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Editorial

| am happy to welcome you to volume six of Makerdorirnal of Higher
Education. Please note that this and subsequemmesl! of the journal will be
numbered according to calendar and not academics.y@acordingly, issue
one has moved from August to February while isstewill now come out in
August.

The thematic scope of the articles in this issuéiverse. From Malawi,
Shawa attempts to conceptualise a model of critipadlagogy useful in
enhancing critical citizenship in the country. Shaargues that although key
higher education policy documents in Malawi aptipphasise the role of
quality in higher education for development, thepn'd articulate a
philosophical foundation on which to ground univigrpedagogy to produce
critical citizens who are able to produce knowledge advance civic values.
Thus, in this paper, Shawa attempts to articulateodel of critical pedagogy
for universities in the country. As concerns for thelevance of higher
education to development take centre-stage in diseoon higher education,
readers from other countries may be interesteckamnie the applicability of
the model to their own settings.

Amasuomo investigated the factors influencing gstisle choice of
occupational area in the Nigeria Certificate of &tion Technical Programme.
This study reports that interest in study areacqiged availability of job
opportunities related to area of specializatiompdicity of area in training and
in employment; and perceived affordability of equgnt for self-employment
influence choice of occupational area.

In the third paper, Ddungu delves into the attnitiof academics from
universities in Uganda. Taking cognizance of tlat fiaat attrition of academics
staffs has been a problem for a long time and,emEntly, attracted notable
scholarly and policy attention, Ddungu addressesptioblem from the point of
view of professional empowerment of the acadenaiffsstan area which hadn'’t
attracted significant scholarly attention. The firgé were that the level of
professional empowerment is low and that this radributed to the problem
of attrition. Hence, the paper urges university aggmis to promote the
academics’ professional empowerment.

Grounded on review of past studies and theoriesnpoavation adoption,
Bakkabulindi makes a case for returning to Rogénsiovation Diffusion



Editorial

Theory. A key argument advanced is that the pedtitis and contribution of
the newtheories of innovation adoption notwithstandinggBrs’ theory is the
original from which the more recent theories haeerb derived. Thus, the
paper contends, future research on innovation amophould be guided by the
theory. Hence, the paper suggests a research frankéased on the theory for
the verification of 14 hypotheses that it devel&ps the literature. | hope we
see articles applying this framework and verifyihgse and related hypotheses
in the near future.

Ayonmike discusses the challenges in implementing Technical and
Vocational Education and Training (TVET) curriculumtechnical colleges in
Southern Nigeria. She reports that poor fundingsotéie facilities and
inadequacy of instructional materials are affectingplementation of the
curriculum. It is particularly noteworthy that siam studies conducted in other
geopolitical zones of Nigeria and in other partsSob-Saharan Africa report
similar constraints. Ayonmike suggests a syneigegtiproach—integrating the
efforts of regional and national governments withose of local and
international organisation—to the resolution ofséaehallenges.

Finally, Neema-Abooki and Kitawi examine the impaat e-learning
strategies on students’ academic performance ath&tore University. They
report that the e-learning strategies adopted atUhiversity are positively
impacting on students’ academic performance abbeiigital divide is cutting
back on the effectiveness of e-learning as a médegber education delivery
and learner support. Grounded on these findingy, discuss recommendations
for improvement.

Editor
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Towards a Model of a Critical Pedagogy in Malawian
Universities

Lester Brian Shawha

1 University of KwaZulu Nata]E-mail: shawa@ukzn.ac.za

Abstract. Quality university education is important for achig national

aspirations as stated in higher education poliggnéworks in Malawi. The major
education policy documents in Malawi: The Policyddnvestment Framework
and the Malawi National Education Sector Plan reds® the importance of
university education for knowledge production atsddissemination and for the
facilitation of a culture of peace that is condecand critical for socio-economic,
political and industrial development. In an attertgtalign policy to achieving
these goals, the policy documents outline the ¥alhg policy directions:

improving access, achieving equity, enhancing gualimproving financial

management and improving the management and plnofinthe university

sector. This paper shows that what is lacking h&weig a philosophical
foundation on which to ground university pedagogyas to train critical citizens
able to produce knowledge and advance civic valuBsus, this paper
conceptualises a model of critical pedagogy useful enhancing critical

citizenship in Malawi. The paper is conceptual otliean empirical in its
approach.

Keywords: Quality assurance; Critical pedagogy; Critical citigkeip.

1 Introduction

In Malawi, university education policy directionemnmeshed within two major
documents: The Policy and Investment FrameworkthadNational Education
Sector Plan. These two documents argue that educadi important for
knowledge production and the development of thentgu The National
Education Sector Plan states:
Education is a catalyst for socio-economic develpinindustrial growth
and an instrument for empowering the poor, the wasak the voiceless.
Education enhances group solidarity, national donsoess and tolerance
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of diversity. It facilitates the development of altare of peace which is
conducive and critical for socio-economic, politicand industrial
development. Hence education is critical and necgd®r the economic
and industrial growth and development goal (Mal@&@eivernment, 2006:
6).

To achieve the mentioned goals within the universector, the documents
suggest that there is a need to address the follpwonstraints: limited and
unequal access to university education, declinidgcational quality, poor
curriculum, poor planning and management and inaategfinancing (Malawi
Government, 2000). While these policy prescriptians pertinent, this paper
argues that there is lack of a philosophical grinmaf pedagogical practices
within universities to train critical citizens cdpa of producing knowledge and
enhancing citizenship values as outlined in theudwnts. The contention is
that only critically trained citizens are able t&eweducation for socio-economic
and industrial development, as an instrument fop@mering the vulnerable
and in enhancing group solidarity, national conssieess and tolerance of
diversity. The Policy and Investment Framework (&él Government, 2000:
34-38) outlines the main policy prescriptions atrdtegies for achieving them
as follows:

Access Access to university education in Malawi is véingited. For a long
time, only 0.5% of the population aged 18 to 23 wasolled in the whole
tertiary education sub sector. With the introductiof off-campus students’
access mode in the two public universities, acbessslightly improved. The
key goal has been to increase the number of Maleiia tertiary education
generally.

Equity: In the tertiary sub-sector, only approximately 28%students are
females. The situation of female under represamtaih higher education
institutions is compounded by their under repres@nt in science and other
professional degree programmes. The key goal iisctease the proportion of
female students.

Quality: The government recognises the dwindling qualityuniversity
education. To solve this problem, the key goahé#t tertiary institutions shall
in collaboration with the government take apprderimeasures to improve the
motivation of the teaching staff.

Relevance The government argues that in addition to thevipion of
relevant physical and human resources, the quafityducation provided by
Malawi’s educational institutions should be enhahbg a thoroughly revised
curriculum. The key goal is that tertiary instituts shall review their teaching
and research programmes to promote institutiorsgiaiesiveness to the needs
of Malawian society.
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Management The key policy is that the government shall atii
appropriate legislation to promote the decentriisaof public university
administration. In this line, the government praggbsmending the University
of Malawi Act to enable the University of Malawi'solleges obtain
independent status. The government also envisdged tNational Council for
Higher Education be established and also that therean involvement of
stakeholders in institutional governance.

Planning: The major educational planning challenge relates the
strengthening of relevant capacities for the ctilbe; analysis, storage and use
of educational data. The university sector requaaseffective information
retrieval system that can be used as a planningainy tool. The key goal is
that institutions shall take appropriate measusestrengthen their institutional
capacities.

Finance Providing education is expensive as such the ¢gegl is that
tertiary institutions shall promote cost-effectiuse of available resources,
diversify their revenue resources and introduce r@gmiate cost-sharing
measures as a way of reducing the government'sestion on higher
education.

While these policy prescriptions and their suggksteategies are important
in improving the university sector, it is clear thiae policy landscape is largely
silent on how pedagogical practices could helptcaitical citizens capable of
knowledge production and its dissemination andfaleditation of a culture of
peace that is conducive and critical for socio-eooie, political and industrial
development. The situation is exacerbated by adéckiversity level teaching
and learning polices in Malawi. The aim of thispea thus, is to offer a
philosophical grounding of pedagogical practiceguieed within Malawian
universities. The paper conceptualises and prop@sesodel of critical
pedagogy that might enhance quality university atdan in Malawi.

The paper has three sections. Section one briefgribes the meaning of
pedagogical practices, section two describes pemzposenstitutive meanings of
a critical pedagogy and explains how the constutheanings can be utilised
by lecturers. Section three offers a conclusion.

2 What are Pedagogical Practices?

In this paper, pedagogical practices are thoseites a lecturer employs in the
classroom in order to construct knowledge (Banksdh & Moon, 1999). The
way lecturers view and understand their lecturingumitment, determine the
way they construct knowledge in the classroom. éxample, if a lecturer sees
students as lacking knowledge he/she resorts tdetheg method while if
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he/she sees students as thinkers and capablesohieg, he/she engages them
in ‘a learning together’ model of teaching and mhéag (Bruner, 1999). In this
paper, the argument is that pedagogic practicemigersity level in Malawi
ought to instil a critical mind in students so aptoduce critical citizens able
to produce knowledge and appreciate citizenshgsrol

3 Constitutive Meanings of a Critical Pedagogy

For a critical pedagogy to be successful in Malawimiversities, lecturers
ought to adhere to the following constitutive measi of critical pedagogy
proposed in this paper: being able to understaddiatineate parameters of the
notion of quality, being rational in the classrodmejng inclusive in classroom
activities, being a granter of freedom in the alass and being responsive to
equal treatment in the classroom. These propogattiples’ are explained in
turn.

3.1 Understanding and engaging with the notion of wplity as a
constitutive meaning of a critical pedagogy

For a successful critical pedagogy in Malawian arsities, lecturers ought to
understand and engage with the notion of qualityifithey do not, they may
lack necessary pedagogical skills to achieve quadiaching. However, the
concept of quality is abstract and elusive andirequarticipants to delineate a
common approach (Mayhew, Patrick & Dean, 1990). hday et al.., (1990)
argue that from several quality considerationsretteae three generalisations
that one can make: First, that quality is a reagdiarizon in that there are no
static, acceptable norms of performance. Secorad, ith spite of theoretical
considerations, if quality is to be improved, it shie defined with enough
specificity so that its attributes are at leastgasged if not clearly delineated.
Third, that quality improvement is inexorably boungd with assessment and
feedback. The authors (Mayhew et al., 1990) posiroaking definition of
quality in higher education as follows: “Quality dergraduate education
consists of preparing learners through the useartisy numbers, and abstract
concepts to understand, cope with, and positiveflyénce the environment in
which they find themselves” (p. 29). Quality iniwersity education, they
argue, must be related to the central purposesgbfeh education and how
these are translated into programmes and activitdesyhew et al., 1990).
Pirsig, on her part, highlights the elusive natifrguality as follows:
Quality...you know what it is, yet you do not know athit is. But that’s
self-contradictory. But some things are better thidners; that is, they have
more quality. But when you try to say what qualgy apart from things

6
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that have it, it all goes poof! There's nothingatk about. But if you can't
say what quality is, how do you know what it istmw do you know it
even exists? If no one knows what it is then facgcal purpose it doesn’t
exist at all. But for all practical purposes it doeally exist. What else are
grades based on? Why else would people pay soménéar for some
things and throw others in the trash pile? Obvipgsime things are better
than others...but what’'s “betterness”? So round aodnd you go,
spinning mental wheels and nowhere finding any elax get traction.
What the hell is Quality? What is it? (Pirsig, 491/63-164).

The difficulty in pin-pointing what the notion oliglity means is in itself a call
for delineating its parameters if lecturers woullel to achieve quality
education in Malawian universities. Harvey and dfni(1996) argue that we
can no longer take quality for granted in univgrgitiucation and presume we
all know what we mean by quality university edueatiln moulding critical
citizens, lecturers ought to have delineated qupkirameters that they want to
achieve using their pedagogical practices. Forpimposes of understanding
and engaging with quality university educationstbaper utilises five positions
advanced by Harvey and Green (1993). Sections ghioligh 3.1.5 produce a
slightly edited discussion of these positions &y dlithor published in an earlier
study (Shawa, 2008).

Harvey and Green (1993) present the following qualositions: quality as
exceptiong| as perfectionor consistencyasfitness for purposeasvalue for
moneyand adransformation Relying on their categorisation, the paper offers
different ways of thinking about quality that arecessary for a critical
pedagogy in Malawian universities. In delineatingality parameters for a
successful critical pedagogy, this paper rejects mlotions of quality as
exceptional and perfection and proposes a holistic quality approach that
summarises notions ditness for purposevalue for and [of] moneyand
transformation The notions are discussed in turn.

3.1.1 Quality as exceptional in relation to a crital pedagogy

In Malawian universities, lecturers ought to untkmd problems associated
with the notion of quality as exceptional if theyedo instil a quality critical
pedagogy. This notion holds that quality is speeat it embodies three
variations: first, that quality is distinctive (thidonal view), second, that quality
embodies excellence (that is exceeding very higimdgtrds) and third, that
guality means complying with a set of required (mumm) standards (Harvey
& Green, 1993). All these three dimensions haver tbesn implications to
pedagogical practices and expectations.
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The traditional concept of quality as exceptionahtends that quality is
distinctive or something special and of high cla¥ghin this aspect, quality is
not based on assessing what is available but iedbas an assumption that
something of high standard exists. For example,lithéed access to some
universities is viewed as an example of qualityr¢/dg & Knight, 1996). This
view becomes useless in assessing quality in educdtecause it lacks
definable means of ascertaining quality (Harvey &idht, 1996). Lecturers
who adhere to this thinking often think of makieguning difficult and have an
idealised marking scheme that tends to mark dowdesits. This view of
quality ought to be avoided within a critical pedgg in Malawian universities.

The other concept pertaining to quality as exceptias that it embodies
excellence (exceeding high standards). Althoughighsimilar to the traditional
view, this concept identifies the constituents rtedlence while at the same
time ensuring that these are difficult to attairafey & Knight, 1996). While
the traditional aspect of quality is assumptionsrehlecturers set extremely
high standards that can only be achieved by vesysidents (Green, 1994).
The excellence view of quality is thus elitist ggrdblematic when it comes to
the model of critical pedagogy proposed in thisguap

The third concept pertaining to quality as excemlds that quality is about
passing a set of quality checks to achieve thedatals set. If the standards are
met, something is of quality. According to Harvenda&night (1996), with this
view, quality is attributed to all items that addl to the minimum standards set
by a monitoring authority. Quality is thus the résd scientific quality control.
This notion is problematic in achieving a criticaédagogy in Malawian
universities since quality education is not aboustjpassing minimum
standards in a scientifically controlled environmelecturers employing a
critical pedagogy ought to avoid making studenispdy pass quality checks
but encourage them to critically engage with tHgjestt matter.

3.1.2 Quality as perfection or consistency in relan to a critical
pedagogy

Harvey and Green (1993) argue that quality as ptofe sees quality as a
consistent or flawless outcome and if consisterary lme achieved, quality can
be attained by everyone. They argue that this agpralemands conformity
with specifications and owes its origins to theios of quality control in the
manufacturing industry. It is thus associated withuest to zero defects and a
quality culture (doing things at the right timeiaghe manufacturing industry).
Thus, there is no need to check the final outfutat each stage there are those
responsible for quality assurance. This conceptablematic for teaching and
learning in a critical pedagogy in Malawian univées since it assumes that
learning is about delivering specifications, rigid¥et, critical pedagogy ought
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to be about encouraging the analytical and crititeslelopment of the student
as a rational being capable of questioning andngaging with the subject
matter (Harvey & Green, 1993). Harvey and Knigl#t9@) argue that although
a quality culture is essential for an effectivep@ssive quality improvement
process, it is a culture of continuous improvemeather than a culture
dedicated to producing a consistent product thaitéd. Lecturers employing
critical pedagogy ought to encourage students talde to questions their
standpoints continuously within a learning culture.

3.1.3 Quality as fitness for purpose in relation t@ critical pedagogy

Proponents of the quality as fitness for purpogg@grh argue that quality has
meaning only in relation to the purpose of the iservQuality is judged in
terms of how it meets its stated purposes (Gre@d)1Rccording to Harvey
and Knight (1996), fitness for purpose offers tvteraatives for specifying the
purpose. The first depends on the customer andstdke customer’s
specifications as supreme. In this way, a qualibdpct is one that conforms to
customer-determined specifications. In the univgrsector, this would mean
that students would determine what it means byityuadlucation and lecturers
would provide quality education if it conforms witudents expectations. This
may be problematic in that students may be ablielaatify their short-term
needs but may not have enough knowledge and exrperie know what they
need in the long term (Harvey & Green, 1993). Thosa critical pedagogy,
students’ views ought to be balanced with lectuisgscifications.

The second aspect of quality as fitness for purppgeoach puts the onus on
the provider. In this way, a quality product is dhat conforms to providers’
determined specifications. In the university ediorasector, this would mean
that lecturers would determine what it means bylityuaducation. The notion
is important as it allows the lecturer to adherelébneated quality parameters
to be enhanced with pedagogical practices. Thiemdg useful as it allows re-
evaluation of purposes and a continuous procesgheir examination.
Consequently, the notion is appropriate to teachinigalawian universities in
that it encourages analysis of purposes of learaimdjallows for re-evaluation
of purposes to respond to current issues. As shemotion allows lecturers to
evaluate whether a particular course provides titended knowledge, skills
and understanding (Harvey & Green, 1993). By rdwatmg purposes of
education, lecturers adhering to a critical pedsigagoid positing subject
matter dogmatically. This notion is in tandem witjuality assurance in
universities as it assists universities to see foality is achieved as set out in
the mission statements. However, to achieve aatipedagogy the notion of
fitness for purpose needs to be complemented hgsibf purpose (Coetzee &
Roux, 2001). Lategan (1997) argues that in theonaif fitness for purpose, the
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issue is whether the objectives are met whilshénrtotion of fithessf purpose,
the issue is whether lecturers have chosen the oigjectives. Fithesor and
of purpose demand balancing students’ concerns widtiurers’ objectives and
allowing lecturers to continue questioning theirjectives and pedagogical
practices in a process of learning and re-learning.

3.1.4 Quality as value for money in relation to aritical pedagogy

Harvey and Green (1993) hold that quality as vétwemoney defines quality
in terms of return on investment. If the same oweaan be achieved at a
lower cost or a better outcome can be achievetleasame cost, the customer
has a quality product or service. In the educasector, it means that students
begin to opt for courses that will in turn provitteem with jobs. While this
market view is problematic in that education ougbttonly to focus on training
for the job market, lecturers ought to consideuioating skills that could be
used for the job market. Thus, while this notiorga#lity has merit when one
looks at accountability, it fails when the systemememphasises measurable
indicators that in most cases do not hinge on tyuarning. Lecturers ought
to balance this view so as not to side-line crit@spects of learning at the
expense of producing leaners for the job market.

3.1.5 Quality as transformation in relation to a citical pedagogy

The concept of quality as transformation entaitg there must be qualitative
changes in the student. In which case, educatiseeas as doing something to
the student as opposed to something for the consufdeication becomes a
participative process and students are not prodoogtomers, service users or
clients but participants in an on-going processleairning and re-learning
(Harvey & Knight, 1995). Education as transformatincludes the concepts of
enhancing and empowering. Lecturers ought to mealisur ways of
empowering students: “via student evaluation, guaeing students minimum
standards of provision, giving students more cdrarer their own learning
and developing students’ critical ability” (Harvéy Knight, 1995:8-9). This
notion captures the core business of the univeasityis core in understanding
critical pedagogy in Malawian universities. Thistina entails professional
relationship between the academic and students.

As advanced in this paper thus, for a critical pedg to be successful in
Malawi in relation to understanding the notion afality as a constitutive
meaning of a critical pedagogy, the following paedens could be helpful:
fitnessfor andof purpose, value for money and transformation. Bifer and
of purpose will guide lecturers to plan considerighttheir specifications and
students’, value for money will encourage lectuterbalance critical aspects
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with students’ requirements to get jobs and tramsédion will encourage
lecturers to see their students as participaras ion-going learning process.

3.2 Being rational as a constitutive meaning of aitical pedagogy

In order to facilitate a critical pedagogy, lectareequire not only delineated
quality parameters but ought to be rational inrtbigissroom approach. Lipman
(2009: 11) contends that rationality in instituois about producing students
as educated persons or “persons who are as knavdbligas they need to be
and as reasonable as they can be helped to bed.Biikbules (1993), Lipman
(2009:11) viewsrationality as meaningful if connected to the notiof
reasonableness. He argues as follows: “reasonaslémeot pure rationality; it
is rationality tempered by judgement. The scholits, the courts are under a
mandate of rationality, but in a democratic socigtyneed reasonable citizens
above all”. Burbules (1993) on the other hand posits thatmatity entails four
aspects:reasonableness, accepting fallibility, embracingagmatism, and
employing rational judgementin advancing rationality as a constitutive
meaning of a critical pedagogy in Malawi, this papélises these aspects.
They are discussed in turn:

To enhance a critical pedagogy, lecturers requiggng reasonable.
Reasonableness requires lecturers to be objectitieei classroom. As such,
they ought to embody an attitude of tolerance ¢dygacity to regard alternative
positions without a rush to judgement) and to hegistic (having a regard for
other views)(Burbules, 1993). In so doing, they will better understand the
‘situatedness’ of their students and facilitateri@sy objectively.

Being rational also entails accepting fallibilifgurbules, 1993). This means
that lecturers realise that as human beings, tteprane to and make mistakes.
With such a realisation, lecturers have the oppiftuto continuously re-
engage with their teaching and general pedagogictipes to enhance critical
pedagogy.

More so, lecturers need to embrace a pragmaticapprin the classroom
(Burbules, 1993). This means being open and williogface failure as a
learning process on the part of lecturers. A piaggrapproach then shall help
lecturers to accept their limitations with an opaimd so as to be able to learn
even if it means learning from their students.

In employing rational judgement as a way of advagairitical pedagogy,
lecturers in Malawian universities shall requireuaderstand the context in
which learning takes place. For example, the pliegpisituation is most
important in the choice of particular pedagogiccpces in the classroom. In
employing rational judgement, lecturers are callgebn to be prudent and
sensitive to the environment so as to enhance ifgprat all times in the
classroom. Being rational thus entails that lecturealise that the classroom
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situation reflects open discussion. In this wagythssume a role that facilitates
learning by being ready to share the subject mattean environment that
allows students to question and be ready to betiqnes (Miller, 2000).

3.3 Being inclusive as a constitutive meaning ofaitical pedagogy

A lecturer ought to be inclusive in his pedagogjmactices. Inclusivity means
involving all students by giving them chances teereise their intellectual
capabilities. In such an environment, students ptmhbe free to participate in
their learning. In this way, the classroom becoraeplace in which both
students and lecturers advance relevant argumbatsfacilitate the learning
process in an inter-subjective manner. This progeggertinent in assisting
students to develop abilities to make reasonednaegts, work in teams and
appreciate and tolerate diversity of viewpointsgliEn Pendlebury & Tjiattas,
2001). These abilities are important for criticdizens who are expected to use
their knowledge to enhance group solidarity, natiooonsciousness and
tolerance of diversity as stipulated in the higkelucation frameworks in
Malawi.

34 Being a granter of freedom as a constitutive naaing of a critical
pedagogy

To achieve a critical pedagogy, lecturers oughttadmnpose their own ways of
thinking but give learners a chance or freedomearr together (Waghid,
2006). In this way, learners are given a changeatticipate in their learning
without any interference (Habermas, 1984; 1987anGng freedom to learners
to participate in their learning together with eand the lecturer helps to
avoid instrumental reasoning in the classroom.rimséntal reasoning means
using knowledge for social control (Habermas, 19887). Classrooms ought
to be liberating places and not environments faiad@ontrol.

35 Being responsible to equal treatment as a coristive meaning of a
critical pedagogy

In advancing a critical pedagogy in Malawi, lectgreeed to treat learners in
the classroom equally. No student should be sedretter than others or given
more learning opportunities than others in the scteam. Treating learners
equally, allows all students a chance to work hand be involved in their
learning process. In this regard, all learnershbtig be respected and be given
a chance to develop their critical reasoning cdpiaisi that are required for
citizens to enhance group solidarity, national camssness and tolerance of
diversity as stipulated in the higher educatiomieavorks in Malawi.
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4 Conclusion

This paper presents the argument that while uriyemsducation policy
prescriptions and their strategies in Malawi aretipent, there lacks a
philosophical grounding of pedagogical practiceshimi universities to train
critical citizens capable of producing knowledged aanhancing citizenship
values as outlined in the documents. The lack pitosophical grounding of
pedagogical practices is also due to a lack ofnlagrand teaching policies
within the universities. The paper thus concepsealiand proposes a model of
critical pedagogy for Malawian universities. Theoposed model of critical
pedagogy has the following constitutive meaningpiired by lecturers in the
classroom: being able to understand and delinesi@meters of the notion of
quality, being rational in the classroom, beindusive in classroom activities,
being a granter of freedom in the classroom anagoeesponsive to equal
treatment in the classroom.
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Abstract. This study investigated the factors that influenceldoice of
occupational area of two groups of students additito the Nigeria Certificate
in Education (NCE) Technical Programme who had SeBmcondary School
Certificate (SSSC) and National Technical CertifiodN&C) respectively. Third
year Technical Education students of the Federalle@®l of Education
(Technical), Omoku, Nigeria comprising 40 and 3@snts with SSSC and NTC
respectively were used for the study. Arithmeticameand t-test were used to
analyse the data. Reliability of the t-test resulés ascertained by the use of f-
test of homogeneity of group variance. Interest stady area; perceived
availability of job opportunities related to aref specialization; simplicity of
area in training and in employment; and perceiviéatdability of equipment for
self-employment were found to influence choice ofupational area among the
two groups.

Keywords: Technical Education; Career guidance; TBVET, Entrglification.

1 Introduction

In Nigeria, two groups of students with differenutbequivalent entry

qualifications are admitted into the NCE Techni€&bgramme. The two
groups of student are those with either the Se®emondary School Certificate
(SSSC) or the National Technical Certificate (NTThe SSSC is awarded by
either the West African Examination Council (WAEQ®y the National

Examination Council (NECO) to students who pasgeti graduated from the
secondary schools. This certificate is equivalemt the Ordinary Level

(O'Level) Certificate. The NTC is awarded by thetidaal Business and
Technical Examination Board (NABTEB) to students owlpassed and
graduated from the technical colleges or the seiemud technical colleges.
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This certificate is equivalent to the London CitgdaGuilds Intermediate
Certificate.

The Nigeria Certificate in Education (NCE) Techhipeogramme is a three
years postsecondary training offered in the colegé education aimed at
producing technical teachers with the intellectad professional background
adequate for teaching technical subjects and toenth&n adaptable to any
changing situation in technological development ooly in the country but
also in the world at large (NCCE, 2008). Therefatagdents admitted into NCE
Technical Programme offer all the courses listeth@first and second years to
acquire knowledge of Basic Technology componentsriable them teach
Basic Technology either in Junior Secondary SchawlsJunior Technical
Colleges before they are allowed to choose an atimul area in the third
year to enable them fit into an industry basedhmnttaining acquired in the
NCE technical programme. Also choice of occupaticarea in third year is
based on performance of the student in the relatadses leading to the
occupational area. It is in realization of thistflthe National Commission for
Colleges of Education (NCCE) stipulated that evstydent for the NCE
Technical Programme will offer all the courseseliktin the first and second
years of the programme before choosing an arepeatfiaization in the third
year (NCCE, 2008). The areas of specialization automobile, building,
electrical/electronics, metalwork and woodwork temlbgy education
respectively. These areas of specialization alsm the student’s occupational
areas.

This study attempts to investigate the factors tloald influence the choice
of occupational area in third year of the NCE TeéchinEducation students
with different entry qualification.

2 Literature Review

With the increasing diversity in a complex worldte€hnology and work; the
variety of occupational paths offered for a youregspn has also increased and
become complex. It is therefore pertinent for ehid to obtain necessary
information in occupational areas and acquire tleeessary skills to be
successful in the future occupational plans. Ampiidlual making a decision in
occupational choice is influenced not by their depment but also by the
context in which they live, their personal attitadend educational attainment
(Chen, 1997; Bandura, Barbaranelli, Caparara & deakit 2001). For an
adolescent who has graduated from post primary acltbe major turning
point in his or her life involves the occupatio@bice they will make in their
post-secondary school training. These career safscaccording to Borchert
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(2002) is one major important choices students mvlke in determining future
plans and this decision will impart them throughiingtir lives.

Studies carried out on some of the factors thadtienice occupation choices
include: parents and family, teachers and cournrseils well as the media such
as newspapers, television etc. (Eccles, 1997; BEpsi®92; Haverman &
Wolfe, 1995; Windham, 1996; Howe, 1997; Davies, ritee & Steele, 2005;
Walton & Cohen, 2007. Thus, occupational decisiaken by young people is
therefore a combination of both personal (thosegimating within the
individual) and situational factors (forces enabfign social context) (Amani,
2013). The personal factors are those that inclodgnitive and mental
processes which dictate career decision making ascéttitude, self-concept,
self-efficacy and knowledge (Sharf, 1992). The aittnal or environmental
factors which include social or external factomnirthe society may influence
ones career decisions. These social pressures atackaluable to the students
may come from parents, relatives, teachers, friepders and the society in
general which partly determines the decision ofeassgn whether to join a
career or not (Amani, 2013). In addition, the idegpendency of family, school
and community culture plays a critical role in sihgpthe youth’s occupational
choice. The young adults through interaction with tontext of family, school
and community learn about and explore careerstuiftiatately lead to career
choice. The economic and social circumstances effoader community
colours and influences the youth’s perception gbrapriate career choices
(Ferry, 2006).

Personality also has an important role in influagcstudent’s occupational
choice because some careers demand that you reperdonality to match the
qualities of the occupation (Borchert, 2002). Splagl997) was also of the
view that personality plays an important role ia tthoice of right career. Thus,
a student’s personality must be a self-motivatee tso as to investigate career
possibilities from early in their lives and not theocrastinating type that will
wait until they are compelled to decide. In esseiitces important for you to
have a good understanding of yourself and yourgpeilgy if you are to make
intelligent career plans.

However, factors considered in this study as imftireg students’ choice of
occupational areas are: interest, parental desigsre job opportunity,
understanding the related courses in the occugtiarea, availability of
adequately equipped workshops and laboratorieschées instructional
methods and competency, peer group influence, $iginal status attached to
the occupational area, occupational area is lebsus during training and also
during employment, information on career prospediisance to procure
equipment and tools for self-employment, previoaskiground knowledge of
occupational area, and the imposition of occupati@nea based on student’s
performance.
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A student’s personal interest in an occupationabhds very important in
occupational choice. Many students try to fit incaurse based purely on
personal interest (Reynolds, 2013). Davison (2G88) Amani (2013) also
reported that among the several deciding factochoosing a career was self-
interest in the department within the academic remvhent and this was the
major factor which influenced student’'s choice oégree programmes.
Therefore, for students to choose an occupatiore thmeist be interest for such
student to derive job satisfaction in the futurdafhka, 1983; Giachino &
Gallington, 1977).

The parent’s desire for a child to choose a pdercaccupation influences
students’ choice of occupation. In this regard, vixgda, (2008); Hines, (1997);
Lee, (1984); Leong, (1995) reported that parenpedally the father and other
family members were the most influential determtra@frtheir children’s career
choice intentions, occupational aspirations andipational expectations. Thus,
even if schools had resources with which to meaingopeople’s career
guidance needs, neither the teachers nor the dmssean replace the
influence parents have on their sons and daughterger plans because the
parent’s career aspirations aid children in seigctoccupational goals,
influence their knowledge of occupations and faamitie them with
occupational roles and requirements (Otto, 1989d Avhether the child
internalizes those aspirations is greatly deterthiog numerous values found
within the home. That is, the occupational oridotet of the parents
familiarize children with occupational roles, whitee value orientations of
parents provide the learning environment that nadéis the aspirations of the
children (Hairston, 2000; Lee, 1984). In additipayents were found to have
key roles in shaping career choices of their chitdthrough educational
expectations and perceptions of occupational opptigs as well as providing
early exposure to vocational matters thereby aidimgthe discovery of
aptitudes related to vocational subjects (Ferr@62®airston, 2000).

Role models and the intervention of relations clan &fluence students in
choosing an occupation. A role model a student@awtelevision or a lecturer,
professor or a relation can be the role model thfitences a student's
occupational choice (Borchert, 2002; Amani, 201Binfide & Sehinde, 2011).

Students also choose occupational areas where ateeysure of possible
future job opportunity. Borchert (2002) stated tfadi opportunity is another
factor that may shape career choices for studemishwnay also influence how
they have perceived their future in terms of thasomable probability of a
better future in a particular career field. Fer30@6) also posited that
occupational choice is not a mere matching probas# is a choice made in a
context of many influencing factors. The perceptdndeal job acts as a filter
for appropriateness and this in turn influencesctim@ce process.
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In addition, students choose occupational areaewhiltraining because the
related courses leading to the occupational areaeasier to understand
(Reynolds, 2013). Further, students prefer to chamcupational areas from
departments with adequately equipped workshopdabatatories for effective
practical training as against only theory becausgpgr skill training is very
important in future occupational engagements. Adiocgyto Taiwo (1974), the
workshop and farm enriches general education aade®perience a student
gets in the school workshop is what the studelizesi in the related industries
after graduation.

Another factor that may influence student’s ch@teccupational area is the
teacher’s instructional methods and competency. g@bemcy is the ability to
do something well when measured against a stantldsdthe ability acquired
through experience and training. Therefore, itas unusual for students to try
to get into a course because of the reputatioheftofessor teaching it. This
may be because of an outstanding performance girtifessor in his/her field
or because the professor is regarded as a finbaedéReynolds, 2013). The
competence of the teacher in influencing the sttislemoice of occupational
area becomes more pertinent since the teacheritatestthe single most
important fabric upon which hangs the success®fithole educational edifice
(Adesina, 1977).

Peer groups also influences students in choosingpc@mupational area.
Friends and the mentoring relationship with a teadh a particular discipline
can foster a sense of social belonging which ingpact choice of area of
specialization (Davison, 2013; Hall, Sullivan, Kemén, Batts & Long, 2009)

The high social status attached to some occupétiareas influences
students’ choice. The choice of occupational area Istudent is bound to be
affected if low prestige is attached to the paféicwwccupational area. Some
occupations have social status and prestige atlatheat and hence high
esteem. For this reason, most young people scrafoblthem (Olayinka,
1983).

Students may not like to choose an occupationa Hrat is tedious during
training and thereafter during employment becaheg to have the stamina to
withstand the rigours of such occupations. Mostiestiis would therefore prefer
occupational areas that are less tedious durimgrictnand during employment
(Amasuomo, 2000).

Availability of information on occupational prosgecin most cases
influences occupational choice by students. Ocompalt information helps
students to have a self-evaluation of their charétics, preferences and
capabilities (Barango-Tariah, 1999). Further, emagement from teachers and
information from someone at the school level thaswnowledgeable about
different career options can influence studentscemsider various career
options (Hall, Sullivan, Kauffman, Batts & Long, @9).
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The amount of capital required to establish workshfor self-employment
may also influence student’s choice of occupati@mal. One of the objectives
of technical education is for the recipients todedf-employed after training
(NCCE, 2008). Students may not choose some odoagawvhich require huge
amount of money to establish workshops for selfiegment.

Previous background knowledge of the occupationed 40 a large extent
influences the choice of occupational area. Adogrdo Amani, (2013), there
was a positive relationship between occupationawkedge and intents of
some students to join their careers upon graduatihile students who come
into occupational training from the secondary s¢hooay not have previous
knowledge of the occupational area they are chgobut students from the
technical and vocational colleges already have ecumational path and
therefore are work-bound. The occupational goalwark-bound youths are
identified because they already know what theygaiaeg to do when they get
out to choosing a major for training. Thus, theichmf occupational area for
those students at the post-secondary level is mdoeet. Their choice of
occupational area is less influenced by extranetators since their
occupational objectives and plans are alreadympptace and the choice of an
occupational area has already been made. The ssuffem the secondary
schools who do not have previous occupational kedgé have career
trajectories that are future oriented and are erposed to occupation choice at
the post-secondary school level (Ferry, 2006).

Academic performance of a student may also infleethe student’s choice
of occupational area in situations where the chisicependent on performance
in the related courses that lead to the occupdtiarea. An above average
performance in specific related courses may thezdfe required for a student
to be allowed to choose an occupational area.da<chke this, an occupational
area may be imposed on the student irrespectitteeahterest of the student in
a particular occupational area since the studehtndi perform better in the
area of interest. According to Gesinde (1986), ehestegory of students were
forced by circumstances influenced by a powerfohsius.

Previous studies indicated that various factorsi@miced students’ choice of
occupational areas. It became pertinent to findwiutther theses factor that
influenced occupational choices will differ amorigdents with different entry
qualifications. Specifically, the study shall firmhswers to the following
research questions:

1. What are the factors that influence occupation @haimong students with
different entry qualifications?

2. Will the factors that influence occupation choiceamg students with
different entry qualifications differ?
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A null hypothesis using the second research questias formulated thus:
There will be no statistically significant differem in the factors that influence
occupation choice among students with differentyeqalifications

3 Methodology

The study population was made up of seventy 300elL&CE Technical
Education students of the Federal College of EdmegfTechnical), Omoku,
Nigeria during the 2011/2012 academic session. Ppbeulation which
constituted the sample is comprised of forty andytrstudents with Senior
Secondary School certificates (SSSC) and Natioredhilical Certificates
(NTC) respectively.

The research instrument was a questionnaire camgathirteen (13) items
that tried to elicit the factors that influence d#uats’ choice of occupational
area in NCE Technical Education programme. Th&ansptions were: High
influence, Moderate influence and Low influence awele accordingly rated
(3), (2) and (1) respectively on a three-point ecdlhe questionnaire was
administered by the researcher and the students gieen a week or the next
lecture period to submit the completed questiomndihe entire administered
questionnaire was completed and personally retliéyethe researcher.

Data was analysed using arithmetic mean in theorespscores categories.
On a 3-point scale, mean responses above 2.00atedic¢hat the assessed
factors influenced the students’ choice of occupeti areas while mean
responses below 2.00 was an indication that thesasd factors did not
influenced them. The Z-test of two independent gsdmeans was used to test
for significance difference in the choice of occlipaal area among the two
groups. The f-test of homogeneity of variance dhlgroups used the Hartley’s
F-Max test with the greater variance as numeratml smaller variance as
denominator (Gravetter and Wallnau, 2005). Thestestre two—tailed and
conducted at the 0.05 level of significance

4 Results

The results presented in Table 1 revealed thatestiefuture job opportunity,
the occupational area is less tedious during tngirind during employment;
and finance to procure equipment and tools to getworkshop for self-
employment influenced both the SSSC and the NTQ@mgoof students in
choosing an occupational area. Parental desirderstanding the related
courses leading to occupational area, availabitify adequately equipped
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workshops and laboratories, high social statuslagia to the occupational area
and information on occupational prospects onlyuficed the SSSC students
in the choice of occupational area. Previous bamkmi knowledge of
occupational area only influenced the NTC students.
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Table 1: Factors influencing students’ choice of occupational area

Influencing factors

Senior secondary school certificate
group (n=40)
H M LI X SD Decision

National Technical certificate group
(n=30)
HI M LI X SD Decision

Interest in occupational area

Parental desire
Future job opportunity

Understanding the related courses leading
to occupational area

Availability of adequately equipped
workshops and laboratories

Teacher’s instructional methods and

competency

Peer Group Influence

High social status attached to the
occupational area

The occupational area is less tedious
during training and during employment
Information on occupational prospects
Finance to procure equipment and tools to
set up workshop for self-employment
Previous background knowledge of
occupational area

Choice occupational area was imposed
because the student performed better in

that area

35 2 3 2.80 0.61 There was
influence

18 17 5 2.33 0.69 ”

31 2 7 260 078 ”

19 9 12 2.18 0.87 ”

18 16 6 2.30 0.72 ”

15 2 23 1.75 0.97 Noinfluence

18 14 8 2.2 0.76 There was
influence

22 13 5 2.43 071 ”

19 14 7 2.30 0.76 ”

21 15 4 2.43 0.68 ”
18 18 4 2.35 0.62 ”

17 1 22 1.88 0.99 No influence

6 0 34 130 072 ”

18 3 9 2.30 0.92 There was
influence

8 4 18 1.67 0.88 Noinfluence

15 6 9 2.20 0.89 There was
influence

11 2 17 1.86 0.97 No influence

6 12 12 1.80 0.76 ”

5 14 11 1.80 0.76 ”

5 15 10 1.83 0.70 ”

7 12 11 1.87 0.77 ”

20 4 6 2.46 0.82 There was
influence

6 14 10 1.87 0.73 No influence

16 12 3 2.50 0.69 There was
influence

13 9 8 215 092 ”

3 0 27 1.20 0.61 No
influence

Df = 64; P>=0.05; Expected t-Value =2.00; No. of SSSC Group (N) =40; No. of NTC Group (N) =30; S= Significant; NS = Not significant.
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Table 2: Z-test for significance of difference

Assessed influencing factors Entry qualification  Mean SD Z-value

Interest in occupational area SSSC group 2.80 0.61 2.54 S
NTC group 2.30 0.92

Parental desire SSSC group 2.33 0.69 3.35 S
NTC group 1.67 0.88

Future job opportunity SSSC group 2.60 0.78 1.89 NS
NTC group 2.20 0.89

Understanding the related courses leading to occupational area SSSC group 2.18 0.87 1.45 NS
NTC group 1.86 0.97

Availability of adequately equipped workshops and laboratories SSSC group 2.30 0.72 2.75 S
NTC group 1.80 0.76

Teacher’s instructional methods and competency SSSC group 1.75 0.97 0.23 NS
NTC group 1.80 0.76

Peer group influence SSSC group 2.20 0.76 2.08 S
NTC group 1.83 0.70

High social status attached to the occupational area SSSC group 2.43 0.71 2.90 S
NTC group 1.87 0.77

The occupational area is less tedious during training & in employment SSSC group 2.30 0.76 0.82 NS
NTC group 2.46 0.82

Information on occupational prospects SSSC group 2.43 0.68 3.41 S
NTC group 1.87 0.73

Finance to procure equipment and tools to set up workshop for self- SSSC group 2.35 0.62 0.43 NS

employment NTC group 2.50 0.69

Previous background knowledge of occupational area SSSC group 1.88 0.99 1.17 NS
NTC group 2.15 0.92

Choice occupational area was imposed because the student performed SSSC group 1.30 0.72 0.6 NS

better in that area NTC group 1.20 0.64

Df = 64; P>= 0.05; Expected t-Value = 2.00; No. of SSSC Group (N) =40; No. of NTC Group (N) =30; S= Significant; NS = Not significant.
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The Z-test results presented in Table 2 indicatext there was significant
difference among the SSSC group and their NTC eopatts in the following
assessed areas: interest, parental desire, aligiladfi adequately equipped
workshops and laboratories, peer group influehiggy social status attached to
the occupational area and information on occupatigmospects. Hence the
null hypothesis was rejected because the Z-testesalfor each of the
influencing factors were more than the expectetetadlue of 2.00 at P>= 0.05
However, there was no significant difference amtinggSSSC and the NTC
groups in the following factors: future job oppaity, understanding the
related courses leading to occupational areas, tdaeher’s instructional
methods and competency, occupational area isde#sus during training and
during employment, finance to procure equipmentd atools to set up
workshop for self-employment, previous backgrounchowedge of
occupational area and choice of occupational aras mwposed because the
student performed better in that area. Thus, thehypothesis was accepted
since the calculated Z-test values were less thanatble value of 2.00 at P>=

0.05.
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Table 3: Test of Homogeneity of Group variances

Assessed influencing factors Entry qualification ~Mean  Variance (5?) f-value
Interest in occupational area SSSC group 2.80 7.84 1.48
NTC group 2.30 5.29 NS
Parental desire SSSC group 2.33 5.43 0.97
NTC group 1.67 2.79 NS
Future job opportunity SSSC group 2.60 6.76 1.40
NTC group 2.20 4.84 NS
Understanding the related courses leading to occupational area SSSC group 2.18 4.75 1.37
NTC group 1.23 3.46 NS
Availability of adequately equipped workshops and laboratories SSSC group 2.30 5.29 1.63
NTC group 1.80 3.24 NS
Teacher’s instructional methods and competency SSSC group 1.85 3.42 1.06
NTC group 1.80 3.24 NS
Peer group influence SSSC group 2.20 4.93 1.47
NTC group 1.83 3.35 NS
High social status attached to the occupational area SSSC group 2.40 5.90 1.69
NTC group 1.87 3.50 NS
Occupational area is less tedious during training and during SSSC group 2.30 5.29 1.14
employment NTC group 2.46 6.05 NS
Information on occupational prospects SSSC group 2.43 5.90 1.69
NTC group 1.87 3.50 NS
Finance to procure equipment and tools to set up workshop for self- SSSC group 3.34 5.52 1.13
employment NTC group 2.50 6.25 NS
Previous background knowledge of occupational area SSSC group 1.88 3.53 1.31
NTC group 2.15 4.62 NS
Choice occupational area was imposed because the students’ SSSC group 1.30 1.69 1.17
performed better in that area NTC group 1.20 1.44 NS

P > = 0.05; Expected f-Value = 1.84; Numerator = 39; Denominator = 29; NS= Not Significant; S= Significant
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The results of the f-tests presented in Table 2aked that, the calculated f-
value of the factors that influenced students’ ce@f occupational areas was
less than the expected table value of 1.84. Basdtis result, the variance of
the SSSC and the NTC groups in each of the assedgherhcing factors were
not different, and the homogeneity assumption efwtriances of both groups
was therefore valid. Thus, the calculated Z-valuere reliable.

5 Discussion and Conclusion

In determining the factors that influenced studentwice of occupational
areas, interest in the occupational area influermenior secondary school
certificate (SSSC) and National Technical Certtec@NTC) groups of students
in choosing an occupational area. This finding wassistent with David
(2003); Amani (2013); Olayinka (1983); Giachino aadllington (1977) who
reported that before a student will choose an catooip, there must be self-
interest in the occupational area for such stuttederive job satisfaction in the
future. Thus a student’s personal interest in aoupational area is very
important in occupational choice.

Parental desire for the occupational area influerady the SSSC students.
In this regard Parham and Austin (1994); Otto (33880 observed that family
members particularly parents are the most inflaérdeterminant of career
plans, occupational aspirations and occupationagetations. The findings also
agreed with Ferry (2006); (Hairston, 2000) whoedahat through educational
expectations and perceptions of occupational opptig¢s, parents were found
to have key roles in shaping career choices byngidin the discovery of
aptitudes related to vocational subjects and stistidecision to prepare for a
career. Therefore, parental influence on studenitsice of occupational area
will be very strong, especially where most paremsild want their children to
pursue a particular profession for the sake oftge®r they may want children
who will step into their professions when they grold (Olayinka, 1983,
Gesinde, 1986). The influence of parents and oelator role models to a great
extent therefore influenced the child’'s preferenoeghe choice of career.
However, the NTC group of students were not infaezhby parental desires.
This could be attributed to the fact that such etiisl already had a certificate in
a vocational area at the post primary school Iév@h a technical college.
Therefore, they could not have chosen any othdegsmn apart from the one
they know best. Further, education was only an aedn enhance their status
in the job place.

Job opportunity influenced both groups of studemsthe choice of
occupational area. This implies that, after the Ni&€ehnical Programme, there
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is an assurance of a better job in the future, higlome, social influence,
improved condition of living and advancement in jbie place (Olayinka 1983,
Okon 1986 and Gesinde 1986). Borchert, (2002);idav (2013); Ferry
(2006) also concurred that job opportunity influetichow students have
perceived their future in terms of the reasonabtEbability of a future in a
particular career field and that occupational chaixas not a mere matching
process but it is a choice made in a context ofymiafiuencing factors. Thus,
no student would want to choose an occupational #rat is not assured of
quick and good employment. Also no parent would twen spend huge
amounts of money in training a child in occupaticaraas that do not have job
opportunities. Okon (1986) also reported that & i®ct that young people and
their parents do not want education principallgagnd in itself but as a means
of getting better employment and improved conditbtiving.

The ability of the student to understand the relateurses that are listed in
the first and second year of the programme infledrtbe SSSC students in the
choice of occupational area. This means that isteparental influence and job
opportunity alone are not the only criteria for obimg a carrier, but the
necessary aptitude for the courses that may letithtaccupational area is also
required (Olayinka 1983, Gianchino, Gallington 19ZrRd Miller 1985).
However, this factor did not influence NTC studesitsce the curricula for the
NCE Technical Education programme were like theatiooal training at the
post primary level. It was only enlarged and mdebearate in nature and the
training the students get at the NCE Technical Btoc programme is a
continuation of vocational training at the postatry level.

The availability of adequately equipped workshopsd alaboratories
influenced the choice of occupational area of tI8&S students. That is,
adequately equipped workshops and laboratoriesffective skill training was
very important for them in their future occupatibeaagagements. According to
Taiwo (1974), the workshop and farm enriches génedacation and the
experience a student gets in the school workshegh# the student utilizes in
the related industries after graduation. Howewueis factor did not influence
the NTC students. The reason was that they alrkadyan occupational path at
the post primary vocational level. Further vocatiofmraining at the post-
secondary level was only to improve their skillsl @mter into the job market at
a high level with more responsibilities and higkalary.

The teachers’ instructional methods and competedittyot influence any of
the two groups of students in choice of occupatianea. The implication was
that the various departments had adequate suppipalified and competent
teachers. Therefore, the students do not haveeaspn to change occupational
area in their third year after the transition péraf the occupational training.
The few students who had contrary opinion may hdeee so because a
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particular teacher was a fine and outstandinguostr in the field through the
acquisition of experience and training (Reynolds,2)

The SSSC students were mostly influenced by pemrpgrin the choice of
occupational areas. The impact of peer group infleeon students’ choice of
occupational area was very strong. The peer gmoflygence is likely to occur
in the NCE Technical programme because no studpatializes in an
occupational area in their first and second yedrthe training programme.
Therefore, the two years in-between before a studemoses an occupational
area in the third year is enough time for the sttide change occupational
areas different from the one he/she originally nded especially where they
could not withstand the peer group pressure. Dav(2013); Hall, Sullivan,
Kauffman, Batts & Long (2009) therefore reportedttfriends were the most
influential in the choice of area of specializatidime peer group factor did not
influence the NTC group of students. The simplesoeavas that whatever peer
group influence they had was in the post primargational training. The NTC
group of students already had an occupational fpatbllow from the training
they had in their post primary vocational traininghe technical colleges.

The social status attached to an occupational ariaenced choice of
occupational area among the SSSC students. Thost ragreed with Olayinka,
(1983) who reported that social status and prestiteehed to the career such
as the type of esteem for the workers demand caeret other prospects for
social influence and advancement. For this reasmst goung people scramble
for occupational areas with high social status @mestige. For the NTC
students, the social status attached to the odounpétarea did not influence
their occupational choice at the NCE Technicalnirej programme because
occupational choice has already been made at gosny vocational level.

Most students were influenced in their choice afupational areas because
such occupations were less tedious during trairang also during their
working life. Therefore, students who do not hakie tequired stamina to
persevere in such occupational area may not waohdose such occupations
(Amasuomo, 1996).

Information on occupational prospects influencedstraiudents to choose
occupational areas among the SSSC group of studerttds regard (Barango-
Tariah, 1999; Hall, Sullivan, Kauffman, Batts & Lgn(2009) opined that
students make occupational choices based on thigievaluation in terms of
their own characteristics, preferences and capiabili This also involves
information on career and occupation, charactessif range of jobs, risks of
future unemployment and job. Information on occiguatl prospects did not
influence the NTC students in choice of occupalicen@a. This group of
students had chosen occupational areas in theatiooal trainings at the post
primary school levels.
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The SSSC and NTC students all agreed that finamgedcure equipment
and tools to set up workshops for self-employmefiuénced their choice of
occupational areas. It will be a frustrating exeedior an NCE technical student
who after acquiring training in an occupationalaatater discovered that the
chosen occupational area requires large amourdfat to be self-employed.
Where this happens, the objectives of the NCE iiieah Education
programme where graduates are also expected tcelbensployed in the
occupational area after training (NCCE, 2008) wit be achieved.

Previous background knowledge of the occupatiored anly influenced the
NTC group of students in occupational choice. Tikibecause the curriculum
of such students was tailored towards a vocatidheatechnical school level. In
the same vein Amani, (2013) posited that there wagsositive relationship
between occupational knowledge and intents of setndents to join their
careers upon graduation. The students from theniemhand vocational
colleges already have an occupational path anceftiver are work-bound.
Their choice of occupational area is less influebgeextraneous factors since
their occupational objectives and plans are alrgadyin place. However, this
factor did not influence the SSSC students sine& thurriculum was general.
These students were only exposed to occupatiomételat the post-secondary
school level. Therefore, factors such as paremte&r group, the teacher,
interest, future job opportunities, social statdisthee occupation, etc. could
influence them in their choice of occupational area

The two groups of students were of the opinion tingbosition of the
occupational area did not influence their choiceoofupational area. There
were few cases where students’ choice of occupat@amrea was dependent on
performance of the student in the related courisasled to the occupational
area. In cases like this, an occupational area lmeaymposed on the student
irrespective of the interest of the student in gigalar area. The finding was
consistent with Gesinde (1986) who observed thatd#itegory of students are
likened to an individual who did not deliberatelyap to enter into any
particular job, rather circumstances forced it be tndividual, and he only
succumbed to the influence of a powerful stimulus.

It was concluded from the findings that factors hsuas interest in
occupational area, future job opportunity, the petional area is less tedious
during training and during employment, finance togqoire equipment/tools to
set up workshop for self-employment influenced dhwice of occupational
areas among students in the NCE Technical programwhese entry
certificates were different. Other factors suctpasental desire, understanding
the related courses leading to occupational areailahility of adequately
equipped workshops/laboratories and previous background ledye of
occupational area that individually and severatiffuenced the two groups of
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students in the choice of occupational area sorestivaried. Further, whether
any significant difference existed or not in theteext of influence of the

assessed factors among the senior secondary sertibtate and the National
Technical certificate students in their choice ofupational area also varied.
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University Lecturers’ Professional Empowerment and
Turnover in Uganda
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Abstract. Many universities in Uganda are grappling with ttieallenge of
academic staff turnover. While research conducteidushas established different
factors explaining the problems of turnover, mahwbich have been addressed,
this challenge has not been resolved. Hithertentbn has not been paid to
whether professional empowerment of the lecturggdais this phenomenon
and whether it can help to curb it. Therefore, gtigly was conducted to analyse
the level of professional empowerment providedhi® lecturers and the way it
relates to their turnover. Data was collected f@84 lecturers using a structured
questionnaire, and analysed using the descrip@Ve, Square, correlation, and
regression techniques. The findings were that theell of professional
empowerment is low and that this has contributedht® lecturers’ turnover.
Hence, the paper urges university managers to gethe lecturers’ professional
empowerment.

Keywords: Academic staff; Retention; Human Resources Management

1 Introduction

The increasing level of voluntary academic stafhitwer is one of the main
challenges facing universities in Uganda today. fitmaber of lecturers leaving
both public and private universities is increasaiga pace much higher than
that of their replacement. For instance, 68 lectuteft Makerere University
between 2008 and 2012 (Mubatsi-Asinja, 2012). Temas lecturers left Gulu
University between 2010 and 2012 (Oyat & Aleni, 201During the same
period, 15 dons left Kampala International UnivigrgEdabu, 2013), 17 left
Ndejje University (Kayongo, 2013), and 19 left Kyamgo University
(Jaramogi, 2013). Over 26 lecturers left Mbararavehsity of Science and
Technology (MUST) between September and Octobet 20dryakira, 2013)
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While presenting a report to the Parliamentary Citem on Science and
Technology, the Academic Registrar of MUST notedt,tifThe increasing
trend of lecturers leaving... or giving up on teaghis worrying...brain-drain
of trained personnel...has left...the university incajaded...There is need to
move fast and ensure retention of good lecturerd.[provision of] quality
education” (Turyakira, 2013, p.1). Therefore, theed to mitigate voluntary
turnover behaviour displayed by lecturers cannobberemphasized. This is
especially so when it is taken into account thatueers are leaving the
universities at a time when most of the universitiave not even filled their
staff establishment. For instance, Makerere Unityeris supposed to have
2,491 academic staff members but the audit condusethe office of the
Auditor General found out that it had only 1,262%9 (Mubatsi-Asinja, 2012).
The staff establishment is only 70% filled in GWaiversity, 55% at MUST,
56% at Kyambogo University and 85% at Ndejje Ursityr (Asimwe &
Steyn, 2013).

Several studies (e.g. Asiimwe & Steyn, 2013; Jagim®013; Kayongo,
2013; Oyat & Aleni, 2013; Ndagire, 2011; Katusiifaiethwezi, 2010) have
been conducted to establish the cause of the tarn&eview of these studies
reveals that they attribute the problem to manytofac These include
weaknesses in the universities’ governance, iilitated work environments,
inadequate remuneration, and rising competitioriferdons arising out of both
mushrooming universities on the local scene andl ragpernationalization of
university education. Addressing the concerns daisethe studies cited above
may be a step in the right direction, but may ré#raa sustainable solution to
the problem of turnover. Herzberg’'s Two Factor Tigesuggests that factors
like work conditions, remuneration, and corporavéigies do not offer enough
explanation for an organization’s ability to mitigaemployee turnover (Zeynep
& Huckman, 2008). This means a sustainable solutmrthe problem of
turnover requires additional remedies. Beairsto Rudhotie (2003) suggest
that professional empowerment could prevent stafitian because it equips
employees with the psychological and technical ciypahat improves their
intrinsic motivation, commitment, engagement, iagtrand love for their jobs
to the extent of not desiring to leave (Boglera@artech, 2004).

This study undertook to examine the applicabilifyttos proposition to the
problem of lecturers’ turnover in universities ingahda. The specific
objectives of the study were to examine:

1. the perceived level of professional empowermentvidem to the
lecturers

2. the voluntary turnover behaviour displayed by tbagd

3. whether there is a difference in the level of pssfenal empowerment
and voluntary turnover behaviour displayed by lestsiin private and
public universities in Uganda, and
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4. the relationship between the level of provided essfonal

empowerment and voluntary turnover behaviour disgaey the dons.

The measures used to meet these objectives wentfietd from the literature
presented in the following sections.

2 Related Literature

2.1 Professional Empowerment

The concept of professional empowerment is derikad the general notion of
empowerment (Ciulla, 2004). According to Fracar®@0@&), the notion of
empowerment comes from the term ‘empower’, whidereeto the process of
facilitating individuals to develop, gain or accuipower or the ability needed
to influence what is happening around them. Empowet is itself defined as
a process of increasing the cognitive and emoticaphcity of individuals to
make choices and to transform the choices intoreksictions and outcomes
(The World Bank Group, 2011). This definition sugigethat empowerment
involves facilitating a person to develop both imking and feeling that he/she
is able to make effective and efficient choiceshi@ context of what is desired.
Effective empowerment is that which is provide@dg¢vel that makes a person
feel internally capable and externally competenthe(TCentre for Effective
Philanthropy, 2012). The internal capability ist fiel form of a person’s sense
or belief that he/she has the capacity to makeeehllecisions and to solve
his/her own problems. This capability is externaflisplayed in form of
competency involving practicing the knowledge, itlfermation, the skills, the
capabilities and other resources acquired duringosverment (Hayes, 2003).
These definitions are general and do not indicaig the degree at which an
employee such as a lecturer is empowered affetistesy turnover behaviour.
They are however useful in that they provide lenbesugh which the level of
professional empowerment can be visualised andunegs

In fact, some scholars have used the rationaltefabove definitions as a
basis for defining professional empowerment asoaqss involving continuous
improvement of a certified person’s proficiency agffectiveness in making
and implementing choices related to his/her johd&e& Shavelson, 2007;
Meirink, Meijer & Verloop, 2007). They also defitiee level of empowerment
as the degree to which this improvement takes pislegrink et al, 2007). In
the context of educational institutions like unsiées, the level of professional
empowerment is reflected by the scale of efforts iputo design teachers’
capacity enhancement policies and the degree teahwtiiese policies are
implemented to create an environment that enaldashers to engage in
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activities that enhance their teaching, researchianovative abilities, skills,

knowledge, expertise and attitude (OECD, 2009; 8agl& Somech, 2004).
Believing that the initial certification of teaclseis only the beginning of
professionalism, other scholars argue that thel leivempowerment connotes
the extent to which this professionalism is impbwe® a continuous (Baumert
et al., 2005, 2010). However, these scholars fell shortlaborating how the

provision of this knowledge affects staff turnobehaviour.

Professional empowerment is regarded as a progesghich teachers are
facilitated, particularly in terms of preparatioor fteaching, teaching, time
management, and job innovativeness (Darling-Hammaaa9). According to
Boglera and Somech (2004), the essence of profedsempowerment is to
enable teachers release and utilize their expegjentiative, knowledge, and
wisdom. The process involves actions and programaiesh build teachers’
capacity to improve their own proficiency and oumes as well as the
efficiency and effectiveness of their schools (Glen& Vandenberghe, 2008).
Such programmes include training of trainers thhougternal workshops,
tutorials, case studies, seminars, and apprentpegRivkin, Hanushek &
Kain, 2005). These observations describe how psafeal empowerment for
teachers takes place, but they do not explain hoaffécts staff turnover.
Moreover, they approach the capacity gained fromppa@merment as though it is
one general concept, yet this is not the case.

According to Beairsto and Ruohotie (2003), prof@sal empowerment has
two dimensions: the psychological and technicakyrtefined psychological
empowerment as a state of intrinsic motivatielh by an employee in terms of
cognitive constructs which include meaning, compete self-determination,
and impact. They defined meaning as the degreentohvithe requirements of
an employee’s job match his/her individual belietdues, and behaviour. They
defined self-determination as an employee’s remuratf his/her actions based
on choice and autonomy to decide on the initiatiad continuation of work,
effort, work methods, pace of work, and so on. Thiewed impact as the
extent to which an employee feels able and inclitednfluence strategic,
administrative, and operative results at work. ®hescholars defined
competence as the ability and skill of an emplot@eerform his/her job.
Employees’ competence is empowered through on4jabodf-job training and
capacity enhancement programmes such as emplogaeaton and feedback,
long and short courses, workshops, seminars, ajigeships, mentoring,
tutorials, attitude shaping talks, case studies, s#if-development initiatives
like online and other professional learning adipgt (Sleegers, Bolhuis &
Geijsel, 2010; Supovitz, 2009; Meirink, Meijer & Keop, 2007; McLaughin
& Talbert, 2006). Beairsto and Ruohotie (2003) dothat although these
cognitive constructs improve an individual’s oraitn to work in a much
more useful, committed, satisfied and engaged wWay tend to be neglected
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in the empowerment programmes of most organizatidhss suggests that
psychological empowerment can encourage employeasay on rather than
leave their jobs. However, the extent to which #mgowerment is provided is
low in most organizations. It is for this reasoattthe level of psychological
empowerment given to lecturers in private and pubhiversities of Uganda
needed to be investigated following the universitiew retention levels.

Most organizations neglect psychological empowetnbatieving that it is
enough to empower staff technically (Clarke & Huadisworth, 2002). They
thereby concentrate on what they perceive as giftidevels of employee
empowerment provided in form of greater resporigjb&ind commensurate
autonomy, resources and rewards (Eurydice, 2008nir&to and Ruohotie
(2003) have, however, observed that although teahforms of empowerment
are necessary, they do not offer employees witlyw@ate opportunities to feel
psychologically empowered. These scholars obseritgther that when
employees do not feel psychologically empowereay tbannot engage in
empowered actions and work styles such as self-ggmnant and teamwork.
Employees who are not psychologically empoweredcatimake, implement,
and do not feel accountable for any work-relatecigiens. It is not enough to
empower employees by promoting their access to angleked information,
giving material resources and rewards. Effectivefgssional empowerment
should combine the psychological and technical dsiens and should be
extended by providing employees with adequate $ewvafl job-meaning,
knowledge, skills, work resources, authority, oppoity for self-determination
and for feeling intrinsically responsible and aauable for the outcomes of
their actions (Geijsel, Sleegers, Stoel & KriugedD). In fact, research has
shown that educational institutions that promotes ttype of professional
empowerment register high levels of staff retent(blendrikset al, 2010;
Fulton, Lee & Yoon, 2009; The State Educational hfedogy Directors
Association (SETDA), 2008). This is however, justiaplication, which needs
to be proved empirically; for it is based on reshaconducted about staff
retention (not turnover) and in Europe, not in ensities in Uganda.

2.2 Staff Turnover Behaviour

The concept of staff turnover behaviour delineaties manner in which
employees leave and get replaced in an organizatiargiven period (Society
for Human Resource Management, 2012). Typicallig, tbncept connotes the
way employees leave their jobs either voluntarityimvoluntarily (Tett &

Meyer, 2006). Involuntary turnover behaviour takgace in form of forced
resignations, interdictions, terminations, disnissaforced leaves, non-
renewable or not renewed employment contractsretirement, incapacitating
illnesses and death (Sullivan, 2003). Since thisnawer behaviour is
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involuntary, it is not the concern of this papeheTconcern of this paper is
about voluntary turnover behaviour because it ie tpe with which
universities in Uganda are grappling.

Voluntary turnover behaviour takes place in formdidcretionary actions
carried out by employees in form of deliberatefatagignations, prolonged or
extra leave requests, absconding from duty, un@da and prolonged
absenteeism, and failed return-to-work discussi@insran-Malik, Zaheer,
Mehboob & Khan, 2010; Lambert & Hogan 2008; Accogdio Zeynep and
Huckman, 2008). Voluntary turnover behaviour isoalseflected by its
consequences such as incurring of unexpected retpicement costs, extra
workloads to the remaining staff members, overtipgyments, missed
deadlines, interruptions to the flow of work, higHevels of stress-related
absence, low staff morale, declining staff prodaitj and unsatisfactory
services to customers (Shaw, 2010; Zeynep & Hucki@d8). This behaviour
is further reflected by turnover intentions (Kyonemido, 2012). Thus, asking
employees to indicate whether they have intentiorieave their organizations
or not is one way of measuring the staff turnowehdviour. Indeed, employees
with intentions to leave indicate that they willeenually leave (Tett & Meyer,
2006). The intentions are expressed in form of myyand/or reading
newspapers to find advertised jobs, making job iegfbns to other
organizations when still holding the current jobhdamaking online and other
enquiries about whether there are vacant posts tirer oorganizations
(Kyomuhendo, 2012). It has been observed that erapk develop intentions
to stay or leave an organization basing on varieessons ranging from
personal reasons to those related to how theyeaiget! by their organizations
(Imran-Malik et al., 2010). This paper focuses on how organizations,
particularly universities in Uganda, treat theindemic employees in terms of
professional empowerment.

3 Methodology

This paper is compiled from a study designed asszriptive cross-sectional
survey complimented by a correlational design awdnhes aspects of a
comparative research design. The descriptive @estienal was used to
facilitate the collection of first-hand quantitaivdata in a short time using
questionnaires administered to a relatively largeutation of lecturers selected
from different institutions, which included privaéed public universities. The
study population size, expected sample size, whigls determined using
Sloven’s formula, and the actual sample size weuanmarised in Table 1.

40



Makerere Journal of Higher Education

Table 1: Population and Sample

Population*® Sample Respondents
Category Public Private Total Public Private Total Public Private Total
Universities 7 24 31 4 12 16 4 12 16

Lecturers 3070 4606 7676 128 256 380 134 250 384

*Source: National Council for Higher Education (2010).

Universities were selected using simple random $ampto give each
university an equal chance of participating in shedy, since they all witnessed
the problem of staff turnover. All the lecturersrevselected using convenience
sampling, a non-probability sampling technique thias deemed appropriate to
facilitate their selection according to their aghility, accessibility in their
respective offices, and willingness to participate the study. Data was
collected using a structured questionnaire. A copyhis questionnaire was
administered to each lecturer after seeking theirsent. The questionnaire’s
Cronbach Alpha coefficient was 0.876, implying tliat items were reliable
since the Alpha was greater than 0.7, the minimooeptable threshold (Amin,
2005). The data was analysed using descriptiveeledion, regression and Chi
Square techniques.

4 Findings

The first objective was to establish the perceivedel of professional
empowerment provided to the lecturers. This objectias met by asking the
lecturers to rank their level of professional empowent. The ranking was
done on a scale with five options: “Strongly agretAgree”, “Neutral”,
“Disagree” and “Strongly Disagree”. The findinge aummarised in Table 1.

41



L. Ddungu: Lecturers’ Professional Empowerment &achover

Table 1: Level of Professional Empowerment provided to Lecturers

Attributes Dimensions Indicators N Mean SD
Technical Capacity The university has policy for enhancing lecturers’ professional capacity 384 4.35 .483
The university is equipped with ICT facilities that lecturers can use to
become more knowledgeable about how to do their work better 384 4.22 .486
The university has equipment which lecturers can use to enrich their
ability to perform assigned work 384 4.13 .248
The university has information centres like libraries from which lecturers
can learn how to improve their ability to work 384 4.34 464
Responsibility The university has a system of increasing the teaching workload assigned
to lecturers 384 4.14 913
The university has a system of increasing the non-teaching workload
assigned to lecturers
Autonomy The university gives lecturers the autonomy that is commensurate to the
work assigned to them 384 3.74 .606
Rewards The university remunerates lecturers for doing assigned work 384 3.56 .911
The university extends non-financial rewards to lecturers for purposes of
encouraging them to feel motivated to do assigned work 384 2.21 .834
Psychological Competence The university organizes capacity enhancement workshops for lecturers. 384 4.35 .031
The university organizes capacity enhancement seminars for lecturers. 384 3.53 .868
The university organizes talks for shaping lecturers’ professional attitude 384 2.04 .089
The university sponsors lecturers interested in pursuing further
professional training 384 4.32 .871
The university has a system of using long-time serving lecturers to
mentor less experienced lecturers 384 4.41 .821
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Attributes Dimensions Indicators N Mean SD
The university evaluates lecturers for purposes of identifying how to help
them improve their competency 384 4.04 .993
The university gives lecturers feedback on how they can teach better 384 4.14 .863

The university’s timetable allows lecturers to have time for self-
development through individually initiated online or other professional

learning activities. 384 4.17 .767
Meaning The university has a system that encourages lecturers to align their
personal values with the requirements of their jobs 384 1.13  .601
The university ensures that lecturers’ beliefs are aligned their personal
values and beliefs with the requirements of their jobs 384 1.13  .041
Self- The university gives lecturers an opportunity to make choices regarding
determination how they can best do their jobs 384 2.13  .909
The university gives lecturers an opportunity to exercise autonomy 384 1.35 .982
| feel free do what | think is best for the university 384 2.16 .942
The university has made me feel that | can work effectively without
supervision 384 1.35 .928
Impact | feel free to advise the university’s management about how my job can
be carried out to yield better results for the university 384 2.16 .956
| feel free to suggest ideas that can influence my university’s strategic
decisions 384 2.43 .766

Scale: 1= Strongly Disagree 2=Disagree 3=Neutral 4=Agree 5=Strongly Agree
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The standard deviations in Table 1 were all nunadlyismall, suggesting that
the responses obtained from lecturers as indivaddia not deviate much from
their average response pattern as reflected im#an values. A careful look at
these means indicates that they were close t62'4gr ‘1. While ‘5’ stood for
high levels of empowerment, ‘4’ meant low and tlfieme unsatisfactory levels
of empowerment, and both ‘1’ and ‘2" meant no pssfenal empowerment.
These mean values in Table 1 indicate thereforteptioessional empowerment
provided to the lecturers varied, on average, betweo empowered and
unsatisfactory levels of empowerment. A closer taoyuof the mean values
reveals that those that were close to ‘4’ corredpdnto the indicators of
technical empowerment and competence. The mears/diat corresponded to
the indicators of meaning, self-determination amgact were close to ‘2’ or
‘1’. The findings suggest therefore the professi@mpowerment the lecturers
were given in terms of remuneration was low andatisfctory (Mean = 3.56,
Std. = .911). They felt un-empowered with respedht non-financial rewards
(Mean = 2.21, Std. = .834). Lecturers were not ey with psychological
professional empowerment. They, for instance,rfettempowered in terms of
developing meaning concerning how their personblesawere aligned with
the requirements of their jobs (Mean = 1.13, StdbG1). lecturers further felt
un-empowered in terms of self-determination sueh wWhich takes the form of
freedom to do what they thought was best for thearsity (Mean = 2.16, Std.
= .942). They also felt not empowered in terms afising impact like that
which would occur in form of, say, being free toggest ideas that could
influence their university’s strategic decisions.

The second objective was to establish the voluntargover behaviour
displayed by lecturers in public and private ursittes in Uganda. The
findings are shown in Table 2.
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Table 2: Description of Voluntary Turnover Behaviour Displayed by Lecturers in Public and Private Universities in Uganda

Academic staff turnover behaviour N Mean Std.
Dimensions Specific indicators
Turnover actions At least one member of the academic staff resigned deliberately in the past 12 384 4.53 .039
months
| know of at least one lecturer who left preferring early retirement 384 4.59 .877
I am aware of a lecturer who absconded from duty 384 4.62 .809
I am aware of lecturers who have been absent from work without any explanation 384 4.64 .893
I am aware of return-to-work discussions that failed to bring back the involved
lecturer 384 4.51 .22
Turnover We have been experiencing interruptions as a result of some lecturers leaving 384 4.45 .867
consequences willingly to take up jobs in other organizations
I am stressed because of doing extra workload as a result of some lecturers leaving
the university 384 4.66 .667
Deadlines are now missed because some lecturers left 384 4.13  .603
| get overtime payments as a result of being asked to stand in for a lecturer who left. 384 4.19 .048
| know of at least one lecturer who was replaced a few months ago 384 4.74 .903
| feel demoralized because my colleagues have left 384 4.32 .907
My productivity has declined because my colleagues left 384 3.53 .628
Turnover intentions | know of a lecturer who reads newspapers to find advertised jobs 384 4.66 .666
I am aware of at least one lecturer who is making job applications to other
organizations 384 4.78  .886
I know of at least one lecturer who makes enquiries about whether there are vacant 84 4,79 339

posts in other organizations or not

1= Strongly Disagree 2=Disagree 3=Neutral 4=Agree 5=Strongly Agree
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The magnitudes of standard deviations in Table Bevemall and therefore,
pointing to low dispersion in the sample. Therefamsponses obtained from
individual respondents showed no much differenoenfthe average response
pattern as depicted by the mean values. Most ckthalues were close to ‘4’
or ‘5. The findings therefore, show that lectutatisplay of voluntary turnover
behaviour varied, on average, between low and legils. An analytical look
at the mean values reveals that those which canesa to indicators of
turnover actions and intentions were close to Bhis suggests that the
universities witnessed high levels of voluntaryffstarnover behaviour that
occurs in form of turnover actions and intentionBhe mean values
corresponding to indicators of turnover consequengere close to ‘4’, except
those corresponding to the stress felt by lectulersause of doing extra
workload resulting from some of their colleaguesviag (mean = 4.66, Std. =
.667) and to replacement of lecturers (mean = 457d, = .903). This implies
that the selected universities witnessed a lowlleféurnover consequences.
The exceptions were the stress felt by lecturedstla@ replacement of lecturers
whose level was high.

The third objective was to establish whether theras a significant
difference in the level of professional empowermand voluntary turnover
behaviour displayed by lecturers in private and lipulbimiversities. This
difference was established using the Chi Squaréhadetfter reducing the
various indicators of the two variables into thsignificant measures using
factor analysis. The findings are summarized inld8b
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Table 3: Difference in level of professional empowerment and voluntary
staff turnover behaviour between Uganda’s public and private universities

Variables Proprietorship N Mean Xae  Sig

Technical empowerment Public 134 4.36 1.483 .309
Private 250 4.23

Resources Public 134 436 1.758 .231
Private 250 4.06

Responsibility Public 134 4.34 0.868 .493
Private 250 4.13

Autonomy Public 134 4.01 1.876 .201
Private 250 4.34

Rewards Public 134 4.30 1.911 .169
Private 250 4.18

Psychological empowerment Public 134 131 .993  .483
Private 250 1.03

Meaning Public 134 2.42 .601 .763
Private 250 2.44

Competence Public 134 4.04 .909 .473
Private 250 4.14

Self-determination Public 134 2.42 1.942 .153
Private 250 2.06

Impact Public 134 1.06 1.956 .160
Private 250 1.23

Level of professional Public 134 3.51 1.766 .183

empowerment Private 250 3.53

Turnover actions Public 134 472 3.919 .006
Private 250 4.39

Turnover intentions Public 134 4.68 3.337 .007
Private 250 4.06

Turnover consequences Public 134 4.43 1.109 .367
Private 250 4.39

Displayed staff turnover Public 134 4.63 3.284 .009

behaviour Private 250 4.15

1= Strongly Disagree 2=Disagree 3=Neutral 4=Agree 5=Strongly Agree

From Table 3, the observed Chi Square values qmnrekng to the level of
professional empowermengg#.= 1.766, Sig. = .183 > .05) was not significant
yet the Chi Square value corresponding to displastatf turnover behaviour
(xsn:= 3.284, Sig. = .009 < .05) was significant. Thiésdings imply that while
there was no significant difference in the levelpobfessional empowerment
provided by private and public universities, theses a significant difference in
the turnover behaviour witnessed in the two catiegoof universities. The
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mean values corresponding to the level of staffduer behaviour indicate that
the difference favoured private universities. Intlethe last row of Table 3
indicates that the level of displaying staff tureobehaviour was high in public
universities (mean = 4.63) and low in private umsities (mean = 4.15).
Further scrutiny of the Chi Square values in Tablmdicates that the value
corresponding to turnover intentiong;{= 3.337, Sig. = .007 < .05) and
turnover actionsxss= 3.919, Sig. = .006 < .05) were significant. Thiggests

that lecturers in public universities displayed endurnover intentions and
actions, thereby causing the significant differeircéhe overall level of staff

turnover behaviour demonstrated in the two typesirobersities. The mean
values show that lecturers in public universitieparted higher turnover
intentions (mean = 4.68) yet their counterpartgrisate universities reported a
low level of these intentions (mean = 4.06).

The fourth objective of the paper was to analyserétationship between the
level of professional empowerment provided and wmtEy turnover. This
relationship was established using the Pearsonelation coefficient method
and the findings are presented in Table 4.

Table 4: Relationship between level of professional empowerment and
voluntary academic staff turnover behaviour

(%]
g o_g ¢ S o
=2¢ §o 7} 0 o]
FE §E _E o F £ ok
«9 & OO0 R 5 o g3 0523
°OBn 3z ©3 = 3 > 5 > = >3 .z
- 9 c o+ o) o 0 T3>
Variables g3 58 <$£38 G £ €S2 ©wek
588 2§ %% 58 5 28 £5%
— () =)
Level of professional
empowerment 1
Psychological
empowerment .989* 1
Technical
empowerment .919* 636" 1
Turnover intentions -.743* -751% =561 1
Turnover actions -.634**  -764* -587** .899** 1

Turnover consequences  -.503**  -.510** -.506** .898**  .898** 1
Displayed turnover
behaviour -.753*  -.733* -.655** .967**  .977**  .936" 1

** Correlation coefficient (r) is significant at the .01 level (2-tailed).

Table 4 shows that the correlation coefficient lestwthe level of professional
empowerment and the displayed staff turnover belav(r = -.753) was
negative and significant at the .01 level of sigaifice. There was therefore a
strong, negative and significant relationship betvéhe level of professional
empowerment and level of staff turnover. After bishing this relationship, it
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was deemed necessary to determine whether théonslaip was predictive.
This was carried out using linear regression afmaly&ndings are summarized
in Table 5.

Table 5: Prediction of level of academic staff turnover behaviour by the
level of professional empowerment

Predictor Predicted Statistics on the Level of staff turnover

(Level of Std Beta t Sig. R. Adjusted F Sig. Std.

professional Error Square R-Square Error of

empowerment) the
Estimate

(Constant) .135 12.533 .000 .871 .867 197.355 .000 .326

Psychological  .026 -.537 -7.833 .000

empowerment

Technical .023  -.429 -3.555 .003

empowerment

From Table 5, the standard errors and of the dverabr of estimate were
numerically very small, implying that the lineagression method was largely
suitable to estimate the model. The predictedsstediindicate that the level of
professional empowerment provided to lecturersipted staff turnover faced
by the selected universities by 86.7% (AdjustedgReBe = .867, F = 197.355,
Sig. = .000 < .01). The beta coefficients, themresponding t-values and levels
of significance reveal that psychological empowerim@eta = -.537, t = -
7.833, Sig. = .000 < .01) and technical empowerrn(Beta = -.429, t = -3.555,
Sig. = .003 < .01) were both significant and negatpredictors of staff
turnover. The magnitudes of the beta coefficieriiews that psychological
empowerment negatively predicted 53.7% of staffidMer and was therefore a
more critical predictor when compared to technieahpowerment, which
predicted 42.9%.

5 Discussion

Findings indicate that holding other factors constéhe level of professional
empowerment provided to lecturers can reduce thaower behaviour
displayed by lecturers in Uganda’s public and pevaniversities by 86.7%
(Table 5). These findings suggest that professi@mapowerment can help
mitigate the academic staff turnover behaviour thst threatening to
incapacitate the ability of Uganda’s public andvate universities to provide
the desired quality of education. There is thusdnde promote this
empowerment in the universities. This need canaadghbored in the light of the
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fact that all the universities still grappling willigh levels of lecturers’ display
of turnover behaviour. Indeed, the levels at wHattturers displayed turnover
intentions and actions were high (Table 2), esfigcia public universities
(Table 3). Even the turnover consequences likeuagstaff replacements and
lecturers feeling stressed because of doing extnkload added when their
colleagues leave were also still high in the ursitess (Table 2). Lowering
these intentions, actions and consequences makesipirative for the
universities to promote the professional empowetroétheir dons.

Such promotion is needed owing to the fact thatléglvel at which all the
selected private and public universities provideofgssional empowerment to
their lecturers varied between no empowerment latoalow and therefore
unsatisfactory empowerment (Table 1). The univiesspprovided lecturers with
low and unsatisfactory teaching resources, respiihgi autonomy, rewards
and competence. In addition to being unsatisfactitiy empowerment given
focused on mainly the technical dimension. The pslagical empowerment
provided focused on competence alone. The provisibnpsychological
empowerment in the cognitive constructs of meangaif-determination and
impact was negligible. The findings therefore, sarpgthe observations made
by Clarke and Hollingsworth (2002) and Eurydice &0 that most
organizations neglect the psychological empowermérheir employees and
concentrate on providing technical empowerment.

However, as Beairsto and Ruohotie (2003) warnedsrmlkcturers are not
psychologically empowered, they may not engagempavered actions, even
when they are technically empowered. Based on Bagiad Somech (2004)
argument, the failure to engage in empowered axfimplies that the lecturers
do not display intrinsic motivation, commitmentgagement, interest and love
for their jobs. This state of affairs makes it eémythem to develop a desire to
leave their jobs. The situation becomes worse wthenlevel of provided
technical empowerment is even low and therefore sofficient as the case is
in the universities studied. This effectively susigethat efforts to promote the
professional empowerment of lecturers need to ingrdhe technical
dimension while at the same time putting emphasis psychological
empowerment. Therefore, it is recommended thatmbheagers of Uganda’s
universities should provide lecturers with psyclgdal empowerment in all
the cognitive constructs of job meaning, self-deiaation and felt impact on
the universities’ strategic direction. They canmobe these empowerment by
providing lecturers with freedom to think stratetdig and innovatively for the
university, and to make creative contributions he tdevelopment of the
university.
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Abstract. This paper argues that Rogers’ Innovation Diffusidreory (IDT) is
the original theory for guiding research on innasatdiffusion and/ or adoption,
from which the more recent theories have been éériHence, the paper
suggests a framework based on the IDT, and defidelypotheses for future
research, basing on a review of recent literatiitee framework divides the
correlates of diffusion and/ or adoption of inndoas into three categories:
individual adopter characteristics, perceived iratmn characteristics and social
system or organizational characteristics. In terwfs individual adopter
characteristics, it is hypothesized that interactigth change agents, training and
cosmopolitanism positively relate to the adoptidrinmovations, while age and
income are negatively and positively related to #uoption of innovations
respectively. Gender is related to the adoptiombvations in a way that males
are more apt. Regarding perceived innovation cheriatits, the perceived
relative advantage, compatibility, user friendlsieand ‘observability’ are
postulated to be positively related to the adoptiofi innovations. On
organizational characteristics, it is postulateat #rach of organizational readiness
for change, culture, size and leader's change neamegt style is positively
related to the adoption of innovations. Gaps in #iadies reviewed are
highlighted.

Keywords: Innovation Diffusion Theory; Everett Rogers; Adoptio

1 Introduction

Rogers (2003) conceptualizes an innovation as an, igractice, or object
perceived as new by an individual. According to$Sem and Apaydin (2010),
definitions of the term “innovation” abound, witaah definition emphasizing a
different aspect of the term. They assert thafiteedefinition of “innovation”
by Schumpeter in the late 1920s stressed the wousjpect. According to
Schumpeter (cited in Crossan & Apaydin, 2010, p55)1 innovation is
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reflected in novel outputs: a new good or a newlityuaf a good; a new
method of production; a new market; a new sourcesugply; or a new
organizational structure. Thus an innovation oérest in a given study can be
an ICT such as a smartphone (e.g. Putzer & PadQ)20he innovation could
be an application of the Internet in a specificaasach as the library (e.g. Nov
& Ye, 2009); government (e.g. Gupta, Dasgupta & @uR008); social
communication (e.g. Kelleher & Sweetser, 2012)Jearning (Lee, Yoon &
Lee, 2009).

The innovation of interest can even be a new maiagechnique such as
Customer Relations Management, CRM (e.g. Hung, Hiliagi & Jiang, 2010)
or Evidence Based Practice (Aarons, Sommerfield &rdth-Greene, 2009).
Thus as Rogers (2003) observes

...it matters little, so far as human behaviour isa@ned, whether or not an

idea is ‘objectively’ new as measured by the lapiseme since its first use

or discovery. The perceived newness of the idea tfar individual
determines his or her reaction to it. If an ideanse new to the individual, it

is an innovation (p. 12).

Adoption, according to Rogers (2003) is precededthyy diffusion of an
innovation. He goes on to define “diffusion” as prdcess in which an
innovation is communicated through certain channelgrtime among
members of a ‘social system™ (p. 5), where a ‘abd@ystem’ is a “set of
interrelated units that are engaged in joint pnwbkolving to accomplish a
common goal. The members or units of a ‘socialesystmay be individuals,
informal groups, organizations and/ or subsyste(RsIgers, 2003 p. 23). In
other words, a social system is an organizatidntefest.

Rogers (2003) asserts that “diffusion is as spdg@@ of communication in
which messages are about a new idea. This newhéss imlea in the message
content gives diffusion its special character” @. He further stresses that
“diffusion is a kind of ‘social change’, defined agprocess by which alteration
occurs in the structure and function of a sociateay. When new ideas are
invented, diffused, and adopted or rejected, lepdin certain consequences,
social change occurs” (p. 6). “Adoption” accordittg Rogers (2003), is the
“decision to make full use of an innovation as thest course of action
available. Rejection is a decision not to adopinaovation” (p. 177).

Given that the process of diffusion and/ or adaptibinnovations is always
slow (Rogers, 2003, p. 61), one goal of diffusion/eor adoption research is to
try to expedite the process. One way to expedeepttocess is to identify its
correlates, that is the factors affecting it, whichrelates can be manipulated to
positively influence the diffusion and/ or adoptiohthe innovation in question
(Rogers, 2003). In deriving the correlates of iratamn diffusion and/ or
adoption, several frameworks are available. Of@hfeameworks, this paper
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was intended (i) to give a full account of the Imation Diffusion Theory
(IDT); (ii) to critique the more recent technologgoption models, namely the
Technology Acceptance Model (TAM), the Technologgéhisation-
Environment (TOE) Framework and the Unified TheohAcceptance and Use
of Technology (UTAUT), and to argue that all of there derivatives of the
IDT.

Hence the third and last objective of the paper, \igsto make a call for a
return to the IDT as the original theory for guiglinesearch on innovation
diffusion and/ or adoption by suggesting a framdwmased on the IDT, and to
derive 14 hypotheses for future research, basing mview of recent empirical
literature. This is an answer to Crossan and Apayad10) who lament that
“fragmentation of the field [of innovation diffusicand/ or adoption] prevents
us from seeing the relations between these facetsudimately impedes the
consolidation of the field” (p. 1154). It is in &nwith Everett Rogers (1931-
2004) who always argued that diffusion, and herdepton, was a general
process, not bound by the type of innovation stlidig who the adopters were,
or by place or culture (Rogers, Singhal & Quinl2009).

2 Theoretical Review

2.1 Innovation Diffusion Theory

While there are several frameworks for guiding waten diffusion and/ or
adoption studies, it is argued in this paper thastnof them are derived from
Rogers’ Innovation Diffusion Theory (IDT), which idealt with in this
Subsection 2.1. And although referred to as Roden®vation Diffusion
Theory (IDT) in this paper, the theory proposedRyygers in 1958 after his
doctoral studies in the diffusion of agriculturahovations (Rogers, 1957) at
lowa State University, US, is officially termed thearadigm of Innovation-
Decision Process” (Rogers, 2003). It is also valypknown as the Classical
Innovation Theory (Hung et al., 2010); the Diffusiof Innovations (Kelleher
& Sweetser, 2012); and the Diffusion Theory (Kedel& Sweetser, 2012),
among others.

According to Rogers (2003), the IDT relates innavatdiffusion and/ or
adoption to three categories of correlates, nantedy characteristics of the
individual potential adopter, how the adopter pee® the innovation, and the
characteristics of the social system or organipaiiere the potential adopter
is. Regarding the individual characteristics of plaéential adopter as correlates
of innovation diffusion and/ or adoption, Rogerpuates that an individual's

57



F. E. K. Bakkabulindi: A call for a Return to Rogeinnovation Diffusion Theory

propensity to adopt or use any innovation such @8, Idepends on the
individual characteristics of that person.

Such individual adopter characteristics include &ent to which that
person interacts with the change agents of relevancthe innovation in
question; the level of training of relevance to theovation the person has
received; how cosmopolitan (i.e. urban influencednon-conservative) the
person is; how old the person is; the gender amdnitome level of the person.
If the person interacts much with the change ageftselevance to the
innovation in question, then that person will haveigh propensity to adopt the
innovation. If the person has a high level of tiragnof relevance to the
innovation, then that person will have a high pregigy to adopt the innovation.
If the person is cosmopolitan, then that persoh hidlve a high propensity to
use the innovation. The older a person becomesleizethat person will be
attracted to adopt innovations. In terms of thedgenthe males are usually
more apt to use innovations than the females. Tdwlthier a person becomes,
the more able that person will be to acquire amtédo adopt innovations.

With respect to the perceived characteristics efitimovation as correlates
of innovation adoption, Rogers’ IDT stipulates tlat individual's propensity
to adopt or use any innovation, depends on the thalyindividual perceives
the innovation in terms of such issues as its ivdadvantage, compatibility,
user friendliness and ‘observability’. If the indiual perceives the innovation
to have relative advantage over similar productsawices say in terms of
speed of performance, then that individual will éavhigh propensity to adopt
the innovation. If the individual perceives theomation to be compatible with
the individual's work and interests, then that vidiial will have a high
propensity to adopt the innovation. If the indivédiperceives the innovation to
be user friendly, then that individual will havehmh propensity to adopt the
innovation. If the individual perceives the inndeatto be observable, that is to
have observable impact on the work of colleaguesn tthat individual will
have a high propensity to adopt the innovation.

Lastly, on the nature of the social system or omgdional characteristics as
correlates of innovation diffusion and/ or adoptiGtogers (2003) stipulates
that an individual's propensity to adopt or use ampovation, depends on the
organization where that individual is. That is wieet the social system or
organization is ready for change; whether the $@gistem or organization has
a good culture that facilitates change; whethersike of the social system or
organization is fit for change; whether the leadérthe social system or
organization is for change and facilitates chafde more positive the answers
to these questions, the easier it will be for ativiidual in that organization to
adopt change. Several researchers have used thaslhE theoretical basis for
their studies, having categorically stated thay tiwere doing so (e.g. Kelleher
& Sweetser, 2012).
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Other researchers have used the IDT as the theardiasis of their
empirical studies without explicitly saying so (eMNprton, 2012). Others (e.qg.
Buabeng-Andoh, 2012) have used the IDT as the Wasitheir theoretical/
conceptual papers. Several researchers have uséDThin combination with
other theories as the theoretical basis of theimpigoal studies after
categorically saying that they were doing so (Elgng et al., 2010 combined it
with the Technology-Organisation-Environment, TOEdetailed in Section
2.3). Clearly then, the IDT is very popular excat it has several names and
some researchers who suggest that the TAM is fae popular than the IDT,
seem to discount the fact that the IDT is used useeeral aliases.

2.2 Technology Acceptance Model

Apart from Rogers’ Innovation Diffusion Theory (IDTmany other theories
have been advanced to serve as frameworks for @tioovdiffusion and/ or
adoption studies. Such theories include the alufaprechnology Acceptance
Model (TAM). The TAM was developed by Davis (1988fter his doctoral
studies at the Sloan School of Management, Massatisu Institute of
Technology (Davis, 1986) to provide an explanabbthe determinants of user
acceptance of technology such as computers anthtiinet. Herein lies the
first major weakness of the TAM in comparison te tBT, in that the TAM
purports to deal with technological innovationsypiylet not all innovations are
technological. Crossan and Apaydin (2010) put iy weell when they observe
that innovations take three basic types, namelylymt) process or business
model. In the TAM, Davis proposed that the perogiease of use (PEU) and
the perceived usefulness (PU) of a technologytreréwo factors that affect an
individual's behavioural intention (BI) to use thechnology, which in turn
affects the actual use.

Davis (1989) defined the PEU of a technology as dbgree to which a
prospective user expects the technology to bediefort. He also defined the
PU of a technology as the prospective user’s stibbgeprobability that using
the technology will increase the user’s job perfange. In short, the TAM
postulates that the PU and PEU affect the Bl toausezhnology, which in turn
affects the actual use. However as explained ini@ec5.1 and 5.3 of this
paper, the reality is that in the TAM, Davis simgigstulates what Rogers
stipulated, to the effect that the perceived retatadvantage (PRA) and the
perceived user friendliness (PUF) under differearhas namely, the perceived
usefulness (PU) and the perceived ease of use (REe&Ht the behavioural
intention (BI) to use a technology, which in tuffeats the actual use.

Thus Davis simply extracted a very parsimoniou®ipdrom Rogers IDT.
Then, who takes the primary credit for the TAM? Tdne extracting (Davis,
1986; 1989) or the one (Rogers’ IDT) from whom &M was extracted?
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Despite being a derivative of the IDT, the TAM & ®pular that many papers
on technology adoption, both theoretical and erogirvill not forget to heap
praises on it. For example, Putzer and Park (20b8grve that the TAM is
probably the most popular theory explaining useseptance and behaviour
related to new technologies. Thus there is a largaber of studies that have
used the TAM as a theoretical basis explainingdiffasion and/ or adoption of
different innovations (e.g. Lule, Omwansa & Wae2@12). Others (e.g. Awa
et al., 2012) have carried out literature reviewsmpirical studies that used
the TAM as their theoretical basis.

But why is the TAM so popular? According to Korpgakn (2011), the
advantage of focusing on TAM is that it is a simple parsimonious model,
which has encouraged researchers to apply it widebpically the TAM's
major strength of parsimony, is its major shortawgnat the same time as per
critics. For example, Awa, Ukoha and Emecheta (2@batend that “although
TAM has received empirical validation, applicatiprand replication..., the
model provides less meaningful information on usepiions about adopting
specific systems by narrowing its constructs to/gperceived usefulness] PU
and [perceived ease of use] PEOU....” (p. 573). Awale(2012) go on to
summarise their critique of the TAM thus, “TAM isaused of... technological
determinism, and techno-centric predictions....”§p5). But as a sign of fear
to fully critique the all-powerful TAM, instead a@flling for a return to the IDT
that the TAM abstracted, they called for expansibthe TAM, thus, “hence
the need to expand the factors [in TAM] or integrdif] with other IT
acceptance models to improve TAM's explanatory pratlictive utilities” (pp.
573-574).

They further called for the use of “strengths ofgBis’ ... Diffusion of
Innovations [Theory of Rogers]... to enrich TAM by.laging premiums on
specific settings and external variables that arilte a technology’s adoption
process” (p. 574). But surely, does enriching tAdfThot simply mean a return
to the IDT? Other critiques of the TAM include Gapét al. (2008) who
observe that by “only focusing on PU and PEOU... [TAMay not be
enough” (p. 145) to explain innovation diffusiondanor adoption. Hence
despite its popularity, most studies have not weedl'AM in isolation. On the
contrary, they have used modifications of the TAMhe TAM in conjunction
with other theories as the theoretical basis erjgi the diffusion and/ or
adoption of different innovations (e.g. Putzer &IB&010 triangulated it with
the IDT).

Others (e.g. Awa et al., 2012) have reviewed emglistudies that used both
the TAM and the TOE as their basis. In summargay suffice to observe that
many researchers have suggested that the TAM rieelds given additional
variables to provide an even stronger model. Bitetonore truthful, instead of
calling for extension of the TAM, the thesis inglpaper is that, they should be
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calling for a return to Rogers’ Innovation Diffusid@heory (IDT) which goes
beyond the TAM's perceived usefulness (PU) andpbeceived ease of use
(PEU), by adding other perceived innovation chamdstics such as the
perceived compatibility (PC) and the perceived @fabilty’ (PO) of an
innovation. Rogers’ IDT also adds individual chaesistics and organizational
characteristics as correlates of innovation diffasand/ or adoption.

2.3 Technology-Organisation-Environment Framework

The Technology-Organisation-Environment (TOE) Fraak is one of the
many other theories than the Innovation Diffusiohedry (IDT) and the
Technology Acceptance Model (TAM) that have beewaaded to serve as
frameworks for innovation diffusion and/ or adoptistudies. The TOE was
developed by Tornatzky and Fleischer (1990) to idean explanation of the
determinants of user acceptance of technology sscltomputers and the
Internet. Like the TAM, the TOE has a shortcomingcomparison to the IDT,
namely that the TOE is biased toward the techno&dgnnovations only, yet
not all innovations are technological (Rogers, 200Bhe TOE relates
innovation adoption to three categories of coreahamely the characteristics
of the technology (read innovation) being adopéedi the characteristics of the
organization where the potential adopter is, plus tharacteristics of the
environment, where the potential adopter’s orgdiuras.

Regarding the characteristics of the technologyovation being adopted,
the “technological context” of the TOE stipulatésitt the “adoption depends
on... perceived relative advantage (gains), comgiggibjboth technical and
organizational), complexity (learning curve), ‘tahility’... and
‘observability’” of the technology (read innovatipfAwa et al., 2012, p.574).
Clearly then, in the “technological context”, th®HE is restating what Rogers’
IDT stipulates as the “perceived characteristicstled innovation” being
correlates of innovation diffusion and/ or adoptidvho then takes the credit
for this assertion? The one originally suggestin@Riogers) or the ones just
modifying the names of the variables in the asser{lTonatzky & Fleischer,
1990)? With respect to the “organizational contettié TOE stipulates that the
diffusion and/ or adoption of an innovation dependsan organisation’s “top
management support, organizational culture, coniylexf managerial
structure..., and size” (Awa et al., 2012 p. 574) agother correlates.

Again here, in the “organisational context”, theEH (rornatzky & Fleischer,
1990) is restating what Rogers’ IDT stipulates asrganisational
characteristics” as correlates of innovation adwptiAgain, who takes the
credit for this thesis? It is argued in this paget credit should go to the one
who originally suggested it (Rogers) and not thesowho just modified the
names of constructs in it (Tonatzky & Fleischer,9aP Regarding the
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organizational environment as a correlate of intiomadiffusion and/ or

adoption, the “environment[al] context” of the T@&ates to the “facilitating

and inhibiting factors” in the area of operatioBgynificant amongst them are
the competitive pressure, the trading partnersdiress for the innovation in
question, socio-cultural issues, government engmume&nt, and technology
support infrastructures such as the access totguélT consulting services
(Awa et al., 2012).

Thus the only difference between the TOE and thE iPDthat the former
omits the “individual characteristics” of a potemtiadopter, while also
separating the “environmental characteristics” frafme “organizational
characteristics”. But in dropping the individualo@ter characteristics, the TOE
is thus inferior to the IDT as a framework for gaiglresearchers in identifying
potential correlates of innovation diffusion and/ adoption. Nevertheless,
several studies have used the TOE framework as theoretical basis, as
summarized by Oliveira and Martins (2011). Howether ones that the author
of this paper has so far come across, have usedl@t framework in
combination with other theories, some having caieglly said that they were
doing so. For example, Hung et al. (2010) combitedth the IDT.

2.4 Unified Theory of Acceptance and Use of Techragy

One of the latest frameworks for innovation diffusiand/ or adoption studies
is Venkatesh, Morris, Davis and Davis (2003)’s ligdf Theory of Acceptance
and Use of Technology (UTAUT). Like the TAM and th®E framework, the
UTAUT has a shortcoming in comparison to the IDBmely that it (the
UTAUT) is biased toward the technological innovatoonly, yet not all
innovations are technological (Rogers, 2003). Adcay to Williams, Rana,
Dwivedi and Lal (2011), the UTAUT was developedotigh the review,
mapping and integration of eight dominant theoead models. The theories
and models considered were the Theory of ReasondtbrA(TRA), the
Technology Acceptance Model (TAM), the Motivationdlodel (MM), the
Theory of Planned Behaviour (TPB), a combined Theof Planned
Behaviour/ Technology Acceptance Model (C-TPB-TANY)e Model of PC
Utilisation (MPCU), the Innovation Diffusion TheofiDT) of Rogers, and the
Social Cognitive Theory (SCT).

The UTAUT relates innovation diffusion and/ or atlop to four core
constructs, namely the “performance expectancy’),(Bte “effort expectancy”
(EE), the “saocial influence” (SI) and the “facilitag conditions” (FC). The
UTAUT also assumes that the effect of the core ttoats is moderated by the
gender, age, and experience of a potential usethendoluntariness of use of
the innovation. It should be noted however, that thTAUT's “performance
expectancy” (PE) construct, as explained in Subseé&t1 in this paper, is just
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another term for Rogers’ “perceived relative adaget (PRA) of an

innovation. Similarly as explained in Subsectio, he UTAUT’s “effort

expectancy” (EE) construct, is just another termtfee opposite of Rogers’
“perceived complexity”, namely the “perceived us@endliness” (PUF) of an
innovation. Also as explained in Subsections 4.4 &2 respectively in this
paper, the UTAUT's “social influence” (SI) and “fiating conditions” (FC)

constructs, are respectively synonymous with Rodereraction with change
agents” and “perceived compatibility” (PC) of amavation.

In short, in postulating performance expectancy)(R#fort expectancy
(EE), social influence (SI) and facilitating condlits (FC) as correlates of
innovation diffusion and/ or adoption, the UTAUT ssmply restating what
Rogers’ IDT postulates, namely that the extent foictv a potential user
perceives an innovation to have (perceived) redatisgtvantage (PRA) and user
friendliness (PUF); plus the fact that the potdniiser’'s extent of interaction
with change agents of relevance and the extentiohathe user perceives the
innovation to have (perceived) compatibility (P@ye all correlates of the
diffusion and/ or adoption of the innovation in gtien. Thus the UTAUT is a
very parsimonious theory extracted from Rogers IDT.

Again, the question is that, who takes the primagdit for the UTAUT?
Rogers who originally suggested the four indepetdariables in the UTAUT
as correlates of innovation diffusion and/ or adwpt or Venkatesh et al.
(2003) who just modified their names? Studies lgasim the UTAUT as their
theoretical basis can be found (e.g. Gupta et28D8). However from their
analysis of 450 articles, Williams et al. (201Bported that, “although a large
number of studies have cited the [UTAUT] origingtiarticle [Venkatesh et al.,
2003] since its appearance, only 43 actually etilithe theory or its constructs
in their empirical research” (p. 231), implying tls® far most researchers just
cite the UTAUT instead of actually using it.

3 Conceptual Framework

The critical theoretical review in Section 2 hasught out the fact that Roger’s
Innovation Theory (IDT) and its many aliases suchthe “Paradigm of
Innovation-Decision Process”, the Classical InnimrafTheory, the Diffusion
of Innovations, and the Diffusion Theory, amongesthis the original theory to
guide studies on the diffusion and/ or adoptionnobvations. It is also more
elaborate in so far as it considers the “technehggindividual, organizational
and institutional factors” (Buabeng-Andoh, 2012)ewhexamining innovation
diffusion and/ or adoption, while the TAM for exalmpconsiders only the
technological factors and only two of them at thiatvas also revealed that the
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TAM, the TOE and the UTAUT frameworks are derivasvof the IDT. Thus
instead of for example calling for the use of tretréngths of Rogers’ ...
Diffusion of Innovations... to enrich TAM” (Awa et .al2012, p. 574), this
paper is boldly calling for a return to the claasimnovation diffusion and/ or
adoption theory, namely Rogers’ Innovation Diffusibheory (IDT).

Hence Figure 1 provides a framework, a scheme o€equts (variables or
constructs) derived from Rogers’ IDT (Subsectioh) 2vhich the researchers
on the diffusion and/ or adoption of innovationan @perationalize in order to
achieve their objectives. The framework has oneeddent variable (DV),
namely the “diffusion and/ or adoption of an innbea”’, being related to three
groups of independent variables (IVs), namely tmalividual adopter
characteristics as the first IV (IV1); the perceiveharacteristics of an
innovation as the second IV (IV2); and the “nataféhe social system” as the
third IV (IV3). The term the “nature of the socmfstem” is a synonym from
Sociology for organizational characteristics. Thé&/ Dvas “operationally
defined”, that is, broken into two “concepts”, ndyrit&knowledge” and “use” of
the innovation. Why? Because Rogers (2003) obsethes“newness in an
innovation need not just involve new knowledge.

Someone may have known about an innovation for stme but not yet
developed a favourable or unfavourable attitudeatowt, nor have adopted or
rejected it. ‘Newness’ of an innovation may be esgged in knowledge,
persuasion [or attitude], or a decision to adopt Use it]” (p. 12). Rogers
(2003) thus suggested that “knowledge”, “attitudefid “behaviour” are
suitable measures of innovation diffusion and/dwpion. Also, Rogers (2003,
p. 69) observes that “K [for knowledge], A [foriattle] and P [for practice or
behaviour] are the main dependent variables in dhaluation of family
planning programmes”. However since one of the pedeent variables,
perceived innovation characteristics, is very neafattitude”, in the model
(Figure 1) it is proposed that only “knowledge” ahbe” be the appropriate
measures of diffusion and/ or adoption of an intiova

Similarly the first IV (IV1) is “operationalised’nto four “concepts” or
individual adopter characteristics, namely theratdon with change agents of
relevance to the innovation, training with respdct the innovation,
cosmopolitanism (or urban influence) and demogm@phariables. The
demographic characteristics are in turn “operatised” as age, gender and
income level. Under IV2, there are four “concepis’perceived characteristics
of the innovation, namely its perceived relativeeattage, compatibility, user
friendliness and ‘observability’. Under IV3, thewre four “concepts” or
organisational characteristics, namely the orgdioizal readiness for change,
culture with respect to the innovation, size, asadker's change management
style with respect to the innovation. What folloimssections 4 through 6 is a
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systematic derivation of 14 hypotheses based onctimeeptual framework
(Figure 1).

Independent Variables Dependent Variable
Individual Adopter Characteristics (IV1) Diffusion and/or
Interaction with change agents of Adoption of the
relevance to the innovation Innovation (DV)
Training with respect to the innovation «  Knowledge
Cosmopolitanism « Use
Demographic variables

e Age
e Gender

. Income level

Perceived Characteristics of the
Innovation (IV2)

¢ Relative advantage

¢« Compatibility

e User friendliness

¢ ‘Observability’

Nature of the Social System (IV3)

¢ Readiness for change

e Culture with respect to the
innovation

e Size

* Leader’'s change management
style with respect to the
innovation

Figure 1: Conceptual model relating the adoption of innovations to three
social correlates
Source: Adapted from Rogers (2003)

4 Hypotheses on Individual Characteristics as Cordates of
Adoption of Innovations

4.1 Interaction with Change Agents as a Correlate foAdoption of
Innovations

Rogers (2003) defines a change agent as an “ingil/Mtho influences clients’
innovation-decisions in a direction deemed deserdly a change agency” (p.
366). Rogers goes on to observe that many diffecetupations fit that
definition of change agent: teachers, consultaptshlic health workers,
agricultural extension agents, development workansl sales people, all of
whom “provide a communication link between a reseusystem with some
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kind of expertise and a client system” (p. 368)g&s defines another term
which seems synonymous with a “change agent”, nathat of a “champion”,
as a “charismatic individual who throws his or igight behind an innovation,
thus overcoming indifferences or resistance thatriew idea may provoke in
an organisation” (p. 414). Stuart, Mills and Renf2@09) define champions as
individuals who emerge to take creative ideas ardgbthem to life; who
actively and enthusiastically promote an innovatidouilding support,
overcoming resistance and ensuring that the infmvas implemented (p.
734).

On the importance of a change agent in the pro@éssntroducing
innovations in a social system, Rogers (2003) sstggeeveral roles of a change
agent, including (i) to develop a need for charigdd diagnose problems (iii)
to create an intent to change in the client (ivjrémslate the intent into action
and (v) to stabilize adoption and prevent discargirce. However, both Rogers
(2003) and Stuart et al. (2009) concur when thesepke that mere presence of
change agents or champions is not adequate tdtdeeilnnovation diffusion
and/ or adoption, unless certain conditions are @attheir part for example,
Stuart et al. (2009, p. 734) observe that changmtagor champions must
“communicate a clear vision of an innovation, digplenthusiasm for the
innovation, demonstrate commitment and involve rgthe supporting it”, and
must exude “confidence, persistence, energy aketalsng [which] are... key
characteristics of champions”.

They should “have a variety of working experienaad a long tenure in the
organization to draw from... [which] helps them taderstand the potential of
[say] new technology while giving them a broad abanetwork to help
implement and support the change....”. Recent stufBag. Norton, 2012)
positively relating the interaction with change maigeor champions and the use
of innovations can be found. But so are those (@agkabulindi & Kabasiita,
2012) not doing so. Thus whether the “interactioithwchange agents or
champions” is a positive correlate of the adoptdrinnovations is not fully
clear. Hence in this paper, it is being proposed tature studies still have to
test the hypothesis that interaction with changenggjis a positive correlate of
the adoption of innovations.

4.2 Training as a Correlate of Adoption of Innovatons

Hong, Hao, Kumar, Ramendran and Kadiresan (201f)ed&raining” as the

systematic acquisition and development of knowledgells and attitudes
required by employees to adequately perform asdigasks to boost their
performance on the job. Thus, training in a workiagion is concerned with
extending and developing employees’ capabilitiesl amabling them to
perform better in their jobs, and be more readycfmanges (Salleh, Yaakub &
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Dzulkifli, 2011). Buabeng-Andoh (2012) on his pashserves that teachers’
professional development is a key factor to theiccessful integration of
computers into classroom teaching. He cites sewtudies as having revealed
that whether beginner or experienced, ICT-relatathing programs develop
teachers’ competencies in computer use, influentimy teachers’ attitudes
towards computers as well as assisting the teadberscognize the task of
technology and how new technology tools are sigaift in student learning.
Several recent researchers (e.g. Hung et al., 20\@® established training to
be a positive correlate of the adoption of innawati However studies not
supporting the postulate (e.g. Bakkabulindi & Kai@s2012) are available.

Thus the support for the assertion to the effeat training is a positive

correlate of the adoption of innovations” is noanimous. Hence in this paper,
it is being proposed that future studies still hawetest the hypothesis that
training is a positive correlate of the adoptionmofovations.

4.3 Cosmopolitanism as a Correlate of Adoption ofrinovations

Rogers (2003) defines “cosmopoliteness”, anothersior of the term
“cosmopolitanism” as the “degree to which an indal is oriented outside a
social system” (p. 290). He observes that earlyptaie’ or innovators’
interpersonal networks are more likely to be owsicther than within, their
social system. That they travel widely and are e in matters beyond the
boundaries of their local system. The innovatotslike the “stranger”, whose
special perspective stems from a lack of integnaiiio the local system. The
“stranger” is not radically committed to the unigumgredients and peculiar
tendencies of the group, and because of this sdigtnce from others in the
social system, the “stranger” is relatively freenfr the system’s norms. This
orientation frees the innovator from the constsaiof the local system and
allows him or her personal freedom to try out poergly untried ideas.

In this paper, it is assumed that “cosmopolitendsssynonymous with
“urban influence”. Rogers (2003) asserts that #miiex adopters or innovators
are more “cosmopolite” or cosmopolitan than thee la@dopters or non-
innovators. Recent studies positively relating foopoliteness” or urban
influence and the diffusion and/ or adoption ofdwations can be found (e.g.
Billon, Macro & Lera-Lopez, 2009). But many of tleepast studies relate to
ICT innovations. Hence it is still incumbent onutg studies especially those
on other innovations than ICT to still test theeagh hypothesis to the effect
that cosmopolitanism is a positive correlate ofdbeption of innovations.

4.4 Age as a Correlate of Adoption of Innovations

Schiffman and Kanuk (2004) observe that the agbhetonsumer innovator is
related to the specific product category in whisl tonsumer innovates, with
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the consumer innovators tending to be younger thariate adopters or non-
innovators because many of the products selecteg$earch attention such as
fashion and automobiles, are particularly attra&ctio the young consumers.
Awa et al. (2012) explain the reluctance of theeoldxecutives to adopt e-
commerce (EC), and by implication, other innovatichus:
The conservative stance of the older executivegxglained by their
premiums on social circles and spending traitsyement benefits, and
career and financial security...; lack of mental ghgisical stamina to grasp
novelties; greater psychological commitment to ¢beporate status-quo...;
and the lack of the social enabling environmentrfovelties.... Therefore,
the likelihood of EC adoption [or the adoption afyaother innovation] is
more profound in organisations managed by youngudikes than those
managed by the older executives (p. 578).

Several recent studies (e.g. Bakkabulindi, 2011 hestablished age to be a
direct negative correlate of the diffusion and/adioption of innovations. But
some recent studies (e.g. Educause Centre for épplesearch, ECAR, 2010)
did not find age to correlate with the use of inatbans at all. Yet other recent
studies (e.g. Billons et al.., 2009) have found &mectually be a positive
correlate of the diffusion and/ or adoption of imabons. Thus as Rogers
(2003) observes, “there is inconsistent evidenaauathe relationship of age
and innovativeness” (p. 288), that is the readifessan individual to adopt
innovations. It is thus a long time in the futurbem researchers will know for
sure whether age is inversely related to the adotf innovations.

4.5 Gender as a Correlate of Adoption of Innovatios

Gender refers to the socially constructed diffeesnand distinctions between
men and women. Gender differs from sex in thatsitnot biologically
determined. Gender distinctions include the diffier@tributes, statuses, roles,
responsibilities, and potentialities as well asrthecess to and the control over
resources and benefits (Ssali, Ahikire & Madand@072. Dlodlo (2009)
summarized the attitudes expressed by many authioosit technology in
general and ICT in particular as being a male-dateith discipline, saying that:
the dominant cultural understanding of technolaggis a masculine activity,
therefore women have often chosen not to engage.in Traditionally,
anything... difficult to perform is considered theeperve of the male
species. Therefore, girl children would psycholadiichave a barrier taking
up science subjects, including ICT.... There is artsige of role models
who have succeeded in ICT careers and can be @dwdatong the women
folk.... Boys have more access to technology at htmaa girls..... In this
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light, boys are encouraged and have more positiiteides towards ICTs
than girls (p. 172).

Dlodlo (2009 p. 173) also captures very well therqptmenon of how women'’s
responsibilities for family life curtail their allies to be as technology-savvy as
their male counterparts, thus:
Women are responsible for family life. The triplenkoads of domestic,
income generation, and community management desvibhean that women
often do not have free time to travel, learn abeutd use ICT. It is a
challenge [for them] to balance family life and TlQraining....

Sang, Valcke, van Braak and Tondeur (2010) whilemawledging the general

belief that ICT is a male domain, do not fully canevith the observations by

Dlodlo (2009), when they contend that:
[the] literature on educational computing aboundk wonflicting findings
about the impact of gender.... Since the introducttbrcomputers, ICT
related activities have been viewed as a ‘male doma There is a
significant body of evidence supporting the notilbat gender plays a role in
actual computer integration.... [However] since taghgies have become a
normal part of the working place setting, a numtferesearchers argue that
computing should no longer be regarded as a mat&auo(p. 104).

Recent studies (e.g. Dlodlo, 2009) revealing thatmales were more apt on
the adoption of innovations than women, can bedottowever, there are also
recent studies (e.g. Sang et al., 2010), whosénfijsdtotally dismissed gender
as a correlate of innovation diffusion and/ or a@op Thus the gender and
innovation diffusion and/ or adoption equation i free from controversy.

Thus future researchers still have to grapple wiisting the research
hypothesis to the effect that gender relates toathaption of innovations in

such a way that the males are more apt than thalédsm

4.6 Income Level as a Correlate of Adoption of Inneations

On the importance of income in innovation diffusi@md/ or adoption,
Schiffman and Kanuk (2004) observe that the “coresunmnovators
have...higher personal or family incomes and are nikedy to have higher
occupational statuses... than the late adopters mimmvators” (p. 538). On
his side, Rogers (2003) observes that the “eaalilpters... are wealthier....
[and] socio-economic status and innovativenessappeego hand in hand” (p.
288). However Rogers (2003) poses a rhetorical tquesnamely that, “do
innovators innovate because they are richer, orttag richer because they
innovate?” (p. 288). While regretting that “this usa-and-effect question
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cannot be answered solely on the basis of availatiss-sectional data” (p.
288), he contends that there are understandaldernsavhy social status and
innovativeness vary together.

Some new ideas are costly to adopt and requiree largial outlays of
capital, with only the wealthy units in a sociab®m being able to adopt these
innovations. Recent studies on income as a positoreelate (or cost as a
negative correlate) of the adoption of innovatidesy. Dlodlo, 2009) are
available. But so are those (e.g. Bakkabulindi, iwhiba, Aluonzi, Oketch &
Taibu, 2010) that do not support the hypothesisusThtudies still have to
empirically challenge the position by Rogers (2008)the effect that the
“earlier adopters have a higher social status tienlate adopters, [where]
status is indicated by such variables as income(p.” 288). Hence the
hypothesis: Income level is positively relatedrte adoption of innovations.

5 Hypotheses on Perceived Innovation Characteristic as
Correlates of Adoption of Innovations

51 Perceived Relative Advantage as a Correlate ofhdoption of
Innovations

In his Innovation Diffusion Theory (IDT), RogersO@3) defines the perceived
relative advantage (PRA) of an innovation, as tleyreée to which the
innovation is perceived as being better than tlea itl supersedes, and is often
expressed as economic profitability, and as comgegbcial prestige. PRA can
also be measured in terms of the convenience atisfassion (Kelleher &
Sweetser, 2012) that the innovation brings to thepter or user. Eason (1988)
refers to Rogers’ PRA as “system functionality” JSkhich he (Eason) defines
as the ability of a system or innovation “to penfioin order that it can support
the required range of organizational tasks” (p.)128& his Technology
Adoption Model (TAM), Davis (1989) refers to RogelPRA as the “perceived
usefulness” (PU) of an innovation, which he (Dadsjines as the “prospective
user's subjective probability that using a spec#ipplication system will
increase his or her job performance” (cited in Gugital., 2008, p. 144).

More recent innovation adoption researchers (eemkdtesh et al., 2003) in
their Unified Theory of Acceptance and Use of Teitbgy (UTAUT) have
introduced yet a new term, namely “performance etgrey” (PE) to refer to
Rogers’ PRA and Davis’ PU of an innovation. El-Gaydoran and Hawkes
(2011) define PE as the degree to which a poteatiapter believes that using
an innovation will help him or her improve performea on the job. Nov and
Ye (2009) refer to Rogers’ PRA as “job relevanaehijch they define as the fit
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between an innovation and the job goals a usersnamdccomplish. Thus
clearly, apart from using different phrases, themte perceived relative
advantage (Rogers, 2003), system functionality ¢gasl988), perceived
usefulness (Davis, 1989), performance expectaneyKatesh et al., 2003) and
job relevance (Nov & Ye, 2009) are synonyms andcamgsidered as such in
this paper.

Rogers (2003) asserts that the greater the pettewiative advantage,
system functionality, perceived usefulness or perfmce expectancy of an
innovation, the more rapid its adoption. Recentt gasdies (e.g. Kelleher &
Sweetser, 2012) positively relating PRA and the afsennovations are very
many. But studies giving a different result (e.gakBabulindi, Osunsan,
Kazibwe, Samanya & Mabonga, 2010) can also be §ath contentious
empirical results make it right and fitting for @mé studies to put Rogers
(2003)’s assertion to the effect that “the relatalvantage of an innovation, as
perceived by members of a social system, is pesjtivelated to its rate of
adoption” (p. 233), to the test. Hence in this pajteis accordingly being
hypothesized that: perceived relative advantageAjPpositively correlates
with the adoption of innovations.

5.2 Perceived Compatibility as a Correlate of Adopbn of Innovations

According to Rogers (2003), the perceived comptiiPC) of an innovation
is the degree to which the innovation is perceiesd consistent with the
existing values, past experiences, and needs afnfiat adopters. Rogers
contends that an innovation can be compatible compatible with (i) the
socio cultural values and beliefs (ii) the previgustroduced ideas and/ or (iii)
the client needs for the innovation. Perceived atibpity is positively related
to an innovation’s rate of use (Rogers, 2003) at #n innovation or new idea
that is more compatible is less uncertain to theemqg@al user and fits more
closely with the individual's situation. Such cortipdity helps the individual
to give a meaning to the new idea so that it ismégd as more familiar. Recent
theories such as the Unified Theory of Acceptarmeeé dse of Technology,
UTAUT (Venkatesh et al., 2003) use the term “faailng conditions” (FC) to
refer to Rogers’ PC of an innovation.

They define FC as the “degree to which an individoelieves that an
organizational and technical infrastructure exiestsupport use of the system”
(in Gupta et al.,, 2008, p. 146). Thus the termsgiged compatibility, PC
(Rogers, 2003) and facilitating conditions, FC (katesh et al., 2003) are
considered as synonyms in this paper. Recent stufBeg. Kelleher &
Sweetser, 2012), positively relating perceived catibydity (PC) and the use of
innovations can be found. Ironically, such empirgagpport for the hypothesis
aside, contrary findings (e.g. Bakkabulindi, Osuneaal., 2010) can be cited.
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Hence empirically, support for and against the liypsis is available. This
suggests the need for further studies to test tstufation to the effect that:
perceived compatibility (PC) positively correlategith the adoption of
innovations.

5.3 Perceived User Friendliness as a Correlate of daption of
Innovations

In his Innovation Diffusion Theory (IDT), RogersO@3) preferred to use the
opposite of “perceived user friendliness” (PUF), mely “perceived
complexity” which he defined as the “degree to wahian innovation is
perceived as relatively difficult to understand arsg” (p. 257). However to
avoid using a term “perceived complexity” which hasgative connotation,
while the other three perceived characteristicscgieed relative advantage,
compatibility and ‘observability’) have positive @) in this paper, picking a
cue from Eason (1988 p. 133), the opposite termcgved user friendliness”
(PUF) has been used. PUF is the degree to whidghnawation is perceived as
relatively easy to understand and use. Eason afsosrto Rogers’ PUF as the
“usability” of a system, which he defines as theteyn offering its functionality
in such a way that the planned users will be ablentister and exploit it
without undue strain on their capacities and skills

In his TAM, Davis (1989) refers to Rogers’ PUF he tperceived ease of
use” (PEU) of an innovation, which he (Davis) defiras the “degree to which
a prospective user expects the target system tebef effort” (cited in Gupta
et al., 2008, p. 144). More recent innovation adwoptresearchers (e.g.
Venkatesh et al, 2003) in their Unified Theory o€ckptable and Use of
Technology (UTAUT) have coined a new term “efforpectancy” (EE) to
refer to Roger's PUF of an innovation. El-Gayarkt(2011) define EE of an
innovation as the degree of ease associated watligh of the innovation (i.e.
the degree to which a potential adopter considersise of the innovation to be
free of effort).

Thus apart from using different phraseology, themge perceived user
friendliness (Eason, 1988; Rogers, 2003), perceasxk of use (Davis, 1989)
and effort expectancy (Venkatesh et al, 2003) A dame and are used
interchangeably in this paper. Al-Hajri and Tatn§8008) contend that
understanding perceived ease of use (PEU) is impbrbecause it has
implication for the design of training interventitm manipulate the perception
of PEU. Recent past studies that have positivdgted PUF and the use of
innovations are many (e.g. Lee et al.,, 2009). Hanewther studies (e.g.
Bakkabulindi, Osunsan et al., 2010) have found RidF to correlate with
innovation diffusion and/ or adoption. Hence irstphaper it is being suggested
that future researchers continue to test the hygsithto the effect that
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perceived user friendliness (PUF) positively cates with the adoption of
innovations.

54 Perceived ‘observability’ as a Correlate of Adption of Innovations

Perceived ‘observability’ (PO) is the degree to ahhresults of an innovation
are visible to others (Rogers, 2003). Thus PO dso ke referred to as the
perceived communicability or ‘describability’ of amnovation. Rogers
observes that whereas some ideas are easily obdsereenmunicated or
described to other people, other innovations arficdi to observe,
communicate or describe to others. For exampldanaovation such as ICT,
has two components; (i) hardware which are theiphyparts of ICT, and (ii)
software that consists of the instruction base tha technology. Thus the
software component of a technological innovatiog.(6CT) is not so apparent
to observation. So innovations in which the sofevaspect is dominant possess
less ‘observability’, and usually have a relativelpwer rate of use (Rogers,
2003).

Awa et al. (2012) refer to Rogers’ PO as the “pieagt service quality”
(PSQ) of an innovation, which according to themlet an innovation’s
“image in customers’ eyes, the overall customeginent of the superiority or
excellence of” the innovation or the “customer camigon between the actual
and ideal performances of an application” (p. 5AQcording to them, PSQ
can be measured in terms of cost effectivenesdprmas satisfaction and
customer retention among others. Awa et al. sttessmportance of PSQ by
asserting that its absence throws an adopter syichplogical tensions, thus:

actual performance short of ideal performance tkrale customer into

psychological tensions...; feelings of tension andiety to balance
cognitive elements and pains inflicted by anxietyoiding exaggerated
product claims or insisting on understanding proddaims assists in

making informed decisions leading to dissonance éxchanges (p. 577).

Nov and Ye (2009) refer to Rogers’ PO as the “tedeinonstrability” (RD) of
an innovation, which they defined as the tangipitif the results of using the
innovation.

They assert that RD reflects the extent to whichsar believes that the
results of an innovation are discernible. Differphtaseology notwithstanding
therefore, the terms perceived ‘observability’ (Bisg 2003), perceived service
quality (Awa et al., 2012) and results demonstighiNov & Ye, 2009) are the
same and are used interchangeably in this papeer&8erecent studies (e.qg.
Putzer & Park, 2010) have positively related thecgeed ‘observability’ (PO)
and the use of innovations. However, most of thetselies pertain to ICT
innovations, thus suggesting that future studigse@ally those on other
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innovations than ICT, continue to test the hypathesthe effect that perceived
‘observability’ (PO) positively correlates with tlagloption of innovations.

6 Hypotheses on Organisation Characteristics as Crlates of
Adoption of Innovations

6.1 Organisational Readiness for Change as a Coredk of Adoption of
Innovations

Organisational readiness for change (RFC) is thrgdmisational members’
beliefs, attitudes and intentions regarding theemixtto which changes are
needed and the organisation’s capacity to sucdbsshake those changes”
(Bouckenooghe, 2010, p. 503). Organisational RF€reflore, can also be
termed as organizational innovativeness or orgtaisd ability to absorb
change. Mullins (2010) observes that although degdions should have RFC,
that is the readiness to adapt to their environsgnorder to survive, they tend
to feel comfortable operating within the structupmlicies and procedures
which have been formulated to deal with the presénations. They thus set
up defences or resistance to change (RTC) andrpi@feoncentrate on the
routine things that they perform well. According fvey, Wernsing and
Luthans (2008), the resistance may take a numberfoohs such as
dysfunctional attitudes (e.g. disengagement oraigm) and behaviours (e.qg.
deviance).

Mullins (2010) attributes the RTC to organizatiormallture, the need to
maintain stability, investment in the status quearfto disrupt past contracts or
agreements and threats to power or influence tbposed change implies. On
his part, Rogers (2003) attributes the RTC in oi#ions to bureaucracy
where

rules are made and orders issued by individuatutifority and carried out

by organizational members who accept the systeautbiority. At first, this

control system operates in a rational and efficiemanner, but the
organizational effectiveness of bureaucracy ismoldst over time. Rules are
enforced overzealously and applied to all casesarnnimpersonal and
inappropriate way. Bureaucratic leaders become rsgpal, and the
rationality of the system disappears. Neverthelesganization members,
trapped in an ‘iron cage of control’, continue tapgort the bureaucratic
system (p. 405).

Several authors (e.g. Mooij & Smeets, 2001) prbscmeasures that managers
can use to curb organizational RTC, including énegtissatisfaction in the
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organization with the status quo; by reducing tearfof change in the
organization; by encouraging participation of allthe change effort; and by
trying to compensate those affected by any change.

Studies positively relating organisational readnésr change (RFC) or
negatively relating its opposite, resistance tongea(RTC) and innovation
adoption can be found (e.g. Aarons et al., 2008nesstudies (e.g. Nov & Ye,
2008) however, have suggested that the RFC is amlindirect factor in the
innovation adoption process, by showing that tlséstance to change, RTC the
opposite of RFC, was negatively related to thesigerceived ease of use, one
of the key antecedents of technology adoption (Rodg003). However, there
are studies that discounted RFC as a correlateravation adoption (e.qg.
Bakkabulindi, 2012). Thus, because of the configtifindings, future
researchers are called upon to continue testing hiypothesis that
organisational readiness for change (RFC) is pebjticorrelated with the
adoption of innovations.

6.2 Organisational Culture as a Correlate of Adopthn of Innovations

Culture, a concept developed from Anthropology iffiadilt to define or
explain precisely (Mullins, 2010). Neverthelesstgua few suggestions have
come up. It has variously been conceptualized ey things are done around
here”; as the “underlying assumptions about the wayk is performed”;
“what is acceptable and not acceptable”; “what bEha and actions are
encouraged and discouraged” (Mullins, 2010, p. 7B@hange is to succeed in
an organisation, one needs to understand the euhat is to be changed. If the
proposed changes contradict the cultural biasedraddions, the changes will
be difficult to embed in the organisation. Sincéumes are difficult to change,
organizational culture (OC) is among the sourcethefresistance to change
(Rogers, 2003). Change management authorities feanpch & Bell, 1990)
discuss cultural values that facilitate changerganizations.

They include (i) a manager adopting a managemstg #hat allows for
devolution of power from the top to the bottom) @ionvincing employees that
there are benefits in accepting change; (ii) achgp commitment to
organizational goals through making employees ¢ipette in the change
process; (iv) ensuring team work where a leaderowages increased
participation, information sharing and collectivecitsion making. He also
advocates for (v) the valuing of each employee’strioution to change; (vi)
the empowerment of employees to release theiricitgatthereby promoting
change; (vii) ensuring continuous learning, whicti wnsure organizational
survival as it enhances ability to adapt to theiremvnent. Studies relating OC
to innovation adoption can be found (e.g. Bakkatulil& Sekabembe, 2010).
Studies in support of the hypothesis aside, theme studies that totally
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dismissed the hypothesis to the effect that OC omelate of innovation
adoption (e.g. Bakkabulindi, 2012). The conflictiresults of the studies cited
imply that the following hypothesis is still caltjnfor the attention of future
researchers: organisational ICT culture is poditigerrelated with adoption of
innovations.

6.3 Organisational Size as a Correlate of Adoptioof Innovations

According to Mullins (2010), the size of an orgatian can be defined and
measured in different ways, although according itn, the most common
indicator of organizational size is the number efgons employed by the
organization. Rogers (2003) asserts that the “sizean organisation has
consistently been found to be positively relateitgonnovativeness” (p. 409),
that is the readiness for innovations or changestsofnembers, which he
observes, “might seem surprising, given the coneeat wisdom that smaller
companies can be more flexible in their operatiamsl freer of stifling
bureaucracy” (p. 410). He goes on to rationalizey wize is one of the best
predictors of organisational innovativeness, thus
size is... a surrogate measure of several dimengiatdead to innovation:
total resources, slack resources (defined as thgredeto which an
organisation has more resources than those requoedts ongoing
operations), employees’ technical expertise, oggitnal structure, and so
on.... These “lurking” variables may be a fundamentdson for the
common finding that size and innovativeness amged|(p. 411).

Awa et al. (2012) on their part, with support oSpatudies suggest that the
adoption of innovations such as electronic comméE®) is slower amongst

smaller institutions perhaps because of the raakick of education about
innovation potentials, lack of technological exsertand lack of economy of
scale advantage and facilitating slacks, amongratesons. However, there is
an opposing view, which considers large organinatias overly bureaucratic
and hence more resistant to the use of innovatibos.example, Jaidee and
Beaumont (2003) with a bias towards the adoptiorbuginess to business
(B2B) electronic commerce (EC) in small and medianterprises (SMES)

observed that SMEs arguably have distinct advastageer the large

organizations in adopting B2B and other types of Eitst, they are smaller,

making them more nimble in decision making, andkenlarge organizations

encumbered with large bureaucracies, SMEs can rgalaker decisions to

engage in a particular market opportunity or tatxea new product or service.
Because of their size, they contend, SMEs are ndemendent than other
organizations on external sources of scientific tetinological innovation.
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Consequently SMEs are better able to respond ame fiexible in adjusting
to market conditions and technology change thagelanrganizations. In
summary, “there is a continuing debate on the coatp& advantages of large
and small organizations; on whether ‘bigger is 'best'small is beautiful’™
(Mullins, 2010, p. 589) with respect to the usenofovations. A few empirical
studies (e.g. Hung et al., 2010) have establishaid‘organizational size” has a
significant influence on the adoption of innovasonMany more studies
however, have totally dismissed organisation sie &orrelate of innovation
adoption (e.g. Bakkabulindi & Oyebade, 2011). Desfack of unanimity, for
the sake of future researchers, this paper testgtivoncurs with Rogers’
(2003) assertion that “earlier adopters have lasgexd units (farms, schools,
companies) than do later adopters” (p. 288), arslutates that organisational
size positively correlates with the adoption ofawations.

6.4 Organisational Leader's Change Management Stylas a Correlate
of Adoption of Innovations

Leading change is one of the most important andicdif leadership
responsibilities (Yukl, 2006). “The role of leadeirs at all levels of an
organization... is paramount for spearheading inrnomagas a process and
maintaining its momentum until innovation... occur€rossan & Apaydin,
2010, p, 1156). It is thus important for managersriderstand the reasons for,
and nature of, resistance and to adopt a cleafigatestrategy for the initiation
of change (Mullins, 2010). Change management casubelivided into two
approaches, namely planned change and emergenaygechapproaches.
Planned change is a deliberate pre-meditated nwdtdér the organisational
status. It is change initiated and implemented lgnge leaders to either solve
problems, to adapt to changes or to influence éutlmanges. On the other hand
unplanned or emergency change is not a sequemtaésgs. It is chaotic and
often involves shifting of goals, discontinuatioh activities and making of
unexpected combinations of changes. For any chargeess to be successful
however, it must be properly managed. For exampl#éimé (2010) stresses the
need for a change manager to use a participatenygehstyle if the change is to
succeed, arguing that while in certain situatighgnay be necessary to use
hierarchical authority to impose change througlaatocratic (Theory X) style
of leadership, in most cases, change is more aféeetith a participative
(Theory Y) style of leadership, where staff aretepy informed of proposals,
and are encouraged to adopt a positive attitudehamd personal involvement
in the implementation of change.

A host of other sources (e.g. Romme, 2010) recordmiére use of
Organisational Development (OD) as a model of meagaglanned change. In
particular, Romme defines OD as “any practice thatves to deliberately
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improve problem solving and renewal processesgarisations” (p. 9). While

recent studies (e.g. Hung, et al., 2010) have stggpohe hypothesis that good
change leadership can stimulate innovation adopgeidence to the contrary
(e.g. Bakkabulindi & Oyebade, 2011) can be fountdusl findings on the

“leader’'s change management style” as a correlatenovation adoption are

controversial. Nevertheless, future researchers veaify the hypothesis that
organisational leader’'s change management stylévabg correlates with the

adoption of innovations.

7 Discussion

This paper was intended to (i) give a full accoohthe Innovation Diffusion
Theory (IDT) as a framework for guiding studies ¢me correlates of
innovation diffusion and/ or adoption; (ii) critigthe more recent technology
adoption models, namely the Technology Acceptancadéll (TAM), the
Technology-Organisation-Environment (TOE) framewoskd the Unified
Theory of Acceptance and Use of Technology (UTAUANd to argue that all
of them are derivatives of the IDT and hence {dimake a call for a return to
the IDT as the original theory for guiding reseaochinnovation diffusion and/
or adoption by suggesting a framework based onldfie and to derive 14
hypotheses for future research, basing on a reefewcent empirical literature.
It has achieved those objectives. In particularftamework suggested, divides
the correlates of innovation diffusion and/ or attmp into three categories,
namely the individual adopter characteristics, tperceived innovation
characteristics, and the social system or orgaoizatcharacteristics.

In terms of the individual adopter characteristitas been hypothesized
that the interaction with change agents, of relegantraining, and
cosmopolitanism positively relate to the adoptioh ipnovations by an
individual, while age negatively relates to the @itt;m of innovations by the
individual. Gender has been postulated to relathe@cadoption of innovations
in such a way that the males are more apt addmpaerthe females. The income
level of an individual has been hypothesized topbsitively related to the
adoption of innovations by the individual. Regardiperceived innovation
characteristics, the perceived relative advantagmpatibility, user friendliness
and ‘observability’ of an innovation, have beentptaed to positively relate to
the adoption of the innovation in question.

On the social system or organizational charactesisit has been postulated
that each of organizational readiness for chang#ure, size and leader’s
change management style positively relates to tloptaon of innovations by
individuals in the organisation. The review thatl |® the 14 hypotheses
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established several gaps in past studies thatefugsearches can close. For
example few studies on the diffusion and/ or adoptf innovations have been
done outside the developed world (see, for exantpéereview by Awa et al.,
2012). Further, the review led to the conclusicat some theories such as the
Technology Adoption Model (TAM) of Davis (1989),ea0n the verge of being
over-researched, while some such as the Unifiedffjhaf Acceptance and Use
of Technology (UTAUT) of Venkatesh et al. (2003¢ &ardly used.

Hence the need to diversify by picking more potdnttorrelates of
innovation diffusion and/ or adoption from theireServoir’, namely Rogers’
Innovation Diffusion Theory (IDT) by avoiding or gg beyond the two
constructs, namely perceived usefulness (PU) antkped ease of use (PEU)
of TAM as advised by several authorities (e.g. Agtaal., 2012). Thus in
addition to the perceived innovation characterssticorganisational
characteristics and individual adopter characiesstill also be considered.
The diversification being called for, will be imé& with Rogers (2003) who
contends that “the challenge for future researdo isxpand... and search for
different objectives than those of the past. Pestihgre is need to dig deeper in
directions that theory suggests” (p. 101). Othezwidesirable though it is, the
inclusion of all the possible correlates of inndmatdiffusion and/ or adoption
in a given study is an impossibility, and hencéart€oming of all studies.

That is why most studies acknowledge it in a laggutypical of the one
used by Sim, Tan, Ooi and Lee (2011), thus; “likestudies... regarding...
technology adoption, it is not possible to incluale adoption factors in the
model.... Given that, it might be helpful if futureudies consider the inclusion
of additional variables in their investigation...{.(10). Further, most studies
have been quantitative, a tradition introduced bsalr sociologists (Rogers,
2003, p. 53), and hence based on self-reportingtmumaires (Sang et al.,
2010, p. 109). The data resulting from such sqibriéng were based entirely
on the honesty of the answers from the participgatsthe participants may
have provided less-than-accurate responses (Nd6i®), although the same
source observes that the use of anonymous queatieann many studies may
have reduced the likelihood of this bias.

Pituch and Lee (2006) assert that the use of eplifting measures “raises
the possibility of common method variance, whichymaflate the true
associations between variables” (p. 239). Suchtetimings of self-reporting
measures such as questionnaires, prompted Sahd2210) to call for the use
of more direct qualitative measures in future stadthus, “future studies could
build on... observation... and/ or interviews.... (p. L(Rogers (2003, pp. 48-
50) observes that this qualitative approach taidiéfn studies was the tradition
of anthropologists, but has been generally negleftiesome time now. Yet, as
advised by Kelleher and Sweetser (2012), a “qusigeapproach seems most
appropriate to allow more in-depth discussion @& fhctors influencing not
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only adoption but also active use of [innovationshsas] social media, which
require human participation” (p. 109). Other advesaof the qualitative
approach to studies on innovation diffusion andadoption include Aarons et
al. (2009).

Most studies have been cross-sectional or snapshatature, which
restricted the full understanding of the decisicaking process with regard to
the diffusion and/ or adoption of innovations. Reyé2003) critiques such
studies by observing that “cause-and-effect quelsjocannot be answered
solely on the basis of... cross-sectional data” §8)2lt is thus recommended
that future researchers replicate earlier crossesed studies longitudinally, to
identify the dynamics among factors critical to #ad decision making (Hung
et al., 2010, p. 601). In other words, time shdwddconsidered as an important
variable in the innovation diffusion and/ or adoptiprocess (Kelleher &
Sweetser, 2012). Another major challenge cuttimgsscalmost all studies was
the issue of inadequate sample size and/ or sagnplethods (e.g. see Hung et
al., 2010).

Such inadequate sample sizes and/ or sampling deethestricted the
generalization of the findings. Future studies thage the challenge of refining
the sampling methods to be used in innovation siiffa and/ or adoption
studies. Many studies acknowledged the limitatibmadequate instruments.
For example after their study of the influence pétem characteristics on e-
learning use, Pituch and Lee (2006) critiqued tlvgstruments by observing
that, “better measures of system and user attstalieuld be developed, as we
had to delete several items from these scales téonagood psychometric
properties” (p. 239). Future studies thus have dhallenge of refining the
instruments used in innovation diffusion and/ oogttbn studies (MacKenzie,
Podsakoff & Podsakoff, 2011). Perhaps, we shouftketxmore papers in the
genre of Sato and Zouain (2012) geared towardumsnt development and/ or
refinement.

8 Conclusion

The paper called for a return to Rogers’ Innovatisfiusion Theory (IDT) as
the original theory for guiding research on innawat diffusion and/ or
adoption by suggesting a framework based on the, IBd derived 14
hypotheses for future research, basing on a reefe®wcent empirical literature.
The framework suggested, divides the correlatesnaivation diffusion and/ or
adoption of into three categories, namely the idgdial adopter characteristics,
the perceived innovation characteristics, and dogassystem or organizational
characteristics. The model suggested however,imtations. For example, it
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suggests hypotheses relating to only six individadbpter characteristics,
namely the interaction with change agents, trainicmsmopolitanism, age,
gender and income level, yet other individual cbimastics such as self-
efficacy, professional experience and workload {#um-Andoh, 2012) of the
potential adopter, exist.

Only four perceived innovation characteristics, einthe perceived relative
advantage, computability, user friendliness andéobability’ were considered
in the model, excluding others such as the perdeivialability and risk
(Rogers, 2003) of an innovation. Only four socigétem or organizational
characteristics, namely the organizational readirfes change, culture, size
and leader’'s change management style were uséxa iftdmework, excluding
several other social system or organizational chearistics such as the
availability of training of relevance to the inndies, accessibility to, and
technical support (Awa et al., 2012) with respextthie innovation. Future
researchers can thus expand the model. Neverthélegsfully the paper has
contributed to solidifying the theoretical/ conagdt foundation on which
future papers, both theoretical and empirical faiild.
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Abstract. This study aimed at examining the challenges inlempnting the
Technical and Vocational Education and Training ETY curriculum in
technical colleges in Southern Nigeria. It soughtréspond to three research
questions and was guided by one research hypothesjsiestionnaire with 14
items was used to collect data from 60 principaistezhnical colleges in
Southern Nigeria. The data collected was analysagufrequency counts and
percentages. The Chi-square goodness of fit testiged to verify the hypothesis
stated at the .05 level of significance. The stuelyealed that poor funding,
obsolete facilities and inadequacy of instructiomahterials are affecting
implementation of the TVET curriculum in Southeriigétia technical colleges.
Based on the findings of the study it was recommeérnttiat stakeholders work
collectively to address these challenges.
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1 Introduction

Technical and Vocational Education and Training ETY is that aspect of
education that exposes the learner to acquisitiodemonstrable skills that
could be transformed into economic benefits (Aler@D07). Also, UNESCO
(2002) sees TVET as a comprehensive term whichrepasses the study of
technologies and related sciences, and the adquisdf practical skills,
attitudes, understanding and knowledge related doumations in various
sectors of economic and social life. Implementatbthe TVET curriculum in
Nigerian technical colleges has not been yieldheydxpected outcomes. This
is due to the fact that the aims and objectiveVBET as enshrined in the
National Policy on Education (NPE) have not beeh iHewever, this could be
explained by the persistent petition by the labowarket, that Nigerian
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graduates (TVET graduate inclusive) do not possegsloyable skills which
could be traced to the implementation of the cuhdm (TVET curriculum

inclusive). According to National Board for Techalicducation (NBTE, n.d)
in Nigeria, there are one hundred and ten (11QGf sjavernment technical
colleges in Nigeria, while Southern Nigeria havetysi(60) state government
technical colleges. Thus, this paper intends toméxa technical college
principals’ opinion on the challenges of implemegtiTVET curriculum in

Nigerian technical colleges.

1.1 Meaning of Curriculum

There is no universally accepted or precise défmiof the term curriculum.
The term has been with several meanings and a nuohloifferent definitions
of its have been proposed (Ughamadu, 2006). Coesdgu in spite of the
problem of defining curriculum, it must be emphasizhat curriculum experts
and educators have reached some understandingvdmata@onstitutes the term
curriculum. According to Smith, Stanley and Shof&857) in Ughamadu
(2006), if an observer looks at the curriculum bé tschool in any given
society, he or she will find, either stated or iragla set of educational goals
and objectives, a body of subject matter, a lisexdrcises or activities to be
performed (learning experiences) and a way of deét#ng whether or not the
objectives have been achieved by the learnersuatvah). Therefore, the term
curriculum is defined as all experiences studentshgough in school during
the course of their educational programmes (Casf&veltampbell, 1935) in
(Ughamadu, 2006).

In addition, Doll (1978) in Akinseinde (2004), dedd the curriculum of a
school as the formal and informal content and med®y which learners gain
knowledge and understanding, develop skills, atet aktitudes, appreciations,
and values under the auspices of that school. 2&¥kt¢2002) in Arowolo
(2010) posited that curriculum is an educationahghat spells out which goals
and objectives have to be achieved, which topicsilshbe covered and which
methods are to be used for learning, teaching satiaion. Also, Tanner and
Tanner (1995:158) in Commonwealth of Learning (CQRPOO0), defined
curriculum as a plan or program of all experienuoader the direction of a
school. In same vein, Gatawa (1990:8) in (COL, 206fined that curriculum
is the totality of the experiences of children ¥anich schools are responsible.
Bringing all the above points together, the cutttiouis viewed as a composite
while including the learner, the teacher, teachind learning methodologies,
anticipated and unanticipated experiences, outpumid outcomes possible
within a learning institution (COL, 2000).
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1.2 Curriculum Implementation

This involves helping learners to acquire knowledgd as well as experience.
It is important to note that curriculum implememdat cannot take place
without the learner (COL, 2000). The learner is ttentral figure in the
curriculum implementation process. Implementatiakes place as the learner
goes through the intended experiences, knowledgiés, Sdeas and attitudes
that are aimed at enabling him/ her to functioretfely in society. However,
implementing TVET curriculum is not free from cleadbes.

1.3 Challenges in Implementing the TVET Curriculum in Nigerian
Colleges

The challenges of implementing the TVET curriculumiNigerian colleges are
synonymous with the problems of TVET in Nigeria aaldo that of general
education in Nigeria. Egwu (2009), posited that savhthe major challenges
of the Nigerian university system includes;

1. Institution related factor such as unstable acaderalendar, inadequate
collaboration between tertiary institutions and asiged private sector,
inadequate and obsolete infrastructure and equipni@n example poor
equipped TVET workshop and libraries, dilapidaté&ssroom blocks, and
weak support structure for students Industrial WBKperience Scheme
(SIWES).

2. Human resource related problems such as brain,draman capital flight,
unattractive conditions of service for teacherg] ataff shortages across
board

3. Government related challenges such as inadequaidinfy of tertiary
institutions,

4. Student related challenges such as cultism, exaimmenalpractice, social
and academic vices (Egwu, 2009).

However, Udoka (2010), opined that the major cingiéeis funding. In the
same vein, Yusuf and Soyemi (2012), posited thedléquate financing is one
of the problems of implementing TVET curriculum WVET institutions.
Furthermore, Okoroafor (2010), also noted that; esoofh the problems of
implementing TVET curriculum include;

1. Lack of sponsorship: Managers of educational wisbihs find it difficult to
sponsor the TVET lecturers to seminars, conferenaed short courses
claiming that there is lack of fund. This has atiéecthe rate at which the
TVET lecturers are upgraded.

2. Inadequate infrastructure: TVET lecturers do notehthe opportunity to
act what they have learnt into practice due to tafdkfrastructure.
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3. Inadequate Timing: Time should be provided for TVIEGturers to go and
upgrade themselves. Work load should not be so udimg that they
preclude TVET lecturers form research and time ¢wetbp new skills,
abilities and knowledge through research and intimva

4. Lack of reward for excellence.

However, Nwogu and Nwanoruo (2011), Olaitan (1984)0du (2011), and
Okebukola (2012), stated that the challenges of T\#Ee numerous, which
include inadequate human and material resourceterims of quality and
quantity; poor funding of TVET, inadequacies inrastructural facilities; poor
quality preparation of lesson by TVET teachers; social vices. According to
Mohammed (2005) in Ayonmike (2013), one of the jois of Technical and
Vocational Education in Nigeria is the lack of nvatied teachers and the
reason for this lack of motivation could easily tbeced to the low esteem of
the teachers. More so, Onjewu (n.d.) posited thedck of funds on the other
hand affects other essentials needed in the impietien of technical
education like the provision of teaching aids, fsining of offices, laboratories,
workshops and even basic infrastructures like ohass, seats and tables, so
that a common sight to find students of architexfor instance sharing a table
where each ideally should have one because ofetttenical nature of their
course.

Ekpenyong (2011) in Ayonmike (2013) posited thhgré are a number of
factors, which have in various proportions impetleglsmooth implementation
of the goals and objectives of Technical and Vaceti Education and Training
(TVET). According to the National Board for TechaicEducation (NBTE,
2011), the underlining challenges of TVET sectoclide; low societal
recognition, which translate to low enrolment amaidequate skilled workforce,
obsolete instructional facility, inadequate fundipgor staffing, poor linkages
with industry and general deficiency in quality. dddition, evaluation in all
sectors of education tends to be by conventiorai@xations, which generally
does not factor in practical techniques in the gtdu

1.4 Statement of Problem

The implementation of TVET curriculum in technicadlleges in Southern
Nigeria needs attention. This became pertinenttdu@e fact that significant
research on the challenges of implementing TVETiculum in Nigeria have
been conducted but in Southern Nigeria where alsixtly government
technical colleges are located, no study have sainjple opinion of technical
college principals on the challenges of implemen@ivET curriculum. Hence
this study became necessary to examine whetheh&wouNNigeria technical
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college principals perceived the challenges of enmnting TVET curriculum
in Nigeria technical colleges as reported by TVERdars.

15 Purpose of the Study

The purpose of this study is to examine the chg#erof implementing TVET

curriculum in government technical colleges in NigeSpecifically, the study

is set out to examine the:

1. Challenges of implementing TVET curriculum in gawerent technical
colleges in South-South Nigeria

2. Challenges of implementing TVET curriculum in gawerent technical
colleges in South-West Nigeria

3. Challenges of implementing TVET curriculum in gawerent technical
colleges in South-East Nigeria

1.6 Research Questions

The following research questions were raised ferstiudy:

1. What are the challenges of implementing TVET cuittion in government
technical colleges in South-South Nigeria?

2. What are the challenges of implementing TVET cuitim in government
technical colleges in South-West Nigeria?

3. What are the challenges of implementing TVET cuittin in government
technical colleges in South-East Nigeria?

1.7 Research Hypothesis

It was hypothesized that is no significant diffarenin the response of
principals from South-South, South-West, and Sobtst on the challenges of
implementing TVET curriculum in government techmicalleges Nigeria.

2 Methods

2.1 Scope of the Study

This study is on the challenges of implementing TVEurriculum in
government technical colleges in Southern NigeHawever, the study is
limited in scope to examine the challenges of im@eting TVET curriculum
in government technical colleges in the three @)pplitical zones which are:
South-South, South-West, and South-East Nigeria.
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2.2 Population of the Study

The population of the study is all the 110 printgpiaom the 110 government
technical colleges in Nigeria.

2.3 Sampling and Sampling Technique

The purposive sampling technique was used to selesity (60) principals of
government technical colleges from Southern Nigekiathe principals were
used because of the limited numbers of principdlable 1 below shows the
distribution of sample from the three (3) geopctitizones in Southern Nigeria.

Table 1: Distribution of Government Technical Colleges in Southern
Nigeria

Geopolitical Zones Numbers of Government Technical Colleges
South-South 21 (35%)

South-West 28 (46.7%)

South-East 11 (18.3%)

Total Sample 60 (100%)

2.4 Instrument and Data Quality

Data were collected using a structured questioantited “Challenges of
Implementing Technical Vocational Education and ifirey Curriculum
Questionnaire” (CITVETCQ) developed by the researcifhe CITVETCQ
was divided into two parts. The first part sougifoimation on selected data
about government technical colleges. The secondgoasists of fifteen (15)
items relevant to answering research questionsdpasethe study. The
response format of CITVETCQ were based on an atermesponse scale
pattern of “Yes”, “No”, and “No Response”.

The instrument was validated by two experts frore Department of
Technical and Vocational Education, Nnamdi Azikiwmiversity, Awka,
Anambra State and Delta State University, AbrakelidDState of Nigeria. The
experts agreed that the instrument was relevanapptopriate. As a result of
their comments, some items were restricted to medhe final instrument. To
determine the reliability of the instrument, te®)topies of the questionnaire
were administered twice with an interval of foureke to Heads of Department
of Technical and Vocational Education of Federadl &tate Universities in
Nigeria who were not part of the sample of thigdgtulrhe test retest method
was used to ascertain the reliability of the inskeat using Pearson Product
Moment Correlation Technique. The correlation degfft obtained was 0.83
which was high and above the recommended acceptahle of 0.70 for good
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reliability (Wuensch, 2009). Therefore, the instanmhwas regarded as reliable
enough for use in data collection for the study.

2.5 Data Collection and Analysis

The researcher, with the support of eighteen (B8 fesearch assistants who
are students of the Department of Technical andnas Education, Delta
State University, Abraka, administered the questne to the principals of all
the government technical colleges in the three d8ppolitical zones of
Southern Nigeria. Six (6) field research assistamee assigned to each of the
geopolitical zones in the study area to help with tlata collection. Upon
collection, the data were entered and analysedgusaquency counts and
percentages, so as to respond to the researchiomsestised. Chi-Square
goodness of fit statistics was used to test theares hypothesis. This was done
at the level of confidence alpha = 0.05.

3 Findings, Discussion and Conclusion

The findings on the research questions and thethgpis are summarized in
Table 2.
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Table 2: Challenges in Implementing the TVET Curriculum

South-West (N=28) South-East (N=11) SOLthz'ZS?;Jth X? p Decision
Yes No NA Yes No NA Yes No NA

1 Inadequate infrastructure 100 90 9 100 4,53 0.339 NS
2 Inadequate capacity for 89 11 0 91 9 0 9 10 0 003  0.999 NS

internal quality assessment
3 Brain drain 100 0 0 91 9 0 100 O 0 4.53 0.339 NS
4 Social and academic vices 14 25 61 9 91 0 0 9 5 30.98 0.001 S
5 Staff shortages 89 11 0 82 9 9 86 14 0 4.72 0.3173 NS
6 Poor conditions of service 100 0 100 0 0 100 O 0 0.00 1.0000 NS
7 Inadequate funding 100 0 0 100 0 0 100 O 0 0.00 1.000 NS
8 Poor collaboration with TVET

institutions and private sector 100 0 0 100 0 0 100 0 0 0.00 1.000 NS
9 Lack of sponsorship for in

service training 100 0 0 91 9 0 8 10 5 4.76 0.3128 NS
10 Lack of rewards for excellence 100 0 0 82 18 0 95 5 0 5.50 0.2397 NS
11 Shortage of TVET teachers 100 0 0 100 0 0 9 10 O 3.84  0.4281 NS
12 Quota system of student

selection 7 89 4 9 91 0 5 86 10 1.77 0.7780 NS
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The result in Table 2 shows that the respondents 8outhern Nigeria GTC
agreed that, the challenges of implementing TVETriculum include :
inadequate and obsolete infrastructure and equipmfen example poor
equipped TVET workshop and libraries, dilapidatethssroom blocks,
inadequate capacity in the institutions for intéfpeer quality assessment,
brain drain, staff shortages across board, poatitions of service for teachers,
inadequate funding of TVET institutions, inadequatdlaboration between
TVET institutions and organized private sectorklaf sponsorship for in
service training for staff of TVET institutions,cla of reward for excellence for
staff of TVET institutions, acute shortage of TVH@achers, insufficient
material resources for training in TVET institutgyrdearth of qualified TVET
educators. Also, Table 2 shows the Chi-Square aisalfor testing the
hypothesis at 0.05 level of significance. The rssinl the table shows that the
calculated Chi-Square value for the fourteen (fethistatement is less than the
tabulated Chi-Square value at Degree of Freedomn¥4Dapart from item
statement number four (4) whose Chi-Square valgegater than the tabulated
Chi-Square value. However, the hypothesis statatlinstudy was accepted.
This implies that there is no significant differena the response of principals
from South-South, South-West, and South- East om ¢thallenges of
implementing TVET curriculum in government techmicalleges Nigeria.

Consequently, the results obtained in this studymnslar to various research
report of TVET scholars who posited that the cheges of TVET are
numerous, which include inadequate human and raateisources in terms of
quality and quantity; poor funding of TVET, inadegies in infrastructural
facilities; poor quality preparation of lesson byHT teachers; and social vices
(Egwu (2009); Udoka (2010); Yusuf and Soyemi (2Q01Qkoroafor (2010);
Mohammed (2005) in Ayonmike (2013); Okebukola (201@njewu (n.d.);
Ekpenyong (2011) in Ayonmike (2013); Nwogu and Neso (2011); Olaitan
(1994) in Odu (2011); Odu (2011); UNESCO (2009} &4BTE, 2011).Based
on the findings of the study, it was concluded thatimplementation of TVET
curriculum in Southern Nigeria government technioalleges has been faced
with various challenges which are synonymous witmea of the problems of
education in Nigeria such as poor funding, obsolteilities and poor
provision of instructional materials for effectiviemplementation of TVET
curriculum. Therefore, for effective implementatioh TVET curriculum in
Nigerian government technical colleges, the goveminnongovernmental
organization, international organizational, andkektelders should work
collectively to address the various challengesngilementing the curriculum
and also to address the general educational prshdénme nation. These could
be achieved through proper funding, managementjnégtnation, and public
private partnership to improve resources in impleting TVET curriculum in
Nigerian GTC.
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Abstract. This study examined the impact of e-learning stjiate on students’
academic performance at Strathmore University. dimpose of the study was to
investigate the methodology, ideologies, output @rmlogy of ICT strategies and
their impact on students’ performance. This was eddhrough comparing
students’ mean scores on courses deploying ICHéir telivery with those that
do not. The findings were that the e-learning etyis adopted at the University
positively impacted on students’ academic performearHowever, a digital
divide in disfavour ofpoor students is cutting back on the effectiveness-of e
learning at the University. The paper discussesomacendations towards
improvements in deployment of e-learning.

Keywords: Teaching and Learning; E-learning; ICT.

1 Introduction

E-learning is refers to the use of new technologiiethe service of learning

and/ or learner support (Laurillard, 2006). It umié¢s the delivery of content via
the Internet, intranet, audio- and videotape, Bmdiroadcast, interactive TV
and CD-ROM (Boon et al, 2005). E-learning techn@egan be used in three
main ways in universities and colleges: technolagyhanced classroom
teaching; distance education (in a bid to reachenstwdents who cannot gain
access to conventional universities); and disteébuiearning (a mix of

deliberately reduced face to face teaching andherikarning also called ‘the
mixed mode’ or ‘ flexible learning’). E-learning rcdnelp to encourage learner
centeredness. Web et al (2004) cite Kolb’s moddtkvinvolved an approach
similar to action research. The approach is getinedrds four elements: active



Neema-Abooki & Kitawi: E-learning Strategies andd@&tnts’ Academic Performance

experimentation, concrete experience, reflectiveseolation and abstract
conceptualization.

E-learning strategies require a realization of¢changes in both the demand
for and supply of e-resources. Developing an edlegrstrategy is essential in
setting a course that will enable a universityufcor department to achieve
predetermined goals (Engelbrecht, 2003). It shdwd about providing a
solution; a return on expectation; enabling leagrémd driving performance;
motivating learners and encouraging organisatiomsg ensuring that it
becomes interwoven into the fabric of the entigifation (Dublin, 2004). The
models developed for these strategies undergo ea ghase process: initial
stage, planned stage, defined stage, managed atadjeoptimising stage
(Marshall, 2004).

Strathmore University integrated ICT’s into its optéons. It has a distance
learning centre that relies on ICT to deploy itsrse materials. It also employs
a mixed method of course delivery that blends enéind face-to-face modes.
The implementation, management and improvemerdi@iming are presumed
to have (positive) effects on student performarice spite of ICT being
integrated within the functions of Strathmore Umsity, a study to investigate
its impact on students’ performance had not beeniechout. There had been
increased emphasis on keeping abreast with thst latlvances in technology.
However, it was only taken for granted that it laggositive impact on teaching
and learning. Therefore, this study was conducted irtvestigate: the
methodology; ideologies; output; and ecology of theversity’s ICT strategy
and their impact on students’ performance.

2 Related Literature

The area of e-learning is influenced by the ontalaigperceptions of the
individual. The ontological perception of the indiwal will influence the
principles, epistemology, methodology and the wdgagening is implemented
to produce results. A positivistic approach whiébws reality in quantifiable
terms, will affect the formulation and implementatiof an e-learning strategy.
The adoption of the constructivist/interpretive aggezh will also have its own
approach. This was highlighted by Jefferies, Cans&tahl & McRobb (2007)
who affirmed that the use of virtual learning to¢snails, tutorials, quizzes,
web pages and PowerPoint) can all be related ws#iystic pedagogy, while
the use of discussion boards foster social coctstrst pedagogy. Successful
e-learning implementation depends on building atsgy that meets the needs
of the learners and the business goals of theutisth (Engelbrecht, 2003).
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2.1 Theoretical Framework

E-learning is an off-shoot of information technotdgyperbole’. Interest in e-
learning has been facilitated with the rapidly deping technologies. These
technologies have experienced ideological ‘follsveand ‘foes’. The
‘devotees’ of ICT and e-learning tend to over-engib@ the impact of these
technologies, while on the other side, ‘adversan&dCT are sceptical about
the impact of such technologies. The ‘techies’ shghat ICT's lead to
globalisation and the knowledge economy, whiledtical theorists insist that
although ICT’'s have an impact, the human-sociamelg& should drive the
implementation of these technologies.

ICTs are presented as co-terminus with the mecienis globalisation, and
with this, comes the need for new forms of laboawer. ICT's are both
presented as cause and a consequent driver fogeédthin Higher Education
(Cleg, Hudson & Steel, 2003). E-learning has bessmted as a ‘saviour’ in the
current ‘hype’ of massification of higher education

Sharpe, Benfield and Francis (2006) gives an eaiegr strategy that
incorporates three modes: Mode 1 was the basetinese administration and
learner support; Mode 2 blended learning leadingigoificant enhancements
to learning and teaching process; and Mode 3 whias an online course
module. The result was some success due to elewkeetfective interventions
like contextualisation, community and teacher liglie Strategies of
implementing e-learning can vary significantly. Yhean be reactive or pro-
active; moderate or radical (Salmon 2005); incremdenr transformative; top-
down or bottom up and in some instances mixed.chuoéces of strategies are
influenced by intra and inter organisational fastoin the case where the
university is technology intensive, it might wish distinguish between ‘the
core’ and ‘the periphery’ in the choice and implenagion of its strategies.

Pope (2002) conceptualized e-learning strategieording to Michael
Porter's five market forces. The questions crudialformulating strategies
included: What is the bargaining power of suppfte¥®hat is the bargaining
power of buyers? What are the possible threats frementrants? What are the
threats from substitute products? What is the mvabm existing firms? This
framework applies mostly in universities which adap entrepreneurial model
or an adaptive-reactive model. It will be less aatile to the traditional on-
campus university.

The aim of the e-learning strategy is to encoutagening. The researchers
conceive learning as the process of forming thecidpéve and practical
intellect with all the human appetites that arevmted in the classical
anthropological view of man. This is done afterducing a synthesis of a
number of learning approaches: Dewey’s pragmaéimiag approach, Piaget's
constructivism, Vygotsky's social constructive thgoBruner's discovery
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learning, Marton’s deep learning, Bloom’s taxonomyd Schank’s problem
based learning. Weitl et al (2002) concur that ddiearning projects to be
successful, e-learning needs to take differentlagrstyles into account. Their
conceptualisation of a learning unit consists & tlidactical metadata and
didactical units. Didactical metadata contains futlpnformation about a

learning unit to support the learner in finding thppropriate unit (getting

started) (i.e. pre-requisites, objectives and eelanaterial). It also contains a
specification of objectives and relationships theotlearning materials plus the
external learning environment. Didactical units remgnt the instructional
content to be worked through by the learner preskm a sequential order (i.e.
overview information, detailed information, exegssand tests).

2.2 Conceptual Framework

The model of the conceptual framework adopted tierdtudy is delineated in
Figure 1.

Ecological strategies

Ideological strategies Methodological Output

e Mission & vision strategies strategies

* Learner » Didactical » Evaluation
centeredness & units strategies
individual » Didactical * Achievement
preference meta-data of learner

* Generating practical *  Ergonomics aspirations
knowledge o © Knowledgeof | | « Achievement

* Knowledge for social ] use of of lecturer
interaction and discussion aspirations
cohesion boards, use

e Improved student of Moodle &
performance blended

» Lifelong learning learning

* A mixed pro-active &
reactive approach

f

Figure 1: Conceptual model for the study of the Impact of E-learning Strategy on
Students’ Performance
Source: Adapted from Neema-Abooki and Kitawi (2011)

Ideological strategies deal with the actual congalgation of e-learning in line
with the university mission and vision. It dealstlwithe formulation and
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formalisation of knowledge principles. If a univigysconceptualizes itself as an
entrepreneurial university, its principles will kifferent from one which
conceives itself as a traditional brick and motmiversity or adaptive-reactive
university. In turn, its conceptualisation has afiuience on which intellectual
habits to emphasize on.

Regarding methodological strategies, the relatigngletween knowledge
and knower, will influence the methodological/pedigigal strategies. Some of
these strategies are focussed on didactical mesa-ddidactical units,
ergonomics and knowledge on the use of differesfirielogies.

Output strategies focus on the object of the enlegrprocess. Materially,
this can be the achievement of positive resultmfsmmmative and formative
evaluations. Formally, it can be the actual chahgé occurs in the learner. It
is the knowledge differential before the ideologi@nd methodological
strategies have been effected, in comparison éo afstudent has undergone an
e-learning process. It also includes the achievémérearner and lecturer
aspirations.

Ecological Strategies deal with the e-learningisgttThey take the e-
learning techniques employed by other universities,appropriateness of the
e-learning technology, competitive and strategisitmming, add-on value to
university operations, increased reputation (intaey and reduction of
teaching and learning costs into consideration. 8dwogical strategies, like an
umbrella, have an impact on the ideological, metimgical and output
strategies.

3 Methodology

The researchers employed longitudinal surveys @maxe statistics on e-
learning. Questionnaires were also administered.r€bearch was informed by
online statistics, student performance for semesiae of 2008 and
gquestionnaires answered by students who used sommedf e-learning. The
researchers opted to compare the results of utitshwemphasise e-learning
with the results from units that had not adoptelkagning for the same
students. A sample of 50 students responded to gtmestionnaire. The
questionnaires had four sections. The first sectias querying background
information and possible extraneous variables. dther four sections sought
the influence of the independent variable on thpeddent. The researchers
were able to get online statistics for the firstmester of the 2008/2009
academic year (previous four months). The stasistiere deemed crucial
because they gave information about the sitesedisthe number of visits, the
number of hits registered and the users accessipegirtfformation. The
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researchers used Ms-Access to sort and manipiiatéatge amount of data
which was initially stored in My-sqlThe examination results for the same
semester were used as an indication of academiorpemnce. A total of 18
course unit averages were obtained.

4 Findings, Discussion and Conclusions

4.1 Online Statistics on Usage of E-Learning

The average number of hits in the month of Augesbeding to web statistics
was 134,610. Fifty (50) percent were individualsowtere accessing courses to
view the contents. This was a fair indicator thaistrusers were actually using
the e-learning site. The number of internet uset® vihad accessed the
strathmore.edu web-link had increased by 46,4434[58 the last three
months. In addition, there had been a small chamgjee three month average
(78,921).

The site report obtained from alexa.com indicakerldite is mostly accessed
by users within Kenya (89%). Other frequent useesfeom India (4%) and
Iran (2%). The highest ranked sub-domain under thain domain,
Strathmore.edu, was elearning.strathmore.edu (43%is meant that it was
mostly used for learning purposes, compared torstilee e-mail access (4%).

More BBIT (Bachelor of Business Information Teclow)) students
accessed the e-learning (66, 985 hits, 39,004 eouiew) site than BCOM
(27,233 hits, 11,143 course view), Diploma in Besm Information
Technology (DBIT) (66,985 hits, 26,292 course Viand IHEDS, Institute for
Humanities Education and Development Studies (27 8%, 23,337 course
view) students. SUES (Strathmore University e-leayiSystem-those engaged
in distance learning only) visits showed that mattyer users, not necessarily
registered users, including distance learning stisgexctually accessed online
material (108,065). It was noteworthy to point the ratio of BCOM to BBIT
students was 2:1. The higher student access rétenvihe BBIT degree might
have been due to the nature of course units offevbtth were more inclined
towards information and web technologies.

The research compared averages for the same populat students.
Overall, it appeared that there was a significdifiernce in class performance
when e-learning was used compared to when e-lgarmins not used.
Therefore, it was deduced that was derived fromabeve data was that e-
learning contributes to the evening of studentgrerénce.

The most noteworthy positive responses were tlratiders informed about
the possibility of e-learning (90%), many stude(@4%) concurred with it
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encouraging teaching and learning, the web siteemay to use (53%) and e-
learning tools were up-to-date (65%). Median respsnwere recorded for e-
learning encourages the synthesis and analysisnfofmation (49%); the
materials uploaded and provided were fair and ofdgguality (55%; 51%) and
some lecturers gave tests (47%) though theseviesesnot regular (39%).

Some students (49%) stated that materials relateetlearning were not
available; e-learning was not making knowledge ficat(23%); e-learning did
not foster interaction and dialogue (43%; 71%) dmobwledge provided
through e-learning was mainly theoretical (76%).other response was that
57% thought e-learning did not reduce expendituréhe part of students. In
addition, seventeen (17) students agreed thatreitgadoes assist in filling of
informational gaps through the provision of additibstudy materials. Two (2)
students agreed that e-learning acts as a refesengee. Other students (8)
explained that e-learning encouraged many studemsiss classes, and some
form of ‘laziness’ on the part of the lecturers astddents. Some felt that it
provided an opportunity for lecturers not to gooirttetail. The other issue
brought out was the ‘irrelevant’ nature of some enats posted onto the e-
learning platform.

Some suggestions which were presented to improdesastain e-learning
were: five (5) students indicated the need to mleva clear and consistent
information structure; in order to encourage pratigng some (5 students)
thought that case studies were essential to att@s) Ten (10) students
indicated that the hardware resources availabléhén university were few;
twenty-five (25) students indicated that the highenditures on the part of the
students were due to extra printing, surfing andt@topying costs; Some
suggested that lecturers provide at least a hapg wdiich the students can
photocopy rather than print; Five (5) students ssted that enrolment keys
into e-learning courses should be eliminated.

The students noted that units which tried to inocape e-learning were
mainly Information Technology units like InformatioSystem Analysis and
Design (ISAD), Programming and Computer Graphic&hW the Institute of
Humanities, the units which recorded similar resssn were Social and
Political Philosophy and Introduction to Ethics.

4.2 ICT ldeological Strategies impacting on StudenPerformance

Majority (61%) of the students “agreed” that e-léag encouraged teaching
and learning; 31 (63%) students concurred thatamieg helped to achieve
course objectives, 26 (53%) “Disagreed” that edersy made knowledge more
practical, with a further 21(42%) disputing thalearning fostered interaction.
This meant that the material being provided throeglearning was mainly
theoretical. This might have been due to the fdwit tvirtual learning
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environments have not been fully implemented withime e-learning
framework. There was need to incorporate tools Wwhfacilitated and
maintained interaction between the learner-contmitirer. Indeed, one could
have argued that the University had adopted arlistiesapproach other than a
pragmatic and rationalist view. This was furthecksd by the finding that 35
(71%) students thought that e-learning did not arexge dialogue, yet on the
other hand, they did agree on the possibility ofostering teaching and
learning. A solid framework suggested by Blass Badis (2003) needed to be
incorporated if e-learning was to achieve the idésh benefits. Laurillard
(2006) echoed the same when he stated that e#dgahas cultural, social,
intellectual and practical impacts on learning. rElfigre, the University needed
to adopt an interactionist strategy when developing deploying its e-learning
tool.

4.3 ICT Methodological Strategies and Student Perfonance

These strategies dealt with the ‘how’ of e-learnitgpls. It included
ergonomics, course pre-requisites and other relatatgrial. The responses to
methodological strategies were addressed by ei@htrdsearch questions.
Twenty-three (23) (representing 47%) students dtditat the course objectives
when integrated with e-learning were unclear. UplT86 explained that the
course materials were systematically deployed. Thality of e-learning
material also required an improvement, since a ntgj¢51%) graded the
quality of the material as fair. Despite the fdwttlecturers try to give many
reference sources, 24 (49%) explained that mader@lted to e-learning
content were unavailable. Engelbrecht (2003) pdimtthe fact that e-learning
materials should meet the needs of the learnerdasidess goals. This meant
that the lecturers ought to be trained on whichhodological strategies to be
adopted with the changing circumstances. Web €2@04) cited the same
concern. As regards ergonomics, 26(53%) agreedtlieat-leaning site was
easy to use and 19 (39%) stating that it was ajmgetd the eye. Despite this,
some students expressed the opinion that enrolkegstshould be eliminated.
This agreed with observations made by Blass andsi2@03) on the need to
incorporate cognitive ergonomics in the design ph&sme students explicated
that e-learning material were unsatisfactory (329.7Phis meant that there was
need to bring together the e-learning course dessgwith lecturers who used
these tools.

4.4 ICT Ecological Strategies and Student Performare

The effect of ecological strategies was addresgddur research questions. 20
(41%) agreed that some form of e-learning was adbpy other universities,
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both public and private. Majority (65%) concurrdtht the e-learning tools
within Strathmore were up-to-date, a laudable condaton to the
University’s IT Department. Still, majority (65%} the respondents assented
that e-learning did add value to Strathmore UnitaerdAn opposite opinion
expressed by 57% of the respondents was that mifigadid not reduce
expenditure on the part of students, contrary tatwlrategies like GOK (2006)
anticipate. This meant that although the Univeraiis embarking on full scale
adoption of ICT, there was need to put into corsitien the low socio-
economic status of some of its students who wereabte to access ICT
facilities both within and outside the Universifyhis meant that the lecturers
needed to provide a back-up option for these stsdem instance giving the
core materials during lectures. A financial schemigch gives credit to poor
students could be designed.

4.5 Output Strategies and Student Performance

Two questions which dealt with whether tests weeindp given and the
regularity of the tests were asked to answer tlevalesearch question. The
researcher concentrated mainly on summative thanafbve evaluation. The
responses Yyielded were that 21 (42.9%) were natngigsts using any form of
e-learning and the tests were not regular ( 18/%6were not given tests; 19
(38.8%) only one test a semester and only 14% gieen tests more than once
a semester). In addition, if e-learning tools wiereeap expected benefits, they
had to be incorporated fully into the entire faboicthe organisation that it
became invisible (Dublin, 2004). Some tests givemgi the traditional mode,
like Introduction to Discrete Maths, Probability daistatistics and Business
Mathematics, yielded better average scores thaar othits that incorporated e-
learning. This meant there was need to train tbkeiters on how to incorporate
e-learning effectively into the teaching and leagnprocess.
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