 1 
reference coded [1.44% Coverage] 
 
Reference 1 - 1.44% Coverage 
 
Supervising teachers through class 
visits and lesson observations. 

<Internals\\Interviews\\HEADD> - § 2 references 
coded [2.32% Coverage] 
 
Reference 1 - 1.08% Coverage 
 
Supervising teacher’s professional work 
 
Reference 2 - 1.24% Coverage 
 
Monitoring their attendance and punctuality,   



 

60: Knowledge of subjects 

61: Challenges with 
ICT 

 <Internals\\Interviews\\TRA2> - § 
1 reference coded [3.00% 
Coverage] 
 
Reference 1 - 3.00% Coverage 
 
Ah!  We have challenges in some 
of the subjects like ICT. I do not 
have enough idea of in teaching 
ICT but some of them they are 
okay.  
 
has challenges in teaching ICT but she 

said that some subjects are okay. 

<Internals\\Interviews\\TRB2> - § 1 
reference coded [2.48% Coverage] 
 
Reference 1 - 2.48% Coverage 
 
Most schools have problems of 
resources. I have problems with ICT 
because of lack of ICT tools. 
 
The teacher said that he has problems with 

ICT due to shortage of ICT resources 

<Internals\\Interviews\\TICC> - § 1 
reference coded [0.81% Coverage] 
 
Reference 1 - 0.81% Coverage 
 
We also have few TVs, few computers, 

 

62: Knowledge from 
subject workshops 

 <Internals\\Interviews\\TICA> - § 1 
reference coded [3.37% 
Coverage] 
 
Reference 1 - 3.37% Coverage 
 
All the staff members are now all 
well versed in the curriculum 
expect the grade 7 teachers but as 
for ECD to grade 6, they have 
started using the updated 
curriculum.    

<Internals\\Interviews\\TICB> - § 2 
references coded [6.49% Coverage] 
 
Reference 1 - 4.85% Coverage 
 
Has partly succeeded in that the teachers 
got syllabi to go with the curriculum, so 
teachers are aware of the content to be 
taught. Staff development on Syllabus 
Interpretation.  
 
Reference 2 - 1.64% Coverage 
 
Teachers have managed to attend staff 
development workshops. 

<Internals\\Interviews\\TICC> - § 2 
references coded [2.92% Coverage] 
 
Reference 1 - 2.14% Coverage 
 
The facilitators have resources like 
syllabuses- All teachers have all 
syllabuses for all subjects.  
 
Reference 2 - 0.77% Coverage 
 
We have staff development workshops. 
 
<Internals\\Interviews\\TRC1> - § 1 
reference coded [1.45% Coverage] 
 
Reference 1 - 1.45% Coverage 
 
Yes. I have knowledge from workshops 
in schools. 
 
<Internals\\Interviews\\TRC2> - § 1 
reference coded [3.33% Coverage] 
 
Reference 1 - 3.33% Coverage 
 
Yes. But we need more workshops. At 
times we find resource persons to 
assist or you just research or ask other 
teachers. 

<Internals\\Interviews\\HEADD> - § 1 reference 
coded [5.46% Coverage] 
 
Reference 1 - 5.46% Coverage 
 
We have managed to train the staff on how to 
use the updated ECD curriculum. The 
workshops started at District level and when 
these teachers came back, they cascaded to 
the other teachers at the school. 

63: Lack of expertise 
in specialist subjects 

<Internals\\Interviews\\DSI1> - § 1 
reference coded [7.15% Coverage] 
 
Reference 1 - 7.15% Coverage 
 
Limitations in skills of the teachers, 
changing from academic to 
competence based. Mass Display is a 
specialist subject but most of our 
teachers do not have skills in the 
subjects There is need for specialist 
teachers. Although some specialist 
teachers, they are not enough. Some 
teachers do not have the requisite 
skills.  

<Internals\\Interviews\\TICA> - § 1 
reference coded [5.24% 
Coverage] 
 
Reference 1 - 5.24% Coverage 
 
We have some learning areas like 
VPA, the facilitators are finding it 
difficult because we have hot 
seating. Subjects like PE and 
Mass Display are not being 
implemented fully because there is 
a shortage of grounds for children 
to do the activities at one go.   

<Internals\\Interviews\\TRB1> - § 1 
reference coded [3.69% Coverage] 
 
Reference 1 - 3.69% Coverage 
 
Ah no. There is this subject PE and 
Music, I think it needs specialists who 
can assist, who have more knowledge of 
PE and Music. 
 
<Internals\\Interviews\\TRB2> - § 1 
reference coded [2.14% Coverage] 
 
Reference 1 - 2.14% Coverage 
 
Mass Display is mostly like an outdoor 
subject, like PE. VPA is like Art and PE.  

<Internals\\Interviews\\TRC2> - § 1 
reference coded [3.22% Coverage] 
 
Reference 1 - 3.22% Coverage 
 
VPA, Mass displays and Guidance and 
Counselling area bit tough to teach 
since we were not trained in them at 
college 
 
said that the subjects they did not learn at 

college were difficult to teach. 

<Internals\\Interviews\\TRD1> - § 1 reference 
coded [3.34% Coverage] 
 
Reference 1 - 3.34% Coverage 
 
Not knowledgeable in subjects like Mass 
Displays and PE. Some of the topics I can 
tackle but some are a bit challenging. 
 
<Internals\\Interviews\\TRD2> - § 1 reference 
coded  [3.83% Coverage] 
 
Reference 1 - 3.83% Coverage 
 
Especially subjects which need specialisation 
like Music and drama which falls under VPA 
become very challenging because at times we 
don’t have the instruments to use. 
 
 
TRD 1 indicated that she was not knowledgeable in 

all subjects  



 

Commented [HM13]: Has difficulties in teaching 

Mass Displays and PE 

TRD 2 said that she is not knowledgeable in all the 

subjects  

Commented [HM15]: Subjects which need 

specialization like Music, and VPA are difficult since 

at times there are no instrument 

64: Risk of 
generalisation from 
past experience 

 <Internals\\Interviews\\TRA1> - § 
1 reference coded [6.32% 
Coverage] 
 
Reference 1 - 6.32% Coverage 
 
Yes, I am.  What about the new 
subjects which were not taught at 
College? 
If not, please explain which ones 
are difficult for you. 
Some of the subjects added like 
VPA and Mass Displays came 
from PE and Heritage and Family 
Studies came from Social Studies, 
so they are not difficult to teach. 
 
<Internals\\Interviews\\TRA2> - § 
1 reference coded [3.69% 
Coverage] 
 
Reference 1 - 3.69% Coverage 
 
Ah! (Mass Display, PE) they are 
not that tough because like PE 
and Mass Displays is a 
combination of PE and Art of 
which I did it at college so it is not 
that tough.   

<Internals\\Interviews\\TRB1> - § 1 
reference coded [6.83% Coverage] 
 
Reference 1 - 6.83% Coverage 
 
The other ones are not difficult to teach. I 
think like Mass Displays and VPA and 
Heritage Studies is Social Studies like 
what happens in our Social life. ICT. like 
in my case, I have a certificate in ICT, so 
it is not difficult to me. 

  

65: Methods of teaching 

66: Demonstration 

 <Internals\\Interviews\\TRA2> - § 
1 reference coded [0.29% 
Coverage] 
 
Reference 1 - 0.29% Coverage 
 
demonstration 

<Internals\\Interviews\\TRB2> - § 1 
reference coded [0.34% Coverage] 
 
Reference 1 - 0.34% Coverage 
 
Demonstration 

<Internals\\Interviews\\TRC1> - § 1 
reference coded [0.48% Coverage] 
 
Reference 1 - 0.48% Coverage 
 
Demonstration. 
 
<Internals\\Interviews\\TRC2> - § 1 
reference coded [0.36% Coverage] 
 
Reference 1 - 0.36% Coverage 
 
demonstration 

<Internals\\Interviews\\TRD1> - § 1 reference 
coded [0.36% Coverage] 
 
Reference 1 - 0.36% Coverage 
 
Demonstration 
 
<Internals\\Interviews\\TRD2> - § 1 reference 
coded [0.30% Coverage] 
 
Reference 1 - 0.30% Coverage 
 
demonstration 

67: Discovery 

 <Internals\\Interviews\\TRA2> - § 
1 reference coded [0.20% 
Coverage] 
 
Reference 1 - 0.20% Coverage 
 
discovery 

<Internals\\Interviews\\TRB2> - § 1 
reference coded [0.23% Coverage] 
 
Reference 1 - 0.23% Coverage 
 
discovery 

<Internals\\Interviews\\TRC1> - § 1 
reference coded [0.27% Coverage] 
 
Reference 1 - 0.27% Coverage 
 
Discovery 
 
<Internals\\Interviews\\TRC2> - § 1 
reference coded [0.25% Coverage] 
 
Reference 1 - 0.25% Coverage 
 
Discovery 

 

68: Discussions 

  <Internals\\Interviews\\TRB1> - § 1 
reference coded [0.31% Coverage] 
 
Reference 1 - 0.31% Coverage 

  



 

 
discussions 

69: Dramatizing 

 <Internals\\Interviews\\TRA1> - § 
1 reference coded [0.24% 
Coverage] 
 
Reference 1 - 0.24% Coverage 
 
Dramatizing 

<Internals\\Interviews\\TRB1> - § 1 
reference coded [0.37% Coverage] 
 
Reference 1 - 0.37% Coverage 
 
Dramatisation 
 
<Internals\\Interviews\\TRB2> - § 1 
reference coded [0.34% Coverage] 
 
Reference 1 - 0.34% Coverage 
 
Dramatization 

<Internals\\Interviews\\TRC1> - § 1 
reference coded [0.48% Coverage] 
 
Reference 1 - 0.48% Coverage 
 
Demonstration. 

<Internals\\Interviews\\TRD1> - § 1 reference 
coded [0.33% Coverage] 
 
Reference 1 - 0.33% Coverage 
 
dramatizing. 

70: Excursions 

 <Internals\\Interviews\\TRA2> - § 
1 reference coded [0.22% 
Coverage] 
 
Reference 1 - 0.22% Coverage 
 
excursions 

   

71: Experimentation 

  <Internals\\Interviews\\TRB1> - § 1 
reference coded [0.43% Coverage] 
 
Reference 1 - 0.43% Coverage 
 
experimentation 

 <Internals\\Interviews\\TRD1> - § 1 reference 
coded [0.42% Coverage] 
 
Reference 1 - 0.42% Coverage 
 
experimentation 

72: Field trips 

 <Internals\\Interviews\\TRA2> - § 
1 reference coded [0.24% 
Coverage] 
 
Reference 1 - 0.24% Coverage 
 
field trips 

 <Internals\\Interviews\\TRC1> - § 1 
reference coded [0.33% Coverage] 
 
Reference 1 - 0.33% Coverage 
 
Nature walk 
 
<Internals\\Interviews\\TRC2> - § 1 
reference coded [0.92% Coverage] 
 
Reference 1 - 0.92% Coverage 
 
nature walk and educational tours 

 

73: Group work 

 <Internals\\Interviews\\TRA1> - § 
1 reference coded [0.22% 
Coverage] 
 
Reference 1 - 0.22% Coverage 
 
group work 
 
<Internals\\Interviews\\TRA2> - § 
1 reference coded [0.22% 
Coverage] 
 
Reference 1 - 0.22% Coverage 
 
group work 

  <Internals\\Interviews\\TRD2> - § 1 reference 
coded [0.23% Coverage] 
 
Reference 1 - 0.23% Coverage 
 
group work 

74: Hands on 
approach 

  <Internals\\Interviews\\TRB1> - § 1 
reference coded [0.49% Coverage] 
 
Reference 1 - 0.49% Coverage 
 
Hands on approach 

  



 

75: Poems 

 <Internals\\Interviews\\TRA2> - § 
1 reference coded [0.11% 
Coverage] 
 
Reference 1 - 0.11% Coverage 
 
poems 

   

76: Question and 
answer 

 <Internals\\Interviews\\TRA1> - § 
1 reference coded [0.41% 
Coverage] 
 
Reference 1 - 0.41% Coverage 
 
question and answer 
 
<Internals\\Interviews\\TRA2> - § 
1 reference coded [0.42% 
Coverage] 
 
Reference 1 - 0.42% Coverage 
 
question and answer 

 <Internals\\Interviews\\TRC1> - § 1 
reference coded [0.57% Coverage] 
 
Reference 1 - 0.57% Coverage 
 
Question and answer 
 
<Internals\\Interviews\\TRC2> - § 1 
reference coded [0.56% Coverage] 
 
Reference 1 - 0.56% Coverage 
 
question and answer  

 

77: Role playing 

  <Internals\\Interviews\\TRB1> - § 1 
reference coded [0.34% Coverage] 
 
Reference 1 - 0.34% Coverage 
 
role playing 
 
<Internals\\Interviews\\TRB2> - § 1 
reference coded [0.31% Coverage] 
 
Reference 1 - 0.31% Coverage 
 
role playing 

<Internals\\Interviews\\TRC1> - § 1 
reference coded [0.36% Coverage] 
 
Reference 1 - 0.36% Coverage 
 
Role playing 
 
<Internals\\Interviews\\TRC2> - § 1 
reference coded [0.33% Coverage] 
 
Reference 1 - 0.33% Coverage 
 
Role playing 

<Internals\\Interviews\\TRD1> - § 2 references 
coded [1.00% Coverage] 
 
Reference 1 - 0.67% Coverage 
 
imitation, simulation, 
 
Reference 2 - 0.33% Coverage 
 
role playing 

78: Songs and rhymes 

 <Internals\\Interviews\\TRA2> - § 
1 reference coded [0.35% 
Coverage] 
 
Reference 1 - 0.35% Coverage 
 
songs and rhymes 

   

79: Story telling 

 <Internals\\Interviews\\TRA2> - § 
1 reference coded [0.29% 
Coverage] 
 
Reference 1 - 0.29% Coverage 
 
story telling 

   

80: More focus on ICT 

    <Internals\\Interviews\\HEADD> - § 1 reference 
coded [6.40% Coverage] 
 
Reference 1 - 6.40% Coverage 
 
We managed to have a computer lab. We have 
managed to train the staff on how to use the 
updated ECD curriculum. The workshops 
started at District level and when these teachers 
came back, they cascaded to the other teachers 
at the school. 

81: Motivation      



 

82: Incapacitation 
induced demotivation 

  <Internals\\Interviews\\TRB2> - § 1 
reference coded [1.46% Coverage] 
 
Reference 1 - 1.46% Coverage 
 
I lack knowledge in implementing the 
updated curriculum. 

 <Internals\\Interviews\\TRD2> - § 1 reference 
coded [1.90% Coverage] 
 
Reference 1 - 1.90% Coverage 
 
The content is too much for the age group. 
Children should have some time to play.  
 
 
 
 
Teacher is not motivated at all. At times, the office is 

not supportive when she asks for learning materials, 

she is just told that there is nothing. This negatively 

affects her work. The content is also too much for the 

age group and children are deprived of time to play. 

83: Incentivised 
motivation 

 <Internals\\Interviews\\TRA1> - § 
1 reference coded [0.98% 
Coverage] 
 
Reference 1 - 0.98% Coverage 
 
The response of the parents can 
motivate you. 
 
 
TRA1 is not motivated at all because 

of lack of resources. She said that the 

parents' response could also motivate 

them. 

   

84: Intrinsic motivation 
and altruism 

    <Internals\\Interviews\\TRD1> - § 1 reference 
coded [4.31% Coverage] 
 
Reference 1 - 4.31% Coverage 
 
No external motivation. Just self-motivation and 
just teach children since they are innocent. If we 
get resources, we can be motivated and be 
ready to work. 

85: Red tape 

   <Internals\\Interviews\\TRC2> - § 1 
reference coded [3.75% Coverage] 
 
Reference 1 - 3.75% Coverage 
 
Honestly, we are not motivated at all.  
There is a lot of paperwork. We do not 
have enough classrooms and 
resources, infrastructure. 

 

86: Resource induced 
demotivation 

 <Internals\\Interviews\\TRA1> - § 
1 reference coded [1.06% 
Coverage] 
 
Reference 1 - 1.06% Coverage 
 
I am not motivated because of 
lack of resources. 
 
<Internals\\Interviews\\TRA2> - § 
1 reference coded [4.50% 
Coverage] 
 
Reference 1 - 4.50% Coverage 
 
There is no motivation at all there 
is no motivation. We do not have 
textbooks we are lacking 
resources. We are working with 

<Internals\\Interviews\\TRB1> - § 1 
reference coded [1.83% Coverage] 
 
Reference 1 - 1.83% Coverage 
 
Not very much because of lack of 
resources and lack of support. 
 
<Internals\\Interviews\\TRB2> - § 1 
reference coded [1.64% Coverage] 
 
Reference 1 - 1.64% Coverage 
 
I am motivated to a less extent since we 
do not have resources  

<Internals\\Interviews\\TRC1> - § 1 
reference coded [2.33% Coverage] 
 
Reference 1 - 2.33% Coverage 
 
I am not yet motivated because of lack 
of resources and poor infrastructure. 
 
<Internals\\Interviews\\TRC2> - § 1 
reference coded [3.75% Coverage] 
 
Reference 1 - 3.75% Coverage 
 
Honestly, we are not motivated at all.  
There is a lot of paperwork. We do not 
have enough classrooms and 
resources, infrastructure. 

<Internals\\Interviews\\TRD2> - § 1 reference 
coded [4.61% Coverage] 
 
Reference 1 - 4.61% Coverage 
 
Not motivated at all. Sometimes I go to the 
office to ask for materials and I am told there is 
nothing. I become stressed and my work will be 
affected. Financial constraints make my work 
less motivating 
 
 
Teacher is not motivated at all. At times, the office is 

not supportive when she asks for learning materials, 

she is just told that there is nothing. This negatively 

affects her work. The content is also too much for the 

age group and children are deprived of time to play. 



 

the syllabus   and Framework and 
schemes of work only. There is no 
motivation. 
 
 
TRA1 is not motivated at all because 

of lack of resources. She said that the 

parents' response could also motivate 

them. 

TRA 2 is not motivated at all because 

they do not have textbooks and other 

resources to use. She is just using the 

syllabus, schemes of work and 

curriculum framework. 

87: Resource 
constraints 

 <Internals\\Interviews\\TICA> - § 1 
reference coded [5.24% 
Coverage] 
 
Reference 1 - 5.24% Coverage 
 
We have some learning areas like 
VPA, the facilitators are finding it 
difficult because we have hot 
seating. Subjects like PE and 
Mass Display are not being 
implemented fully because there is 
a shortage of grounds for children 
to do the activities at one go.   

<Internals\\Interviews\\TICB> - § 1 
reference coded [1.42% Coverage] 
 
Reference 1 - 1.42% Coverage 
 
The school has failed on the provision of 
resources. 

<Internals\\Interviews\\TICC> - § 1 
reference coded [3.09% Coverage] 
 
Reference 1 - 3.09% Coverage 
 
We lack resources e.g workbooks. 
Materials for ECD are very expensive. 
We still have a long way to go to make 
sure the foundation is well laid. 

 

88: Teaching Skills 

89: Class 
management 

     

90: Conclusion      

91: Overall comments 

     

92: Lesson Plans 

     

93: Activities related to 
content 

     

94: Clearly stated 
intended learning 
outcomes 

     

95: Teacher-pupil, 
pupil-pupil, pupil-
teacher interactions 

     

96: Methodology 

     

97: Appropriate 
teaching and learning 
methods 

     

98: Competence 
based approaches 

     

99: Schemes of work 

     

100: Adequacy of 
content 

     

101: Appropriateness 
of activities 

     

102: Relevance of 
methodology 

     

103: Teaching      



 

104: Appropriate 
sequencing of lesson 

     

105: Inclusion of 
cross-cutting themes 

     

106: Language use 

     

107: Lesson 
introduction 

     

108: 3 Appropriateness of implementation of the updated curriculum 

109: Competence 
based 

 <Internals\\Interviews\\TICA> - § 1 
reference coded [4.37% 
Coverage] 
 
Reference 1 - 4.37% Coverage 
 
We can say its 50- 50. It is 
appropriate because the school 
has started looking for resources 
and they are using these 
resources.  The learning areas are 
appropriate at ECD level. Now 
some of the subjects have been 
combined. 
 
 
The school has got some resources 

and pupils are using them. According 

to TIC A the learning areas are 

appropriate. It becomes inappropriate 

in that the learning materials needed 

are too many. 

<Internals\\Interviews\\TICB> - § 1 
reference coded [3.27% Coverage] 
 
Reference 1 - 3.27% Coverage 
 
It is appropriate in that it equips children 
with life skills. However, it came at a time 
when schools were ill prepared. 
 
 
It is appropriate because it equips pupils with 

life skills. It is inappropriate because schools 

were not prepared when it was introduced in 

schools. Some teachers feel that the work is 

too much, but others are enjoying the 

practical nature of the updated ECD 

curriculum. 

<Internals\\Interviews\\TICC> - § 1 
reference coded [4.07% Coverage] 
 
Reference 1 - 4.07% Coverage 
 
The Updated curriculum is very 
applicable because once a learner has 
acquired the skills and that skill has 
been developed and nurtured that will 
help them in future, to be self-
employed. 
 
TIC C reiterated that the updated 

curriculum is very applicable since once 

learners acquire the skills, they will be able 

to use these skills in future. He spoke of the 

appropriateness of it, but how applicable is 

it on implementation.  

<Internals\\Interviews\\HEADD> - § 1 reference 
coded [1.78% Coverage] 
 
Reference 1 - 1.78% Coverage 
 
It is appropriate since it is not only focusing on 
the academic.  
 
 
The fact that the updated ECD curriculum is no 

longer academic oriented only. But competence 

based, makes it appropriate. It is inappropriate 

because schools do not have some of the facilities 

required by the updated ECD curriculum e.g 

Swimming pools. The Government should provide 

funds for schools to carry out some fund-raising 

projects which will help them to sustain themselves. 

110: hurriedly 
introduced 

   <Internals\\Interviews\\TICC> - § 1 
reference coded [10.68% Coverage] 
 
Reference 1 - 10.68% Coverage 
 
Very appropriate but hurriedly 
introduced. Too many shortcuts. Every 
child can be nurtured in their talents. in 
our country there are no jobs, so this 
curriculum will help children to get skills 
which will help them to sustain 
themselves in future. 
I do not know where they did their 
research before introducing the 
curriculum. Some materials are too 
advanced for the children e.g States of 
water, at grade one or 2 level. The 
content should be from the context so 
that children understand better. 
 
 
The updated ECD curriculum is very 

appropriate but no groundwork was done 

before it was introduced, it is inappropriate 

because some of the content is too 

advanced for the children. No resource 

materials, no infrastructure 

 



 

111: 4 Applicability of implementation of the updated curriculum 

112: Lack of qualified 
supervision 

   <Internals\\Interviews\\TICC> - § 1 
reference coded [8.70% Coverage] 
 
Reference 1 - 8.70% Coverage 
 
ECD trainer post at District level has 
been Frozen. So, there is no longer 
people appropriately qualified to 
supervise the ECD departments in 
schools. When external inspectors 
come for class visits, they have no 
interest in Supervising the ECD 
classes. For the past 2 to 3 visits, the 
ECD teachers have not been 
supervised. Maybe it is because of their 
attitude and some lack of knowledge in 
that area 

 

113: Lack of resources 

 <Internals\\Interviews\\TICA> - § 2 
references coded [3.63% 
Coverage] 
 
Reference 1 - 2.30% Coverage 
 
It can be applicable if all the 
required resources are found in 
the school.   We do not have 
enough resources to use. 
 
Reference 2 - 1.33% Coverage 
 
The inappropriate part is that it 
needs too many learning 
materials. 
 
 
TIC A said that the applicability of 

the curriculum is dependent on the 

availability of resources in the school. 

Currently, they do not have enough 

resources. 

The school has got some resources 

and pupils are using them. According 

to TIC A the learning areas are 

appropriate. It becomes inappropriate 

in that the learning materials needed 

are too many. 

<Internals\\Interviews\\TICB> - § 1 
reference coded [7.31% Coverage] 
 
Reference 1 - 7.31% Coverage 
 
It is very difficult for the schools to carry 
out the curriculum because of lack of 
money. Now two years still renovating 
the computer lab because of lack of 
money. 
There are two teachers for ICT but there 
is one lab which is not functional. It is still 
be renovated. 
 
The hindrance of effective curriculum 

implementation is due to lack of money to 

pay for the requirements of the Updated ECD 

curriculum. She highlighted that the school 

had two ICT teachers, but the Lab was not 

functional. 

 <Internals\\Interviews\\HEADD> - § 1 reference 
coded [6.81% Coverage] 
 
Reference 1 - 6.81% Coverage 
 
Inappropriate in subjects like P.E where children 
should attain aqua skills. Our schools do not 
have that capacity, we do not have swimming 
pools. The government should avail funds for 
schools to start projects so that schools can 
sustain themselves  

114: Locally available 
resources 

    <Internals\\Interviews\\HEADD> - § 1 reference 
coded [2.97% Coverage] 
 
Reference 1 - 2.97% Coverage 
 
It is applicable in our environment because the 
child will use the available resources to improve 
the society. 



 

115: Mixed attitudes 
among teachers 

  <Internals\\Interviews\\TICB> - § 1 
reference coded [4.96% Coverage] 
 
Reference 1 - 4.96% Coverage 
 
Mixed attitudes. Some teachers have 
negative attitudes because there is too 
much work. On the practical side 
teachers are happy because they want 
practical things with less writing.  

  

116: 5 Appraisal of the updated ECD curriculum 

117: Advantages 

118: Competence and 
Child centred 

<Internals\\Interviews\\DSI1> - § 1 
reference coded [10.85% Coverage] 
 
Reference 1 - 10.85% Coverage 
 
This particular new curriculum ‘s thrust 
is on identifying each individual child’s 
needs and expectations. It takes 
cognisance of different intelligences 
which children are endowed with. 
A dropout at Grade 7 should have 
acquired some survival skills which help 
him/her to make a living out of the skills 
learnt so far. The curriculum looks at 
individual differences in line with 
Howard Gardner’s theory of MI. There 
is a strong linkage between the theory 
and children’s individual differences. 

<Internals\\Interviews\\TICA> - § 1 
reference coded [5.79% 
Coverage] 
 
Reference 1 - 5.79% Coverage 
 
The advantages are that the 
learners are the learners are 
equipped with many skills.  It is 
child centred    There is too much 
learner involvement, too much 
than we used to do in the past.   
There is too much interaction 
between learners and other 
learners. So many skills are being 
developed. 
 
<Internals\\Interviews\\TRA1> - § 
1 reference coded [4.67% 
Coverage] 
 
Reference 1 - 4.67% Coverage 
 
It brings out talents. The 
curriculum has enough learning 
areas for children to showcase 
their talents. The new curriculum 
is now testing Music, Mass 
Displays VPA so teachers will take 
all learning areas seriously. 
 
<Internals\\Interviews\\TRA2> - § 
1 reference coded [4.72% 
Coverage] 
 
Reference 1 - 4.72% Coverage 
 
The advantage is that this 
curriculum accommodates every 
child. One child may be good in 
one subject and not the other. 
Some children can earn a living by 
singing, through molding, so it 
accommodates every child. 
 
 
TIC A said the learners are equipped 

with skills since the curriculum is 

competence based and child centred. 

However, this is the ideal situation 

but, on the ground, the schools were 

not prepared. Resources are scarce 

and this in negatively affecting 

 <Internals\\Interviews\\TICC> - § 1 
reference coded [4.57% Coverage] 
 
Reference 1 - 4.57% Coverage 
 
The learner can have skills identified in 
the learner at an early stage. Now we 
can identify the talents and skills in the 
learners unlike what used to happen in 
the old curriculum which focused on the 
academic. 

<Internals\\Interviews\\HEADD> - § 1 reference 
coded [6.57% Coverage] 
 
Reference 1 - 6.57% Coverage 
 
The teachers are now facilitators. Pupils are 
supposed to engage in hands on activities. 
Preparing them to be entrepreneurs. It caters for 
individual differences. Each child has a talent 
hence these talents need to be identified and 
nurtured. 
 
 
The updated curriculum is skills oriented and caters 

for individual differences. It also takes cognisence of 

pupils' talents in various learning areas, which the 

facilitators should tap into and nurture. 



 

curriculum implementation. ECD to 

grade 3 pupils do not do ICT 

practicals. Grades 4 to 7 do ICT 

practicals. However, there is only one 

ICT teacher for all the junior classes. 

TR A1 said that the updated 

curriculum brings out children's 

talents since children can showcase 

their talents in the different learning 

areas. The disadvantages/ limitations 

are that the content is too much and 

there is a lot of repetition of topic in 

different subjects. it was interesting to 

note that the teacher brought out that 

scheming can be done meaningfully 

but actual teaching can be 

problematic., when emphasis is put on 

one subject at the expense of the other 

subject. 

The curriculum caters for individual 

differences and it accommodates 

every child's talents. So, teachers 

should nurture these talents in 

children. However, the disadvantages 

are that the time is not enough for 

children to do all work expected to be 

done, on a daily basis. The timetable 

has no time for play. Teachers also 

lack knowledge of some topics like 

Theatre in VPA, 

119: good health 

   <Internals\\Interviews\\TRC2> - § 1 
reference coded [1.00% Coverage] 
 
Reference 1 - 1.00% Coverage 
 
It promotes good health through PE.  
 
 
Children's health is promoted through 

subjects like PE. The teacher said that 

children are exposed to modern technology 

through the use of technology. However, 

not much is being done in ICT due to lack 

of ICT gadgets, ZESA and also lack of 

knowledge on the part of teachers. 

Furthermore, parents cannot afford the 

requirements of the updated ECD 

curriculum. 

 

120: moving with the 
times 

  <Internals\\Interviews\\TICB> - § 1 
reference coded [5.34% Coverage] 
 
Reference 1 - 5.34% Coverage 
 
helps learners to acquire skills. It is 
moving with the times. The updated 
curriculum emphasises on hands on 
approach. It is moving with the times in 
ICT, technology, learners are not left 
behind. 
 
The updated curriculum helps in skills 

acquisition. It emphasizes on the hands-on 

approach and it is moving with the times. The 

same sentiment has been raised by DSI 2 that 

the curriculum is moving with the times. On 

the limitations, the work is too much for ECD 

pupils to do in one day. 20 minutes per lesson 

<Internals\\Interviews\\TRC2> - § 1 
reference coded [1.39% Coverage] 
 
Reference 1 - 1.39% Coverage 
 
Learners are exposed to modern world 
through ITC.  
 
 
Children's health is promoted through 

subjects like PE. The teacher said that 

children are exposed to modern technology 

through the use of technology. However, 

not much is being done in ICT due to lack 

of ICT gadgets, ZESA  and also lack of 

knowledge on the part of teachers. 

Furthermore, parents cannot afford the 

requirements of the updated ECD 

curriculum. 

 



 

is not enough for the children to grasp the 

concepts. There are no materials required by 

the updated ECD curriculum. This negatively 

affects curriculum implementation 

121: Skills based 

<Internals\\Interviews\\DSI1> - § 2 
references coded [11.73% Coverage] 
 
Reference 1 - 6.25% Coverage 
 
The thrust of the old curriculum was on 
academic education. This new one is 
hands on; it is skills oriented.  It aims to 
produce a well-rounded individual, who 
is fully equipped when they leave 
school, even after Grade 7. There is a 
big difference between the old and new 
curriculum. 
 
Reference 2 - 5.48% Coverage 
 
We can take them as challenges. 
Teachers have to undergo some 
updated sessions of training. Some 
schools cannot buy the required 
materials and gadgets to be used in the 
Implementation of the updated 
curriculum. This is due to financial 
constraints. 
 
<Internals\\Interviews\\DSI2> - § 2 
references coded [8.52% Coverage] 
 
Reference 1 - 3.54% Coverage 
 
This updated curriculum matches the 
21st century. It looks at the child 
holistically. Learners learn by doing 
while the teacher is the facilitator. 
 
Reference 2 - 4.98% Coverage 
 
We expect these learners to come up 
with these critical skills. Coming up with 
children who are creative and come up 
with some models even at ECD level. 
Give children room and time to display 
their talents  
 
 
The DSI 1 pointed out that the old 

curriculum was academic oriented whilst 

the updated one is skills oriented. However, 

these skills are not fully developed due to 

shortage of resources. He also lamented on 

the unavailability of required materials as 

well as the need for teachers to undergo 

some training, to implement the updated 

ECD curriculum. The Government has 

shifted the burden of providing resources to 

the schools and parents hence different 

levies are being charged by the schools. 

The updated curriculum is hands on and it 

matches the 21st century. But the 

implementation is hindered by lack of 

resources. Most schools in EPMAFARA 

district are in disadvantaged areas, most 

parents cannot afford the required resources 

 <Internals\\Interviews\\TICB> - § 1 
reference coded [5.43% Coverage] 
 
Reference 1 - 5.43% Coverage 
 
It helps learners to acquire skills. It is 
moving with the times. The updated 
curriculum emphasises on hands on 
approach. It is moving with the times in 
ICT, technology, learners are not left 
behind. 
 
<Internals\\Interviews\\TRB1> - § 1 
reference coded [6.09% Coverage] 
 
Reference 1 - 6.09% Coverage 
 
There is skills development. like 
agriculture, they can go home and help 
their parents Learners tend to learn that 
the vegetables we eat we grow them 
from the garden.  And also, peas, 
tomatoes. Hands on approach. 
 
<Internals\\Interviews\\TRB2> - § 1 
reference coded [1.51% Coverage] 
 
Reference 1 - 1.51% Coverage 
 
It develops the learner to be skillful in 
whatever he does. 
 
 
The updated curriculum helps in skills 

acquisition. It emphasizes on the hands-on 

approach and it is moving with the times. The 

same sentiment has been raised by DSI 2 that 

the curriculum is moving with the times. On 

the limitations, the work is too much for ECD 

pupils to do in one day. 20 minutes per lesson 

is not enough for the children to grasp the 

concepts. There are no materials required by 

the updated ECD curriculum. This negatively 

affects curriculum implementation 

The updated curriculum focuses on skills 

development. it employs the hands-on 

approach. He gave an example of agriculture, 

where children can do gardening. However, 

agriculture is not done at ECD level. The 

limitations are that the updated curriculum 

timetable has a lot of work which cannot be 

done in one day 

The updated curriculum develops skills in the 

children and it also enhances problem 

solving. The limitations are that there are no 

resources. There is lack of knowledge on the 

part of teachers, on how to teach some of the 

subjects. This calls for more workshops. Play 

is not employed during lessons, so teachers 

are not using the play way method when 

teaching children. 

<Internals\\Interviews\\TRC1> - § 2 
references coded [3.26% Coverage] 
 
Reference 1 - 1.96% Coverage 
 
It empowers learners to be skillful 
through subjects like ICT, VPA 
 
Reference 2 - 1.30% Coverage 
 
It promotes decision making in learners.  
 
It focuses on empowering learners with 

skills. It promotes ubuntu and decision 

making. Limitations are on resources and 

infrastructure which is inadequate for 

learners. the high/ teacher pupil ratio of 

1:50 is incapacitating the teacher since 

he/she cannot give children individual 

attention. 

<Internals\\Interviews\\HEADD> - § 1 reference 
coded [6.57% Coverage] 
 
Reference 1 - 6.57% Coverage 
 
The teachers are now facilitators. Pupils are 
supposed to engage in hands on activities. 
Preparing them to be entrepreneurs. It caters for 
individual differences. Each child has a talent 
hence these talents need to be identified and 
nurtured. 
 
<Internals\\Interviews\\TRD2> - § 1 reference 
coded [4.63% Coverage] 
 
Reference 1 - 4.63% Coverage 
 
The updated curriculum is very good because it 
gives children life skills. They can earn a living 
through agriculture, drama and theatre. They 
can be like Kapfupi and farmers. The content is 
locally. 
 
 
The updated curriculum is skills oriented and caters 

for individual differences. It also takes cognisence of 

pupils' talents in various learning areas, which the 

facilitators should tap into and nurture. 

TRD 2 noted that the content is very good, but it is 

too much. The curriculum is skills oriented and 

children can earn a living through these skills. On 

limitations, the content is too much, and the time 

allocated per day is not enough. 



 

for the pupils. This has a negative effect on 

ECD pupils since most of the lessons are 

taught without the requisite media. 

122: Ubuntu 

   <Internals\\Interviews\\TRC1> - § 1 
reference coded [0.91% Coverage] 
 
Reference 1 - 0.91% Coverage 
 
It promotes Ubuntu in children 
 
<Internals\\Interviews\\TRC2> - § 1 
reference coded [0.56% Coverage] 
 
Reference 1 - 0.56% Coverage 
 
It promotes Ubuntu.  
 
 
This point needs to be supported more.  

It focuses on empowering learners with 

skills. It promotes ubuntu and decision 

making. Limitations are on resources and 

infrastructure which is inadequate for 

learners. the high/ teacher pupil ratio of 

1:50 is incapacitating the teacher since 

he/she cannot give children individual 

attention. 

Children's health is promoted through 

subjects like PE. The teacher said that 

children are exposed to modern technology 

through the use of technology. However, 

not much is being done in ICT due to lack 

of ICT gadgets, ZESA and also lack of 

knowledge on the part of teachers. 

Furthermore, parents cannot afford the 

requirements of the updated ECD 

curriculum. 

<Internals\\Interviews\\TRD1> - § 1 reference 
coded [5.23% Coverage] 
 
Reference 1 - 5.23% Coverage 
 
Because of Unhu/ Ubuntu, learners are starting 
to appreciate each other and respecting each 
other. For example, in Heritage Studies where 
children are learning how to relate with others. 
 
 
Learners appreciate each other because of learning 

Unhu/ Ubuntu in Family and Heritage studies. The 

limitation is that the timetable is congested, and 

children do not have free time to play or learn 

through the play way method. 

123: Limitations 

124: Excessive 
workload for learners 

 <Internals\\Interviews\\TRA1> - § 
1 reference coded [1.02% 
Coverage] 
 
Reference 1 - 1.02% Coverage 
 
There is too much content and 
there is no play. 
 
<Internals\\Interviews\\TRA2> - § 
1 reference coded [2.94% 
Coverage] 
 
Reference 1 - 2.94% Coverage 
 
There is not enough time. The 
timetable is not allocated fairly, the 
number of subjects expected to be 
taught every day are too many. 
 
 
TR A1 said that the updated 

curriculum brings out children's 

talents since children can showcase 

their talents in the different learning 

areas. The disadvantages/ limitations 

are that the content is too much and 

there is a lot of repetition of topic in 

<Internals\\Interviews\\TICB> - § 1 
reference coded [5.56% Coverage] 
 
Reference 1 - 5.56% Coverage 
 
The work is too much. The subjects are 
too many to be done on a daily basis (8 
learning areas). Children cannot grasp all 
the subjects in 20 minutes, the time is 
short for children to grasp the content.  
 
<Internals\\Interviews\\TRB1> - § 1 
reference coded [2.03% Coverage] 
 
Reference 1 - 2.03% Coverage 
 
The curriculum has too much work that 
cannot be covered within a day. 
 
 
The updated curriculum helps in skills 

acquisition. It emphasizes on the hands-on 

approach and it is moving with the times. The 

same sentiment has been raised by DSI 2 that 

the curriculum is moving with the times. On 

the limitations, the work is too much for ECD 

pupils to do in one day. 20 minutes per lesson 

is not enough for the children to grasp the 

 <Internals\\Interviews\\TRD1> - § 1 reference 
coded [0.70% Coverage] 
 
Reference 1 - 0.70% Coverage 
 
The timetable is packed.  
 
<Internals\\Interviews\\TRD2> - § 1 reference 
coded [1.12% Coverage] 
 
Reference 1 - 1.12% Coverage 
 
The content is very good although it is too 
much. 
 
Learners appreciate each other because of learning 

Unhu/ Ubuntu in Family and Heritage studies. The 

limitation is that the timetable is congested, and 

children do not have free time to play or learn 

through the play way method. 

TRD 2 noted that the content is very good, but it is 

too much. The curriculum is skills oriented and 

children can earn a living through these skills. On 

limitations, the content is too much, and the time 

allocated per day is not enough. 



 

different subjects. it was interesting to 

note that the teacher brought out that 

scheming can be done meaningfully 

but actual teaching can be 

problematic., when emphasis is put on 

one subject at the expense of the other 

subject. 

The curriculum caters for individual 

differences and it accommodates 

every child's talents. So, teachers 

should nurture these talents in 

children. However, the disadvantages 

are that the time is not enough for 

children to do all work expected to be 

done, on a daily basis. The timetable 

has no time for play. Teachers also 

lack knowledge of some topics like 

Theatre in VPA, 

concepts. There are no materials required by 

the updated ECD curriculum. This negatively 

affects curriculum implementation 

Is this to the learner or to the teacher? 

The updated curriculum focuses on skills 

development. it employs the hands-on 

approach. He gave an example of agriculture, 

where children can do gardening. However, 

agriculture is not done at ECD level. The 

limitations are that the updated curriculum 

timetable has a lot of work which cannot be 

done in one day 

125: Financial and 
resource constraints 

<Internals\\Interviews\\DSI1> - § 1 
reference coded [17.98% Coverage] 
 
Reference 1 - 17.98% Coverage 
 
We can take them as challenges. 
Teachers have to undergo some 
updated sessions of training. Some 
schools cannot buy the required 
materials and gadgets to be used in the 
Implementation of the updated 
curriculum. This is due to financial 
constraints. Parents to sit down with the 
school SDAs and discuss the 
requirements of the school and agree 
on which classes to buy books for. The 
government cannot buy textbooks for 
the whole country. Hence each school 
has to charge the levies according to 
their needs. Levies vary from one 
school to another. Textbooks and 
learning materials is the responsibility 
of the parents. Government currently is 
facing some financial challenges. The 
burden was put on parents and 
schools. The levies are quite different 
from one school to another, depending 
on the ability of the parents. 
 
 
The DSI 1 pointed out that the old 

curriculum was academic oriented whilst 

the updated one is skills oriented. However, 

these skills are not fully developed due to 

shortage of resources. He also lamented on 

the unavailability of required materials as 

well as the need for teachers to undergo 

some training, to implement the updated 

ECD curriculum. The Government has 

shifted the burden of providing resources to 

the schools and parents hence different 

levies are being charged by the schools. 

<Internals\\Interviews\\TICA> - § 1 
reference coded [9.20% 
Coverage] 
 
Reference 1 - 9.20% Coverage 
 
The disadvantages are that as 
something new most schools were 
not prepared. We do not have 
money to buy the textbooks.  Lack 
of resources is hindering the 
implementation of the curriculum.  
We have one computer lab with 
about 20. We have limited 
resources and one teacher for 
computers. For ECD to grade 3 it 
is only theory there are no 
practicals. Only Grade 4 to7 do 
the practicals. We have 40 classes 
at this school, and these cannot 
be taught by one ICT teacher.  
 
TIC A said the learners are equipped 

with skills since the curriculum is 

competence based and child centred. 

However, this is the ideal situation 

but, on the ground, the schools were 

not prepared. Resources are scarce 

and this in negatively affecting 

curriculum implementation. ECD to 

grade 3 pupils do not do ICT 

practicals. Grades 4 to 7 do ICT 

practicals. However, there is only one 

ICT teacher for all the junior classes. 

<Internals\\Interviews\\TICB> - § 1 
reference coded [1.45% Coverage] 
 
Reference 1 - 1.45% Coverage 
 
Lack of resources needed in the updated 
curriculum. 
 
<Internals\\Interviews\\TRB2> - § 1 
reference coded [0.73% Coverage] 
 
Reference 1 - 0.73% Coverage 
 
Limitations - No resources.  
 
 
 
The updated curriculum helps in skills 

acquisition. It emphasizes on the hands-on 

approach and it is moving with the times. The 

same sentiment has been raised by DSI 2 that 

the curriculum is moving with the times. On 

the limitations, the work is too much for ECD 

pupils to do in one day. 20 minutes per lesson 

is not enough for the children to grasp the 

concepts. There are no materials required by 

the updated ECD curriculum. This negatively 

affects curriculum implementation 

The updated curriculum develops skills in the 

children and it also enhances problem 

solving. The limitations are that there are no 

resources. There is lack of knowledge on the 

part of teachers, on how to teach some of the 

subjects. This calls for more workshops. Play 

is not employed during lessons, so teachers 

are not using the play way method when 

teaching children. 

<Internals\\Interviews\\TICC> - § 1 
reference coded [3.60% Coverage] 
 
Reference 1 - 3.60% Coverage 
 
A lot of resources are needed. We have 
good children who have some talents to 
be identified. But there are no 
resources to identify and nurture the 
children’s talents. 
 
<Internals\\Interviews\\TRC1> - § 1 
reference coded [0.54% Coverage] 
 
Reference 1 - 0.54% Coverage 
 
Lack of resources. 
 
According to TIC C, learners' talents can be 

identified early unlike the old curriculum 

which focused on the academic. However, 

identification of these talents can only take 

place if there are ample resources. In this 

case, the school has no resources to 

implement the updated curriculum 

efficiently. 

It focuses on empowering learners with 

skills. It promotes ubuntu and decision 

making. Limitations are on resources and 

infrastructure which is inadequate for 

learners. the high/ teacher pupil ratio of 

1:50 is incapacitating the teacher since 

he/she cannot give children individual 

attention. 

 

126: High teacher to 
pupil ratio 

   <Internals\\Interviews\\TRC1> - § 1 
reference coded [2.84% Coverage] 
 
Reference 1 - 2.84% Coverage 
 
High teacher/ pupil ratio 1:50, so the 
teacher cannot attend to individual 

 



 

children in time.  
 
It focuses on empowering learners with 

skills. It promotes ubuntu and decision 

making. Limitations are on resources and 

infrastructure which is inadequate for 

learners. the high/ teacher pupil ratio of 

1:50 is incapacitating the teacher since 

he/she cannot give children individual 

attention. 

127: ICT needs 

<Internals\\Interviews\\DSI2> - § 1 
reference coded [3.32% Coverage] 
 
Reference 1 - 3.32% Coverage 
 
Learning in this Century needs 
resources like ICT gadgets.  Most of 
our parents cannot afford to buy the 
required resources for the pupils 
 
 
The updated curriculum is hands on and it 

matches the 21st century. But the 

implementation is hindered by lack of 

resources. Most schools in EPMAFARA 

district are in disadvantaged areas, most 

parents cannot afford the required resources 

for the pupils. This has a negative effect on 

ECD pupils since most of the lessons are 

taught without the requisite media. 

<Internals\\Interviews\\TICA> - § 1 
reference coded [6.83% 
Coverage] 
 
Reference 1 - 6.83% Coverage 
 
Lack of resources is hindering the 
implementation of the curriculum.  
We have one computer lab with 
about 20. We have limited 
resources and one teacher for 
computers. For ECD to grade 3 it 
is only theory there are no 
practicals. Only Grade 4 to7 do 
the practicals. We have 40 classes 
at this school, and these cannot 
be taught by one ICT teacher.  
 
 
TIC A said the learners are equipped 

with skills since the curriculum is 

competence based and child centred. 

However, this is the ideal situation 

but, on the ground, the schools were 

not prepared. Resources are scarce 

and this in negatively affecting 

curriculum implementation. ECD to 

grade 3 pupils do not do ICT 

practicals. Grades 4 to 7 do ICT 

practicals. However, there is only one 

ICT teacher for all the junior classes. 

 <Internals\\Interviews\\TRC2> - § 1 
reference coded [8.02% Coverage] 
 
Reference 1 - 8.02% Coverage 
 
The whole school has only 4 or 5 
computers which work. We need 
modern computers. No Computer 
teacher for ECD, so each teacher 
teaches her own class, but some 
teachers are not knowledgeable. No 
laptops from pupils, parents are 
complaining of financial hardships, they 
do not have money. 
 
 
Children's health is promoted through 

subjects like PE. The teacher said that 

children are exposed to modern technology 

through the use of technology. However, 

not much is being done in ICT due to lack 

of ICT gadgets, Zesa and also lack of 

knowledge on the part of teachers. 

Furthermore, parents cannot afford the 

requirements of the updated ECD 

curriculum. 

 

128: Infrastructure 

   <Internals\\Interviews\\TRC1> - § 1 
reference coded [2.84% Coverage] 
 
Reference 1 - 2.84% Coverage 
 
Infrastructure is not adequate for 
learners. Too much paperwork. 
Inadequate time for learners 
 
 
It focuses on empowering learners with 

skills. It promotes ubuntu and decision 

making. Limitations are on resources and 

infrastructure which is inadequate for 

learners. the high/ teacher pupil ratio of 

1:50 is incapacitating the teacher since 

he/she cannot give children individual 

attention. 

 

129: load shedding 

   <Internals\\Interviews\\TRC2> - § 1 
reference coded [1.83% Coverage] 
 
Reference 1 - 1.83% Coverage 
 
We have a computer lab but there is no 
Zesa due to load shedding.  

 



 

130: Pedagogical skills 

 <Internals\\Interviews\\TRA2> - § 
1 reference coded [2.25% 
Coverage] 
 
Reference 1 - 2.25% Coverage 
 
Also we lack knowledge, for 
example at this school if we had a 
theatre, I have no idea of a 
Theatre,  
 
 
The curriculum caters for individual 

differences and it accommodates 

every child's talents. So, teachers 

should nurture these talents in 

children. However, the disadvantages 

are that the time is not enough for 

children to do all work expected to be 

done, on a daily basis. The timetable 

has no time for play. Teachers also 

lack knowledge of some topics like 

Theatre in VPA, 

<Internals\\Interviews\\TRB2> - § 1 
reference coded [6.24% Coverage] 
 
Reference 1 - 6.24% Coverage 
 
Facilitators do not have enough 
knowledge on how to teach the updated 
ECD curriculum.  So, there is need for 
them to have more workshops. No 
learning through play. There is need for a 
learner to have free play. There is need 
for creativity 
 
The updated curriculum develops skills in the 

children and it also enhances problem 

solving. The limitations are that there are no 

resources. There is lack of knowledge on the 

part of teachers, on how to teach some of the 

subjects. This calls for more workshops. Play 

is not employed during lessons, so teachers 

are not using the play way method when 

teaching children. 

<Internals\\Interviews\\TRC2> - § 1 
reference coded [8.02% Coverage] 
 
Reference 1 - 8.02% Coverage 
 
The whole school has only 4 or 5 
computers which work. We need 
modern computers. No Computer 
teacher for ECD, so each teacher 
teaches her own class, but some 
teachers are not knowledgeable. No 
laptops from pupils, parents are 
complaining of financial hardships, they 
do not have money. 
 
 
Children's health is promoted through 

subjects like PE. The teacher said that 

children are exposed to modern technology 

through the use of technology. However, 

not much is being done in ICT due to lack 

of ICT gadgets, Zesa and also lack of 

knowledge on the part of teachers. 

Furthermore, parents cannot afford the 

requirements of the updated ECD 

curriculum. 

 

131: Repetition of 
topics 

 <Internals\\Interviews\\TRA1> - § 
1 reference coded [0.43% 
Coverage] 
 
Reference 1 - 0.43% Coverage 
 
Repetition of topics 
 
TR A1 said that the updated 

curriculum brings out children's 

talents since children can showcase 

their talents in the different learning 

areas. The disadvantages/ limitations 

are that the content is too much and 

there is a lot of repetition of topic in 

different subjects. it was interesting to 

note that the teacher brought out that 

scheming can be done meaningfully 

but actual teaching can be 

problematic., when emphasis is put on 

one subject at the expense of the other 

subject. 

   

132: Social 
stratification 

<Internals\\Interviews\\DSI1> - § 1 
reference coded [12.48% Coverage] 
 
Reference 1 - 12.48% Coverage 
 
Parents to sit down with the school 
SDAs and discuss the requirements of 
the school and agree on which classes 
to buy books for. The government 
cannot buy textbooks for the whole 
country. Hence each school has to 
charge the levies according to their 
needs. Levies vary from one school to 
another. Textbooks and learning 
materials is the responsibility of the 
parents. Government currently is facing 
some financial challenges. The burden 
was put on parents and schools. The 
levies are quite different from one 

    



 

school to another, depending on the 
ability of the parents. 
 
<Internals\\Interviews\\DSI2> - § 1 
reference coded [5.34% Coverage] 
 
Reference 1 - 5.34% Coverage 
 
Limitations in terms of resources. Most 
of our schools are in disadvantaged 
areas. Learning in this Century needs 
resources like ICT gadgets.  Most of 
our parents cannot afford to buy the 
required resources for the pupils 
 
 
The DSI 1 pointed out that the old 

curriculum was academic oriented whilst 

the updated one is skills oriented. However, 

these skills are not fully developed due to 

shortage of resources. He also lamented on 

the unavailability of required materials as 

well as the need for teachers to undergo 

some training, to implement the updated 

ECD curriculum. The Government has 

shifted the burden of providing resources to 

the schools and parents hence different 

levies are being charged by the schools. 

The updated curriculum is hands on and it 

matches the 21st century. But the 

implementation is hindered by lack of 

resources. Most schools in EPMAFARA 

district are in disadvantaged areas, most 

parents cannot afford the required resources 

for the pupils. This has a negative effect on 

ECD pupils since most of the lessons are 

taught without the requisite media. 

133: Strain to the 
parents 

<Internals\\Interviews\\DSI2> - § 1 
reference coded [5.34% Coverage] 
 
Reference 1 - 5.34% Coverage 
 
Limitations in terms of resources. Most 
of our schools are in disadvantaged 
areas. Learning in this Century needs 
resources like ICT gadgets.  Most of 
our parents cannot afford to buy the 
required resources for the pupils 
 
 
The updated curriculum is hands on and it 

matches the 21st century. But the 

implementation is hindered by lack of 

resources. Most schools in EPMAFARA 

district are in disadvantaged areas, most 

parents cannot afford the required resources 

for the pupils. This has a negative effect on 

ECD pupils since most of the lessons are 

taught without the requisite media. 

    

134: Teacher bias 

 <Internals\\Interviews\\TRA1> - § 
1 reference coded [6.25% 
Coverage] 
 
Reference 1 - 6.25% Coverage 
 
Some teachers may have 
problems when teaching Maths/ 

   



 

Science. It is difficult to split. 
Scheming can be done correctly 
but the actual teaching may be 
problematic. So, some teachers 
can stress on the area of their 
strength. Teaching too much of 
Maths at the expense of Science 
or vice versa. 
 
 
TR A1 said that the updated 

curriculum brings out children's 

talents since children can showcase 

their talents in the different learning 

areas. The disadvantages/ limitations 

are that the content is too much and 

there is a lot of repetition of topic in 

different subjects. it was interesting to 

note that the teacher brought out that 

scheming can be done meaningfully 

but actual teaching can be 

problematic., when emphasis is put on 

one subject at the expense of the other 

subject. 

135: Ratings of the subjects 

136: All equal 

 <Internals\\Interviews\\TRA2> - § 
1 reference coded [4.92% 
Coverage] 
 
Reference 1 - 4.92% Coverage 
 
Ah to me I think no subject more 
important than the other. Why, 
because children’s strengths 
differ. Maybe one child has more 
knowledge in Music than Art, so to 
me there is no subject more 
important   than the other.  

<Internals\\Interviews\\TRB1> - § 1 
reference coded [7.17% Coverage] 
 
Reference 1 - 7.17% Coverage 
 
Ah no. What can I say about the subjects 
are of the same importance? Each and 
every subject has its importance is of 
importance to an individual. Some are 
very good in academic.  Some are 
talented in subjects like Music, PE and 
percussion and so on. 
 
<Internals\\Interviews\\TRB2> - § 1 
reference coded [2.90% Coverage] 
 
Reference 1 - 2.90% Coverage 
 
All subjects are of paramount importance 
because they are all learner centred and 
they develop the whole child. 

<Internals\\Interviews\\TRC1> - § 1 
reference coded [6.10% Coverage] 
 
Reference 1 - 6.10% Coverage 
 
I cannot say which subject is more 
important because they all help children 
to develop holistically. Some topics can 
be integrated during teaching for 
example some topics from Guidance 
and counselling. 
 
<Internals\\Interviews\\TRC2> - § 1 
reference coded [2.64% Coverage] 
 
Reference 1 - 2.64% Coverage 
 
I personally think all subjects are 
important since they all develop our 
children holistically. 

<Internals\\Interviews\\TRD1> - § 1 reference 
coded [2.42% Coverage] 
 
Reference 1 - 2.42% Coverage 
 
I cannot rate the subjects; they are all important 
because they all develop the child.  

137: Fifth 

 <Internals\\Interviews\\TRA1> - § 
1 reference coded [1.19% 
Coverage] 
 
Reference 1 - 1.19% Coverage 
 
Lastly, Visual and Performing Arts, 
Mass Display and PE. 
 
 
The teacher said that she rates 

subjects according to their hierarchy 

of importance. 

The teacher said that she rates 

subjects according to their hierarchy 

of importance. 

   

138: First 

 <Internals\\Interviews\\TRA1> - § 
1 reference coded [1.78% 
Coverage] 
 
Reference 1 - 1.78% Coverage 

  <Internals\\Interviews\\TRD2> - § 1 reference 
coded [2.66% Coverage] 
 
Reference 1 - 2.66% Coverage 
 



 

 
top of all the subjects I put 
Language Arts- both languages 
help us to communicate 
 
 
The teacher said that she rates 

subjects according to their hierarchy 

of importance. 

The teacher said that she rates 

subjects according to their hierarchy 

of importance. 

I usually teach languages, phonics, so I teach 
the children to read three letter words before 
they go to Grade one.  

139: Fourth 

 <Internals\\Interviews\\TRA1> - § 
1 reference coded [1.30% 
Coverage] 
 
Reference 1 - 1.30% Coverage 
 
Then Maths /Science. This deals 
with our day-to-day life.   
 
The teacher said that she rates 

subjects according to their hierarchy 

of importance. 

The teacher said that she rates 

subjects according to their hierarchy 

of importance. 

   

140: Second 

 <Internals\\Interviews\\TRA1> - § 
1 reference coded [1.24% 
Coverage] 
 
Reference 1 - 1.24% Coverage 
 
then Heritage because it connects 
self with the world.   

   

141: Third 

 <Internals\\Interviews\\TRA1> - § 
1 reference coded [1.37% 
Coverage] 
 
Reference 1 - 1.37% Coverage 
 
Then ICT, which is very important, 
everything is full of ICT. 
 
The teacher said that she rates 

subjects according to their hierarchy 

of importance. 

The teacher said that she rates 

subjects according to their hierarchy 

of importance. 

   

142: Recommendations 

143: Changing of 
mindset 

<Internals\\Interviews\\DSI2> - § 1 
reference coded [5.56% Coverage] 
 
Reference 1 - 5.56% Coverage 
 
Changing of mindset. This is a 
paradigm shift. Gone are the days 
when focus was on having ECD 
children being able to speak English.  
Every child has a talent, so the teacher 
should tap into their talents and nurture 
these talents. 

<Internals\\Interviews\\TRA1> - § 
1 reference coded [5.19% 
Coverage] 
 
Reference 1 - 5.19% Coverage 
 
School Heads should be taught 
thoroughly because some of them 
do not know exactly what should 
be taught at ECD level. At times if 
you are not strong enough you 
may be made to teach things 
which are not supposed to be 
taught at ECD level. 

<Internals\\Interviews\\TRB1> - § 1 
reference coded [4.29% Coverage] 
 
Reference 1 - 4.29% Coverage 
 
We do not have enough support from 
school authorities.  They always look 
down upon ECD pupils. They consider 
the Junior grades first and then ECD last. 
 
<Internals\\Interviews\\TRB2> - § 1 
reference coded [6.58% Coverage] 
 
Reference 1 - 6.58% Coverage 

<Internals\\Interviews\\TRC1> - § 1 
reference coded [8.94% Coverage] 
 
Reference 1 - 8.94% Coverage 
 
On supervision, it is going on well but at 
times when you go to the Office asking 
for materials to use on ECD pupils, they 
just say we do not have, you can come 
next week. We have many challenges 
when asking for resources.  But now 
the attitude of Junior teachers towards 
ECD teachers is changing. 

 



 

 
Attitudes of teachers to the curriculum- It 
is a two-sided coin. Some are happy 
because children do most of the work on 
their own. On the other hand, some 
teachers feel that there is no time for free 
play for the child to communicate with 
others socially. 

144: format for the exit 
profile 

 <Internals\\Interviews\\TRA2> - § 
1 reference coded [0.62% 
Coverage] 
 
Reference 1 - 0.62% Coverage 
 
format for the exit profile 
 
 
TRA 2 feels that time allocation 

should be revisited since the content 

cannot be finished in the allocated 

time. There is also need for more 

workshops. She stressed on the need 

for a format of the Exit profile so that 

there is uniformity in the exit profiles 

so that if a child transfers from one 

school to another or from one District 

to another, there will not be any 

problem. 

   

145: Income 
generation and fund 
raising in schools 

<Internals\\Interviews\\DSI1> - § 1 
reference coded [4.06% Coverage] 
 
Reference 1 - 4.06% Coverage 
 
More resources should be given to 
ECD classes so that there is a firm 
foundation. 
Schools to source funding from well-
wishers and ex- students so that they 
can improve their schools.  
 
<Internals\\Interviews\\DSI2> - § 2 
references coded [4.38% Coverage] 
 
Reference 1 - 1.01% Coverage 
 
Teachers should do resource 
mobilisation.  
 
Reference 2 - 3.37% Coverage 
 
Schools were used to being given 
resources, but now the mindset should 
be changed. Schools should carry out 
some income generating programs. 

<Internals\\Interviews\\TICA> - § 1 
reference coded [0.65% 
Coverage] 
 
Reference 1 - 0.65% Coverage 
 
We are facing financial problems. 

<Internals\\Interviews\\TICB> - § 1 
reference coded [0.60% Coverage] 
 
Reference 1 - 0.60% Coverage 
 
Provision of resources 
 
<Internals\\Interviews\\TRB1> - § 1 
reference coded [2.57% Coverage] 
 
Reference 1 - 2.57% Coverage 
 
We need to be provided with enough 
resources, materials and also people 
should support us. 
 
<Internals\\Interviews\\TRB2> - § 2 
references coded [1.72% Coverage] 
 
Reference 1 - 0.86% Coverage 
 
More resources must be provided.  
 
Reference 2 - 0.86% Coverage 
 
There is need for more resources. 

<Internals\\Interviews\\TRC2> - § 1 
reference coded [3.89% Coverage] 
 
Reference 1 - 3.89% Coverage 
 
The school or government should 
provide enough resources.  Adequate 
funds so that the implementation of the 
updated curriculum goes on well. 

<Internals\\Interviews\\HEADD> - § 1 reference 
coded [2.13% Coverage] 
 
Reference 1 - 2.13% Coverage 
 
Schools should have teaching resources 
required in the updated ECD curriculum. 

146: Maintain qualified 
teachers 

<Internals\\Interviews\\DSI1> - § 1 
reference coded [2.70% Coverage] 
 
Reference 1 - 2.70% Coverage 
 
Schools should ensure that all classes 
have qualified teachers to be able to 
carry out this competence-based 
curriculum.  

    

147: National 
supervision 

    <Internals\\Interviews\\HEADD> - § 1 reference 
coded [4.19% Coverage] 
 
Reference 1 - 4.19% Coverage 



 

 
At National level it should also be supervised to 
ensure uniformity. Frequent supervision is 
needed and as they monitor, they can also 
make some adjustments 
 
 
Teachers expected the curriculum to bring about 

some resources.  It is difficult to implement the 

curriculum with 10 books being shared among 5 

classes. The information in the updated curriculum is 

too much for ECD children to grasp. The timetable is 

congested and the workload for teachers is too much.  

Teachers lack knowledge in areas which need 

specialization like Mass Displays, VPA, ICT etc It is 

difficult for a teacher to be well versed in all subjects 

especially those they did not learn at college. 

148: Prioritization of 
infrastructure 

   <Internals\\Interviews\\TICC> - § 3 
references coded [10.80% Coverage] 
 
Reference 1 - 0.86% Coverage 
 
Improve facilities and infrastructure.  
 
Reference 2 - 4.14% Coverage 
 
They should have availed resources for 
all topics in the curriculum e.g aquatic 
skills- there is need for swimming pools 
and ponds. Here we do not even have 
a swimming pool, so we just draw.  
 
Reference 3 - 5.81% Coverage 
 
A very good idea but it was hurriedly 
done/ introduced. Very good idea but it 
was too fast.  Too many short cuts. We 
needed a lot of resources before its 
introduction. So teaching is just done 
theoretically not practically. Every child 
can be nurtured in their talents. 
 
<Internals\\Interviews\\TRC1> - § 1 
reference coded [5.74% Coverage] 
 
Reference 1 - 5.74% Coverage 
 
Government should provide adequate 
infrastructure and enough resource. It 
should enroll reasonable numbers of 
children to reduce teacher / pupil ratio. 
There is hot sitting for ECD pupils. 
 
<Internals\\Interviews\\TRC2> - § 1 
reference coded [4.27% Coverage] 
 
Reference 1 - 4.27% Coverage 
 
Infrastructure should be improved to 
avoid hot sitting at ECD level and 
should also look at the teacher pupil 
ratio. We need a computer lab at ECD 
level 

<Internals\\Interviews\\HEADD> - § 1 reference 
coded [2.97% Coverage] 
 
Reference 1 - 2.97% Coverage 
 
There was need to make sure schools have 
enough infrastructure before introducing the 
updated ECD curriculum.  
 
<Internals\\Interviews\\TRD1> - § 1 reference 
coded [5.43% Coverage] 
 
Reference 1 - 5.43% Coverage 
 
Need for resources. Some of the classrooms 
are too small. Other ECD classes are sharing. 
There is hot sitting and when the weather is not 
favourable, each classroom will have up to 100 
pupils. 

149: Revision of 
subject compositions 
and time allocations 

 <Internals\\Interviews\\TRA1> - § 
1 reference coded [10.83% 
Coverage] 
 

  <Internals\\Interviews\\HEADD> - § 1 reference 
coded [8.16% Coverage] 
 
Reference 1 - 8.16% Coverage 



 

Reference 1 - 10.83% Coverage 
 
Firstly, include the teachers from 
the start because they are the 
ones on the ground. Some topics 
were left out from the old 
curriculum. In English there was a 
topic on skills, but it has been left 
out in the updated curriculum. 
Some subjects can be combined. 
School Heads should be taught 
thoroughly because some of them 
do not know exactly what should 
be taught at ECD level. At times if 
you are not strong enough you 
may be made to teach things 
which are not supposed to be 
taught at ECD level. 
 
<Internals\\Interviews\\TRA2> - § 
1 reference coded [0.38% 
Coverage] 
 
Reference 1 - 0.38% Coverage 
 
time allocation  
 
 
 
TRA 2 feels that time allocation 

should be revisited since the content 

cannot be finished in the allocated 

time. There is also need for more 

workshops. She stressed on the need 

for a format of the Exit profile so that 

there is uniformity in the exit profiles 

so that if a child transfers from one 

school to another or from one District 

to another, there will not be any 

problem. 

 
The curriculum has a lot of work the information 
is too much for the children to grasp. Too much 
workload for the teachers. The timetable is 
congested. Some of the difficult areas like Mass 
Displays need specialisation. The problem is 
that one teacher is expected to be well versed in 
all those areas. 
 
<Internals\\Interviews\\TRD1> - § 1 reference 
coded [2.06% Coverage] 
 
Reference 1 - 2.06% Coverage 
 
If the time allocated for lessons is reduced, 
children can have free time. 
 
<Internals\\Interviews\\TRD2> - § 1 reference 
coded [4.33% Coverage] 
 
Reference 1 - 4.33% Coverage 
 
Revisit time allocation, teacher/ pupil ratio, now I 
have 45 pupils and it’s difficult to assist each 
child individually. The subjects are too many, 
they should bunch some of the subjects. 
 
 
Teachers expected the curriculum to bring about 

some resources.  It is difficult to implement the 

curriculum with 10 books being shared among 5 

classes. The information in the updated curriculum is 

too much for ECD children to grasp. The timetable is 

congested and the workload for teachers is too much.  

Teachers lack knowledge in areas which need 

specialization like Mass Displays, VPA, ICT etc It is 

difficult for a teacher to be well versed in all subjects 

especially those they did not learn at college. 

TRD2 said there is need to revisit the timetable, the 

timetable is congested. The teacher/pupil ratio is too 

high hence it is difficult for the teacher to cater for 

individual differences. She advocated for practical 

in-service training.  In the old curriculum, the 

subjects were integrated hence there was no need to 

hurry children. She strongly recommended Practical 

in-service training.  

150: Stakeholders 
coordination 

<Internals\\Interviews\\DSI2> - § 1 
reference coded [1.76% Coverage] 
 
Reference 1 - 1.76% Coverage 
 
Parental involvement is also very 
important. Teamwork is very important. 

<Internals\\Interviews\\TRA1> - § 
1 reference coded [2.34% 
Coverage] 
 
Reference 1 - 2.34% Coverage 
 
The feeding programme is 
affecting the teaching program, 
since we were not consulted on 
the time and so on. 

<Internals\\Interviews\\TICB> - § 1 
reference coded [1.85% Coverage] 
 
Reference 1 - 1.85% Coverage 
 
There was need for consultation of 
parents, teachers and authorities 

  

151: Teacher capacity 
development 

<Internals\\Interviews\\DSI2> - § 4 
references coded [3.63% Coverage] 
 
Reference 1 - 0.67% Coverage 
 
Teachers should read widely. 
 
Reference 2 - 0.63% Coverage 
 
Be innovative as teachers. 
 

<Internals\\Interviews\\TICA> - § 1 
reference coded  [3.35% 
Coverage] 
 
Reference 1 - 3.35% Coverage 
 
I think all the facilitators should be 
trained  on the implementation of 
the Updated curriculum and there 
must be  enough resources which 
are needed in the new curriculum. 

<Internals\\Interviews\\TICB> - § 1 
reference coded [0.55% Coverage] 
 
Reference 1 - 0.55% Coverage 
 
Training of teachers 
 
<Internals\\Interviews\\TRB2> - § 1 
reference coded [1.88% Coverage] 
 
Reference 1 - 1.88% Coverage 

<Internals\\Interviews\\TICC> - § 1 
reference coded [0.62% Coverage] 
 
Reference 1 - 0.62% Coverage 
 
There was need for Workshops  

<Internals\\Interviews\\HEADD> - § 1 reference 
coded [1.76% Coverage] 
 
Reference 1 - 1.76% Coverage 
 
ECD teachers should be trained in the new 
learning areas first.  
 
<Internals\\Interviews\\TRD2> - § 1 reference 
coded [6.54% Coverage] 
 



 

Reference 3 - 1.32% Coverage 
 
For the new curriculum to work is 
capacity development  
 
Reference 4 - 1.01% Coverage 
 
The in-service courses should be on 
going. 

 
<Internals\\Interviews\\TRA2> - § 
1 reference coded  [0.55% 
Coverage] 
 
Reference 1 - 0.55% Coverage 
 
more workshops are needed 
 
 
TRA 2 feels that time allocation 

should be revisited  since the content 

cannot be finished in the allocated 

time. There is also need for more 

workshops. She stressed on the need 

for a format of the Exit profile so that 

there is uniformity in the exit profiles 

so that if a child transfers from one 

school to another or from one District 

to another, there will not be any 

problem. 

 
We should have more workshops for 
teachers as well as the facilitators.  

Reference 1 - 6.54% Coverage 
 
We need Practical in-service training.  The 
updated curriculum is new, so we are working 
as a team. No one can do the work successfully 
alone. In the old curriculum we did not hurry 
children because the subjects were integrated. 
I recommend practical in-service training for 
teachers. 

152: Time allocation 

153: Academics to 
have more time 

  <Internals\\Interviews\\TRB1> - § 1 
reference coded [7.40% Coverage] 
 
Reference 1 - 7.40% Coverage 
 
I think English since it is Languages has 
more things to do as compared to PE. 
Practical subjects need a person as an 
individual to use his physical body, so I 
think it has few things to do as compared 
to languages like Shona, English and 
also Maths/ Science.  
 
<Internals\\Interviews\\TRB2> - § 1 
reference coded [6.76% Coverage] 
 
Reference 1 - 6.76% Coverage 
 
In Maths/ Science and English and 
Shona there are a lot of pre- writing 
activities where learners should learn as 
individuals. That is why they should be 
allocated more time. Fast learners can be 
given extension work and the slow ones 
are given remedial work. 

<Internals\\Interviews\\TRC1> - § 1 
reference coded [1.90% Coverage] 
 
Reference 1 - 1.90% Coverage 
 
Like in Guidance and counselling, you 
can integrate some topics 
 
<Internals\\Interviews\\TRC2> - § 1 
reference coded [1.89% Coverage] 
 
Reference 1 - 1.89% Coverage 
 
We have more periods in Maths / 
Science because the content is more. 

<Internals\\Interviews\\TRD1> - § 1 reference 
coded [5.76% Coverage] 
 
Reference 1 - 5.76% Coverage 
 
Time allocation depends on what should be 
covered. Which one has more skills should be 
developed for example in Languages we 
develop the oral skills, reading and writing skills 
so it needs a lot of time. 
 
<Internals\\Interviews\\TRD2> - § 1 reference 
coded [2.91% Coverage] 
 
Reference 1 - 2.91% Coverage 
 
Sometimes I take time from P.E. and I use it for 
Languages and Maths.  The content is too 
much, it cannot be done in 20 minutes. 

154: High teacher to 
pupil ratio 

 <Internals\\Interviews\\TRA1> - § 

1 reference coded [4.80% 

Coverage] 

 

Reference 1 - 4.80% Coverage 

 

Time allocation is enough if you 

have an adequate number of 

pupils. Now I have 45 pupils so it 

is difficult to attend to individual 

pupils in 15 minutes. If children 

are 20 to 25 then you can handle 

the lesson in 20 minutes 

 

 

The ratios are too high 

   



 

155: More time for ICT 

   <Internals\\Interviews\\TRC2> - § 1 
reference coded [3.41% Coverage] 
 
Reference 1 - 3.41% Coverage 
 
The time allocation is adequate but in 
ITC should have one more period since 
most learning should be done using 
technology   

 

 


