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ABSTRACT 

The introduction of the Early Childhood Education (ECE) curriculum in public primary 

schools, in Zambia in the year 2014, was occasioned by the need to meet the 

Millennium Development Goals (MDGs) by 2015 and to deal with inequalities created 

by the provision of ECE mainly by the private sector. Due to lack of ECE trained 

teachers in public primary schools, the government co-opted primary school teachers 

into implementation of the ECE curriculum. This study sought to explore the varied 

experiences which these teachers experienced in the process of implementing the 

curriculum in the selected public primary schools of Kitwe district, Zambia. The 

objectives of the study were to explore the successes and investigate the key challenges 

encountered by teachers; and to establish solutions to the challenges experienced by 

teachers in the implementation of the ECE curriculum in public primary schools of 

Kitwe District. These objectives were achieved through an interpretive 

phenomenological research design. A sample of 12 teachers implementing ECE 

curriculum was selected purposively. Data was collected through interviews and 

analysed thematically. All respondents agreed that the introduction of ECE in public 

primary schools was a good development which had increased access to ECE especially 

for children from underprivileged families. They also indicated that the ECE 

programme helped children to attain school readiness. On the other hand, teachers were 

experiencing several challenges during the implementation of the ECE curriculum in 

public schools, which among others included insufficient funding, which consequently 

led to inadequate and poor state of infrastructure, lack of equipment and 

teaching/learning materials; lack of adequately trained teachers; lack of training for 

administrators in ECE, which made it difficult for teachers to be effectively monitored, 

to receive the necessary support and to be fairly appraised; lack of helpers to deal with 

other children‟s needs, over enrolment in ECE classes; and high rate of absenteeism due 

to lack of understanding by some parents about the importance of ECE. Some possible 

measures proposed by respondents to address the challenges included: that government 

should increase funding to primary schools and if possible allocate direct funding and 

materials to ECE; deploy more ECE teachers and helpers to public primary schools; 

involve all stakeholders in the mobilisation of resources; rehabilitate and construct 

infrastructure to meet the standard requirements and demand; provide equipment and 

teaching and learning materials; and train primary school administrators in ECE.   

Keywords: Early Childhood Education Curriculum, Experiences, Implementation. 
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CHAPTER ONE: INTRODUCTION 

1.1 Overview 

This chapter presents the background to the study, statement of the problem, purpose of 

the study, objectives of the study, research questions, significance of the study, 

delimitations of the study, theoretical framework, conceptual framework and definition 

of operational terms. 

1.2 Background 

Early Childhood Education (ECE) is not new in Zambia.  It dates as far back as colonial 

times when Day Nurseries Act of 1957 was established (Mwanakatwe, 1977). This was 

the initial innovative step towards recognition of ECE by the colonial government.  

This Act continued   to be in effect and to provide legal support for anyone capable of 

offering ECE by providing registration and regulation of day nurseries (Mwanakatwe, 

1977).  In 1970 the Ministry of Local Government formed the Lusaka Pre-school 

Association which later in 1972 came to be known as the Zambia Pre-school 

Association (Matafwali, et al. 2012). Preschool education was then placed under the 

auspices of the Ministry of Local Government.  

There are several terms used to refer to pre-elementary education. These include Early 

Childhood development (ECD), by UNICEF (2001); Early Childhood Care and 

Education (ECCE) by World Bank; Early Childhood Care for Development (ECCD), 

by World Vision International (2002) and Early Childhood Development Care (ECDC) 

by UNESCO (2004). In the Zambian Education policy, Educating Our Future (1996), 

pre-elementary education is referred to as ECE. Thus, in as much as this form of 

education may be called differently by different entities and the above terminologies 

can be used interchangeably; this study adopts the use of ECE as it is called in 

Educating Our Future policy.     

The Concept of ECE according to Gonzalez-Mena (2010); Grotewell and Burton 

(2008) is a special branch of education serving children from infancy to elementary 

stage. According to MoE (1996:7), ECE “is an organised form of educational provision 

for children between the age of three and six.” However, some private ECE centres in 

Zambia also offer day care services to children younger than three years old.  Those are 

backed by the Framework of Action on EFA and the National Development Plan for 



  2 
 

Education (MoE,2007), which indicate that ECE is the level of education (informal, 

non-formal or formal) which a child (0-6 years) undergoes before he or she attains the 

compulsory age (7 years in Zambia) of entry into primary education.  

Historically, the Zambian government‟s participation in ECE has been minimal 

(Shikwesha, 2014). This is partly because the Zambian educational system had 

distanced itself from the mandate to provide ECE by stipulating that Local Authorities 

such as Councils; None Governmental Organisations (NGOs); Churches, Private 

Individuals and Families were accountable for the provision and funding of ECE for 

children. The role of the Ministry of General Education at this level was to support 

development of policy guidelines, assist with designing the curriculum, train pre-school 

teachers, design materials and monitor the standards of Pre-Schools (MoE, 1996). 

However, this position of the policy has been overtaken by the subsequent policy 

pronouncements which led to the introduction of ECE in public primary schools.  

It is also gratifying to note that the policy pronouncements about the integration and 

introduction of ECE into public schools were necessitated by what is termed 

progressive policy formulation for nations. For instance, the United Nations 

Convention on the Rights of the Child (UNCRC) which took place on 20th November 

1989 in New York was one of the summits that endorsed the protection of children‟s 

rights for all children without discrimination (UNICEF, 2001). The UNCRC treaty set 

out the civil, political, economic, social, health and cultural rights of children and 

outlined the minimum standards for protecting such rights in all capacities. This treaty 

inspired governments of member countries to change their laws and policies and to 

invest in children‟s nutrition, health care and education, of which ECE is part. 

The world conference on Education held in Jomtien, Thailand in 1990 was another 

influence that led to the provision of ECE by many governments. This conference was 

initiated by UNESCO, UNICEF, World Bank, United Nations Development 

Programme (UNDP) and United Nations Population Fund (UNFPA) (UNESCO, 2000). 

The main objective of this unprecedented cooperation by the then governors of these 

organisations which culminated into a world conference was to make education a top 

priority on the development agenda. This work resulted into the Education for All 

(EFA) goals, the first of which talks about expanding and improving Early Childhood 

Care and Education (ECCE) especially for the most vulnerable and disadvantaged 
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children (UNESCO, 2000). This EFA goal had a great impact on impelling 

governments to consider provision of ECE. 

Another thrill to the provision of ECE by government in Zambia was the World 

Education Forum held in Dakar, Senegal from 26-28 April 2000. This conference was a 

premium body of representatives of major international organisations such as the 

UNESCO, World Bank and the Asian Development Bank. The main objective of the 

Dakar conference was to make the right to basic education a reality, of which ECCD 

emerged as an extension of basic education. This conference renewed government‟s 

commitment to the expansion and improvement of comprehensive ECCE, by 

reaffirming the Jomtien (1990) EFA recommendations which committed national 

governments to provide comprehensive ECE especially for the underprivileged; 

through the declaration of achievement of Universal Primary Education (UPE) by 2015. 

It also highlighted the gains and shortfalls in educational provision, pinpointed the 

problem areas and unreached groups and served as a blueprint for future action 

(UNESCO, 2000).  This coupled with the endorsement of the eight Millennium 

Development Goals (MDGs) in September 2000, which were to be met by the year 

2015 (UNICEF, 2003), helped to promote the provision of ECE programmes by 

governments in Zambia and globally. In Africa, the Consultative and working Group of 

ECCD of the Association for the Development of Education in Africa (ADEA) 

contributed a great deal to the common view of the principles and main features of ECE 

and care policy provision (Vargas-Baron, 2004).  

Consequently, in a bid to respond to the global storm of advocacy for ECE, coupled 

with the need to ensure that children from disadvantaged families also access ECE 

(PMRC, 2017), the Government Republic of Zambia (GRZ) through the MoGE 

integrated ECE into the education system of Zambia in 2011 (PMRC, 2017), and 

further introduced ECE in the mainstream education system, in government primary 

schools in the year 2014 under the ACT of parliament (MoGE, 2016). This marked the 

allocation of the mandate of offering ECE to the Ministry of Education, Science, 

Vocational Training and Early Education (MESVTEE) (PMRC, 2017) causing the 

position of the policy in Educating Our Future to be overtaken by the subsequent policy 

pronouncements.  
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According to MoGE Staff Audit Report (2016), between 2013 and 2014, the Ministry 

managed to open 1,526 ECE centres in some already existing government primary 

schools as annexed centres. As in March, 2016 during the Staff Audit exercise, 1,849 

ECE annexed centres were recorded. There were 1,252 ECE qualified teachers of 

which 965 were females while 297 were males recruited and placed across the 10 

provinces in the country. MoGE had demonstrated its commitment in providing the 

qualified work force in the provision of ECE in the country. However, this support 

from government was inadequate as some primary schools still did not have ECE 

trained teachers to help implement the programme. The report also stated that there was 

a population of 139,060 learners in these 1,849 ECE centres with a breakdown of 

62,975 boys and 76,235 girls against 1252 teachers, giving a teacher to pupil ratio of 

about 1: 112. Currently, Zambia has continued to record marginal increase in children 

attending ECE from 15.3% in 2004 to 27% in 2016 although attendance among 

children from rural communities and disadvantaged backgrounds remains relatively low 

(MoGE, 2016). Initially, not all government primary schools were offering ECE. Each 

district only had a few identified annex centres where ECE was offered. Currently, all 

primary schools have been mandated to provide ECE. However, much is needed to be 

done to enhance access to ECE, by all children to meet the target of 30% of new Grade 

1 entrants with ECE experience (Republic of Zambia- SNDP- 2017-2021).   

The ECE programme helps to ensure opportunities for holistic learning and growth. 

The ECE needs determine children‟s developmental and contextual needs, providing 

for more need based inputs and an enabling environment. Given this need for an 

individualised approach, it was believed that a common „curriculum‟ would not be 

appropriate for all. However, over the years it had been observed that the practical 

realities were different and most of the ECE programmes on offer then did not have 

developmentally appropriate programmes for the young child. The vacuum created by a 

lack of ECE curriculum framework and policy resulted in the ECE curriculum being 

filled with either a minimalist programme or a downward extension of the primary 

stage curriculum.  This made the MESVTEE to put in place programmes to improve 

access and quality such as the development of national teacher education curriculum, 

development of an ECE curriculum for learners, development of a core package of ECE 

materials and provision of ECE Standards guidelines (PMRC, 2017). The government 

through Educating Our Future (1996) further committed itself to provide adequate 
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trained personnel, equipment, infrastructure and appropriate technology to enhance the 

inclusion of ECE into the mainstream schools.  However, whether all the above 

stipulated programmes had been accomplished and whether the stipulated commitments 

for provisions were adequately provided, were some of the questions that were 

expected to be answered by this research project through the experiences of teachers in 

the implementation of ECE in public Primary schools?   

In Zambia, the Ministry of General Education (MoGE) is responsible for the 

development of the ECE curriculum under the department of the Curriculum 

Development Centre (CDC).The curriculum development (CD) process encompasses 

the design and development of unified plans for learning; the formulation of strategies 

for implementation and evaluation of the plans; implementation of the selected plans; 

assessment of learning outcomes and experiences; and interpreting broad statements 

into specific plans and actions. In addition, it provides the setting for topic design, 

which also sets the context for each learning experience. During CD, topics are put 

together in structured combinations to form major and minor parts of the courses taught 

in schools.   

Early childhood curriculum implementation entails putting into practice the officially 

prescribed courses of study, syllabus and subjects. The process involves the teacher 

helping the learner to acquire knowledge and experience prescribed in the curriculum. 

Implementation takes place as the learner acquires the planned or intended experiences, 

knowledge, skills, ideas and attitudes that are aimed at enabling the same learner to 

function effectively in a society (Connelly and Clandinin, 1988).  

It is important to note that curriculum implementation cannot take place without the 

teacher. The teacher is therefore a central figure in the curriculum implementation 

process (Ntumi, 2016). To uphold quality ECE, the National Association of Education 

of Young Children (NAEYC) stresses the importance of teachers by stipulating that 

because teachers bring their past experience into classroom settings, their perceptions 

regarding how these young children learn and develop affect quality of the pre-school 

curriculum implementation. It is also widely acknowledged that early childhood 

educators with required professional preparation provide more developmentally 

appropriate, nurturing, and responsive care and education experiences for young 

children (National Association for the Education of Young Children (NAEYC), 2007). 
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Kern, Kruse and Roehring (2007) also maintain that teachers‟ perception about 

teaching and learning strongly influence the implementation of ECE curriculum. Park 

(2008) suggests that it is crucial for teachers to understand the ECE curriculum for its 

proper implementation to help achieve educational goals. This means that if teachers 

cannot comprehend what the ECE theoretical and practical framework details, then they 

cannot be able to successfully implement the curriculum. And for teachers to be able to 

comprehend what is in the curriculum, they need to have undergone some training to 

develop or enhance their understanding. 

 Gwen (1993) suggest that pre-school teachers‟ role require that one undergoes 

intensive academic preparation including observation and participation in early 

childhood programme. This is because according to Chebet (2016) the role of a pre-

school teacher is very important in curriculum implementation and cannot be carried 

out in an up hazard manner. Lundin (2000) also claims that ECE teachers are key 

players in the education of young children, whose crucial roles may include child 

guidance and discipline, facilitating recognition of cultural diversity, facilitating 

adoption of appropriate methods of learning, encouraging self-dependence, and 

establishing reciprocal relationship with families and other teachers. Facilitating such 

kind of activities for learners without acquiring knowledge through training of how it 

should be done would be very taxing if not impossible.  The Ministry of Education 

strategic plan (2005 - 2010) also seems to be in tandem with what Lundin (2000), 

Gwen (1993) suggests by stressing the need to prepare teachers to receive and 

implement new programmes by way of undertaking training for them to be able to 

successfully implement the ECE curriculum. However, according to Shikwesha (2014), 

this was not the case at the time ECE was introduced in public primary schools in 

Zambia. Some schools did not have teachers trained in ECE. Therefore, some primary 

school teachers were co-opted into teaching ECE. This was also revealed by some 

media report which indicated that   certain parts of Zambia still had inadequate ECE 

teachers as reported by Sesheke District Educational Board Secretary (DEBS) 

Mubonda Katukula in Zambia Daily Mail on 4
th

 March 2015. Therefore, this called for 

a concern as to whether the curriculum was being effectively implemented and to what 

kind of experiences the teachers of ECE had been going through.   
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The inadequacy of ECE trained teachers was not the only issue being experienced by 

teachers involved in the implementation of the curriculum. Thomas & Thomas (2009) 

also acknowledge that public primary schools in Zambia not only need to develop but 

also to sustain an adequate learner environment, which could be the physical or social 

environment. It could be argued that no matter how well the teacher could be trained, if 

the physical environment in which teaching is carried out is not conducive, learning 

may not take place. The physical environment refers to the overall design and layout of 

the classrooms and the learning centre. It includes the space or learning ground, 

furnishings and other equipment that help to maximise the learning opportunities and 

engagement of every child. These resources should be age appropriate for them to be 

relevant. However, according to Thomas & Thomas (2009), most primary schools in 

Zambia have inadequate materials and infrastructure such as classrooms, thus the 

reason why some learners go to school at different times.  Shikwesha (2014) also 

indicates that at inception of ECE curriculum implementation, most public primary 

schools in Zambia that were offering ECE did not have the right furnishings and 

equipment to support the implementation of the ECE curriculum. Therefore, this 

presented varied experiences to teachers of ECE.    

The social environment is another aspect that could affect teachers‟ experiences in the 

implementation of the curriculum. This refers to the way a classroom environment 

influences or supports the interactions that occur among the learners, teachers and 

family members. A well designed social environment is one that fosters positive peer 

relationships, creates positive interactions between teachers and learners and provides 

opportunities for teachers to support children achieve their social goals. To create such 

a social environment the aspect of the number of pupils per teacher is very important. 

Teachers need a manageable number of pupils in a class in order to initiate and offer 

personalised activities to each child which may help them develop holistically. In 

Zambian public primary schools, this issue had been of great concern as most schools 

had a teacher to pupil ratio that was way above the recommended standard. Thomas & 

Thomas (2009) in their research report indicate over enrolment as one of the challenges 

that teachers in Zambia experienced. They indicated that in some cases 70 learners in a 

class were attended to by one teacher. It therefore remains a wonder what sort of 

experiences such teachers encountered.   
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Further, the availability of material resources was another important aspect that could 

affect teachers‟ experiences during the curriculum implementation. For the curriculum 

to be effectively implemented, the implementers must be availed with all the teaching 

and learning materials needed for implementation. Such materials may include books at 

different reading levels, crayons, pencils, chalk, charts and toys. These are essential 

tools without which teaching would be very difficult if not impossible. However, at the 

time of inception, teachers teaching ECE in public primary schools had several 

challenges in sourcing such materials. According to the study by Shikwesha (2014), 

some teachers were not certain of their role or practice in the provision of ECE as they 

did not have the curriculum, teacher‟s guides or pupils‟ books to provide them with a 

guide on what was expected of them. In this regard teachers‟ experiences in the 

implementation of ECE curriculum needed to be checked hence this study. 

Ntumi (2016) suggests that ECE forms the foundation of education of the child in 

majority of countries across the world; because it is the bedrock upon which all other 

educational levels are built. Also, Manduku, Ruto and Maritim (2017) add that ECE is 

crucial in the life of a child because it lays the foundation of intellectual and physical 

development. The educational policy in Zambia also acknowledges the important role 

played by ECE in developing young children holistically. It stipulates that ECE is 

imperative because it develops children cognitively, physically, socially and 

passionately and that it is inevitable to provide ECE because it affords children a great 

play field with controlled play activities and diverse play mates, which enhances their 

learning and prepares them for a primary school life (MoGE, 2016). The Educating Our 

Future (1996) also encourages creation of platforms that help with the development of 

ECE, especially those targeted at helping children from the less privileged families and 

rural areas. However, whether this importance placed on ECE cascades down to the 

experiences encountered by teachers involved in the ECE curriculum implementation 

was a question yet to be answered.  

Additionally, ECE serves a critical purpose of preparing young children for primary 

education. This is in agreement with Matafwali et al. (2012), who relate ECE to 

improved cognitive and physical development, which results into enhanced readiness 

for entry into grade one and consequently improved enrolment into primary school. 

Forget-Dubois et al. (2007) adds that school readiness is an important predictor of early 
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school achievement. Baron (2005) also agrees that early years of child development are 

critical in the formation of intelligence, personality and social behaviour. As such, the 

periods of the early years need to be handled with all special and detailed attention as 

they provide a foundation upon which all other levels of education are developed. 

Investment therefore, in ECE provides greater returns through increased enrolment, 

retention, achievement, and completion of primary school level. This also shows that 

ECE can have a major impact onto a child's formal education hence the worldwide 

increased concern for its provision. Conversely, neglect of a child‟s biological and 

mental needs at this critical and formative stage can have a negative effect, resulting 

into delayed or debilitated cognitive development, stunted growth, and physical 

impairment (Evans, et al., 2000). However, whether the experiences of teachers of ECE 

in public primary schools were that the kind of ECE being offered improved the 

cognitive and physical development of children was another question to be answered by 

this study.  

1.3 Statement of the Problem 

Due to global pressure to meet the MDGs by 2015 (UNICEF, 2003), and in order to 

deal with the inequalities brought about by the provision of ECE mainly by the private 

sector, the Zambian government integrated ECE into the education curriculum in 2011 

and introduced comprehensive ECE in Government Primary Schools in January 2014 to 

cater especially for the underprivileged children (PMRC, 2017). However, studies by 

Shikwesha (2014) and Mulunda (2017) revealed that there were no ECE trained 

teachers in most primary schools at the time ECE was introduced. Therefore, some 

primary school teachers were co-opted to teach ECE classes. These teachers were not 

certain of their role in the implementation of ECE curriculum as they did not have the 

training in ECE and were not provided with the ECE curriculum (Shikwesha, 2014). 

The formulation of both the curriculum for teachers and for schools was also completed 

much later after the ECE programme had already been introduced in public primary 

schools (PMRC, 2017). This was an indication that the ECE curriculum was introduced 

without adequate preparation for its implementation. However, despite the curriculum 

being implemented without adequate preparation of teachers as ultimate implementers 

of the ECE curriculum, without which its implementation would be ineffective, if not 

impossible, there was no study to the knowledge of the researcher which had been 

carried out to establish what experiences these teachers had encountered in the 
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implementation of ECE curriculum in Zambia, hence the study to help fill in the 

identified gap. 

1.4 Purpose 

The purpose of the study was to establish experiences of teachers in the implementation 

of the Early Childhood Education curriculum in selected public primary schools in 

Kitwe district, Zambia. 

1.5 Research Objectives 

The following research objectives guided this study:  

1. To explore the successes experienced by teachers in the implementation of the 

ECE curriculum in selected public primary schools in Kitwe District. 

2. To investigate the key challenges encountered by teachers in the 

implementation of the ECE curriculum in selected public primary schools in 

Kitwe District. 

3. To establish solutions to the challenges experienced by teachers in the 

implementation of the ECE curriculum in selected public primary schools in 

Kitwe District.  

1.6 Research Questions 

1. Which successes have teachers experienced in the implementation of the ECE 

curriculum in selected public primary schools in Kitwe District? 

2. What challenges are encountered by teachers in the implementation of the ECE 

curriculum in selected public primary schools in Kitwe District? 

3. How best can the challenges faced by teachers in the implementation of the 

ECE curriculum in selected public primary schools in Kitwe District be 

mitigated?   

1.7 Significance 

Through the analysis of achievements and constraints experienced by teachers in the 

implementation of the ECE curriculum in public primary schools, the study might 

provide beneficial data for all educational stakeholders inherent in the study. These 

stakeholders include Curriculum Development Centre (CDC) officials, the Donor 
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community and the Ministry of General Education in general. The findings from the 

analysis of teachers‟ experiences might provide guidance for curriculum 

implementation in the future and inform stakeholders on the kind of help or support that 

ECE teachers need from them. This study also added to the existing scholarly literature 

and to the body of knowledge in the field of ECE curriculum implementation in 

Zambia. 

1.8 Delimitation 

The scope of this study was limited to ECE in public primary schools implementing 

ECE. Participants were restricted teachers of ECE in Kitwe District. Kitwe District was 

selected as a study site because it had characteristics which interested the researcher to 

critically investigate the implementation of ECE in public primary schools. 

1.9 Limitations 

In this study, participants were asked to give evidence based information and views 

based on their experiences on the implementation of ECE policy in public primary 

schools. It is possible that responses might not have reflected the accurate views and 

experiences of respondents and those responses could strongly impact the respondent‟s 

personal bias. Participation was contingent upon the participants‟ willingness to 

participate which significantly impacted on the sample size in this study.   

1.10 Theoretical Framework 

This study was supported by one pertinent school of thought advanced by Gautam 

(2015), who hypothesised that the degree to which a curriculum is implemented is a 

function of the extent to which conditions are present during the process of 

implementation. These conditions include the preparedness of the implementers 

(teachers), that is, the degree to which teachers are clear and aware about the scope and 

content of the curriculum; the ability of learners to assimilate the curriculum content, as 

well as the support of other stakeholders (interest groups) which can help with resource 

mobilisation in support of the new curriculum; the support and supervision provided by 

the school management staff; the availability of  resources such as facilities and 

materials; existing organizational arrangement and the willingness of members to 

expend the time and effort for the implementation of the curriculum (school 

environment); and the cultural and ideological values.  
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This school of thought is relevant to this study because it is concerned with conditions 

that affect the experiences of teachers in the implementation of the curriculum, which 

are the main concern of this study. Based on this theory, it is inevitable for this study to 

venture into examining teachers‟ experiences in relation to conditions deemed 

favourable for effective implementation of the ECE curriculum, such as the right 

training of implementers (teachers), suitability of the school structure, i.e. the 

monitoring and evaluation system in place, availability of an explicit curriculum, 

appropriateness of the learning environment and the availability of equipment and 

material resources. 

1.11 Conceptual Framework 

The following conceptual framework is a graphical representation of the theoretical 

framework illustrated by the researcher. 

 

 

 

 

  

 

 

 

 

 

 

Figure 1: Conceptual Framework  
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primary schools was the independent variable while teacher experiences during the 

ECE curriculum implementation was the dependent variable. Based on this model, the 

independent and dependent variables are supposed to be in harmony to create a working 

relationship in curriculum implementation.  

The models entails that the ECE curriculum implementation output is highly dependent 

on some possible factors necessary for its implementation. These factors include; 

availability of an explicit ECE curriculum; relevant training of teachers; provision of 

appropriate learning environment which possesses appropriate infrastructure, 

equipment and materials needed for implementation; monitoring and evaluation; and 

stakeholders sensitization. Additionally, the premise for having the ECE curriculum in 

place is to provide a direction on the implementation of ECE in schools. Conducive 

learning environment provides safety and protection programs in ECE centres, 

appropriate teacher to child ratio in ECE classes, good water and sanitation, among 

other services as prescribed in the service standards guidelines. This can be achieved 

through provision of adequate resources for implementation, stakeholder awareness and 

routine monitoring and evaluation of the ECE curriculum implementation process. 

Therefore the conceptual framework illustrated above helped in exploring teachers' 

experiences in ECE curriculum implementation in selected public primary schools in 

Kitwe district, Zambia. 

1.12 Operational Definition of Terms 

Child Care:    Education for children from birth to 2 years old. 

Curriculum Implementation entails the teacher facilitating in the acquisition, 

by the learners, of the knowledge; skills; beliefs 

and attitudes outlined in the curriculum.  

Early Childhood Education: is an organized form of educational provision for 

children between the ages of three and six.  

ECE Annexing: Attachment of Early Childhood Education centres 

to Government primary schools.  

Illiteracy:    Not being able to read and write.  
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1.13 Summary 

This chapter covered the introduction to the study, statement of the problem, purpose of 

the study, study objectives and research question that were used to answer the 

objectives. Also, the significance of the study, key concepts linked to the study and 

ended with the theoretical and conceptual framework. 
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CHAPTER TWO: LITERATURE REVIEW 

2.1 Overview 

According to Johnston (2011), “literature review is an account of what has been 

published on a topic by accredited scholars and researches and aims to build a 

theoretical foundation upon which the research is based.” The purpose of review of a 

literature in this study is to provide an insight summary and analysis of the related 

already done research works and publications to this study. There are several studies 

that have been conducted on ECE in general both globally and in Africa. However, to 

get studies that had specific focus on teachers‟ experiences in the implementation of the 

ECE curriculum in public schools was a challenge. Therefore, the researcher resorted to 

reviewing studies that had aspects of literature relevant to the topic under study.   

2.2. ECE Global Perspective on ECE Curriculum Implementation 

At global level, Maria and Alexandra (2019) conducted a study in Greece on early 

childhood teachers‟ relationship with the official curriculum. This study aimed at 

understanding why after 15 years from the introduction of the early childhood 

curriculum, the guidelines about young children‟s assessment where either not 

implemented or not properly implemented by kindergarten teachers (Rekalidou and 

Penderi, 2016).  This study took a qualitative approach in order to capture and 

understand individual definitions, descriptions and meanings of events. After probing 

28 Greek kindergarten teachers to talk about their engagement with the prescribed 

curriculum and to explain how they constructed its guidelines at the enactment level, 

the findings were that teachers‟ relationships could better be understood in three 

contexts within which they occurred. The themes that emerged were the way the early 

childhood curriculum changed, the role teachers‟ professional contexts played in 

helping teachers to make sense out of the new curriculum and the permissive policy 

context in which Greek kindergarten teachers operated. First, the early childhood 

curriculum was introduced together with the primary and secondary curriculum in 

2003, in order to create harmony and interaction among the three curriculums. This led 

to a distortion in the Greek culture as culture intended for the upper levels was 

integrated into the early childhood curriculum resulting in some Greek teachers 

resisting change. Also, there was no reliable monitoring mechanism from inception 

until school advisors were introduced to provide guidance, evaluate teachers and 
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recommend for professional development. However, the guidance that school advisors 

provided was too vague to be useful. Further, the curriculum did not make explicit what 

was mandatory or optional. Teachers perceived the guidelines to be non-compulsory 

and so when faced with difficulty to implement; some resorted to familiar practices as a 

way of alleviating stress.  It was also revealed that there were a lot of children in 

classes, making it difficult to implement the curriculum; a situation which meant that 

the curriculum may have been made by people who did not understand the complex 

reality of the early childhood classroom. This study is similar to the topic under study 

in that while trying to establish reasons behind the none implementation of some early 

childhood curriculum guidelines about young children‟s assessment by kindergarten 

teachers, it also tried to bring out teachers‟ experiences by indicating that teachers had 

to implement the curriculum that was not explicit as it did not show what was 

mandatory or optional, and that teachers were not properly monitored or guided until 

school advisors were introduced.  

Another study conducted by Kauffman, Johnson, Kardos, Liu and Peske (2002) 

investigated new teachers‟ experiences with the state‟s developed curriculum and 

assessment in Massachusetts. Fifty (first and second year) teachers working in public 

schools were involved in the study. The study findings were that despite the state 

having developed what would be termed the new standards or curriculum and 

assessment, these new teachers received little or no guidance about what to teach or 

how to teach it. It was up to them to struggle and prepare both content and materials to 

teach. Teachers were under pressure to deliver as there was increased focus on 

academic performance and accountability, but they were not provided with the 

necessary support. Consequently, it was noted in this study that the absence of a 

coherent curriculum and teacher support could lead to many teachers leaving the 

teaching profession prematurely due to the overwhelming nature of work and the pain 

of failing to perform as expected in the classroom. This study recommended relevant 

authorities to urgently review the curricula and the support they provided to these 

teachers.  The study by Kauffman et al. (2002) is similar to the topic under study in that 

it also looked at the experiences of teachers in the implementation of a new curriculum. 

However, it was undertaken in a different context and its focus was on new teachers 

who had served not more than two years and not on ECE teachers. This is where it 

deviates from the topic under study. The fact that the topic under study was concerned 
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with the experiences of teachers in the implementation of the ECE curriculum, 

regardless of the number of years they had served, while the other study focused on 

experiences of new teachers who may not even have handled young children at ECE 

level, entails that even the experiences of teachers in these two studies could vary.  

Also, Wai-Yum (2003) carried out a case study entitled „the dilemma of early 

childhood teachers required to carry out a curriculum implementation process. This was 

a qualitative study which utilised in-depth individual and focus group interviews to 

understand the attitudes of the early childhood teachers in Hong Kong. The goal of the 

study was to reveal the lived experience of how teachers and the principal experienced 

satisfaction or dissatisfaction of ECE, in the process of a top-down curriculum 

implementation at a local kindergarten in Hong Kong. The findings of this study 

showed that these teachers were dissatisfied due to lack of pedagogical skills and 

knowledge about what they were expected to do. Other challenges included lack of 

positive supporting context at organizational level which was identified as the main 

impediment to the improvement and satisfaction of teachers and the attitude of the 

administrators as well as that of parents. Building on the findings, the need for 

pedagogical skills and knowledge to enhance the job satisfaction of early childhood 

teachers was addressed by training teachers in ways of understanding and implementing 

the project. While the title of this study differs from the topic under study, the substance 

of the study under review relates directly to the topic under study as it outlines ECE 

teacher experiences in the curriculum implementation process. However, the contexts 

in which these two studies took place may differ in that they were carried out in two 

different countries with diverse policies and economic statuses affecting the 

experiences of teachers. Therefore, certain factors absent in Hong Kong might have 

been present in Zambia due to such dissimilarities.     

In another study conducted by Cohen and Ball (1999), teachers‟ experiences were 

expressed in the analysis of the dynamic relationship that exists among the curriculum 

materials, teachers and students. This study noted that these three elements were 

essential for effective instruction and that they do not operate independent of each 

other. The curriculum and all associated teaching and learning materials influence the 

instructional capacity by either constraining or enabling the opportunities of teachers‟ 

and learners to teach and learn (Cohen and Ball, 1999). The implication of this is that 
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when teachers are provided with all the prerequisite instructional materials needed to 

implement the curriculum, they experience enhanced instructional capacity because the 

opportunities of both teachers and learners to teach or learn are empowered; while 

absence of the instructional materials diminishes instructional capacity. The study by 

Cohen and Ball (1999) relates to this study on teachers‟ experiences in the 

implementation of the ECE curriculum in public schools in that while outlining the 

relationship among the curriculum materials, teachers and students, it also highlights 

how availability or absence of curriculum instructional materials may impact either 

positively or negatively on the experiences of ECE teachers. However, this study is not 

is not conclusive as it just focuses on one factor among the several factors that affect 

teachers‟ experiences.  

Furthermore, Kelly and Berthelsen (1995) also carried out a research study in Australia 

to investigate the phenomenon of stress experienced by preschool teachers. A sample 

population of eight teachers was used to collect data by way of recording and 

describing their sources of stress in a reflective daily journal over a two weeks period. 

After the analysis of the data collected, the following themes emerged among the major 

sources of stress for the ECE teachers. These included time pressure, meeting 

children‟s needs, dealing with non-teaching tasks, maintaining the early childhood 

philosophy and practice, issues with parents to the children, interpersonal relationships, 

and attitudes and perceptions about the ECE programme. This study though focussing 

on stress experienced by ECE teachers, it also uncovered some experiences 

encountered by ECE teachers as challenges, in form of sources of stress.   

2.3. African Perspectives on ECE Curriculum Implementation 

In the Southern African Institute for Distance Education (SAIDE) (2010) study which 

reviewed three South African studies, namely the Eastern Cape Department of 

Education‟s (2008) Evaluation of Accredited ECE, the National Treasury‟s Technical 

Assistance Unit‟s (2008) Grade R Diagnostic Project, and the Gauteng Department of 

Education‟s (2009) Study on the Implementation of the National Curriculum Statement 

in the Foundation Phase; the three studies were in agreement that the implementation of 

the Reception Grade (Grade R) into government schools was on numerical targets 

rather than on quality. For instance, in the Eastern Cape study, it was revealed that most 

Grade R programmes were very poor that it was in fact harmful to the well-being of 
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children, and that schools were not willing to incorporate children into the reception 

year.  It was therefore recommended that the Grade R curriculum should provide a 

bridge into formal learning and thus should have the same curriculum components as 

Grade one; and that Grade R Teachers should be trained in a common core standard 

content (SAIDE, 2010), in order to improve the quality of the ECE provision.  Similarly 

in Zambia, the ECE curriculum is aligned to the grade one curriculum, and like in grade 

one the language of instruction for ECE is a common local language of the area. 

However, like the situation was in South Africa and most African countries, ECE was 

integrated into the school system before building capacity in the available teachers or 

deploying properly qualified teachers. According to Shikwesha (2014), due to lack of 

ECE teachers, many primary school teachers were seconded to teach ECE without 

adequate orientation. In fact some could have been attached there against their will. 

Ryan and Ackerman (2005) note that successful implementation of ECE depends on 

ECE teachers‟ capacity and will. This entails that teachers require sufficient amount of 

information and skills acquired through training, and resources to effectively implement 

the curriculum. Wallet (2006) also notes that ECE teacher training programmes consists 

of three core components which should be well balanced: the subject-matter studies that 

provide teachers with the subject (content) and knowledge base that they in turn 

transmit to their learners; pedagogical studies which provide teachers with the skills 

required to effectively practice their profession; and in-class teaching experience which 

is an academically organised opportunity for teachers to practice teaching in the 

classroom. However, it is a wonder whether the kind of orientation ECE teachers in 

Zambia underwent considered all the three aspects outlined above.  

Salami (2016) examined the policies in the implementation and achievement of 

educational goals with the view to gaining insight into the sustainability of ECE for the 

development of the Nigerian societies. Five educational policy documents relating to 

ECE were reviewed. The findings showed that despite having policy statements which 

highlighted the ideal situation which teachers should have been experiencing, such as 

the types of ECE, age cohorts, methodology, learning resources, language of instruction 

and minimum standards for ECE centers, most of the policy statements were not being 

implemented in both government and private owned ECE centers.  This literature from 

Nigeria is similar to what is prevalent in most developing countries where policy 

statements have been made but there is very little support in form of provision of 
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implementation resources such as infrastructure, deployment of teachers and provision 

of materials for the same, probably due to unfavourable economic environments in 

these countries.  

In addition, the study by Gutuza and Thembinkosi (2015) who also conducted a study 

to examine the role of the head of school in the supervision of Early Childhood 

Development (ECD) in Zimbabwean primary schools with special reference to Mutare 

Urban in Manicaland Province. The study which involved 90 teachers and 9 head 

teachers, revealed that most head teachers did not have adequate knowledge about ECE 

to effectively supervise ECE centres. They also did not commit adequate time towards 

supervision of ECD classes and teachers. Most teachers also indicated that head 

teachers did not prioritize allocation of resources to the ECD classes. The study 

recommended that the Ministry of Primary and Secondary Education should organize 

staff development sessions for head teachers on ECD supervision. There should also be 

a well-organized programme of supervision of instruction for the ECD classes in order 

to guide teachers in their delivery of lessons. To the contrary, the study by Ngode 

(2014) conducted in Lang‟ata District, Nairobi County, Kenya, revealed that there was 

lack of cooperation and negative attitude from some ECE teachers who looked at 

supervision as fault finding and therefore failed to appreciate it. Some teachers were not 

ready or willing to adjust with the dynamic curriculum, overcrowded classes, 

uncooperative head teachers, and un-conducive conditions of learning for learners. In 

Zambia, there is no study to the knowledge of the researcher that has specific focus on 

supervision of ECE teachers or classes, despite supervision being one of the major 

factors that may affect teachers‟ experiences either positively or negatively. Therefore 

the topic under study would help to find out the experiences of ECE teachers as far as 

supervision is concerned.    

In another study conducted in Kenya by Manduku et al. (2017) it was reported that 

ECE teachers were well trained on the use of available Instructional Resources (IR) in 

teaching. However, the status of the available instructional materials, equipment and 

facilities were insufficient, archaic, broken-down and unsuitable for use. The 

accessibility of instructional materials was largely predisposed by the teacher‟s 

preparedness. This literature by Manduku et al. (2017) is similar to the study carried out 

in Kenya, Kericho County by Mutindi et al. (2016) whose findings revealed that 
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majority of the pre-school teachers used available instructional resources when 

teaching; however, the status of the available materials in the centres was inadequate, 

obsolete, dilapidated or unsuitable. From the study findings, it was concluded that 

teachers were well prepared to use the available instructional resources though they did 

not maximize the use. In Zambia, the situation seems to be worse of, as reports by 

Thomas & Thomas (2009), on the study conducted on Early Childhood Care and 

Education in Zambia, which interrogated the call for ECE programs in Zambia, 

drawing on qualitative interviews conducted with 48 primary school teachers and head 

teachers, questioned the unrestrained promotion of ECCE in Zambia, which was 

viewed as having potential to draw off funds from the glaring needs already in 

existence within the educational system. The study indicated that the creation and 

continued development of ECE programme was premature and potentially damaging to 

an already tenuous primary school education system that was experiencing several 

challenges which included but not limited to: lack of infrastructure, equipment, 

textbooks, teacher manuals and materials such as markers, pencils and poster paper. 

Other challenges included over enrolled classrooms, and shortage of teachers. This 

study recommended government‟s genuine commitment to primary school education 

that goes beyond mere expression of words, but that government needed to employ 

more teachers to reduce the teacher to pupil ratios, increase the number of desks and 

chairs and increase provision of materials Thomas & Thomas (2009) stated that 

providing for the already existing needs was essential before embarking on national 

implementation of the ECE programme. However, it appears the advice was not 

adhered to as reports after the study under review such as Shikwesha, (2014) and 

Mulunda (2017) indicate that infrastructure, equipment and materials that were being 

used were inadequate and inappropriate for ECE learners. Also, Mulenga (2019) 

indicates concern as to how the curriculum would be effectively implemented when the 

national budgetary allocation in Zambia has been reducing. According to UNICEF 

(2016) in Mulenga (2019), the budgetary allocation was 20.2% in 2015, 17.2% in 2016, 

16.5% in 2017 and 16.1% in 2018, yet 81% of the total allocation goes towards 

teachers‟ salaries and other personnel. This shows that despite the government effecting 

the implementation of the ECE programme, there is no equivalent support to that effect, 

yet all stake holders including government itself expects the programme to succeed. 

This puts too much pressure on the teacher who is the ultimate implementer of the ECE 
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curriculum, thus causing stress. One can only imagine what kind of experience teachers 

could be going through.  

The study by Mutindi et al. (2016) is in agreement with the study by Chebet (2016) as 

they both noted that most ECE teachers were trained. However, Mutindi et al. (2016) 

contrasts with Ngode (2014) and Shikwesha (2014). While the study by Mutindi 

discovered that ECE teachers were well trained, Ngode (2014) as well as Shikwesha 

(2014) are in accord indicating that ECE teachers were not aware of what to do, 

meaning that they were ill trained or oriented, a situation which calls for concern as to 

what they could be experiencing implementing what they do not understand.    

In another vein, the study by Mangwaya et al. (2016) conducted in Zimbabwe, 

examined how ready the Zimbabwean public schools were to introduce ECE, by 

scrutinizing how ready the head teachers and class teachers were to implement ECE in 

public primary schools. This study also discovered that head teachers and teachers in 

charge were not adequately oriented to implement the ECE programme in primary 

schools. Head teachers had received very little induction while teachers in charge had 

not received any induction. As for the class teachers, even if they were trained, they 

lacked on-going support as well as teaching and learning materials. The study by 

Mangwaya et al. (2016) probably explains why there may have been less participation 

of developing countries in ECE provision in public primary schools probably because 

countries might were not ready for implementation. The study conducted by Tuntufye 

(2014) on ECE in Africa which examined ECE in the participating African Union (AU) 

countries on the basis of expansion, enrolment, teachers, rural, and gender distribution; 

drawing data from senior officials in the Department/Ministry of Education in each one 

of the participating countries; agrees with this assertion by stating that there was less 

participation of developing countries in ECE provision in public primary schools. Even 

though the study by Tuntufye (2016) did not focus on experiences of teachers in the 

implementation of ECE, some aspects of teacher experiences were highlighted in this 

study. But because „teachers‟ experiences‟ was not its focus, the study did not examine 

the subject in detail. Moreover, the two studies discussed were carried out in different 

countries with differences in policies and resources at play.  

Another study conducted by Karanja, wakahiu & kang‟ethe   (2015) in Kenya, Ruiru 

District indicated that ECD had achieved gains. However, learning outcomes indicated 
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that teacher student ratio impacted on educational outcomes significantly. The study 

recommended that government should consider prioritization of teacher employment 

and training in ECD policy standards and that parents and communities should take part 

in the improvement of ECD class infrastructure especially in rural areas where ECD 

was mainly provided in public facilities. In as much as this study by Karanja et al. 

(2015) brought out some experiences of teachers in form of challenges such as 

inadequate ECD trained teachers and infrastructure, resulting in high enrolment levels, 

its focus was not on ECD teacher experiences, thus it was believed that the study 

underway would elicit more experiences. 

Similarly, Osho and Onifade (2014) conducted a study on Implementation of Early 

Childhood Education in Chanchaga local government area, a local government in one 

of the north-central states in Nigeria. The study with a sample size of 32 teachers who 

were selected from 10 schools out of 31 schools in the local government area had data 

collected using the questionnaire, interviews, and observations. Findings from this 

study were that there were high levels of enrolment and ECE centres were 

overpopulated. There was also scarcity of basic teaching and learning resources. As a 

result, there were heightening concerns raised by stakeholders concerning the quality of 

education in ECE. However, teachers were specialised in ECE. Like the study by 

SAIDE (2010) and another by Karanja et al. (2015), this study by Osho and Onifade 

(2014) also recommended deploying more ECE trained teachers, retraining in-service 

teachers and ensuring that the necessary teaching and learning materials are provided in 

order to enhance effective implementation of ECE.  Though not explicitly stated, the 

study by Osho and Onifade also highlighted some experiences of teachers through 

some challenges which teachers encounter in the implementation of ECE. These 

findings could be a mirror of what is prevalent in Zambia, hence the need to have 

carried out this research in order to ascertain teachers‟ experiences in the 

implementation of ECE in public primary schools in Zambia.    

Similarly, the study by Jennifer (2014) resonates with the study done in Ghana by 

Ntumi (2016) which examined the challenges that ECE teachers encountered in the 

implementation of the early childhood curriculum. Both studies found out that ECE 

teachers were faced with many challenges in implementing the early childhood 

curriculum, notable among them being that most teachers did not understand the early 
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childhood curriculum probably due to lack of proper orientation and that pre-school 

teachers did not have enough teaching and learning materials to help them implement 

the Early childhood curriculum. Although, the two studies resonate well, they did not 

address the experiences of teachers in the implementation of the ECE curriculum in 

selected public primary schools in detail, as they focused only on challenges leaving 

out the successes that could have been experienced, a gap in literature which the topic 

under study endeavoured to fill. Moreover, these studies were conducted in different 

countries, under different conditions to what could be the prevailing situation in the 

area under study and Zambia as a whole.  

2.4. The Zambian Perspectives on ECE Curriculum Implementation 

One of the studies conducted in Zambia by Matafwali, et al. (2012) which focussed on 

40 children who attended ECE whose performance and enrolment rate were compared 

with that of 40 children who did not attend ECE, from the same community to 

determine whether ECE had an effect on the development of those who accessed it, 

revealed that children who attended ECE performed better than those who did not. It 

was further established that children who attended ECE were more likely to enrol into 

primary school grade one than those who did not, as statistic showed that only 11% of 

the children who attended ECE were not enrolled in primary school while 27% of 

children who were not attending ECE, were not enrolled. This finding was yet to be 

either proven or disproven as to whether it also applied to the area under study by the 

findings of the topic under study.  

Another study by Shikwesha (2014) examined the factors that affected the provision of 

ECE in Government Primary Schools in Kabompo District, Zambia. The research 

involved 70 participants, selected from 3 ECE centres, one located in the urban, one in 

the peri-urban and the third one in the rural setup. The findings revealed in the study 

under review were that schools had no guidelines on how to carry out ECE in 

Government Primary Schools; there were no ECE trained teachers, instead primary 

school trained teachers were being used to teach pre-school; teachers were not aware of 

what they were expected to do and teaching was being carried out without an 

established curriculum. In addition, the infrastructure and equipment that was being 

used was inappropriate for ECE learners. Also, teachers lacked relevant materials to 

enable them teach effectively. Further, schools in peri-urban and rural area had low 
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enrolment and high absenteeism rates for ECE due to long walking distances to 

schools, which were prohibitive for young children. In view of these findings, the 

researcher recommended that appropriate infrastructure, equipment and relevant 

teaching and learning materials should be provided in order to enable teachers teach 

effectively. This study by Shikwesha (2014) also tried to elicit some teacher 

experiences in form of challenges. However, just like the studies other studies 

discussed before, it did not give a detailed analysis of experiences of ECE teachers as 

this was not its main focus.   

 

Mulunda (2017) also carried out a study on “Provision of ECE to Children with Special 

Education Needs (SEN) in Inclusive Primary Schools of Kabwe District, Zambia.” This 

study aimed at establishing whether ECE was accessible to children with SEN, to 

ascertain challenges encountered in the implementation of ECE for children with SEN 

and to establish measures that could be used to mitigate the challenges experienced in 

inclusive ECE provision. The study revealed that there were no teachers specialised in 

SEN and so teachers in these public schools have to teach children with SEN. Also, the 

enrolment of children with SEN in inclusive ECE centres was still very low because of 

un-conducive infrastructure and equipment. The findings from Mulunda‟s study agree 

with the find findings of the study done by Jennifer (2014) in South Africa and several 

others which also found that the ECE community was faced with several challenges in 

their quest to implement the ECE programme. The ECE centres lacked many facilities, 

not to talk of technological gargets which had become a prerequisite to providing an 

efficient and effective ECD facility.  

2.5 Summary of the Literature Review  

This chapter discussed the literature review. It began by reviewing literature at global 

level. Here literature on Greek ECE system researched by Maria and Alexandra (2019) 

was reviewed. The two researchers conducted a study on the relationship of early 

childhood teachers with the official curriculum. The findings were that the curriculum 

was resisted due to the distortion of culture that it caused, there was no proper guidance 

and monitoring mechanism of the curriculum implementation, curriculum was not clear 

on what was mandatory or option and classes were too crowded making it difficult for 

the curriculum to be followed. The findings in this study were similar to the findings in 

the study by Shikwesha (2014) who discovered that teachers were not aware of what 
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they were expected to do when the ECE curriculum was first introduced in public 

primary schools in Zambia. Another study reviewed was the study by Kauffman et al. 

(2002) which new teachers‟ experiences with the state‟s developed curriculum and 

assessment in Massachusetts. The study discovered that teachers received little 

guidance and support for implementation of the ECE curriculum, a phenomenon which 

caused many teachers to leave the teaching profession prematurely due to failure to 

cope with the overwhelming nature of work.  Other than that, the study also reviewed 

Wai-Yun (2003) whose study revealed that when teachers lack pedagogical skills, 

knowledge and support for what they are expected to do, they become dissatisfied. The 

study by Cohen and Ball (1999) noted that there is interaction between the instructional 

materials, teachers and students and that no element operates in isolation but rather that 

the capacity of both teachers and students is influenced either positively or negatively 

by the instructional materials. Further, Kelly and Berthelsen (1995) who investigated 

the phenomenon of stress experienced by ECE teachers found that ECE teachers 

experienced stress due to time pressure, meeting children‟s needs, maintaining early 

childhood philosophy and practice to mention a few. With the many challenges that 

developing countries like Zambia face in the education sector, it is not known how 

much stress ECE teachers could be experiencing given that some of their sources of 

stress could be the challenges they encounter in the process of implementing the 

curriculum. This was followed by the review of studies conducted within Africa but 

outside Zambia. At African level, the studies reviewed included the SAIDE (2010) 

study which revealed that the quality of ECE being offered in South African public 

schools as Grade R was very poor as concentration was just on numerical targets. The 

next study to be reviewed was the study by Salami (2016) which examined policies in 

the implementation and achievement of educational goals in relation to sustainability of 

ECE in Nigeria. The studies by Ngode (2014) and Gutuza and Thembinkosi (2015) 

both focusing on the impact of supervision in the implementation of ECE curriculum, 

and Manduku et al. (2017) who analysed teacher preparedness, attitudes and use of 

instructional resources in the implementation of ECE,  were some of the studies 

reviewed. Finally, the studies on ECE carried out in Zambia were reviewed. These 

included the study by Matafwali et al. (2012), Shikwesha (2014) and Mulunda (2017). 

From the literature reviewed above, it was observed that though ECE teachers operate 

in different contexts, they share several common experiences both good and bad. This 

has been demonstrated by the various findings revealed in this chapter, most of which 
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are common in most African countries.  Furthermore, although most studies have 

highlighted some teachers‟ experiences with the implementation of ECE curriculum, 

still, it has been observed that no studies on teachers‟ experiences in the 

implementation of the ECE curriculum implementation has been conducted in Zambia, 

particularly Kitwe District, the gap which this study intended to address. The next 

chapter gives an insight and discusses the methodology that was employed in this 

study.  
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CHAPTER THREE: METHODOLOGY 

3.1 Overview 

 In this chapter, research design, target population, study sample, sampling techniques, 

research instruments for data collection, data collection procedure, validity and 

reliability, data analysis as well as ethical considerations have all been explained. 

3.2 Philosophical Assumption 

The study will adopt a social constructivism worldview advanced by Mannheim and 

works of men such as Berger and Lukmann (1966)‟s social construction of reality and 

Lincoln and Guba (1985) naturalistic inquiry. The assumption in this worldview is that 

individuals seek understanding of the world in which they live and work as they 

develop subjective meanings of their experiences towards certain phenomena. These 

meanings are varied and multiple thereby leading the researcher to investigate for the 

complex views as opposed to few ideas. The researcher operating on this worldview 

constructs the truth based so much on participants‟ views of the situation being studied 

(Crotty, 1998).This provides a concrete platform for participants to construct the 

meaning of a situation through experiences in a general and more open-ended 

questioning.  In so doing, the researcher constructed questions in a general and open-

ended manner so as to carefully listen to participants‟ experiences by using interviews. 

It is from this view point that teachers‟ experiences in the implementation of ECE 

policy in selected public primary schools in Kitwe District were appreciated in this 

study. 

3.3 Research Design 

Kombo and Tromp (2006) define a research design as glue like structure that holds all 

the elements in a research project together. Orodho and Kombo (2002) define it as the 

scheme, outline or plan that is used to generate answers to the research problem. In this 

study an interpretive phenomenological approach to qualitative study was used. 

According to Kombo and Tromp (2006) a qualitative approach involves interpretation 

and description; it seeks to describe, interpret and analyse the ethos and conduct of 

humans by collecting verbatim statements from participants using open-ended 

questions. Creswell (2013), states that a phenomenological approach is an approach 

which focuses on the commonality of the lived experiences within a particular group. 
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Its fundamental goal is to arrive at a description of the nature of the particular 

phenomenon. Typically in a phenomenological approach, interviews are conducted 

with a group of individuals who have first-hand information of an event, situation or 

experience. According to Creswell (2013), the interview attempts to answer the 

questions „what have you experienced in terms of the phenomenon? And what contexts 

or situations have typically influenced your experiences in the phenomenon?‟ An 

interpretive phenomenological research design was used with the intention of 

conducting a “direct exploration, analysis, and interpretation of a particular 

phenomenon emphasising the richness, breath, and depth investigation as interpreted by 

participants in detail (Creswell, 2009). Interpretive phenomenology research design is 

one which seeks to uncover the subjective understanding, which individual human 

agents ascribe to their social situation.  With interpretive phenomenological research 

design therefore, the researcher was able to tap into teachers‟ experiences in the 

implementation of ECE curriculum by bracketing teachers‟ experiences thereby taking 

the information as it came from participants through verbatim reporting. Since the study 

focused on teachers‟ experiences in the implementation of ECE curriculum in selected 

public primary schools, the said design appropriately guided the generation of 

interpreted information on the shared experiences of teachers. 

3.4 Study Population 

The target population was drawn from the primary schools in Kitwe district which 

formed the sample frame for this research. It included all teachers of ECE in public 

primary schools implementing ECE in Kitwe District. This cohort was selected because 

the researcher is of the view that the participants had more information on the 

implementation of ECE curriculum in government primary schools. 

3.5 Sample Size 

Kothari (2009) indicates that sample size refers to the number of participants selected 

from the population. This sample should have the characteristics, know-how and be 

accessible to help in the study under investigation. However, Sandeloski (1995) points 

out that to determine the sample size in qualitative research, there is no specific 

formula. It is ultimately a matter of judgment and experience on the part of the 

researcher, and researcher‟s need to evaluate the quality of the information collected in 

light of the uses to which it will be applied. Therefore, the researcher used personal 
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judgment to determine the sample size in this study. Furthermore, Cohen, Manion and 

Morrison (2007) explain that in a qualitative study, a small number of sample size 

suffices. In view of the above, the researcher selected 12 participants to constitute the 

sample for the study. Thus the total sample comprised 12 ECE teachers drawn from 8 

public primary schools in Kitwe District. 

3.6 Sampling Procedures 

Non-probability sampling technique, specifically purposive sampling was used in 

selecting the sample in order to generate a representative sample using already known 

participants involved in ECE curriculum implementation in selected government 

primary schools, so that generalizations about the population could be made possible. 

To achieve purposive sampling method, a list of government primary schools 

implementing early childhood curriculum was sourced from the DEBS office, Kitwe.   

3.7 Research Instruments 

The research used a semi-structured interview guide to collect data. 

3.7.1 Semi-Structured Interview Guide 

Interviews are questions asked orally (Kombo and Tromp, 2006). One to one interviews 

were used to collect data from teachers on the basis that qualitative inquiry usually 

produces in-depth data. It was from the abundant descriptions and explanations that the 

researcher was able to understand teachers‟ experiences in the implementation of ECE 

curriculum in public primary schools in Kitwe district.  Kombo and Tromp (2006) state 

that semi-structured interviews are based on the use of an interview guide which is a list 

of questions or topics to be covered in the interview. Semi-structured interviews are 

flexible because they consist of both open and closed-ended questions. They are 

important because they gather in-depth information which gives the researcher a 

complete and detailed understanding from open ended questions. Therefore using semi-

structured interviews enabled the researcher to collect first-hand information from ECE 

teachers about their experiences in the implementation of ECE curriculum in Kitwe 

District, Zambia.  
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3.8 Trustworthiness 

Quality assurance in terms of this study reflecting the true picture and being unique was 

carried out using Loncoln and Guba‟s four trustworthy strategy. This strategy is ideal 

for all qualitative studies. In this study, credibility was ensured by putting up the correct 

plan from the beginning to the end of the research project. To ensure quality of data 

was preserved, an interpretive phenomenological design which corresponded with the 

title of the study was adopted. Transferability was ensured through contextualisation 

with other research studies baring information related to this study and adding new data 

to the body of knowledge. Dependability was warranted by making the research 

instruments reliable. The reliability of research instruments was achieved by conducting 

a pilot study to determine whether the research instruments would elicit stable and 

consistent responses, and the necessary adjustments were made. Confirmability was 

carried out through what Lincoln and Guba (1985) termed „bracketting‟ or „epoche.‟ 

This involves taking information from the participants as it came from the participants 

through verbatim reporting. 

3.8 Data Collection Procedure 

Before embarking on the data collection exercise, the researcher sought permission in 

form of consent from the DEBS office. Upon meeting the participants, the researcher 

explained the aim of the study and assured the participants that the information to be 

collected would be used purely for academic purposes. Data was collected through 

semi-structured interviews from 12 participants who were engaged in separate 

interviews at their convenient times in the participant‟s favourable environment. During 

data collection, a few conversations for participants who did not mind being recorded, 

were recorded to capture opinions and views of the participants in order to help the 

researcher with data analysis. But for most interviews, notes were taken as most 

participants refused to be recorded. Each interview with the participants lasted not more 

than 30 minutes. 

3.9 Data Analysis 

Data analysis is a manipulation of the collected data for the purpose of drawing 

conclusions that reflect on the interest, ideas and theories that initiated the study so as 

to uncover the underpinning structures and extracting cardinal variables thereby testing 

any underlying assumptions (Kasonde-Ng‟andu, 2013). However, the appropriate 
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methods of data analysis are determined by the data type, variables of interest and the 

number of cases.  

Therefore, the data that was collected from the field through semi-structured interviews   

on teachers experiences regarding the ECE curriculum implementation in school was 

qualitatively analysed using the Interpretative Phenomenological Analysis (IPA) 

method. This method of analysis allowed the researcher to categorise the collected data 

and generate themes from it in line with the objectives of the study. Smith and Eataugh 

(2006) assert that the IPA method is a suitable approach to analysing qualitative data 

when one is trying to find out what experiences individuals have towards a particular 

situation they are facing, and how they make sense of their personal and social world. 

The method is especially useful when one is concerned with the complexity, process 

and novelty of a phenomenon; in this regard implementation of ECE curriculum. 

Therefore, the analysis of raw data enabled the researcher transform it into meaningful 

information.  

3.10 Ethical Considerations 

Ethical concerns pertaining to this study were taken into consideration.  

3.10.1. Permission to Conduct Research  

The researcher sought ethical clearance from the University of Zambia to collect data 

on human beings on the topic “Teachers‟ experiences in the Implementation of Early 

Childhood Education in Public Primary Schools in Kitwe District, Zambia”. In 

addition, consent was sought from Kitwe DEBS office and from respective school head 

teachers to conduct interviews with teachers of ECE in the respective public primary 

schools.  

3.10.2 Informed Consent 

Informed consent was observed in this study to guarantee a communication between the 

researcher and the participants. To start with, the researcher‟s full personal description 

was given to the participants. Participants were informed about what the study was all 

about and were assured that all the information collected was to be used solely for 

academic purposes. They were also assured of confidentiality and anonymity. This 
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guided the participants to decide on their own whether to participate in the research or 

not. Verbal consents were sought from the participants.  

3.10.3 Risks 

The participants were assured that there was no any form of risk that they were going to 

encounter as a result of their participation in this research.  

3.10.4 Benefits 

The researcher assured the participants that their constructive contributions to the 

research were going to generate possible suggestions which could be useful in 

improving their experiences in the implementation of ECE curriculum in government 

primary schools.  

3.10.5 Anonymity and Confidentiality 

In order to uphold confidentiality in this research, no names of schools or persons were 

mentioned in reporting the findings of the study; instead codes were used where 

necessary. Every response concerning the research was treated with high level of 

confidentiality and the researcher maintained an open and honest approach. 

3.10.6 Voluntary Participation 

In this research, participation was purely voluntary and all participants were informed 

that participation in the research was voluntary and therefore, they were very free to 

withdraw from the study at any time.  

3.11 Summary 

This chapter presented the methodology which was used in this study. A qualitative 

design was used particularly the interpretive phenomenological design. This design 

enabled the researcher to collect and analyse qualitative data, interpret it and eventually 

discuss the results. Besides, the researcher discussed the target population which 

encompassed all ECE teachers in government primary schools implementing the ECE 

curriculum in Kitwe District. The sample size constituted 12 ECE teachers. The 

sampling technique used was purposive sampling. The data collection instrument was 

the semi-structured interviews. Data collection procedure began with seeking 

permission from relevant authorities before collecting the data with the aid of the audio 
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recorder. The collected data was analysed thematically. To ensure ethical 

considerations, no names of schools or participants were mentioned when reporting 

findings; participants were asked to voluntarily participate and those who wished to 

withdraw were free to do so at any time.   
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CHAPTER FOUR: PRESENTATION OF RESEARCH FINDINGS 

4.0 Overview 

The previous chapter presented the methodology that was used in this study. This 

chapter presents the findings of the study as were provided by the participants. The 

findings are presented according to the study questions. The study questions were as 

follows: 

1. Which successes have teachers experienced in the implementation of the ECE 

curriculum in selected public primary schools in Kitwe District? 

2. What challenges are encountered by teachers in the implementation of the ECE 

curriculum in selected public primary schools in Kitwe District? 

3. How best can the challenges faced by teachers in the implementation of the 

ECE curriculum in selected public primary schools in Kitwe District be 

mitigated?   

4.1 Demographic Characteristics of the Participants 

Participants in the study were asked to give information on their demographic 

characteristics. 

4.1.1 Participants Gender 

Table 1: Shows the participant’s gender. 

Male 0 

Female 12 

Total 12 

The study indicates that all the 12 participants representing 100% who participated in 

the study were female. This means that the ECE in public primary schools Kitwe 

District, Zambia is dominated by female teachers.  
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4.1.2 Number of Years Teachers Have Taught Early Childhood Education  

Participants were asked to indicate how long they had taught ECE. The bar chart below 

shows the responses from participants. 

 

Figure 2: Shows the number of years teachers have taught ECE.   

The study findings revealed that out of 12 teachers who participated in the study, eight 

teachers signifying 66.7% indicated 0-2years experience in teaching ECE; three 

teachers representing 25% indicated 3-5 years; one teacher representing 8.3% indicated 

6-8 years; and none of them indicated 9 years and above.   

 4.1.3 Participant’s Professional Qualification in ECE 

The participants‟ were requested to mention their professional qualifications in ECE. 

This was important in this study to show whether the teachers handling ECE were 

properly qualified or not. The table below shows the frequency distribution of 

participants according to their professional qualifications in ECE.  

Table 2: Shows Participants Professional Qualifications in ECE. 

Qualifications Female Male Total 

Masters in ECE 0 0 0 

Degree in ECE 0 0 0 

Diploma in ECE 0 0 0 

Certificate in ECE 4 0 4 

Other Qualifications 8 0 12 
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The findings revealed that none of the participants had a master‟s degree, bachelor‟s 

degree or diploma in ECE. Only four teachers signifying 33.3% indicated that they had 

a certificate in ECE. Further the findings of the study revealed that eight teachers 

representing 66.7% had other qualifications. This is an indication that most of the 

teachers who taught ECE were not qualified to teach ECE. However, of the 8 who had 

different qualification, 6 of them said that they had undergone some orientation in form 

of workshops, but still felt that they needed more training in ECE as they still found it 

difficult to implement certain things outlined in the curriculum.  

4.2. Successes Experienced By Teachers in ECE Curriculum Implementation 

The following themes emerged as respondents voiced their experiences on successes 

made in the implementation of the ECE curriculum. 

 Increased access to ECE.   

 ECE enhanced communication skills for learners. 

 ECE helps children to easily break through academically. 

 ECE cultivated early socialisation and emotional competence in learners. 

 ECE had helped to bridge the academic gap between the children from affluent 

families and those from the less privileged and low income families. 

 A school had succeeded in putting up a one by two classroom block specifically for 

ECE. 

 Two other schools had succeeded in constructing separate toilet blocks for ECE 

learners. 

 One school had started the process of putting up a playing field for children‟s out-

door activities. 

In expressing their experiences, all the respondents interviewed said ECE 

implementation in public primary schools was a good development by government as it 

increased access of ECE to children from the less privileged families who before then 

could not afford it when it was only provided by the private sector. However, one 

teacher also indicated that she felt it was implemented too early without adequate 

preparation. Seven other teachers also indicated that demand for ECE was very high but 

their schools could only accommodate a few pupils. All the schools where the 

respondents came from only had one ECE class each school.   
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The following remarks were made by one teacher from school „C‟. 

The introduction of ECE curriculum in government primary schools was a very 

good step taken by the government. It has helped children especially those from 

less privileged families which could not afford to take children to private pre-

schools to be enrolled into ECE here... ECE is the foundation phase in 

children’s learning and if the foundation is not good even progression is 

affected…. like here, the demand for ECE is high. A lot of parents come wanting 

to enrol their children but they are returned; there are no places because 

currently there is only one ECE class. 

Through the exploration of teachers‟ experiences, four teachers representing 33.3% 

indicated that ECE curriculum implementation in public schools enhanced the 

communication skills of learners before they start grade one.  The study revealed that 

ECE curriculum helped to induct children into primary school curriculum as the 

language of instruction for both ECE and grade one was local language. Participants 

indicated that some children, who could not communicate properly because their 

communication skills were undeveloped, improved their speech before they began their 

primary school education. They were able to communicate effectively both with the 

teacher and with friends.  

When teachers were asked to give their views on the successes made in the ECE 

curriculum implementation, all the 12 teachers echoed that most children who passed 

through ECE easily break through to literacy in a local language, writing and basic 

arithmetic. The teachers indicated that the feedback they received from teachers of 

grade one was that children who attended ECE performed better than their counterparts 

who did not pass through ECE. Teachers indicated that ECE provided children with 

early literacy skills and developed their cognitive and manipulative skills, as well as 

their self-image. This meant that the ECE programme was helping to prepare children 

in readiness to enter grade one.  

One teacher from school „A‟ made the following remarks:  

ECE is very important for young children because it prepares them for 

formal organised learning in grade one. The children’s manipulative 

and cognitive skills are developed before they go to grade one. It also 
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helps children to learn the toilet skills, familiarise themselves with the 

school environment before grade one and also to learn some basics such 

as holding the pencil, colouring, identifying shapes, colours, numbers 

and letters of the alphabet. My experience from the time I started 

teaching ECE is that children who come from ECE easily breakthrough 

when they enrol into grade one than those who enrol direct to grade one 

without attending ECE. I’m saying so because I interact with grade one 

teachers and so far the feedback I have been receiving has been very 

good. 

Additionally, experiences from two teachers representing 16.7% revealed that ECE 

curriculum implementation cultivates children in terms of socialization and emotional 

competence rather than only academic development. The teachers indicated that 

through ECE, children acquire other life skills necessary for them to live in harmony 

with others early. They learn to share things, care for each other, and to obey rules and 

other people‟s opinions. This helps them to become better citizens in the community 

and society at large.  

In this vein one teacher of ECE from school „G‟ had this to say: 

One of the successes that ECE curriculum makes is to improve the 

socialisation aspect of learners. Usually when learners come, 

some cry a lot while others keep to themselves and do not want to 

share anything they have with others. However, the interactions 

that take place in class where learners are required to do certain 

activities in groups teach them to socialise among themselves, 

share what they have and to be strong emotionally.  

Also, the teachers‟ experiences revealed that ECE in public primary schools had to 

some extent succeeded to bridge the academic gap between children who come from 

affluent families and those from the less privileged families in the society. Four 

teachers representing 33.3% indicated that the feedback they got from grade one 

teachers was that usually pupils from high and middle income families which could 

afford to take their children to private pre-schools performed better than those from 

low-income families who enrolled direct to grade one without attending any pre-school. 

However, with the introduction of ECE in public primary schools, children from low 

income families had also been catered for as they were able to enrol into ECE in public 

schools and to compete favourably with their counterparts from higher income families. 



  40 
 

Further, an interview with one teacher signifying 8.3% of the respondents, from school 

„H‟ revealed that her school had succeeded in putting up a one by two block of 

classrooms, while interviews with two other teachers representing 16.7% of 

respondents from school „A‟ and „D‟ revealed that their schools had constructed toilet 

blocks specifically for ECE, with the help of the PTA. One teacher from school „H‟ 

commented as follows: 

Our school is trying. The school management and community through 

PTA have been very supportive. So far, they have managed to construct 

a one by two classroom block specifically for ECE, which is a very big 

success for this school. The classrooms are almost complete, it is just 

painting remaining and we are waiting for furniture. We are hoping that 

by the time schools open in January, 2020, we will move to the new 

classroom block. 

Another teacher from school „D‟ had this to say.  

The success we have recorded at this school is that the ECE learners 

now have their own toilet. A toilet block was constructed specifically for 

ECE learners. Before that, the ECE learners had to share the same 

ablution with the older learners, which caused a great challenge for the 

young children hygiene wise. So as teachers we are happy for this 

development. 

In another interview a teacher from school „E‟, representing 8.3% of the sampled 

population disclosed that her school had started the process of putting up a play park for 

ECE learners, meant for out-door activities. The teacher said a metal fabricator had 

been contracted to make playing equipment such as swings and seesaws for the 

children‟s play field. She said once completed, it would help learners to have out-door 

activities which they had not been having.  

One teacher interviewed representing 8.3% from school „D‟ expressed the provision of 

clean safe water for drinking for the children as a success that their school had recorded 

in the implementation of the ECE curriculum. In her remarks she said: 

 The school bought us buckets for dispensing water for drinking. So, we 

are now able to draw water for the learners every morning and the 

school provides us with chlorine for putting in water. So learners now 
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have clean safe water for drinking because as you know these require 

high hygiene standards.  

Further success discovered through exploring teachers‟ experiences in the 

implementation of the ECE curriculum in public primary schools was that 11 schools 

implementing the ECE curriculum where the respondents came from, representing 

91.7% now had the ECE curriculum in place. Some teachers explained that when ECE 

was first introduced in public schools, they did not have the curriculum in place. 

Therefore it was very difficult for them to implement the curriculum which they did not 

have. But now, they have the curriculum which is guiding them on what they should 

teach.  

The following were some remarks made by a teacher from school „F‟: 

Initially, when ECE was just introduced, we did not have the ECE 

curriculum. We attended workshops where we were oriented on how to 

teach but they told us that the copies of the curriculum would be sent to 

schools later as the curriculum was not yet ready. So we started 

teaching without the curriculum which made it difficult to know whether 

we were on track or not. But now we have the curriculum which from 

time to time we refer to as we implement this programme.   

This section presented the successes made in the implementation of ECE curriculum as 

experienced by the teachers of ECE. The teachers revealed that the implementation of 

the ECE curriculum in public primary schools had increased access at this level 

especially for the underprivileged children. They also said children who had attended 

the ECE programme usually performed better than those who did not when they went 

to grade one. Another success was that ECE cultivates children in terms of socialization 

and emotional competence rather than only academic enhancement. The study also 

revealed that one school had succeeded in putting up a one by two classroom block 

while two others schools had constructed separate toilets for ECE learners. In a similar 

vein, another school had started the process of putting up a children‟s play field meant 

for out-door activities. Furthermore, the curriculum that was initially not in place at the 

inception of the programme was now readily available in most schools where the 

respondents came from.  
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4.3 Challenges Encountered by Teachers in ECE Curriculum Implementation  

This study revealed that teachers of ECE experienced various challenges in the 

implementation of the ECE curriculum. When asked to share their views on the 

challenges they encountered, the respondents highlighted the following challenges:  

 Inadequate funding. 

 Poor and inadequate infrastructure. 

 Scarcity of equipment and materials for teaching and learning. 

  Unqualified teachers in ECE. 

 ECE curriculum was autonomous. 

 Over enrolment of ECE learners. 

 The role of ECE teacher is quite taxing. 

 Lack of helpers to assist in attending to some children‟s needs.  

 Poor monitoring and appraisal of ECE teachers due to lack of ECE trained 

supervisors.  

 High absenteeism rate in ECE classes. 

 Some parents collecting their children very late.   

 

In sharing the key challenges that teachers experienced in ECE curriculum 

implementation, all the12 respondents, representing 100% indicated inadequate funding 

as one of the major challenges that was hindering effective ECE curriculum 

implementation. They said the money given to public primary schools for operations 

was not enough to cater for all the requirements including ECE, because ECE was still 

a relatively new phenomenon in public primary schools and therefore required 

substantial funding to help with the initial setting up costs. The following was an 

extract of a respondent from school ‟B‟: 

ECE curriculum requires its own direct funding especially to cater 

for initial start-up costs. This is because the provision of ECE is 

quite demanding and costly as there are too many things that are 

required, especially at the initial stage, such as rehabilitation of 

existing classrooms and construction of new classrooms and 

ablution blocks; and for purchase of equipment and furniture to 

meet the required standards; to cater for the increased number of 

learners. Other materials for use such as toiletries, assorted toys, 

crayons, templates, books, paper and other essentials also require 
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money. So offering ECE is a challenge because the school is not 

allowed to levy parents or to ask for anything as you are aware the 

policy says it is free education up to grade seven. As such ECE 

depends on a share from the money primary schools are given for 

operations, which is also not enough. 

Another challenge that teachers encountered, which was revealed in the findings of the 

study was poor and inadequate infrastructure. Out of 12 respondents, 11 representing 

91.7% of the sampled population indicated that infrastructure was either poor or 

inadequate. Only one school said they had managed to complete a one by two block of 

classrooms specifically for ECE. Some respondents complained that the available 

infrastructure did not meet the required standards and therefore was not user-friendly as 

it was meant for older learners.  They said infrastructure for ECE provision was 

supposed to be spacious, tidy and safe for children, which was not the case in most 

public primary schools implementing ECE curriculum.  

 

One teacher from school „G‟ made the following remarks: 

Good infrastructure is one of the key factors in 

implementing ECE curriculum. However, the problem that 

hinders effective provision of ECE curriculum in this 

school is infrastructure. The infrastructure that we are 

using is not conducive for this level of learners. For 

instance, they have their own toilets but the pans which are 

there are meant for adults, so children cannot go alone, 

they need to be helped. Even the board…, it is too high for 

learners to write on. We have reported this to the school 

management but up to now nothing has been done. 

As a consequence of inadequate funding, the study revealed that 10 teachers 

representing 83.3% of the respondents suffered a challenge of lack of equipment and 

inadequate teaching/learning materials for the implementation of the ECE curriculum. 

For instance, of all the schools where respondents came from, only one school had a 

partially developed play field for children as it was not fully equipped. The rest had no 

play fields specifically for young children with play equipment but only had open play-

grounds meant for the entire school most of which were not even properly maintained.  

One teacher of ECE at school „C‟ commented as follows:  

The biggest challenge that we face in implementing ECE is 

lack of equipment and materials to use. Like in this school, 
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there are no toys for children to interact with.  Most of the 

things we use are improvised aids, like that stove over 

there made of card boxes. We have space for a play field 

but there is no equipment, not even one to attract learners. 

The play-ground is also not friendly and safe for children 

to carry out out-door activities because this is a compound 

so sometimes people break bottles there. We even fear to 

take them outside because if one gets injured we are 

answerable; meanwhile it may not be our fought. We 

improvise almost everything just to make learning a bit 

more meaningful. But you know that it is not easy to 

improvise certain things. 

In addition, the findings of the study revealed that most teachers teaching ECE in public 

primary schools were not qualified teachers of ECE. From the 12 respondents 

interviewed, only 4 teachers representing 33% of the sampled population had 

certificates in ECE; the rest had qualifications in other fields. No one had a diploma or 

degree in ECE. Even though some teachers said they had undergone some training in 

form of workshops in ECE, they said they still felt inadequately trained to handle this 

level of learners and needed more training as they still faced some challenges with 

implementing some aspects of the curriculum. The figure below shows the analysis of 

results on qualifications of teachers handling ECE. 

 

Figure 3: Teachers qualified in ECE. 

A teacher from primary school „E‟ had the following to say: 

I have a primary school teachers’ certificate. I was picked from 

teaching a grade four class to attend a workshop. Initially I 

(8 teachers) 
67% have other 

qualifications 

(4 teachers) 
33% have 

certificates in 
ECE 

Teachers Qualified in ECE 
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thought it was just one of those workshops, but at the end of the 

workshop that’s when I understood that we were to start 

implementing the ECE curriculum. I went back to the head teacher 

and told him that I could not manage, but he insisted that I should 

teach ECE because I was the one who had been oriented. It has 

been a challenge because some of the things I do in the course of 

implementing the curriculum is according to my own 

understanding, so I feel that I still need more orientation because 

there are certain things which I teach but I’m not sure if I do the 

right thing.  

Another experience by teachers was that ECE curriculum implementation was 

autonomous.  Three teachers representing 25% indicated that the ECE curriculum was 

unique from the primary school curriculum. This was a challenge in that the curriculum 

only suggested things that a teacher could choose to do but it did not show the teacher 

how to do it. Teachers also said that the rate of the ECE curriculum implementation 

was determined by the way children behave and respond to a particular activity.  

The following was an excerpt of what a teacher from school „F‟ said:  

The ECE curriculum is different from the curriculum for other grades. 

Here the curriculum just offers a guide, so as a teacher I have to decide 

what to teach depending on the level of understanding for learners and 

also depending on the mood and behaviour of learners. Sometimes I can 

plan some activities to stimulate their play or attract their attention, but 

I may just find that the pupils are not interested. In such a scenario I 

have to quickly think of other activities that can stimulate their interest. 

In short I can say ECE curriculum implementation is not fixed or 

confined to a particular procedure or teaching guidelines but it’s 

dictated by the mood and behaviour of the children as well as their level 

of understanding.    

The experiences of teachers also revealed that some teachers of ECE were grappling 

with over enrolment of pupils in ECE classes. The following figure below shows the 

distribution of responses from respondents. 
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Figure 4: Shows the responses of teachers about enrolment of learners in their schools. 

Out of the 12 teachers interviewed, seven teachers representing 58.3% indicated that 

their classes were over enrolled as they had pupils exceeding the number 30, when the 

maximum at this level should have been between 25 and 30 pupils per class. They also 

added that the large number of learners in classes made it very difficult for them to 

teach effectively. On the other hand, 5 teachers representing 41.7% of the respondents 

said they had normal range of pupil enrolment.   

One teacher from school „B‟ had this to say: 

Here, the enrolment of learners is abnormal. We have more than 50 learners in one 

class and it is a multi-grade class consisting the middle and reception. So because of 

that, it is difficult to teach as planned because the pupils are too many for a class at this 

level. There is need to have more teachers so that the ECE class can be split to a 

manageable number of about 25 to 30 learners and also to create more classes because 

demand for ECE here is  high.    

In a similar vein, another teacher from school „H‟ lamented that:  

It is difficult to handle these children especially that they are a lot in 

class. Normally, the maximum number of learners is supposed to be 25, 

but here we have 40 pupils in one class. So even when you put them in 

groups to carry out some activity at one corner, it’s difficult for all of 

them to effectively participate because they are too many in groups, so 

others just become passengers.  

  

Over 

Enrolment 

41.7% Normal 

Enrolment 
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However, another teacher from school „A‟ commented as follows: 

The enrolment of pupils in the ECE class is okay, we have 30 pupils. 

Our head teacher here is very strict, she doesn’t allow more than 30 

pupils so most children are sent back when enrolling because the school 

can only accommodate one class as of now. However, the demand for 

ECE is very high especially that this is the only government primary 

school around here and we have a large catchment area covering about 

three compounds.  

In addition, three respondents representing 25% of the sampled population complained 

that ECE was too taxing for the number of learners they had. They said learners at this 

level cannot learn from abstract. They learn by seeing, touching and experiencing 

something.  Therefore, making individual teaching and learning aids for learners and 

attending to each one of them individually when the learners were too many was very 

taxing for the teacher.  One teacher from school “B‟ had the following to say;  

The introduction of ECE in public schools was a good thing. 

However, on our part as teachers of ECE, it is too involving 

and requires a lot of commitment because the school has no 

equipment and materials are also not enough. As a result, 

most of the things we use to teach are just improvised and 

since the learners in class are too many, it is quite taxing to 

make the teaching and learning materials for learners 

especially those which we need to make for each learner. 

Also, some equipment and materials like reading books are 

difficult to improvise and currently we don’t have any.  

One other challenge which came out prominent from the respondents was lack of 

helpers or caregivers. Out of 12 respondents, 8 teachers representing 66.7% complained 

of lack of caregivers to attend to the children‟s needs so that the teacher could 

concentrate on teaching. Consequently, ECE teachers were sometimes compelled to 

work like caregivers. One teacher from school „A‟ made the following remarks:  

 We need caregivers to help take care of other children who may need more 

attention. For example, some pupils cry when they are still new or when they 

are not feeling tool well. So the attention is drifted to such children at the 

expense of all others such that we fail to teach instead we have to take care of 

them, so it’s not easy. 
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Another teacher from school B said this: 

Sometimes you can take the children to the toilet when it is toilet time, but just 

few minutes after returning, someone will demand to go to the toilet again. So if 

you have to take each child you find yourself failing to teach. Therefore, we 

need helpers to take care of such needs, and more trained teachers so that each 

class can have a lesser number of pupils than we have now.  

Also, some respondents interviewed complained of supervisors not being able to 

understand the nature of children‟s learning. Out of 12 respondents, 5 teachers 

representing 41.7% said they had challenges with their supervisors who did not 

understand their way of planning and teaching and therefore appraised them unfairly. 

One respondent from school „D‟ had this to say: 

Some supervisors do not understand the nature of children’s learning due to 

lack of orientation. Therefore when it comes to supervision or monitoring, it is a 

challenge. For instance, some supervisors demand a lesson plan for each 

subject taught. But here it is different because subjects are integrated. So, one 

lesson plan can have three subjects in it. However, when the supervisor comes 

and finds you with one lesson plan, they do not understand. They think we are 

not serious and sometimes they want to force us to have at least three lesson 

plans each day taught, which may not be possible with children at this level.  

In another vein, five teachers representing 41.7% of the respondents observed that 

absenteeism in ECE classes was very high compared to other grades, and therefore 

hindered progress. They attributed this to the poor attitude of some parents towards 

ECE.  They said that some parents did not understand the importance of ECE. They 

perceived ECE as time wasting or play time, and so they kept their children away from 

school at will.  

One teacher from school „C‟ made the following remarks: 

 My experience with parents is that most of them do not attach 

importance to ECE. They think that children just come to play and 

no serious learning takes place but little do they realise that 

through play, children develop a lot of skills necessary for their 

brain development. There are few parents who attach importance 
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to ECE” I say so because here there is a high rate of absenteeism 

than other grades which I have taught before. Parents keep their 

children away from school giving all sorts of excuses like ‘I was 

busy so I couldn’t bring the child to school. In fact, the head 

teacher had to call for a meeting with parents to tell them that 

children who are always absent will be excluded and replaced by 

others who need places. 

Furthermore, six teachers representing 50% of the sampled population complained that 

sometimes they are forced to remain in school long after knocking off time taking care 

of the pupils who are not collected on time by their parents. The following was an 

excerpt of remarks of a teacher from school „E.‟  

 …and also, some parents collect their children very late. As a 

result, we are forced to remain in school even after knocking 

off until the last child has been picked since our pupils are 

young and cannot go home alone.    

This section of the study revealed that there were several challenges that ECE teachers 

encountered in the implementation of the ECE curriculum. Notable challenges 

included; inadequate funding which consequently resulted into poor state of 

infrastructure such as classrooms and play fields; unavailability of teaching and 

learning materials such as toys and scarcity of properly qualified teachers in ECE. 

Teachers also indicated that ECE curriculum implementation was unique as it was not 

static but dictated by children‟s mood and behaviour causing the teacher to code switch 

from one activity to the other in order to stimulate interest in the activity; unlike strictly 

following what was planned. The study also revealed that some teachers were grappling 

with high numbers of pupils due to high demand for ECE. Other teachers complained 

of their role being too taxing as they had to improvise almost all teaching and learning 

materials and equipment. There was also lack of helpers and lack of orientation for 

supervisors of ECE teachers resulting in inharmonious relationships between some 

ECE teachers and their supervisors. Further, some teachers complained about attitudes 

of some parents toward ECE that they were less concerned about their children‟s 

education at this level. Teachers said many parents did not understand the importance 

of ECE as they saw it as children‟s play. They also complained of working longer hours 

due to some parents‟ failure to pick their children on time. 
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4.4 Solutions to Challenges Experienced by Teachers in ECE Curriculum 

Implementation 

Respondents in the study were interviewed in order to establish their views on the 

possible solutions to the challenges they experienced in the implementation of the ECE 

curriculum. The following themes emerged as solutions to the challenges: 

 Government should increase funding for operation of ECE in public primary 

schools.   

 Government should construct suitable infrastructure for ECE. 

 There should be involvement of all stakeholders in resource mobilisation for 

ECE. 

 There should be in-service training for teachers handling ECE. 

 Government should employ more teachers of ECE and helpers. 

 Government should train supervisors in ECE. 

 The Government should review the curriculum to make it more explicit. 

 Sensitise the masses about the importance of ECE through media. 

Through the exploration of teachers‟ experiences in the implementation of the ECE 

curriculum, all respondents interviewed proposed increasing funding to public primary 

schools as one of the solutions to the challenges that teachers were encountering. Four 

respondents also proposed that government should devote a separate funding for ECE 

curriculum implementation. They said the amount given to primary schools for 

operations was too little to cover all expenses especially that the fees for the few grade 

eight and nine pupils which helped in the running of schools had been reduced. 

Also, six participants representing 50% indicated that the problem of inadequate 

funding could be addressed by primary schools diversifying and engaging in 

fundraising ventures or production unit such as farming, piggery, and poultry to 

generate funds to supplement the funding from government. A respondent from school 

„F‟ had this to say:  

The challenge of funding is a huge one in schools which in 

turn affects the running of operations. To address this 

challenge the government should allow schools to collaborate 

with parents and come up with income generating ventures to 

supplement on whatever support ECE receives from 

government. The government should also fund ECE 
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separately in public primary schools, not giving an umbrella 

fund for everything. 

In addition, seven respondents representing 58.3% suggested that ECE curriculum 

required the support of all stakeholders such as parents, government and cooperating 

partners in the society.  Therefore, in order to curb the challenge of lack of materials 

such as toiletries, toys and equipment for use in ECE curriculum implementation, these 

respondents proposed partnership with all stakeholders in the  mobilisation and 

provision of equipment and materials necessary to help in addressing the challenge of 

unavailability of equipment and materials.    

The study findings also revealed that good infrastructure was a factor in ECE 

curriculum implementation in public primary schools. Ten respondents representing 

83.3% interviewed indicated that providing adequate and friendly infrastructure which 

meets the required standards was very vital in addressing the infrastructure challenges 

faced in ECE curriculum implementation. They echoed that there was need by the 

government to refurbish existing infrastructure and to construct new classrooms in 

order to meet the required standard and demand for ECE; and to ensure that ECE 

equipment and materials required for implementation of the ECE curriculum were 

provided in public primary schools; if ECE curriculum implementation was to yield 

good results. A teacher from school „E‟ made the following remarks:  

 There are things that you cannot do away with in ECE 

curriculum implementation and one such thing is infrastructure. 

The challenge of infrastructure in ECE provision cannot be 

overemphasised. And truly speaking, most primary schools have 

no capacity to construct suitable classrooms and to provide all 

the needed equipment and materials. Just think about it, if 

schools located in urban areas like this one have challenges, 

what more those in rural areas? I think in order to arrest this 

situation the government just needs to come in and construct 

classrooms for ECE and also to provide the resources needed to 

effectively implement the curriculum. 
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 Another teacher from school „G‟ commented that: 

Good and adequate infrastructure is key to effective ECE 

curriculum implementation. To curb the challenge of 

infrastructure in public primary schools there is need to make 

infrastructure for this purpose more user-friendly and adequate 

enough to cater for the demand. So, government should come in 

and sponsor the construction of ECE classes so that all eligible 

children can have access to ECE 

Also, eight teachers representing 66.7% indicated that they still needed more training in 

ECE. They therefore recommended on-going support and in-service training especially 

for primary trained teachers who were teaching ECE.  

One teacher from school „D‟ had this to say: 

I did not train as a pre-school teacher. I am a primary school 

teacher. But I was asked to help teaching ECE because there is no 

one trained in ECE at this school. In fact in most primary schools 

there are very few teachers qualified in ECE because I interacted 

with many when we had workshops in ECE. Most of us had done 

primary school teaching. The problem is that when ECE 

curriculum was introduced in primary schools, there were no ECE 

trained teachers. What was done was that primary trained 

teachers were seconded to implement ECE curriculum. So most of 

us are just using the knowledge that we acquired through 

workshops, which I think is not enough. We actually need more 

training. 

Further, nine respondents representing 75% proposed that government should deploy 

more ECE qualified teachers to ease the shortage of ECE teachers in most primary 

schools. They also suggested the deployment of ECE helpers to help attend to other 

children‟s needs while the teachers concentrate on teaching to minimise lesson 

disruption.  

Another proposal which came from three teachers representing 25% of the sampled 

population was that government should train supervisors of ECE teachers in ECE. And 

going forward, one teacher proposed that there should be a position for ECE senior 

teacher which should be occupied by individuals with ECE qualifications or experts in 

ECE so that they can offer expert guidance and support to the teachers of ECE where 

they could be lacking.   
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Furthermore, two teachers, representing 16.7% indicated that government needs to 

review the curriculum to make it more explicit as some aspects of the curriculum were 

not very clear. They said they found it difficult to understand and later on implement 

some aspects of the curriculum.  

This section of the study revealed ways through which the challenges faced in ECE 

curriculum implementation could be mitigated. These included the government 

increasing funding to public primary schools; public primary schools engaging in 

fundraising ventures; schools to engage stakeholders in resource mobilisation; 

government constructing and rehabilitating infrastructure for ECE; government training 

and deploying new teachers in ECE, establish ECE supervisor position with specific 

training in ECE, Government should review the curriculum to make more explicit and 

finally masses should be sensitised about the importance of ECE through media. 

4.5. Summary 

This chapter presented the findings of the study in line with the study questions. To 

express their experiences some teachers said that one of the successes they had 

experienced was that the implementation of ECE curriculum in public primary schools 

had helped to increase access to ECE especially for the underprivileged children. Other 

successes made were that ECE had provided a good foundation which prepared 

children for grade one as children who passed through the ECE programme usually 

performed better than those who did not; ECE cultivated children in terms of 

socialization and emotional competence rather than academic enhancement only; one 

school had succeeded in putting up a block of two classrooms; two others schools had 

constructed separate toilets for ECE learners; another school had started the process of 

putting up a children‟s play field; and the ECE curriculum that was not in place at 

inception of the programme was now readily available in most schools where the 

respondents came from.  

On the other hand, some teachers of ECE complained of inadequate funding which 

consequently resulted into poor state of infrastructure and unavailability of teaching and 

learning materials. In addition, some teachers said ECE curriculum was autonomous 

and unique, making it difficult to implement some aspects of the curriculum which they 

could not clearly understand. Another challenge was high enrolment of pupils which 

made it difficult for teachers to teach effectively. Some teachers also complained that 
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their role was too taxing as they had to improvise almost everything to make teaching 

and learning at this level meaningful. Also some teachers complained of lack of 

helpers; lack of orientation for supervisors of ECE teachers and  that some parents did 

not understand the importance of ECE as they saw it as children‟s play and that this had 

caused high absenteeism rates. They also complained of working longer hours due to 

some parents‟ failure to pick their children on time. 

Finally the study revealed that the challenges encountered by teachers in the 

implementation of the ECE curriculum could be mitigated by the government 

increasing funding to public primary schools; public primary schools engaging in 

fundraising ventures; government constructing and rehabilitating infrastructure for 

ECE; schools engaging stakeholders in resource mobilisation; and government training 

teachers and supervisors, and deploying new teachers in ECE.  
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CHAPTER FIVE: DISCUSSION OF FINDINGS 

5.0 Overview 

The previous chapter presented the findings of the study. This chapter discusses the 

findings of the study. The researcher conducted interviews with participants so as to 

appreciate their personal experiences in the implementation of ECE curriculum. 

Teachers of ECE being the implementers of ECE curriculum were key participants in 

this study. This was because they played a major role facilitating in the implementation 

of ECE curriculum in schools, and thus gathering views on their experiences was 

worthwhile. The discussion will be arranged in accordance with the research objectives 

of the study shown below: 

1. To explore the successes experienced by teachers in the implementation of the 

ECE curriculum in selected public primary schools in Kitwe District. 

2. To investigate the key challenges encountered by teachers in the 

implementation of the ECE curriculum in selected public primary schools in 

Kitwe District. 

3. To establish solutions to the challenges experienced by teachers in the 

implementation of the ECE curriculum in selected public primary schools in 

Kitwe District.   

5.1 Gender of Participant 

Data on participants‟ gender in this study was vital. This helped the researcher to know 

whether or not the views of both gender were represented. However, the finding 

revealed that all participants were female. The interpretation was that ECE teaching in 

public primary schools was dominated by females as opposed to males. Probably this 

could be attributed to the fact that women are by nature caregivers who were capable of 

taking care of young children better than their male counterparts.  

5.2 Teachers’ Teaching Experience 

Data on the number of years that teachers had taught ECE was also collected. This was 

inevitable in order to determine whether the respondents had acquired adequate 

experiences in teaching ECE in public primary schools which were a focus of this 

study. The findings revealed that eight teachers had taught ECE for a period between 0-

3 years, three teachers had taught ECE for years between 3 and 5 and only one teacher 
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had taught for a period of about 6 years. The interpretation of this is that experiences of 

teachers in this research cover the period from inception of ECE in Zambian public 

primary schools to the time of this research.  

5.3 Participant’s Training in ECE 

In addition, it was important to find out the qualifications of teachers who were 

implementing ECE curriculum in primary schools as this has an impact on the 

experiences which teachers encounter in the implementation of ECE. To achieve this, 

teachers were asked to state their highest professional qualification in ECE and whether 

they had undergone any orientation in ECE. The study revealed that most of the 

teachers of ECE were not qualified in ECE, instead had qualifications in other fields. 

Out of the 12 teachers only four representing 33.3% had qualifications in ECE while 

66.7% had other qualifications. Of the eight teachers who had other qualifications, 

mostly primary qualified, five of them had undergone some orientation in ECE in form 

of workshops, while the remaining three had not. When asked whether the orientation 

some teachers had attended had adequately prepared them for their role, three out of the 

five teachers who had attended orientation through workshops said that there was still 

need for more training as they had been facing challenges in implementing some 

aspects of the curriculum. The three who had not undergone any orientation also said 

they were using knowledge acquired through primary school training and teaching 

experience to implement the ECE. However, it is imperative to note that teachers are a 

central figure in the curriculum implementation process. If six teachers out of twelve 

representing 50% could not comprehend some aspects of what they were implementing 

because they were either not qualified or oriented at all or not fully oriented, then it 

could be concluded that teachers had varied experiences in form of challenges 

depending on whether they were fully qualified, oriented or not oriented at all in ECE. 

It therefore calls for concern because if the teachers who are the ultimate implementers 

of the curriculum were lacking some content of the subject to be implemented, then this 

could be confirmation of how challenging their experience has been in implementing 

the ECE curriculum and therefore even whatever results may have been seen may not 

be a true reflection of what the curriculum could achieve. It can also be argued that the 

ECE curriculum was not being implemented in full because not all implementers were 

fully equipped with the prerequisite knowledge for ECE implementation. It is common 

sense that if teachers cannot comprehend what the ECE curriculum details, then they 
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cannot be able to successfully implement it. As Park (2008) puts it, it is crucial for 

teachers to understand the ECE curriculum for its proper implementation to help 

achieve educational goals. Webster, et al. (2008) also held that teaching without 

knowledge and experience in the ECE curriculum is problematic in the quest of 

implementing the ECE.  

5.4 Successes Experienced by Teachers in ECE Curriculum Implementation 

One of the findings on successes experienced in the implementation of ECE was that 

ECE was a good development which had provided access of ECE to some children 

from the less privileged in the society. All the respondents in the study agreed that ECE 

was a good development. However, seven respondents also said the demand for ECE 

was very high but access was limited. This was evidenced by the fact that all the 

schools were the respondents came from only had one class of ECE, due to inadequate 

infrastructure and ECE teachers. It therefore means that in as much as ECE could have 

been implemented in almost all public primary schools, not all eligible children have 

access due to limited places. This is supported by the national statistics on grade one 

entrants with pre-school experience which stood at 29.4% in 2018 (MoGE, 2018). It 

thus calls for concern for government to work on improving access to ECE. One 

respondent also felt that the implementation might have been done too early, without 

adequate preparation, as it was implemented before the prerequisites were put in place. 

This could be evidenced by the fact that there were only four ECE trained teachers 

among the twelve respondents, after almost five years of ECE implementation, and that 

all schools where respondents came from only had one class of ECE each. 

In addition, the complaint that some teachers had challenges with some aspects of the 

curriculum, is an indication that the in-service training that teachers participated into 

might have not been sufficient to prepare them for the ECE curriculum implementation 

process. Moreover, some teachers also complained that there had been no follow-up or 

on-going support to ensure that they were doing the correct thing. Others felt that given 

a choice, they would opt out of teaching ECE because it was not their choice to teach 

ECE, as their qualification was primary education. This may entail that some teachers 

who may have an ill feeling about their attachment to ECE may be experiencing great 

challenges or may not be putting in their best to implement the programme. This 

argument is supported by Kern, Kruse and Roehring (2007) who postulate that 
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teachers‟ perception about teaching and learning strongly influence the implementation 

of ECE curriculum.  

In terms of the success of ECE curriculum implementation, the study findings showed 

that ECE curriculum had potential to influence the education aspect of every child 

positively. Through the exploration of teachers‟ experiences, it was revealed that ECE 

curriculum implementation in public schools enhanced the communication skills of 

learners before they start grade one.  The study revealed that ECE curriculum helped to 

induct children into primary school curriculum. Participants indicated that some 

children who could not communicate properly because their communication skills were 

undeveloped improved their speech before they began their primary school education. 

They were able to communicate effectively both with the teacher and with friends.  

This finding is similar to the study by Clough, Nutbrown, and Selbie (2008) who 

postulate that young children are born with the capacity to understand the world around 

them if the necessary environment and qualified teachers are at their disposal. More so, 

Breedekamp and Copple (1997) hold the idea that children‟s brains are ready to learn 

when all the conditions are met. To them, during the brain process, both the 

environment and genes take an important role which in turn builds the brain. Therefore, 

vulnerable children whose home environment may not favourably support development 

of their communication skills, which could hinder their future learning if not corrected, 

have an opportunity to develop their communication skills which are a necessity for 

them to realise their potentials fully, through ECE curriculum implementation in public 

primary schools.   

Also, through experiences of all teachers interviewed it was discovered that most 

children who passed through ECE easily break through to literacy in a local language, 

writing and basic arithmetic. The teachers indicated that the feedback they received 

from teachers of grade one was that children who attended ECE performed better than 

their counterparts who did not pass through ECE. Teachers said that ECE provided 

children with early literacy skills and developed their cognitive and manipulative skills, 

as well as their self-image. This meant that the ECE programme was helping to prepare 

children in readiness to enter grade one. In fact, According to Mulenga (2019), the ECE 

had been linked to grade one in order to help learners enter grade one easily and thus 

the language of instruction at this level was local language. However, the importance of 
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the teacher in the curriculum implementation process cannot be overemphasised. 

Implementation takes place as the learner acquires the planned or intended experiences, 

knowledge, skills, ideas and attitudes that are aimed at enabling the learner to function 

effectively, with the facilitation of the teacher. It is therefore important that teachers‟ 

experiences are improved by attending to their needs, such as training, for the 

curriculum implementation to produce favourable results.   

Furthermore, the study revealed that ECE cultivates children in terms of socialization 

and emotional competence, rather than only academic enhancement. The teachers said 

through ECE, children learn social skills which help them to acquire the necessary 

survival skills in life. Social skills help them to obey rules and regulations, to accept 

other people‟s opinions and to learn to share things, which helps them to stay safe and 

in harmony with others in homes, communities and society at large.  They learn social 

skills through interaction with others as ECE provides them with an opportunity to 

make numerous friends from diverse backgrounds. Children who attend ECE also 

become emotionally competent. This could be attributed to the fact that they learn to be 

independent early as they leave their homes and families, and begin to socialise early in 

a school set up with many other children. This exposes them to diverse experiences 

which help them to build up their emotional and social competence. The play time that 

ECE provides through the curriculum also aids young children to being more 

compassionate towards each other as a bonding is created through interaction and 

shared experiences. This study finding is in line with Webb (2003) who supposed that 

children learn cooperation through the early education they receive from child care 

centres which help them to acquire the necessary skills in life which help them to obey 

rules and stay safe in the society. The study also agrees well with the study by Seng 

(1994) whose findings revealed that one of the biggest reasons for parents sending their 

children to ECE centres was to get them socialized, active and to acquire some basic 

skills in life.  

In addition, the teachers‟ experiences revealed that ECE in public primary schools had 

to some extent succeeded to bridge the academic gap between children who come from 

affluent families and those from the less privileged families in the society. Four 

teachers indicated that the feedback they received from grade one teachers was that 

usually pupils from high and middle income families which could afford to take their 
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children to private pre-schools performed better than those from low-income families 

who enrolled direct to grade one without attending any pre-school. However, with the 

introduction of ECE in public primary schools, children from low income families had 

also been catered for as they were able to enrol into ECE in public schools and to 

compete favourably with their counterparts from higher income families. This finding 

resonates with the finding of Botta (2009) that ECE in public schools was more 

beneficial especially for children coming from low socioeconomic backgrounds as it 

would help them bridge the gap between the high and low class in society. This would 

also assure more children from low income families to reach greater heights with 

minimal resources as it would provide a solid foundation upon which higher education 

would be anchored.  

An interview with one teacher also revealed that her school had succeeded in putting up 

a one by two block of classrooms, while interviews with two other teachers from two 

separate schools revealed that their schools had constructed toilet blocks specifically for 

ECE, with the help of the PTA. Another teacher from another school, indicated that her 

school had started the process of putting up a children‟s play field for out-door 

activities. However, in as much as some schools could be trying to do a few things to 

improve the situation in these schools, a lot still needs to be done which requires huge 

funds. According to Mulenga (2019), the ECE curriculum is part of the Competence 

Based Curriculum (CBC) that was introduced to help learners to focus not only on 

acquisition of knowledge but also on skills, values and attitudes. Mulenga indicates that 

the implementation of CBC is more expensive than a Content Based Curriculum that 

was replaced because it demands specialised teaching and learning resources, 

equipment and infrastructure.it is also expensive because learner centred approach is 

used to facilitate learning. However, a concern was raised by Mulenga (2019) as to how 

this curriculum would be effectively implemented when the national budgetary 

allocation in Zambia had been reducing. According to UNICEF (2016) in Mulenga 

(2019) the allocation was 20.2% in 2015, 17.2% in 2016, 16.5% in 2017 and 16.1% in 

2018, yet 81% of the total allocation goes towards teachers‟ salaries and other 

personnel. This shows that the government which effected the implementation of this 

curriculum is not doing enough to support the programme. How then can it be expected 

that the programme will yield the desired results?  One could also imagine what kind of 

experience teachers could be going through.  
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5.5 Challenges Encountered By Teachers in ECE Curriculum Implementation  

The findings exposed a number of challenges that teachers of ECE had experienced in 

the ECE curriculum implementation process in public primary schools.  Through the 

exploration of teachers‟ experiences, it was revealed that there was inadequate funding 

for ECE curriculum implementation in public primary schools. Respondents indicated 

that there was no separate funding meant for ECE, so this feature of education 

depended on the meagre funding that primary schools received from government in 

form of operational funds for primary education. The study found that lack of direct 

funding contributed to scarcity of teaching/learning materials and equipment for use in 

ECE curriculum implementation. Also the funding factor had contributed a great deal to 

none construction, rehabilitation and modification of infrastructure to meet the required 

standards as well as to none provision of play grounds for ECE provision.  These 

resources are indispensable for effective implementation of the ECE curriculum, and 

thus call for concern. In order to alleviate the situation, and despite this being against 

the policy of free primary education up to grade seven, some schools had resorted to 

asking parents to contribute some materials such as paper, tissues and soap and some 

had made it a requirement that every child enrolled in ECE should bring a small table 

and a small chair to use because schools had no capacity to provide such. This in itself 

hindered some children from families which could not afford from accessing ECE in 

such public primary schools. It is also important to note that the concern was earlier 

raised by Thomas and Thomas (2009) in their study which interrogated the introduction 

and promotion of ECE in Zambia. They indicated that the move may have been 

premature and potentially damaging to an already tenuous primary education system. It 

is therefore imperative to ensure that the situation is corrected to mitigate its 

undesirable effects on teachers‟ experiences and on the ECE curriculum 

implementation.   

Another challenge revealed in this study was that ECE curriculum implementation was 

affected by the inadequacy and poor state of available infrastructure, which was a 

consequence of inadequate funding. The available classrooms and toilets in most 

schools fail short of the standards of the ECE provision guidelines. Eleven teachers 

indicated that infrastructure was a challenge as it was not user friendly to ECE learners 

and was inadequate. One school visited was trying to counter the problem of inadequate 

classrooms by putting up a two by one block of classrooms in collaboration with 
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parents. However, the head teacher of the school indicated that it was not an easy 

undertaking, hence the delay to complete it. Some teachers also counter the challenge 

of having inappropriate boards by making learners climb on a stool when writing on the 

board. This is not safe for the learners as they may slip and fall. Teachers also 

complained that the classes in most public primary schools were not spacious enough, 

tidy and safe for children. Others complained of lack of mattresses where children who 

get tired and want to rest could rest. This is an indication that in the past five years, 

very little had been done to improve the situation because the study by Shikwesha 

(2014) also indicated that the infrastructure that was being used in ECE implementation 

was inappropriate. As Azzi-Lessing (2009) puts it, infrastructure available at the pre-

school centres affects the teaching and learning. Therefore, it can be argued that the 

inappropriateness of infrastructure in public primary schools had to some extent 

negatively affected teachers‟ experiences in the implementation of the ECE curriculum. 

It is therefore, imperative to ensure expansion of this aspect of education by 

constructing more infrastructures to ensure that all illegible children have access to 

ECE. This cannot be done by schools alone hence the need for the government and all 

other stakeholders to come in. 

  The availability and appropriateness of resources and facilities have a great impact on 

curriculum implementation. The findings of the study revealed that ECE curriculum 

implementation was hindered by lack of good play fields and grounds, equipment and 

materials that children were supposed to use as they socialise and interact with the 

environment. The participants echoed that public primary schools implementing ECE 

also lacked toys and play materials for use in the course of implementing the ECE 

curriculum. To some extent, some teachers had tackled this challenge by improvising 

some teaching and learning materials such as the use of bottle tops as counters and 

making some aids such as toy cookers and pots using card boxes and tins. Nonetheless, 

it is not possible to improvise some materials hence the need for increased funding to 

enable schools source some requirements that are difficult to improvise. This finding 

was in agreement with the findings by Shikwesha, 2014) who discovered that public 

primary schools implementing ECE in Zambia, Kabompo District had no materials to 

enable teachers to effectively teach. In Kenya, studies by Manduku et al. (2017) and 

Mutindi et al. (2016) revealed that the status of the available facilities, equipment and 

materials for ECE implementation in their countries were that they were dilapidated, 
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insufficient obsolete, and unsuitable for use, despite teachers being adequately prepared 

on how to use the instructional resources. If ECE could be affected by such a situation 

in Kenya where though obsolete, such materials were available, how much more can it 

be affected in Zambia where such facilities are not even present. This therefore, calls 

for a serious concern as to what type of experience teachers were facing and whether 

the curriculum was being effectively implemented. What the Zambian government has 

done is like pushing some individuals to the battle front without training them or giving 

them weapons and expecting them to win the war simply because they have been 

employed as soldiers. The rational thing one would expect is that once individuals have 

been identified, they should be trained and then given tools necessary to carry out the 

task. The government should have started by putting up infrastructure and other 

facilities; mobilising human resources which includes training already existing teachers 

and deploying more ECE qualified teachers and helpers; mobilising material resources 

such as equipment and teaching aids as well as orienting other stakeholders inherent in 

the ECE curriculum implementation. However, since the programme has already been 

commenced, the government needs to apply reverse operation.  This means that all the 

prerequisites which should have been done before the commencement of the 

programme could be done after the programme has started in order to normalise the 

situation. Failure to do so entails planning to fail. In Zambia, the impact this may have 

could even be worse than what other countries experienced, because besides having 

scarce resources, findings were that teachers were also ill equipped to implement the 

curriculum as they were not adequately trained. 

Further, this study revealed that there were inadequate trained teachers in ECE 

provision in public primary schools. From the 12 respondents in this study, only four 

teachers were qualified in ECE and the rest had qualifications in other fields, mostly in 

primary education. Utilisation of unqualified or inadequately trained teachers in 

curriculum implementation simply indicates unpreparedness for the implementation of 

the programme and may have adverse effects both on teacher‟ experiences and on the 

programme being implemented. This assertion is supported by research reports by 

Shikwesha (2014) and Mulunda (2017) which are both in agreement with the findings 

in this study that there were no ECE trained teachers in schools, showing that the 

situation had not improved much.  These research findings are also similar to the 

discoveries of Mangwaya et al (2016) who scrutinised the readiness of Zimbabwean 
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schools to implement the ECE programme in government primary schools. The study 

revealed that schools were inadequately prepared to implement the ECE curriculum as 

teachers had received very little orientation and lacked on-going support.  

Some teachers of ECE described the ECE curriculum as autonomous. They said that the 

ECE curriculum had been formulated in a unique way as it only suggested things that a 

teacher could choose to do but did not show the teacher how to do it as it lacked 

content. Some teachers also indicated that ECE was not fixed as it was sometimes 

dictated by children‟s mood and behaviour which would cause the teacher to code 

switch from one activity to the other in order to stimulate interest in the learners; unlike 

strictly following what has been planned. Teachers especially those not qualified and 

oriented in ECE indicated that they found it difficult to teach ECE as they lacked the 

content and methodology for this level of learners. This they said was compounded by 

the lack of prescribed books in schools. This finding was in agreement with the findings 

by Maria and Alexandra (2019) whose study in Greece discovered that the ECE 

curriculum did not make explicit what was mandatory and optional, but rather left it to 

teachers to decide what to teach. So, when teachers were faced with difficulty to 

implement the curriculum in Greece, some resorted to familiar practices as a way of 

alleviating stress. This might be the prevailing situation in Zambia as evidenced by the 

complaint from some teachers who had challenges implementing some aspects of the 

curriculum. It is an indication that some aspects of the curriculum which were 

perceived to be difficult or which teachers might have not been in support of were not 

being effectively implemented. It is therefore important that the curriculum specialists 

review the curriculum to make it more explicit as to what is mandatory and optional 

and to monitor what is being implemented. This line of thought is also in line with the 

conceptual framework which proposes availability of an explicit curriculum.  

In addition, the teachers‟ experiences also revealed that some teachers of ECE were 

struggling with over enrolment of pupils in ECE classes. Seven teachers indicated that 

their classes were over enrolled with more than 30 learners per class when the 

maximum enrolment at this level should have been 30 pupils. These teachers with 

crowded classes also added that the large number of learners in classes made it very 

difficult for them to teach effectively. At school „B‟ for instance, the number of pupils 

in an ECE class was 54 pupils.  This number was too high for learners at this level as 



  65 
 

they required individualised attention which is difficult to implement when the number 

of learners is bloated. This to some extent shows how challenging an experience has 

been for teachers implementing ECE.  

Similarly, another challenging experience was expressed by three respondents in their 

complaint that ECE was too taxing for the number of learners they had. They said 

learners at this level could not learn from abstract. They learn by seeing, touching and 

experiencing something.  The teachers complained that making individual teaching and 

learning aids for learners and attending to each one of them individually when the 

learners were too many was very taxing for the teacher. This also confirms the claims 

that demand for ECE is high and could be a way of trying to meet the demand but at the 

same time disabling the effectiveness of teachers.   

Another challenge experienced by some teachers of ECE was lack of helpers. The 

teachers said it was difficult for them to effectively teach as they also had to attend to 

children‟s needs at the same, which at times disrupted the lessons. The situation was 

even worse for those who had overcrowded classes. They said even teaching was not 

very effective because the groups of pupils were either too big or too many thereby 

denying some pupils the opportunity to participate fully in the lessons. This finding 

should also raise worry as to what teachers could be experiencing in such a situation. 

Interruption of lessons and none participation of some learners in the lessons entails 

that learners are not getting the maximum benefit from this programme. Therefore, to 

ensure that learners receive the maximum benefit, it is important for the relevant 

authorities to ensure that helpers are provided and the prescribed standards for teacher 

to pupil ratio are strictly adhered to. Some schools have dealt with the problem of lack 

of helpers by attaching some general workers to the section or engaging some helpers 

who are being paid by the PTA. However, not all primary schools have capacity to do 

so as some schools have very few general workers who are already overwhelmed with a 

lot of work and cannot afford to employ more. It is therefore important that relevant 

authorities look into this matter.  

Furthermore, lack of understanding of the nature of children‟s learning by some 

supervisors was another challenge that came up in this study. Some teachers 

complained that their supervisors did not understand the nature of children‟s learning. 

They said that during supervision and appraisal they are unfairly rated because their 
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supervisors do not understand that learners at this level learn through play and therefore 

think that teachers lack seriousness and just play with learners. It can therefore be 

argued that if the supervision of the implementation of the ECE curriculum has been 

placed in the hands of people who do not understand how it should be done, how then 

can its success be guaranteed? Some teachers were facing a lot of challenges trying to 

cope with their supervisors who want things done in a certain way which may not be 

applicable at this level. For instance, these teachers also complained that some 

supervisors demanded a certain number of lesson plans per day or week, which was not 

possible as their lessons in most cases combined two to three subjects. Failure to meet 

the demands of supervisors was considered lack of seriousness on the part of the 

teacher. This finding is also similar to the findings in the study by Gutuza and 

Thembinkosi (2015), whose study on the impact of head teachers in the supervision of 

ECE centres in Zimbabwe; Mutare Urban District revealed that head teachers did not 

have adequate knowledge about ECE to effectively supervise ECE centres. They also 

did not commit enough time towards supervision of ECE and did not prioritise resource 

allocation to ECE. This could also be true in Zambia and could be what is causing the 

many challenges that teachers are facing in ECE implementation. It is therefore 

recommended that a future study could be carried out to determine primary school 

administrators‟ preparedness for implementation and supervision of the ECE 

curriculum in Zambia.  

Finally, five teachers observed that absenteeism in ECE classes was very high 

compared to other grades, and that it hindered progress. They attributed this to the poor 

attitude of some parents towards ECE.  They said that some parents did not understand 

the importance of ECE. They perceived ECE as time wasting or play time, and so they 

kept their children away from school at will. This finding was also detected in the study 

conducted by Cisneros and Moreno (2000) whose study revealed that ECE teachers had 

problems in implementing the ECE curriculum due to the parents‟ superficial belief that 

ECE was a playing ground for the children. Such attitude from parents resulted into 

lack of collaboration between the teachers and parents, which consequently resulted in 

the high level of absenteeism for learners at ECE level reported by some respondents.   
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5.6 Solutions to Challenges Experienced by Teachers in ECE Curriculum 

Implementation 

Among the solutions proposed by participants to mitigate the challenges teachers were 

facing in the ECE curriculum implementation programme was that the problem of 

inadequate funding could be addressed by government increasing funding and 

allocating it to schools as a separate fund specifically meant for the ECE programmes. 

Additionally, primary schools with ECE should diversify and engage into business 

ventures or production unit such as farming, piggery, and poultry in collaboration with 

parents to generate funds to supplement the funding received from government. 

The study findings also revealed that good infrastructure was a factor in ECE 

curriculum implementation. The teachers interviewed indicated that provision of 

adequate and appropriate infrastructure by government was key in addressing the 

infrastructure challenges faced in ECE curriculum implementation. Respondents 

suggested that the government should not only come in to refurbish existing 

infrastructure and construct new ones like classrooms, but it should also ensure that 

equipment and materials are made available to support effective implementation of the 

ECE curriculum in public primary schools.  They also proposed that the government 

should allow schools to work hand in hand with all other stakeholders such as parents, 

and cooperating partners to mobilise resources required to curb the challenge of 

inadequate and unsuitable infrastructure, equipment, materials such as toiletries and 

toys for use in the ECE programme.  

Some participants in the study emphasised that the challenge of inadequate qualified 

teachers in ECE could be addressed by government deploying teachers who are trained 

in ECE to primary schools. They also suggested that government should train more 

teachers in ECE and promote in-service training for teachers trained in primary 

education but attached to ECE.  

Furthermore, some teachers suggested that primary school administrators should be 

oriented in ECE and the nature of children‟s learning so that as they carry out their 

supervision duties they do not run into conflict with teachers due to knowledge gap in 

this area. They suggested carrying out workshops for school administrators especially 

those directly supervising the ECE teachers.  
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The next chapter presents the conclusions of the study and puts forward 

recommendations for the current study and future research.  
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CHAPTER SIX: CONCLUSIONS AND RECOMMENDATIONS 

6,0 Overview 

The previous chapter discussed the findings. This chapter is a synthesis of the entire 

study and contains a summary of the research findings, exposition of findings, 

commensurate to the research objectives, conclusions and recommendations based 

thereon. The research questions “Which successes have teachers experienced in the 

implementation of the ECE curriculum in selected public primary schools in Kitwe 

District? What are the main challenges encountered by teachers in the implementation 

of the ECE curriculum in selected public primary schools in Kitwe District? How best 

can the challenges faced by teachers in the implementation of the ECE curriculum in 

selected public primary schools in Kitwe District be mitigated?” were the focus of the 

research study. The conclusions to the research are reported here as a set of key 

responses provided to the research topic and research questions through interpretation 

of data and the generation of the assertions provided in the conclusions.  

6.1 Conclusions 

 The research sought to investigate teachers‟ experiences in the implementation of the 

ECE curriculum in selected public primary schools in Kitwe District, Zambia. The 

study was guided by research objectives and subsequently research questions that were 

formulated from the research objectives.  

The first objective of the study was to explore the successes experienced by teachers in 

the implementation of the ECE curriculum in selected public primary schools in Kitwe 

District. Teachers‟ experiences revealed that ECE was a good development which had 

provided access to children from the less privilege families. However, teachers also 

said they had observed that the provision was not adequate as there were a lot of people 

seeking places for their children but places were limited as all the schools where 

respondents came from only had one class of ECE each. 

The second objective of the study was to explore the successes experienced by teachers 

in the implementation of the ECE curriculum in selected public primary schools in 

Kitwe District. Through teachers‟ experiences, the study revealed that ECE had 

exposed children especially those coming from low-income families to early education 

such that their cognitive growth and school readiness was highly influenced. ECE also 
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provided children with early reading and mathematics skills, high cognitive, positive 

self-image and helped to bridge the gap between the high class and the low class. 

Further, it was established that ECE curriculum implementation cultivates children in 

terms of socialization and emotional competence; rather than academic enhancement 

only. ECE helped children to acquire the necessary skills in life, which helped them to 

obey rules and to easily integrate in their homes, communities and society at large.  

Similarly, through teacher‟s experiences, it was revealed that the ECE curriculum 

implementation was providing a good foundation which prepared children for grade 

one. Teachers said the ECE programme enabled children to easily break through to 

literacy and arithmetic. Through exploration of teachers‟ experiences it was revealed 

that children who passed through ECE usually performed better that their counterparts 

who did not as their motor and manipulative skills were developed even before they 

could begin primary school education. Some teachers also indicated that the ECE 

programme enhanced communication skills of children in readiness for grade one as 

those who could not interact learnt to do so before entering grade one.  

The second objective of the study was to investigate the key challenges encountered by 

teachers in the implementation of the ECE curriculum in selected public primary 

schools in Kitwe District. Teacher‟s experiences with the challenges faced in ECE 

curriculum implementation revealed that implementation of ECE curriculum was 

mainly affected by inadequate funding as it depended on the meagre allocation to 

public primary schools. This in turn affected the adequacy and state of infrastructure, 

equipment and teaching/learning materials. Some teachers described the infrastructure 

in primary schools as unfriendly for ECE learners as it was required to be spacious, tidy 

and safe for all children, but this was not the case in most public primary schools 

implementing the ECE curriculum. The findings of the study also revealed that schools 

lacked good play fields and grounds, equipment and materials that children were 

supposed to use to socialise and interact with the environment. 

Some teachers of ECE also expressed their challenging experience with ECE 

curriculum implementation by indicating that they did not train to teach ECE and 

therefore found it challenging to handle learners at this level as they lacked content. 

The study also revealed that some teachers were neither trained nor oriented in ECE, 
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and so had challenges even with understanding some of the components of the 

curriculum.    

The teachers also described ECE curriculum implementation as autonomous and unique 

because it lacked content. It also allowed the ECE teacher to decide what to teach 

provided it falls under a theme in the prescribed ECE curriculum. Some teachers 

explained that though there was a curriculum in place, it only suggested things that a 

teacher could choose to do but it did not show the teacher how to do it. Some teachers 

also indicated that the ECE programme was unique in that it was not static but dictated 

by children‟s mood and behaviour which often caused the teacher to code switch from 

one activity to the other in order to stimulate interest in the activity; not necessarily 

following what had been planned. This is because progression of lessons in ECE is 

determined by the way children are behaving and responding to a particular activity.  

In addition, teachers‟ experiences revealed that there was over enrolment in some ECE 

classes. Some teachers indicated that despite the maximum enrolment at this level being 

30 learners, their classes were over enrolled with learners exceeding the recommended 

number, which made their work very difficult as learners at this level required 

individualised attention. This to some extent was an expression of how challenging 

teachers‟ experiences were.  

Another challenging experience expressed by teachers was through a complaint that 

ECE was too taxing for the number of learners they had. Some teachers said since 

learners at this level could not learn from abstract; but by seeing, touching or 

experiencing something; making individual teaching and learning aids for learners 

when they were too many was very taxing for the teacher.  

Also, some teachers complained of their supervisors lacking knowledge and 

understanding about the nature of children‟s learning. They said some supervisors 

insisted on certain standards such as a certain number of lesson plans and quietness in 

class which were somehow difficult to achieve, considering the unique nature of ECE, 

thereby labelling them as ineffective teachers. 

Additionally, some teachers complained about lack of helpers to deal with children‟s 

needs so that the teacher can concentrate on the teaching aspect. They said often times 
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the lessons are interrupted as they have to stop teaching to attend to some children‟s 

needs whenever the situation demands so.   

Furthermore, some teachers observed that absenteeism in ECE classes was very high 

compared to other grades, and that it hindered progress. This was attributed to the lack 

of understanding by some parents about the importance of ECE.  

The third objective sought to establish solutions to the challenges experienced by 

teachers in the implementation of the ECE curriculum in selected public primary 

schools in Kitwe District. In establishing the possible measures to help address the key 

challenges faced in ECE curriculum implementation teachers of ECE suggested the 

following measures. Participants indicated that the problem of lack of funding could be 

addressed by government increasing funding and offering it as a separate allocation 

specifically for ECE. In addition, some teachers proposed that primary schools should 

diversify and engage in production unit or other fundraising ventures for generation of 

funds to supplement the fund received from government. They also proposed 

involvement of all stake holders inherent in the ECE programme in mobilising 

resources for effective implementation of the ECE programme. 

The teachers interviewed also indicated that the problem of infrastructure could only be 

addressed well if government could play a leading role in rehabilitation and 

construction of infrastructure as most primary schools had no capacity to construct 

infrastructure such as classrooms especially those in rural areas. Teachers proposed that 

the existing infrastructure should be modified to meet the standards of ECE provision 

so as to make them more users friendly to facilitate effective ECE curriculum 

provision. Teachers of ECE also said that there was need by the government to ensure 

that ECE equipment and materials that support effective implementation of ECE 

curriculum are provided to primary schools. 

Furthermore, the teachers also proposed introduction of ECE in-service training for 

teachers trained in primary education but seconded to teach ECE; and orientation of 

administrators of public primary schools on the nature of children‟s learning; which 

could be done during holidays. 
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6.2 Recommendations 

From the findings and discussion from chapters four and five respectively, this study 

recommends the following.  

1. The government should allocate more resources to ECE curriculum 

implementation so as to enable the schools mobilise the necessary teaching and 

learning materials; procure equipment, rehabilitate, and maintain infrastructure, 

and should construct new classes specifically for ECE.  

2. The government should deploy more teachers in ECE and send them to all 

public primary schools, especially those already implementing the ECE 

curriculum.  

3. The study recommends that teachers implementing ECE curriculum should 

undergo an in-service training to equip them with knowledge and skills that 

will enable them to effectively implement the ECE curriculum.  

4. ECE teachers, head teachers, parent and all other stakeholders should be 

involved in regular seminars and workshops to enable them understand their 

roles and create a rapport, and therefore, clear bad attitudes and feelings against 

each other, as they will educate each other on what is expected of each one of 

them for effective ECE curriculum implementation to take place. 

5. Schools should seek permission to incorporate other stakeholders such as the 

community and the corporate world to mobilise resources for ECE curriculum 

implementation. 

6. Relevant authorities should organise seminars or workshops to train public 

primary school administrators on the nature of children‟s learning, so as to 

equip them with knowledge required for them to effectively supervise and 

monitor ECE teachers. 

6.3 Proposed Areas for Further Research  

The study was done on public primary schools that were implementing the ECE 

curriculum. A similar study can be done on private schools implementing the ECE 

curriculum either in the same geographical location or a different one. 

It is also suggested that a future study could be carried out to determine primary school 

head teachers‟ preparedness for implementation and supervision of the ECE curriculum 
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in Zambia, to confirm or disprove the claim that supervisors of ECE teachers do not 

have the necessary skills needed to effectively monitor ECE curriculum 

implementation. 
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APPENDICES 

 

Appendix i: INTERVIEW GUIDE FOR TEACHERS  

My name is Sheila Mate. I am a postgraduate student, at the University of Zambia in 

collaboration with the Zimbabwe Open University, conducting a research on 

“Teachers’ Experiences in the Implementation of ECE Curriculum in Selected 

Public Primary Schools in Kitwe District, Zambia”. You have been purposively 

selected to participate in this study by way of this interview. I am gratified that you 

accepted to be part of this study as a respondent. The information you will give is 

purely for academic purposes and will be treated with utmost confidentiality. Your 

anonymity is highly guaranteed. I believe that the information collected from you will 

be a true reflection of the experiences you have encountered during the implementation 

of the ECE curriculum at your school.  

Question Items 

1. What is the participant‟s gender? 

……………………………………………………………………………………. 

2. How long have you taught ECE classes? 

……………………………………………………………………………………. 

3. What is your highest professional qualification? 

……………………………..…..………………………………………………… 

4. Have you done any training or orientation ECE? 

……………………………………...................................................................... 

5. If yes, mention the level. 

……………………………………………………………………………………. 

6. What successes have you experienced in the implementation of ECE curriculum 

in your school? 

7. Do you have the ECE curriculum that is being implemented in public primary 

schools?  

8. What challenges do you face during the implementation of ECE curriculum in 

your school? 

9. How would you describe enrolments in the ECE classes? 

……………………..……………………………………………………………... 

10. Would you describe the role of ECE teachers as easy or taxing? Give reasons 

for your answer. 

11. How best can the challenges encountered in ECE curriculum implementation in 

your school be addressed?         

                                             

Thank you for your participation 
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