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ABSTRACT

The Ministry of Education, Science and Technology in Malawi introduced a Life

Skills Education Policy in the ?ght against HIV and AIDS. Two Life Skills

Curricula—Life Skills Education (taught as a core subject) and WHY WAIT‘? (a faith-

based curriculum often taught as a club which students attend on a voluntary basis)

have been offered for over 5 years at both primary and secondary level. However,

recent research reveals that behaviour change is limited amongst students.

The purpose of this mixed methods study is to assess the implementation of Life

Skills Education Policy, by comparing the Malawi Institute of Education’s Life Skills

Education curriculum with Sub-Saharan Africa Family Enrichment’s WHY WAIT?

curriculum, in order to establish the level of classroom teaching and leaming and

compare the strengths and weaknesses of both, so as to recommend how to make Life

Skills Education more responsive to secondary students’ needs

The study compared the Life Skills Education and WHY WAlT‘? curricula by

assessing the mobilizationof resources, comparing the coverage of the syllabi,

implementation in secondary schools and impact. Out of the population sample of

110, half of the participants were involved in the implementation of the Life Skills

Education curriculum and the other half were for WHY WAIT?. Ten purposively

sampled officials were interviewed, and data were coded and categorized. Four

schools were purposively selected for lesson observation, and 20 teachers and 80

viii



students were randomly systematically sampled to respond to questionnaires. These

data were analysed using SPSS.

Results revealed that the planning of implementation of both Life Skills Education

and WHY WAIT? curricula did not involve the community and students, who are key

stakeholders in the Life Skills Education policy. Both Life Skills Education and WHY

WAIT? have had an impact, though the impact of Life Skills Education is less than

expected by the Ministry of Education. Monitoring of both Life Skills Education and

WHY WAIT? has been inadequate. However, WHY WAIT‘? has a systematic system

ofmonitoring at every level. Finally, WHY WAIT? lessons are more lively than Life

Skills Education lessons.

The Ministry should introduce a moral-values based Life Skills program. It is also

recommended that a life skills week be introduced to secondary schools where

students could do development work in order to instill responsibility in them.

ix



TABLE OF CONTENTS

DEDICATION
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .. v

ACKNOWLEDGEMENTS
.................................................... . .

vi

ABSTRACT
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

viii

LIST OF TABLES
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .

. ..
xvii

LIST OF FIGURES
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

xviii

LIST OF ABBREVIATIONS
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

xix

CHAPTER 1: INTRODUCTION TO THE STUDY
. . . . . . . . . . . . . . . . . . . . . . . . . ..

1

1.1 Chapter Overview
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

1

1.2 Background to the Study . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..
l

1.3 Statement ofthe Problem
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

4

1.4 Purpose ofthe Study . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .. 5

1.5 Speci?c Objectives ofthe Study . . . . . . . . . . . . . . . . . . . , . . . . . . . . . . . . . . ..
6

1.6 Conceptual Framework
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

6

1.7 Signi?cance ofthe Study . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

7

1.8 Operational De?nitions
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

8

1.8.1 Life Skills
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

8

1.8.2 Student
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

8

1.8.3 Pupil . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..
8

X



1.9 Key Abbreviations
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

1.10 Chapter Summary . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

CHAPTER 2: REVIEW OF LITERATURE
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

2.1 Chapter Overview
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

2.2 General Background . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

2.3 Adolescent Risk Factors in Malawi
. . . . . . . . . . . . . . . . . . . . . . . . ..

2.3.1 Adolescent sexuality . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

2.3.2 Adolescent substance abuse
. . . . . . . . . . . . . . . . . . . . . . ..

2.3.3 Other adolescent risk co-factors
. . . . . . . . . . . . . ..

2.4 HIV and AIDS Prevention Programmes . . . . . . . . . . . . . . . ..

2.5 Life Skills Programmes
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

2.5.1 Secular Life Skills Programmes . . . . . . . . . . . . . ..

2.5.2 Christian Life Skills Programmes . . . . . . . . . . . . . ..

2.5.3 Transfonnation ofthe Mind Needed in Life Skills

Programmes . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .

2.6 Peer Education Programmes . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

2.7 The Ugandan Experience . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

2.8 Training of Teachers
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

2.9 Policy Implementation Challenges . . . . . . . . . . . . . . . . . . . . . . . . ..

2.9.1 Political Mobilization Challenges . . . . . . . . . . . . . ..

2.9.2 Curriculum Implementation Challenges . . . . ..

2.9.3 Availability of Resources
. . . . . . . . . . . . . . . . . . . . . . ..

2.10 Monitoring and Evaluation of Life Skills Programmes

2.1 1 Chapter Summary .......................................... ..

xi

8

9

10

10

10

14

l4

l8

19

22

24

24

28

32

34

35

37

38

38

39

40

41

41



CHAPTER 3: STUDY DESIGN AND METHODOLOGY
. . . . . . . . . . . . . . . . ..

3.1 Chapter Overview
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

3.2 Overall Approach and Rationale
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

3.2.1 Type ofMixed Methods Design . . . . . . . . . . . . . . . . . . . . . . . . ..

3.3 Setting and Population of Interest
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

3.4 Sample and Sampling Procedures
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

3.4.1 Key informants
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

3.4.2 Schools
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

3.4.3 Students and Teachers
................................. ..

3.5 Data Collection Procedures
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

3.5.1 Desk Research
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

3.5.2 Structured Interviews
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

3.5.3 Questionnaires . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

3.5.4 Classroom Observation
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

3.6 Data Analysis . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

3.7 Ethical Considerations
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

3.8 Limitations of Study . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

3.9 Chapter Summary . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

CHAPTER 4: ANALYSIS AND DISCUSSION OF RESULTS
. . . . . . . ..

4.1 Chapter Overview
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

4.2 Historical Background of LSE and WW?
.......................... ..

4.2.1 Historical Background of the Life Skills Education Policy
and the LSE Curriculum

. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

4.2.2 Historical Background of WHY WAIT?
................. ..

xii

43

43

43

44

45

45

45

46

46

47

47

47

47

47

48

50

51

52

53

53

54

54

55



4.3 Mobilization of Resources and Activities in LSE and WW?

Implementation . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .

4.3.1 Planning the Implementation . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

4.3.1.1 Planning the Implementation of LSE
. . . . . . . . . ..

4.3.1.2 Planning the Implementation of WW?

4.3.2 Life Skills as a Subject

4.3.2.1 _LSEas a Subject . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

4.3.2.2 WW? as a Subject . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

4.3.3 Training of Teachers . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

4.3.3.1 Training of LSE Teachers . . . . . . . . . . . . . . . . . . ..

4.3.3.2 Training of WW? Teachers . . . . . . . . . . . . . . . . . . ..

4.3 .4 School Management ...................................... ..

4.3.4.1 Timetable . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

4.3.4. l.l LSE Timetable

4.3.4.1 .2 WW? Timetable

4.3.4.2 Attitudes to Life Skills

44.3.4.2.1 Attitudesto LSE . . . . . . . . . . . . . . . . ..

4.3.4.2.2 Attitudes to WW? . . . . . . . . . . . . . . . . ..

4.3.4.3 Availability of Resources . . . . . . . . . . . . . . . . . . ..

4.3.4.3.l Availability of Resources for LSE

4.3.4.3.2 Availability of Resources for WW?

4.3.5 Way Forward . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

4.3.5.1 LSE Way Forward ........................... ..

4.3.5.2 WW? Way Forward . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

4.4 Coverage of the Syllabus in LSE and WW? Curricula ....... ..

xiii

57

57

57

57

58

58

60

61

61

62

64

64

64

64

65

65

67

67

67

68

68

68

69

7()



4.4.1 LSE Curriculum
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

4.4.1.1 LSE Syllabus Forms 1-4
. . . . . . . . . . . . . . . . . . . . . ..

4.4.1.2 LSE Student’s Books 1-4 . . . . . . . . . . . . . . . . . . . . . ..

4.4.1.3 LSE Training and Methodology Manual .

4.4.2 WW? Curriculum . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

4.4.2.1 WW? Syllabus Forms 1-4 . . . . . . . . . . . . . . . . . . . . . ..

4.4.2.2 WW? Teacher’s Guides Forms 1-4
. . . . . . . . . . . . ..

4.4.2.3 WW? Trainers Manual . . . . . . . . . . . . . . . . . . . . . ..

4.5 LSE and WW? Implementation at Secondary Level
. . . . . . . . . . . . . . . . ..

4.5.1 Responsesto Questionnaires . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

4.5.1.1 LSE Teachers’ Responses . . . . . . . . . . . . . . . . . . . . . ..

4.5.1.2 WW? Teachers’ Responses . . . . . . . . . . . . . . . . . . . . . ..

4.5.1.3 LSE Students’ Responses . . . . . . . . . . . . . . . . . . . . . ..

4.5.1.4 WW? Students’ Responses . . . . . . . . . . . . . . . . . . . . . ..

4.5.2 Classroom Observation . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

4.5.2.1 LSE Fomil
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

4.5.2.2 WW? Fonn 1
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

4.5.2.3 LSE Form 3 ....................................... ..

4.5.2.4, WW? Form 3
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

4.5.2.5 Comparison between LSE and WW?
. . . . . . . . . . . . ..

4.5.2.5.l Comparison between Form 1 LSE and

Form 1 WW? Lessons . . . . . . . . . . . . . . . . ..

4.5.2.5.2 Comparison between Form 3 LSE and

Form 3 WW? Lessons . . . . . . . . . . . . . . . . ..

4.6 Monitoring, Evaluation and Impact of LSE and WW‘? ....... ..

xiv

70

70

71

73

75

75

75

76

78

78

78

80

81

84

86

86

88

90

92

93

93

94

95

cf‘



4.6.1 LSE Monitoring and Evaluation . . . . . . . . . . . . . . . . . . . . . ..

4.6.1.1 LSE Monitoring and Evaluation . . . . . . . . . . . . ..

4.6.1.2 WW? Monitoring and Evaluation
. . . . . . . . . . . . ..

4.6.2 Impact . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

4.6.2.1 Impact of LSE
. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

4.6.2.2, Impact ofWW? . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

4.6.3 Challenges . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

4.6.3.1 LSE Challenges ..............................
..

4.6.3.2 WW? Challenges . . . . . . . . . . . . . . . . . . . . . . . . .
. . . . . ..

4.7 Chapter Summary ..................................................
..

CHAPTER 5: CONCLUSION AND RECOMMENDATIONS ..

5.1 Chapter Overview .................................................. ..

5.2 Main Conclusions and Discussion . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

5.2.1 Historical Background . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

5.2.2 Mobilisation of Resources . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

5.2.3 Coverage ofthe Curriculum .............................. ..

5.2.4 Implementationof LSE and WW‘? in Secondary Schoo1s..

5.2.5 Monitoring of Progress and Impact . . . . . . . . . . . . . . . . . . . . . ..

5.3 Recommendations . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

5.3.1 Recommendations to the Ministry of Education .....

5.3.2 Recommendations to Secondary Schools . . . . . . . . . . . . ..

5.3.3 Recommendations to Malawi Government . . . . . . . . . . . . ..

5.4 Further Research .................................................. ..

5.5 Summary ........................................................... ..

XV

95

95

96

98

98

99

101

101

101

102

103

103

104

104

104

106

107

107

108

108

109

110

110

110



REFERENCES .1 . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .
. . . . . . ..

APPENDIX I: INTERVIEW SCHEDULE FOR CURRICULUM

SPECIALISTS . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

APPENDIX 2: INTERVIEW SCHEDULE PEMA/SEMA . . . . . . . . . . . . . . . ..

APPENDIX 3: INTERVIEW SCHEDULE FOR HEAD TEACHERS

APPENDIX 4: TEACHER QUESTIONNAIRE . . . . . . . . . . . . . . . . . . . . . .
. . ..

APPENDIX 5: STUDENT QUESTIONNAIRE . . . . . . . . . . . . . . . . . . . . . . . . ..

APPENDIX 6: LESSON OBSERVATION SCHEDULE . . . . . . . . . . . . . . . ..

APPENDIX 7: WHY WAIT? LIFE SKILLS RECORD CARD .

APPENDIX 8: LETTER OF PERMISSION . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

xvi

112

I22

123

I25

I26

I29

131

I35

I38



_

Table 2.1

Table 2.2

Table 3.1

Table 4.l

Table 4.2

Table 4.3

Table 4.4:

Table 4.5

LIST OF TABLES

LSE Curriculum Themes and Corresponding WW? Key

Concepts . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

25

ComprehensiveLife Skills Framework for WW?
. . . . . . ..

30

Summary of Data Types . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

45

Trained LSE Teachers and Methods Advisors at

Secondary Level . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

61

Trained WW? Teachers, Trainer of Trainers and Methods

Advisors . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

63

Lesson Comparison: LSE Form l and WW? Form l 94

Lesson Comparison: LSE Form 3 and WW? Form 3 95

Trend of Enrolment, Dropouts and Pregnancies at Ndirande

Primary School . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

100

xvii



,

Figure 2.1

Figure 3.1

Figure 4.1

Figure 4.2

Figure 4.3

Figure 4.4:

Figure 4.5

Figure 4.6:

LIST OF FIGURES

Comprehensive Life Skills Framework for WW?
.

Concurrent Nested Strategy . . . . . . . . . . . . . . . . . . . . . . . . . . ..

Whether LSE Students are Free to Discuss Issues of

Sexuality in Class . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

Whether WW? Students are Free to Discuss Issues of

Sexuality in Class
. . . . , . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ..

LSE Lesson Form 1: Interpersonal Relationships .

WW? Lesson Fonn 1: Building Friendships . . . . . . . . ..

LSE Lesson Form 3: Growth and Development .

WW? Lesson Form 3: Creation of Sex . . . . . . . . ..

xviii

2‘)

44

83

85

87

89

91

92



AIDS

ART

ARVs

BSS

CDSS

HIV

LSE

MANEB

MIE

MoEST

MoH

MDHS

NSO

SAFE

SEED

SHED

SRH

STIs

TOT

NAC

NACP

UACP

UNAIDS

LIST OF ABBREVIATIONS

Acquired Immune De?ciency Syndrome

Anti-Retroviral Therapy

Anti-Retroviral drugs

Behaviour Surveillance Survey

Community Day Secondary School

Human Immuno—de?ciency Virus

MalawiInstitute of Education Life Skills Curriculum

Malawi National Examinations Board

Malawi Institute of Education

Ministry of Education, Science and Technology

Ministry of Health

Malawi Demographic and Housing Survey

National Statistical Office

Sub-Saharan Africa Family Enrichment

South East Educational Division

Shire Highlands Education Division

Sexual and ReproductiveHealth

Sexually Transmitted Infections

Trainer of Trainers

National AIDS Commission

National AIDS Control Programme

Uganda AIDS Control Programme

United Nations Programme on HIV and AIDS

xix



UNESCO

UNFPA

UNGASS

UNICEF

USAlD

WHO

WW?

United Nations, Scienti?c and Cultural Organization

United Nations Fund for Population Activity

United Nations General Assembly Special Session

United Nations Children’s Fund

United States Agency International Development

World Health Organization

WHY WAIT?

XX



i1

CHAPTER 1

INTRODUCTION TO THE STUDY

1.1 Chapter Overview

This chapter introduces the study, which analysed the Malawi Government Life Skills

Education Policy at secondary level. Speci?cally, the chapter presents the background

to the study, the statement of the problem, the purpose of the study, the study

objectives, the conceptual ?‘ameworl<, the signi?cance of the study and operational

de?nitions.

1.2 Background to the Study

“AIDS is a war against humanity,” said Nelson Mandela, at the 14"‘ International

AIDS Conference (Eaton & Etue, 2002119). UNAIDS (2007) confirms that the HIV

pandemic remains the most serious of infectious disease challenges to public health

worldwide and Sub-Saharan Africa remains the most seriously affected region, with

AIDS remaining the leading cause of death.

Sub-Saharan Africa continues to be the region most affected by the

AIDS pandemic. More than two out of three (68%) adults and nearly

90% of children infected with HIV live in this region, and more than

three in four (76%) AIDS deaths in 2007 occurred there (UNAIDS,

200'/:4)
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Malawi, like the other countries in Sub-Saharan Africa, has not been spared from the

pandemic. The situation is compounded when one realizes that there are nearly

l()0,000 new HIV infections in Malawi annually, with at least half of these occurring

among young people agedl5-24, which is the economically productive group, and

nearly the same number of deaths per annum. As of 2005, there were an estimated

930,000 people, including children under the age of 15, who were living with HIV

and AIDS (UNGASS, 200725). This demonstrates that the epidemic is a major public

health problem in Malawi, more especially among the youth. Therefore, there is need

to contain it.

Malawi is known to have put measures in place to address the epidemic from the late

1980s, after the ?rst case of AIDS was diagnosed in the country in 1985 (Gulule,

2003). Based on the End-of-term review of the National Strategic Framework (NSF)

(I999), which used a nationwide participatory and consultative approach, Malawi

developed a National HIV and AIDS National Strategic Framework to galvanise an

expanded, multi-sectoral, national response to the epidemic for the period (National

AIDS Commission [NAC], 2005). Government ministries, religious organizations and

Non-Governmental Organisations are all called upon to use the National Strategic

Framework as a point of reference in planning and implementing HIV and AIDS

interventions within their spheres of in?uence (NAC, 2005).

In response to the HIV and AIDS pandemic, the Ministry of Education, Science and

Technology (MoEST) introduced AIDS education in 1989, through integration into

the existing primary school curriculum (Gulule, 2003). Then, in I993, MoEST

requested Sub-Saharan Africa Family Enrichment (SAFE), a faith-based organization,

to assist Malawi in the ?ght against AIDS, by developing the WHY WAIT? (WW?)
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life skills curriculum. The curriculum is well-established, but is often taught as a club

which students attend on a voluntary basis.

To make sure that Life Skills is taught to every student, the MoEST directed that Life

Skills must be taught in both primary and secondary schools. Hence Life Skills was

introduced in all classes as a core, non-examinable subject, beginning with Standard 4

in 2000 as a pilot study.Later, through Circular Ref No SY/l/1B dated 23“ October,

MoEST (2002) directed that Life Skills be introduced in all schools as a stand-alone

subject. Hence Life Skills was introduced into the secondary school curriculum.

Of particular relevance to this study is the fact that, though prevention interventions in

the educational system have been delivered with Life Skills as a stand-alone subject,

at the secondary level throughout Malawi there is no widespread change of behaviour

among students. On the other hand, though WW? is often taught only to those

students who wish to join the club, schools which have implemented the programme

have noted remarkable behaviour change. For example, 6 years after the introduction

of WW‘? at Ndirande Full Primary School, its pregnancy rate dropped from over 130

to l-2 annually (M. Chimombo, 2005b).

Hence, this research intends to assess the implementation ofthe Life Skills Education

policy in secondary schools, by comparing the Malawi Institute of Education (MIE)

Life Skills Education (LSE) curriculum with the WW? Life Skills curriculum.

Initially, WW? was an extra-curricular activity, but after its launch by the State

President in 1995, it changed status to that ofnon-examinable subject (Gulule, 2003).

Numerous studies have been conducted on HIV/AIDS knowledge in Malawi. Most of

the students are aware about HIV/AIDS (Gulule, 2003; UNGASS, 2007). However.
1

¢
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the biggest challenge is to translate universal awareness of HIV and AIDS into

behaviour change (NAC 2005). UNICEF (2003:7) con?rms that:

In spite of awareness levels of up to 90%, behaviour change among

Malawians is limited and HIV incidence continues to increase. One of

the reasons for the high levels of HIV incidence in Malawi is a result

of lack oflife skills.

Adolescents engage in sexual relationships without showing any resistance, almost

always because of poor self-esteem, i.e. they lack key life skills. In Malawi, Life

Skills Education as a main subject which is taught to every student was supposed to

play a role in changingstudents’ behaviour. Although Life Skills was introduced as a

stand-alone subject in the primary and secondary curriculum, a study conducted by

Chakwera and Gulule, (2007) and Maluwa Banda (2007) revealed that the LSE

curriculum has not brought the expected widespread behaviour change.

Strategically, there is a need to assess the implementation of Life Skills Education and

compare LSE and WW? at all levels of implementation in order to establish the level

of classroom teaching and leaming if issues of behaviour change are to be addressed.

1.3 Statement of the Problem

Educational institutions operate on a designed curriculum for learning that de?nes the

learning agenda which is to be taught to students for a given level of education. When

the problem of HIV and AIDS became apparent in the late 1980s and early 1990s, the

MoEST responded ?rst by integrating HIV and AIDS into subjects, both at primary

and secondary level; then, by introducing the WW? life skills curriculum which was

taught at club level, on a voluntary basis, and subsequently, by introducing the LSE
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curriculum which was taught as a stand-alone core subject.

Students are aware of the dangers and causes of HIV but behaviour change is limited.

However, among all the strategies MoEST introduced in schools, LSE was supposed

to play a major rolc in changing a lot of students’ behaviour because it is offered to all

students across Malawi. Research shows that it has not brought about the expected

widespread change of behaviour among the students. On the other hand, within 3

years after introduction of WW? in 1998, Ndirande F.P. School registered a decrease

in pregnancy rate from over 130 to 1-2 annually (M. Chimombo, 2005b). However,

students still have some questions whose answers are not provided for in either the

LSE or WW? lessons.

The situation is compounded because according to recent updated estimates, the rate

of new HIV infections among young people is 46% (Maluwa, 2007). It is indeed

imperative that a more concerted effort be made so that Life Skills Education is

responsive to the challenges and demands that have come about because of HIV and

AIDS. In particular, special attention should be paid to ensuring that students make

use ofthe skills they have acquired.

1.4 Purpose of the Study

The purpose of this multiple methods study is to assess the implementation of the Life

Skills Education Policy, by comparing MIE’s LSE curriculum with SAFE’s WW?

curriculum in order to establish the level of classroom teaching and leaming and

compare the strengths and weaknesses of both, so as to recommend how to make Life

Skills Education more responsive to secondary students’ needs. This purpose was
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identi?ed in recognition of the fact that Life Skills should empower students at

secondary school to deal with different challenges which they encounter in their

everyday lives.

1.5 Speci?c Objectives of the Study

A. To describe the historical background to the Life Skills Education policy and

the development of the LSE and WW? curricula.
4

B. To assess the mobilization of resources and activities in LSE and WW?

implementation.

C. To compare the coverage of the syllabus in LSE and WW?

D. To compare the implementation of LSE and WW? in secondary schools.

E. To compare the monitoring of progress and impact of LSE and WW?

implementation.

1.6 Conceptual Framework

The study makes use of the comprehensive life skills framework as a three-pronged

approach to communication which includes three interrelated circles of —>l\/IORAL

KNOWINGHMORAL FF.ELlNG<—>l\/IORAL ACTION<—— (Focus on the Family,

1999).

Conceptually, the study used three of the tools of Haddad’s conceptual framework for

policy analysis, namely’analysis of existing situation, planning policy implementation

and policy impact assessment (Haddad, 1995). In the analysis of situation, only one

tool was used, namely the country background. The general characteristics of a
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country have obvious implications for education policy analysis (Haddad, 1995124).

The study therefore targeted the historical background of the Life Skills Education

policy in Malawi to aid a better understanding of the steps taken in the

implementation of the policy.

The second tool in the framework, planning policy implementation, involves drawing

up schedules for moving people, physical objects and funds; locating physical

resources; appropriationof funds; personnel made ready to work; technical

knowledge to guide policy implementation; clearly structured and administrative

systems and mobilizingpolitical support (Haddad, 1995). Using this tool, the study

found out how LSE and WW? were implemented: speci?cally, the movement of

people, physical resources, funds, administrative systems and political mobilization.

The third tool in the framework is policy impact assessment. In policy impact

assessment, two tools, desirability and feasibility, were used to ?nd out the impact of

the policy on students. With regard to desirability, the study found out whether the

impact of Life Skills was desirable, and with regard to feasibility, the study found out

whether the full impactwas accomplished (Haddad, 1995).

1.7 Signi?cance of the Study

Theyouth are the leaders of tomorrow, yet at the same time they are the most

vulnerable to HIV/AIDS. Therefore, this research will help in the following ways:

0 It will help curriculum specialists to integrate relevant topics in LSE and WW‘? in

the curriculum to enhance behaviour change amongst the youth

0 It will act as an eye-opener to teachers on the impoitance of teaching LSE and/or
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WW? in secondary schools.

0 It will help the MoEST in recruiting and training teachers who are willing and

?exible enough to teach the subject.

0 It will help the MoEST to identify areas to improve in order to enhance behaviour

change in schools.

1.8 Operati0nalDe?niti0ns

1.8.1 Life Skills

Life Skills are described as the ability for adaptive and positive behaviour that enables

individuals to deal effectively with the demands and challenges of everyday life

(WHO, 1997). 1

1.8.2 Student

For the purposes of this study, a student is de?ned as anyone who is attending

secondary school.

1.8.3 Pupil

For the purposes of this study, a pupil is defined as anyone who is attending primary

school.

1.9 Key Abbreviations

LSE: This abbreviation refers ONLY to the MIE life skills curriculum.

WW? This abbreviation stands for SAFE’s WHY WAIT? life skills curriculum.
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1.10 Chapter Summary

It has been highlighted in this chapter that HIV and AIDS is a problem in sub—Saharan

countries, Malawi inclusive. A lot has already been done in Malawi in the ?ght

against HIV and AIDS. MQEST introduced the Life Skills Education policy in 2002.

As a result, Life Skills'was introduced as a stand-alone subject in both primary and

secondary schools. Reports have shown that, since the introduction of Life Skills as a

core, non-examinable subject in secondary schools, there is no expected widespread

change of behaviour among the students. It was this situation that has necessitated this

study. The purpose, objectives, conceptual framework, signi?cance of the study,

limitations as well as ethical considerations, were also discussed.
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CHAPTER 2

REVIEW OF LITERATURE

2.1 Chapter Overview

This chapter reviews literature related to HIV and AIDS and Life Skills Education. It

links the study to similar studies that were conducted in the past so as to create the

ground upon which to base this current study. First of all, literature giving the general

background to HIV and AIDS in Malawi is summarized. Subsequently, research into

adolescent risk factors in Malawi is reviewed to supplement the study of levels of

student attitudes and knowledge of HIV and AIDS and life skills. Materials and

programmes for the prevention of HIV and AIDS and subsequently those for Life

Skills Education are described. Finally, research on the training of teachers and policy

implementation challenges is reviewed.

2.2 General Background

The main goal of the National AIDS Control Programme National HIV Strategic

Framework 1999-2004 was to “reduce the incidence of HIV and other sexually

transmitted infections and improve the quality of life of those infected and affected by
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HIV and AIDS’ [National AIDS Control Programme (NACP), 199919]. Hence line

Ministries mainstreamed HIV and AIDS through their focal point units. Thus the

Ministry of Education (MoEST) established an HIV and AIDS Steering Committee in

2000, with a mandate to design, coordinate, monitor, and approve HIV and AIDS

interventions in the education sector (Kadzamira et al., 2001).

This means that MoEST has an obligation to ensure that all children, both those in

school and those yet to’ start, and even those who have left school, are educated and

guided fully on the dangers of HIV and AIDS, and in addition they are taught the

necessary life skills to protect themselves from any kind of violence, discrimination,

or dangerous social or customary practices. Failure in the introduction of HIV and

AIDS materials in schools necessitated the innovative approach of introducing Life

Skills Education in schools.

The origin of Life Skills Education in Malawi dates back to the I996 UNICEF-

sponsored meeting, which was attended by representatives from notable organizations

like Chancellor College, National Aids Control Programme (now known as National

AIDS Commission [NAC]); National Welfare Council; MIE; MoEST; Ministry of

Youth, Spo?s and Culture; Ministry of Health (MoH); United Nations Fund for

Population Activity (UNFPA); United Nations, Scienti?c and Cultural Organization

(UNESCO) and Malawi Broadcasting Corporation. At that meeting, it was felt that

Life Skills Education, which had proved to be successful elsewhere, should be

introduced in primary schools and teacher training colleges (Kunje, J. Chimombo, &

Dzimadzi, 2001). Later, according to circular Ref No SY/ 1/ 1B dated 23'“ October,

2002, the Minister of Education, Science and Technology of?cially launched the LSE

curriculum on 16 August 1999.
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The WHY WAIT? (WW?) Life Skills curriculum was ?rst endorsed by MoEST in

1994. It was introduced in secondary schools in 1995 and primary schools in l999, to

assist Malawi in the ?ght against AIDS (Day & M. Chimombo, 2005). It was

inaugurated by the then-StatePresident, Dr Bakili Muluzi, at Sanjika palace on 25

February 1995 (Gulule,2003). The curriculum is well-established, but is often taught

as a club which students attend on a voluntary basis.

Nonetheless,

Despite increased funding, political commitment, and progress in

expanding access to HIV treatment, the AIDS epidemic continues to

outpace the global response. (UNAIDS, 2007:4)

Though there is an increase in treatment options, for example the introduction of free

anti-retroviral therapy (ART) to Malawians, “communication interventions geared

towards prevention and control remain the key” (Ugandan AIDS Control Project

[UACP], n.d.:9), therefore HIV awareness programmes that focus on the delay of

sexual activity and on behavioural change towards “safe” sexual practices are

priorities and remain the only means of primary prevention (WHO, 1992, 1993, 1999)

for the foreseeable future. Of particular relevance to this study are the following key

communication issues, as NAC and MoH (n.d.:2) state:

0 Knowledge gaps and low risk perception about issues of SRH and HIV and AIDS.

0 Lack oflife skills

0 Lack of community'dialogue, parental guidance and support

v Gender inequalities and related risks

0 Harmful cultural Sexual and Reproductive Health (SRH) practices

0 Poor client-provider relationship and community involvement in planning and

12



implementation

0 Lack of youth involvement in planning and implementation

Q Lack of collaboration among non-govemmental organizations (NGOs) working

with young people

To prevent further spread of the HIV vims, education in HIV and AIDS and life skills

in primary and secondary schools is one of the most viable methods, since Malawi has

more than 4 million students in primary schools, secondary schools, and colleges

(MoEST, 200la). For example, an independent review team reported that for the year

2006-07 a total of 5 million young people were exposed to Life Skills Education~—3.2

million primary, l.5 million secondary, 3,986 with disabilities and 59,536 out-of-

school youths (Health Research for Action, 2007).

Moreover, MoEST is connected to almost all homes, since almost every home has a

student at school or college. Hence the youth can play an important role in the ?ght

against HIV and AIDS.

Though the youth have over the past 15 years at least acquired KNOWLEDGE about

HIV and AIDS the vast majority has had little or no opportunity to develop the

necessary SKILLS to ensurethat they avoid infection. Despite high levels of HIV

awareness and knowledge, appropriate methods to reduce the risk of contracting HIV

are not being used among the youth (Munthaliet al., 2006). This has been elaborated

below.
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2.3 Adolescent Risk Factors in Malawi

Young people often indulge in risky behaviours like sexual intercourse outside a

mutually faithful marriage relationship, without protection (i.e. proper use of

condoms) (l\/l. Chimombo& Ocheng, 2006). They do not have regard for the

consequences of their actions. The use of alcohol and drugs can impair their judgment

and can make them likely to indulge in risky behaviours and practices, such as having

sex with someone they do not know very well or having sexual intercourse without a

condom (Munthali, Chimbiri & Zulu, 2004). Other risk factors, like poverty and

gender inequality, can also promote the above risky behaviours.

2.3.1 Adolescent sexuality

Sexual issues have to be considered under the rubric of adolescent sexuality. These

include sexual health (more especially information about sexually transmitted

infections [STls], including HIV and AIDS), early sex, early marriages, forced

marriages, early unplanned pregnancies, unsafe abortion and sexual abuse (i.e.

de?lement and rape). To overcome these problems, there is need for the availability

of genuinely youth-friendly sexual and reproductive health services. Fortunately,

Munthali et al/s (2004) research on adolescent sexual and reproductive health in

Malawi highlights what has already been done and provides recommendations on

what should be done to improve the situation.

It should be of great concern to educators throughout Malawi that sexual activity was

found to be slightly above 55% in out-of-school youth, who had more than two sexual

partners, compared with 45% among secondary school youth (McAuliffe& Ntata,

l994). However, the majority of the youth (83%) believed that pre-marital sex is a

14



bad practice. Similarly, Kadzamira et al. (2001) found that the youth believe that

peers engage in pre-marital sex for several reasons, the most frequently mentioned

being enjoyment, obtaining money and pressure from friends of the same sex.

Although the majority of the youth disapproved of pre-marital sexual intercourse

(McAuliffe & Ntata, 1994), studies have shown that many adolescents initiate sex at

an early age. The Malawi Demographic Health Survey (MDHS) (National Statistical

Office [NSO], 2000) revealedthat 61% of males and 57% of females aged 15-19 had

ever had sex at the time of the survey. The factors associated with early intercourse

initiation, similar to Kadzamira et al. (2001), include low levels of schooling, peer

pressure to experiment with sex and poor economic well-being. The research further

reveals that 16% and 2% of sexually experienced males and females aged 15-19,

respectively, had had two or more sexual partners in the 12 months preceding the

survey. The high proportionof boys who have multiple sex partners demonstrates that

many young people engage in risky sexual behaviours. These MDHS results parallel

those of Munthali et al. (2006). More signi?cantly, Munthali er al. provide new

information about what very young adolescents (12-14 years)know and do with

respect to sexual and reproductivehealth. They report that 3% of 12-14, and 37% of

15-19-year-old females, as well as 19% of 12-14, and 60% of 15-19-year-old males

had had sex at the time of the survey. This evidence suggests that adolescents in

Malawi are becoming sexually active younger.

Fortunately, MoEST has already produced materials for teachers and pupils in both

primary and secondary'schoo1s.However, it is worrying that those who prepared the

materials seem to be unaware of the extent of early sexual activity: “Some young

people initiate sexual activity as early as age 10, and many report having intercourse
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by age 17” (Munthali et al. 2004115). In addition to that, they do not take into

consideration that some of the adolescents in the classrooms are already HIV-infected

or were bom infected. UNGASS (2007:viii) comments, with regard to the situation in

Malawi, that the proportion of those starting ARV therapy that are under 15 years

increased from 5% in 2005 to 10% in 2007.

There is general consensus from recent data on the prevalence of HIV infection in

Malawi that the epidemichas stabilised over the years. Nevertheless, at prevailing

rates, the HIV incidence remains a concem (Dzilankhulani& Chilemba, 2006:18).

UNGASS (2007) reports that HIV-prevalence in the 15-19 age group in Malawi has

been estimated at 12%. An earlier comparison (NSO, 2004) between young males and

females aged 15-19 showed that HIV-prevalence is more than four times higher

among young women (9%) than young men (2%). This highlights the greater

vulnerability of girls who engage in sex at an early age.

Furthennore, the minimum age for consent for HIV testing is 16, according to

Malawi’s National Guidelines for Voluntary Counseling and Testing (VCT) (MoH,

2004112). The issue of age of consent for VCT is of concem. The NAC (2003) HIV

and AIDS policy states that children who are 13 years and above can go for VCT

without seeking consent from their parents. If a voluntarily sexually active child of l0

needs to ?rst of all ask for his or her parents’ consent to go for VCT, it is most

unlikely that the child will dare to request it. According to Dzilankhulani and

Chilemba (2006), the one week National HIV Testing and Counseling showed that of

96,845 people tested 41.1% were young people aged 15-24. This shows that young

people are forthcoming in terms of knowing their HIV status, which is a good entry

point for behaviour change interventions. However, 3.8% of those tested constituted

>
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children under the age of 15. In addition to that, Dzilankhulani and Chilemba (2006)

found that 90% of young people surveyed found VCT services important, but very

few reported having gone for VCT, citing common barriers, such as lack of

con?dentiality in VCT rooms and fear that the community may look on them as

promiscuous youth if they are seen at a VCT centre.

Condom use is a highly sensitive issue among adolescents. To ensure that adolescents

are protected against HIV, there is need to intensify health education about the

importance of consistent and proper use of condoms within relationships (Munthali er

al., 2004). Maluwa Banda and Lunguzi (2002) revealed that girls reported that they

fail to negotiate the use _of condoms because boys perceive girls as prostitutes if they

ask a boy to use a condom.

There are two concems with regard to condom use among adolescents. First, the

socialization process, which involves various forms of initiation ceremonies,

reinforces the dominance of men and boys and subordination of women and girls in

sexual relationships, which is likely to weaken women’s autonomy and latitude to

negotiate sex (Munthali et al., 2004). Hence girls, particularly in the traditional rural

areas, lack power to negotiate at all, whether they wish to abstain or to use a condom.

Female condoms give girls a chance to control their sexuality. Unfortunately, they are

not as widely available as male condoms. The other concem is that there must be

excellent communication between sexual partners. M. Chimombo and Ocheng

(2006:9) argue that “unless an adolescent boy has excellent communication with his

partner, even if he has the skill of putting on a condom, in the rush of sexual arousal

he may well forget, intentionally or unintentionally, to put it on.” The two issues are
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related to the use of substance abuse and related co-risk factors discussed below.

2.3.2 Adolescent substance abuse

In research on whether adolescents in primary and secondary schools ever abused any

ofthe drugs often abused by the youth and adults, Chakwera and Gulule (2007) found

that the most abused drugs by adolescents in schools are chamba (Indian Hemp)

(14.6%) and alcohol (10.5%). The percentages for use of cocaine and heroin are low.

Of particular concern ‘isthe fact that chamba and alcohol are readily available.

However, this research did not tackle why the adolescents engaged in substance

abuse.

A greater concern is the age at which adolescents have their ?rst alcoholic drink.

Munthali et al. (2006) reported that 16% of the females and 20% of the males

admitted having tried alcohol. Eleven percent of those females and 15% of those

males had their ?rst alcoholic drink before the age of 11. Furthermore, 1% of the

females and 3% of the males had ever tried any other type of drug. There is a

possibility that drug and alcohol abuse may be underreported, because adolescents

would wish to conceal such information, given the social inappropriateness of their

use (Chakwera & Gulule, 2007).

One common reason why the youth engage in substance abuse is the desire to

experiment. For example, Kamikunde et al. (in UAC, 200517) say that:

Youth take drugs not because they taste good but because they want to

know how they feel after. They have been told that the feeling is very

nice Taking dangerous drugs or alcohol makes someone lose sense

ofjudgment and self-control.

Other studies have acknowledged substance abuse as a co-factor in risky adolescent
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behaviour, for example, Munthali et al. (2006131) 1‘€pOI‘tthat:

The use of alcohol and drugs can impair one’s sense of judgment and

can make one more likely to indulge in risky behaviours and practices,

such as having sex with someone they do not know very well or having

sexual intercourse without using a condom
...

The danger with taking alcohol is that it predisposes women and girls to HIV

infection because men who take alcohol seek them out for sex (UAC, 2005).

2.3.3 Other adolescent risk co-factors

M. Chimombo and Ocheng (2006) listed a number of other factors which may lead

young people, voluntarily or involuntarily, into high risk behaviours. These include

lack of gender equity; lack of access to adequate, recent information; lack of

understanding of the media; lack of access to income; lack of skills to resist negative

peer and other pressures.

Young people lack information because often the very people whom they expect to

give them information, such as teachers and parents, are too embarrassed to share it

with them:

“There is no aunt or any relative to counsel me on what it means to

grow up. Parents expected this subject to be covered at school and the

school leaves it to parents. Hence I have been left to find out answers

in books, or else through friends who have a 90% misconception about

the whole issue.” (Rosemary 0.0. Kenya) (WHO, 1993)

The issue here is to make sure that information which is accurate and complete is

given in a manner that is appropriate for the age of the recipient. However, young

people lack access to information through education, because while free primary

school education is credited with a large increase in enrolment in 1994 and 1995, the

increase has been at the expense of education quality, which has contributed to high
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dropout rates. Adolescent males attend school more than females, with a percentage

of 78% against 58% respectively (Munthali et al., 2006). In addition, Munthali er al.

(2004) say that higher levels of education are associated with relatively late initiation

of sex and less pre-marital sexual intercourse for women, hence reducing the risk of

HIV infection.

The media provide information, but messages are not clearly targeted, or they are

targeted, but the wrong target is also able to pick up the information:

Audience segmentation is important as it will enable one to understand

the target audience and tailor messages related to their behaviour.

(Steadman & Associates, 2004141)

The nature of advertising is such that it tends to provide incomplete information. In

research conducted by, Kadzamira et al. (200l:20), a teacher commented on the

confusions and tensions surrounding condoms: -

“Most magazines say that condoms are not 100% safe, while the radio

programmes emphasize the use of condoms as ifthey are 100% safe."

The concern here is NOT the use of condoms, but how ACCURATE is the

information provided. For instance, although it is true that condoms are highly but not

100% effective in the prevention and transmission of HIV, they are not nearly so

effective in preventing the transmission of other sexually transmitted infections

(STIs), such as genital 'warts (human papilloma virus [HPV]) (Focus on the Family,

1999). This STI has open sores which can provide an entry point for HIV, even when

having protected sexual intercourse.

The intemet has become the greatest medium for pornography. Pomography promotes

sexual promiscuity and incestuous sexual relationships (M. Chimombo & Gulule,
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2005). The issue here is that with easy access for the adolescents to pom sites on the

World Wide Web, through cell phones and internet cafes, they get sexually aroused,

which can lead them to abusive sexual behaviours without protection.

Poverty is a major risk factor, especially for girls who are orphans. Munthali et al.

(2004:l6) mention this factor:

The social economic forces put adolescent girls in particular in a

situation where they have to bargain their moral values just for

survival; as a result they ?nd themselves involved in nonconsensual

relationships with more than one man.

Another signi?cant factor in the transmission of HIV and AIDS is lack of skills to

resist pressure to engage in risky behaviours, whether from peers or from others.

Munthali er al. (2004) indicate that there is pressure on both females and males to

have sexual relationships from other youth who have already started sexual relations.

In addition, there is the pressure to continue practicing traditional rites, such as

initiation ceremonies. For example, female initiates are encouraged to experiment

with sexual intercourse through a process known as kuchotsa fumbi (“removing dust,”

i.e. breaking the hymen) (Munthali er al. (2004).

The Behaviour Surveillance Survey (BSS) report (2004) indicated that some teachers

in secondary schools reported having knowledge of some teachers who had sex with

their students, which placed students at risk of acquiring or transmitting HIV.

Similarly, USAID (2007), in research on school related gender-based violence in

Machinga District, revealed that most of the reports of male teacher behaviour

involved female pupils, including: having sex with pupils (96%), propositioning

pupils (94%), directing sexual comments at pupils (91%), and sexually touching
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pupils (87%). Of concern is the fact that approximately half of the incidents of male

teachers propositioningand having sexual relationships with pupils (59% and 48%

respectively) took place within a short period of l2 months prior to the research.

Finally, negative childhood experiences expose the youth, particularly young women,

to dangers like being physically or sexually abused. This increases the probability of

engaging in risky behaviour later in life (Munthali et al. 2006), hence contracting

HIV.

All of these factors are closely linked and cannot be separated from the important

issue of gender equity (Kadzamira et al. 2007). Munthali et al. (2004:l3) report:

Indeed, the counseling sessions and the whole process of socialization

are entrenched in cultural values that tend to emphasize and strengthen

the dominance of men and the subordination of women and girls in

sexual relationships. Cultural nomis are widely held that women

should be inexperienced and na'1've in sexual matters and that pleasing

men is the primary goal of sex.

Life Skills Education programmes must therefore address gender equity, contribute to

a safe environment for young people both in school and in the community, and

strengthen young women’s ability to think and act in ways to protect themselves

(USAID, 2002). All the above risk factors are worse for orphans and all out-of-school

children (Kadzamira et al., 2001).

2.4 HIV and AIDS Prevention Programmes

Gulule (2003) describes HIV and AIDS education programmes and activities in

Malawian secondary schools. Three hundred and thirteen students and l8 teachers

drawn from 5 secondary schools were involved in the study. The most significant
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outcome of the HIV and AIDS interventions was that “students and teachers at all

schools have a positive attitude towards AIDS education in spite of the serious

operational problems that AIDS education is facing” (Gulule, 2003:ix). Unfortunately,

AIDS education had little impact on sexual behavioural change of students, due to the

nature of syllabuses, lack of resources and general inactivityiofthe programmes.

Guidelines for AIDS Toto (Anti—AIDS)Clubs in Schools/Institutions (UNICEF, I997)

provides useful information on suggestions for club activities such as drama activities,

writing and performing songs, holding quizzes or debates, and playing games. Of

more signi?cance is the value of peer education in promoting open discussion of

sexual issues, at the same time ensuring that the discussion is accurately infonned.

In the early years of the ?ght against HIV and AIDS, the solution was to introduce

targeted HIV and AIDS programmes, hence AIDS booklets were producedto increase

pupils’ awareness about the disease, which were used in AIDS education (Gulule,

2003). However, accurate information to effectively prevent HIV infection is not

sufficient. “Evidence shows that prevention infonnation must be coupled with

everyday skills to increase the likelihood that individuals will translate their

knowledge into action” (USAID, 2002).

For the above reasons, prevention programmes moved towards teaching life skills

“[t]o provide young people with skills that would enable them to translate knowledge

of HIV and AIDS into sustained risk-reduction behaviour” (UNICEF, 2003:7).

Furthermore, M. Chimombo and Ocheng (2006) emphasize teaching life skills for

prevention of ALL risky behaviours, not just those leading to HIV and AIDS and

other STIs. Thus the Youth Alert magazine, My Lzjé My Future (2004), and
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facilitator’s guide (2004) contain a lot of information on how the youth can acquire or

teachers can teach life skills to prevent risky behaviours.

2.5 Life Skills Programmes

Over the past 15 years both secular and Christian life skills programmes have been

produced across Africa.A secular life skills programme is one where the skills are

presented exclusive of religious matters, whilst a Christian life skills programme has

Biblical principles as its basis for developing character (Day & M. Chimombo, 2005).

2.5.1 Secular Life Skills Programmes

Typically, in a secular life skills programme where the skills are presented exclusive

of religious matters, the_skills—-whetherfacts, feelings, or actions»are merely listed,

and are not presented as in any way interrelated. One such notable programme is,

according to Visser (2005), South Africa’s Life Skills and HIV and AIDS Education

preventive programme, which was implementedin secondary schools as a strategy to

combat the spread of HIV and AIDS among school-going young people in South

Africa. As part of a joint effort of the Departments of Health and Education, two

teachers per school were trained to implement life skills and HIV and AIDS education

in schools as part of the school curriculum. Implementationof the intervention was

evaluated in 24 schools in two educational districts in Gauteng province, using an

action research approach. However, results showed that the programme as

implemented in the area did not succeed in changing high-risk behaviour patterns

among school-going young people.
-

As any secular life skills programme, the LSE curriculum producedby MIE provides
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life skills training to Malawian secondary teachers, who then teach the students. The

skills are merely listed and are not presented as in any way interrelated.A stand-alone

subject, Life Skills Education and Sexual and Reproductive Health for the Malawi

Junior and Senior Secondary, provides a scope and sequence chart, the actual syllabi,

which include skills, topics, speci?c objectives, content, suggested teaching and

learning activities, suggested teaching and leaming resources and suggested modes of

assessment on the following themes (MOEST, 200lb), corresponding to WW?’s key

concepts, as shown in Table 2.1 below. (Note: WW? has one additional key concept:

Human sexuality is leamed.)

Table 2.1: LSE Curriculum Themes and Corresponding WW? Key Concepts

Item LSE Curriculum Themes WW? Key Concepts

l Con?ict resolution A clean heart for a new start

2 Problem solving and decision

making

The virtue of values

3 ‘ Entrepreneurship Human dignity calls for

responsibility+ Servant leadership

4 Communication Cultural boundaries——cultural

CXpI'€SS1OI1S

5 Self-awareness and self-esteem Human dignity

6 Stress and anxiety management Basic human needs

7 Peer pressure resistance and

assertiveness

Concem and in?uence

8 Critical thinking The mind matters

9 Interpersonalrelationships Human dignity in relationships +

Family re?ects the image of God

i

l0 Creative thinking Human dignity calls for

responsibility+ Vision and virtue

1 l Empathy and tolerance Love provides and protects + Love

is a choice

The rationale for Life Skills is to provide skills that will help young people to

overcome obstacles, avoid risky situations, develop and sustain positive behaviour

throughout their life time (MoEST, 2001b).
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Of particular signi?cance is the fact that secular teaching propagates the Values

Clari?cation approach, to enable young people to “build their own value system”

(Vitz, l992). The three ,processes of the valuing system, each with sub-categories, are

as follows:
t

Choosing one’s beliefs and behaviours

0 choosing from alternatives

0 choosing after consideration of consequences

0 choosing freely.

Prizing one’s beliefs and behaviours

0 prizing and cherishing

0 publicly af?rming, when appropnate

Acting on one’s beliefs

0 acting

0 acting with a pattem consistency and repetition

(Adapted from Vitz, 1992)

Instead of teaching students particular values, the goal is to help students apply the

seven elements of valuing to already formed beliefs and behaviour pattems and to

those still emerging (Vitz, l992:45). He adds that each student picks his or her own

values (personal relativism), which leads to arbitrary authority and social anarchy. In

other words, it is possible for a student to choose to cheat in exams, to say yes to

drugs, to engage in homosexuality-—all these are okay if values are up to each person.

Therefore, the Values Clari?cation approachmust be carefully reevaluated. Character

education is of more value for implementation in schools. As Vitz (1992158)

concludes “Better good character than smart thinking, better right behaviour than

26



,

cognitive dilemmas.” Of importance is the fact that students are taught character traits

such as courage, honesty, altruism and self control. Few people would dare to

seriously argue in public that these are bad (Vitz, I992).

Another report of signi?cance for the purposes of this study is an assessment

conducted by UNICEF,(2002) of 60 life skills education materials in 12 countries in

East and Southern Africa, on a quality checklist of six maincomponents: Knowledge,

Gender sensitivity, Methodology, Behaviour change, Attitudes and Skills. Especially

relevant are the assessments of three types of Malawian materials: (a) MoE (2000)

Life Skills Education training manual, (b) MoE (2001), Life Skills for You and Me, a

teaching manual (c) NACP & UNICEF (1997), EDZI TOTO: A Handbook for Anti-

AIDS Clubs. The resource that scored highly on all criteria was (b), achieving 81 out

of a possible 95; followed by (c) and (a) achieving 51 and 36 respectively. In fact,

Malawi scored consistently among the top five on average. Especially noticeable is

the score on Methodology on (b) and (c), because the materials advocate participatory

teaching-learning methods, such as role playing. In addition, the materials have

developed lesson plans for teachers that detail how to use participatorymethodology

in the teaching and learning process.

However, behaviour change was low, with the average score of 4 out of l0 (UNICEF,

2002) for the following reasons:

l. LS/SRH [Life Skills/Sexual and ReproductiveHealth] education has been

accorded little support as supervisionwas reported generallyinadequate or

lacking.

2. Not all teachers are trained in LS/SRH, but the content calls for new
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approaches/methodologieswhich many teachers may not be familiar with.

3. Inadequate resources for the teaching of LS/SRH Education.

4. At secondary level, Form 3 and 4 textbooks re?ected social studies rather

than LS/SRH education.

5. University graduates who are expected to teach LS/SRH education in

secondary schools are exposed to LS/SRH education issues through a

methodology course in Social Studies hence they are ill-prepared because

they lack necessary content in LS/SRH education.

6. Since the LS/SRH subject is core but non-examinable, neither teachers nor

pupils have taken it seriously, it gets easily sidelined when time and

staf?ng are constraints.

(Summarizedfrom Chakwera & Gulule, 2007)

In addition research conducted by Maluwa (2007) revealed that there was no

widespread change in behaviour amongst the youth despite the introduction of Life

Skills Education at secondaryschool level in 2003.

2.5.2 Christian Life Skills Programmes

The WW? life skills programme started in 1995. It is a stand-alone subject and a

fully-?edged life skills curriculum, providing a systematic syllabus, and more

importantly for overstretched teachers, complete lesson plans, for one lesson per week

in each full year (three terms) of schooling from the ?fth to twelfth years, i.e. 10- to

20- year-olds, in addition to a 6-week post ‘O’-level course (for ‘A’ level students in

those countries which offer ‘A’ levels, and for ?rst year college students elsewhere),

and pre- and in-service teacher training programmes (M. Chimombo and Ocheng,
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2006113). WW? puts allessentiallife skills, i.e. knowledge, desire, and skills—and in

fact all disciplinespinto one integrated framework, rather than the fragmentation of

the secular approach. T.he “Components of good character” framework for life skills

reproduced in Figure 2.1 below comes from a Focus on the Family publication, N0

apologies: the truth about lye, love, and sex (1999). This to some extent parallels the

comprehensive life skills framework identi?ed for the current research.

WW?’s three-pronged approach to behaviour change education includes three

interrelated circles of —>MORAL KNOWINGHMORAL FEELINGHMORAL

ACTION<— as shown in Figure 2.1 below.

Moral Knowing <"r::> Moral Feeling

.
Moral awareness .

Conscience

. Knowing moral values .
Self-esteem

. Perspective-taking . Empathy

Moral reasoning Loving the good

Decision-making Self-control

Self-knowing Humility
?‘S":“‘*"°"‘.°‘$1‘?°

°""" Moral Action

1. Competence
2. Will

3. Habit

Figure 2.1: Comprehensive Life Skills Framework for WW? (Adapted from Focus

on the Family, l999)

An alternative representation of the above framework, shown in Table 2.2 below.

reveals the clear link between each of the subcategories of skills: each sub-category is

linked both horizontally, within its category, and vertically. across the categories.
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Table 2.2: Comprehensive Life Skills Framework for WW?

Moral knowing Moral feeling Moral action

1. Moral awareness :> 1. Conscience :> 1. UCompetence

2. Knowing moral values :> i2. Self-esteem :>

3. Perspective-taking:> 3. Empathy :> 2. U Will

4. Moral reasoning :> 4. ‘V Loving the good :>

5. Decision-making :> 5. Self-control :> 3. U Habit

6. Self-knowing :> 6. Humility :>

One example will suffice. If one makes a decision (Moral knowing), such as stopping

drinking beer, one needs self-control (Moral feeling) to implement that decision over

a period oftime, in order for it to become a habit (Moral action).

Notice how some of the life skills listed in the section on secular life skills

programmes above may be subcategorized within one superordinate life skill. Take

two examples. within the category of Moral knowing:

¢ Moral reasoning:

1. Critical thinking

o Ways of alleviating the impact of HIV and AIDS on the nation and the

world

o Harmful cultural traditions

2. Creative thinking
.

0 Mismanagement of resources e. g. bribery and corruption, fraud

0 Decision-making:
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l. Problem solving and decision making

0 Sexuality problems associated with teenage sex

o Reasons to susceptibility to sexuality problems

o Making rational decisions in solving sexuality problems

2. Peer pressure resistance and assertiveness

o Negative effects of peer pressure e. g. early sex, abortion

0 Ways of resisting negative peer pressure

3. lnterpersonal relationships

(MOEST,200lb: 22,27)

The rationale for WW? is to give youth sensible reasons to wait so they can make

informed decisions regarding their future not just admonishing them against harmful

behaviour but also extending to providing hope for a joyful and ful?lling marriage,

which comes from making moral choices (Day & M. Chimombo, 2005)

The goal is to encourage the development of character which results in behaviour that

will be bene?cial not only to the individual in his/her own life, but also to the lives of

his/her fellow human beings. The objectives are to transfer to students knowledge,

skills, and desire: _

0 Knowledge of what to do and why

I Skills of how to do it

0 Desire to do it

Day and M. Chimombo (2005) further confirm that:

0 The SAFE Programme is faith-based because throughout history and in the

various cultures, religion has been a primary in?uence in shaping moral values

and behaviour.
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v The WW? Curriculum uses the Bible as a major text because it has been attested

to as being historically reliable, not only in regard to historical events, but also in

its principles, which address the nature of humanity and basichuman needs.

0 The programme uses Jesus Christ as the primary model for character because

history has borne testimony to both his character and his impact on mankind.

0 In order to contextualize the Biblical principles, the curriculum uses African

stories and proverbs.

Of particular relevance is the fact that WW? includes Biblical examples in its

curriculum. This is because character- or moral education, as well as Religious

Education, were all precursorsof Life Skills Education. Educators of the I9“ century

believed almost unanimously that moral education cannot be given without it being

rooted in religion (Kaestle, l984:l03). In fact, moral education in many cases was

seen to be more important than intellectual education, a practice which was especially

emphasised by Horace Mann (Hunt & Mullins, 2005133). In other words, moral

education was considered to be the heart of the curriculum (Hunt & Mullins,

2005145).

Signi?cant changes of behaviour in students have been reported following the

introduction ofthe WW? programme in Malawian schools (e.g. M. Chimombo, 2005;

SAFE, 2007).

2.5.3 Transformation of the Mind Needed in Life Skills Programmes

Most prominent in the entire secular life skills programme is the fact that the

knowledge levels amongst students are high but behavioural change is limited. This

calls for what is really important in changing the behaviour of our students.
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Knowledge is not enough to change behaviour, as Pendame comments (NAC, 2003:

III):

Any communication intervention that focuses on in?uencing

individual behaviours of intended audience alone, without addressing

underlying social factors that shape such individual behaviours, is

insufficient and elusive Most experts assume that creating

awareness on HIV and AIDS and SRH issues through media

campaigns will automatically lead to behaviour change. In reality this

is unlikely.

Similarly, WHO (2002) contends that in reality knowing what to do is quite different

from doing it and increased awareness and education about healthy behaviour have

been a notoriously insufficient basis for individual or family action, though they are

essential steps in the process towards practising healthy behaviour. “Regrettably, an

informed and educated individual is not necessarily a behaviourally responsive

individual” (WHO, 2002162).

Therefore, in addition to information and knowledge, adopting and sustaining new

behaviour also requires motivation and support, a forum to practice the new

behaviour, and an enabling environment in which this new behaviour can take place

and be sustained (NAC, 2003110). HIV and AIDS is essentially a behaviourally

transmitted disease. Promoting the use of condoms does not address the causal factor.

It advocates a technical solution to a problem that can be addressed only by

fundamental changes in social attitudes, values and behaviour. This is the intent of a

moral value worldview. What is really needed is a transfomiation of the mind, a

change in worldview (Day, 2008) Hence, life skills programmes should aim at

building into a young person a belief system and values that result in positive

behaviour, which in turn will contribute to meaningful relationships and then

development of both human and natural resources (Day & M. Chimombo, 2005).
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Therefore, there is need to transform the mind of students through changing their

worldview, i.e. their perception of reality.

A worldview may be true, partially true, or entirely false; it may be held consciously,

unconsciously, or subconsciously; it may be consistent or inconsistence (Sire, 1990).

A person’s worldview detennines his or her beliefs and values that are expressed in

his or her behaviour (Day & M. Chimombo, 2005).

2.6 Peer Education Programmes

Peer education plays an important role in the ?ght against HIV because it provides

knowledge and skills. USAID (2002) emphasises the use of a peer education

component in that well-trained and supported peer educators can supplement

classroom work and allow young people to ask questions one-on-one, since they listen

to their peers and use the same language, hence in?uencing behavioural change.

Bandura’s (1969, 1977, 1997) social learning theory demonstrates how some

signi?cant people serve as models to others, eliciting behaviour change in certain

individuals by example, impacting those individuals’ values and interpretation.

Similarly, Rogers (1983) tells us that “some opinion leaders from a given population

act as agents of behavioural change by disseminating information and in?uencing

group norms in their community.”

Both Bandura and Rogers highlight the fact that the agents of behaviour change,

whether teachers or peers, MUST be role models who, apart from disseminating

information, should in?uence the attitudes and practices of the people in the

community (USAID, 2002). Generally, a person is more likely to change behaviour
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by observing good role models without information than by learning information from

poor role models.

All the same, information remains crucial, and the Youth Alert! Peer Education

programme, a programme for school-aged adolescents, uses school visits, a weekly

radio magazine show, an activity booklet, and educational events to get across the

messages about HIV and AIDS prevention (USAID, 2003). The Youth Alert!

Facilitator’s Guide and magazine make valuable resources for peer educators and

those who train them, because they provide answers to the questions adolescents ask

most frequently, for example, questions about growing up, male and female

relationships, sexual relationships, pregnancy, drugs and alcohol abuse. The

facilitator’s guide has already prepared lesson plans; whilst the magazine has

activities to test understanding. These booklets are useful because of their local

perspectiveon the range of issues covered.

Another peer education programme, Mnzake ndi Mnzake, is a Global Primary Health

Care Approach initiated by Kamuzu College of Nursing (2002). Its aim is to help

young people reduce their chances of getting HIV and AIDS. The programme trains

peer educators who in turn educate others on issues conceming HIV and AIDS at all

levels. Parents, traditional leaders and the youth are all involved as peer educators.

They are sent into the community to teach other villagers on issues on HIV and AIDS.

2.7 The Ugandan Experience

Particularly relevant are the lessons learnt from Uganda. The core of its success story

is a big “A”, big “B” and little “c” (Petterson, n.d). An excerpt from a summary
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document of a USAID meeting reads:

Now considered to be one of the world’s earliest and best success

stories in overcoming HIV, Uganda has experienced substantial

declines in prevalence, and evidently incidence, during at least the past

decade, especially among younger age cohorts estimates by the U.S.

Census Bureau/UNAIDS are that the national HIV prevalence peaked

at around 15% in 1991, and had fallen to 5% as of 2001. (Hogle, 2002:

2)

Dr. Edward Green explains Uganda’s success as follows

Uganda’s president set the example for the nation with his matter-of-

fact approach in dealing with the HIV threat, and inspired thousands of

community, religious, and government leaders to talk candidly to

people about delaying sexual activity, abstaining, being faithful, ‘zero

grazing’ and using condoms. Mainstream faith based organizations

wield enormous in?uence in Africa. Early and significant mobilization

of Uganda’s religious leaders and organizationsresulted in their active

participation in AIDS education and prevention activities. (Quoted in

Day, 2008:75)

Dr. Green in LifeSite News (2007) comments that the Ugandan success, based as it is

on sexual abstinence and marital ?delity, “directly challenges core values and

attitudes enshrined by the westem sexual revolution.” He further states, “How

infuriating (to those holding this view) that an approachnot funded by the big donors

and scoffed at by foreign experts should prove to be the very thing that worked.”

However, it is due to Washington’s public health bureaucracy, opposing sexual

responsibility programmes~preferringcondom give-a-ways-—thatabstinence

programmes are declining. This was testified to by an advisor to Ugandan First Lady

Janet Museveni, Martin Ssempa, appearing before a U.S. House Committee on

International Relations in 2005:

Today the abstinence messages are gone Gone are the ‘AIDS kills’

ads waming teenagers to abstain. Gone are the signs that once wamed

drivers to ‘drive home to your wives.’ The abstinence billboards have

been replaced with new bill boards advertising condoms like ‘So
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strong, so smooth’ and the HIV rate has begun to tick upwards.

(World, 2005125)

Yet Green (2007) reports,

In every example where we have prevalence decline in Africa, we also

see two signi?cant behavioral changes during the ?ve years earlier:

decrease in percentage of men and women who report more than one

sexual partner, and decrease in percent of unmarried youth who report

sexual intercourse last year. There are no exceptions. However, the

same cannot be said for changes in condom use.

2.8 Training of Teachers

Life Skills and SRH constitute new areas of knowledge which call for new

approaches to ensure effective teaching and learning, hence retraining of teachers is

important for any changes in the curriculum. Roberts et al. (2006) have observed that

the curriculum and textbooks are mediated by teachers, and it is often teachers’ skills

that determine the quality learning experiences, hence teacher competence in a range

of pedagogiesand teaching methods is crucial.

Thus, it is not surprising that Kadzamira et al. (2001) revealed teachers’ demand for

retraining prior to the introduction of Life Skills Education. In addition, the study

showed that it was important to make training materials and textbooks available.

In order to effectively facilitate life skills, teachers must address their own attitudes

and vulnerability towards HIV. USAID (2002125)argues that

teachers must learn to confront their own fears about HIV as well as

their negative attitude towards those with HIV and towards adolescent

sexuality. They must acknowledge the ways in which HIV personally

affects them.
'

Of particular concem is to train teachers with an interest in adolescent reproductive
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health, a healthy rapport with students, and the ability to be nonjudgmental,as some

may not be effective because they are uninterested in or embarrassed by the topic, or

they may not even have the trust of young people andiparents (USAID, 2002).

Kadzamira er al. (2001) revealed lack of comfort with the topic of adolescent

sexuality as one of the reasons why teachers do not teach life skills.

2.9 Policy Implementation Challenges

2.9.1 Political Mobilisation Challenges

Political mobilisation is one of the planning tasks that is difficult in the planning of

policy implementation.Haddad (1995136) argues:

One important strategy for mobilizing political support is that of

involving groups affected by the new initiative in the planningprocess.

This will pay dividends not only in the form of enhanced support, but,

more likely, in terms of an improved policy design.

Of relevance is the fact that teachers and students, as key stakeholders, must be

involved in both the development and implementation of the curriculum. USAID

(2002) encourages the involvement of young people and teachers in curriculum and

materials design, selection, and adaptation. Youth-driven approaches are particularly

critical to curriculum development, because adult-led interventions are not meaningful

to a youth culture with its distinct language and conduct, hence youth must lead the

adults through their world for messages to be appropriate and relevant (NAC and

MoH, n.d.). In addition, USAID (2002) supports the inclusion of concems in

curricula, such as pregnancy and STI prevention. Community panicipationin the

implementation of Life Skills Education programmes is also important. The

interaction allows the community to be involved in curriculum modifications, thus
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making the course more relevant to the local culture and increasing the likelihood that

it were taught (USAID, 2002127).

2.9.2 Curriculum Implementation Challenges

Various authors have understood the concept of curriculum implementation

differently. Fullan (2001) describes implementation as a process of putting into

practice an idea, programme, or set of activities and structures new to the people

attempting or expected to change. Ndawi’s (1994) de?nition of curriculum

implementationis based on the model of its development in terms of whether teachers

were involved from the beginning or handed over the end product to be implemented.

The role of the teacher is of great importance when implementing the curriculum,

because the way the teacher views the curriculum will determine how much is

achieved (Aubusson 8; Watson, 1999). Of relevance to this study is the fact that

teachers are not consistently teaching Life Skills in Malawian schools because it is not

an examinable subject, and most teachers would rather concentrate on examinable

subjects (Dzilankhulani& Chilemba, 2006). In fact, it makes no difference how good

the curriculum is if teachers do not use it (Glickman, 1990). Curriculum

implementation takes place at classroom level. Glatthorn (1994) observes that

curriculum implementationincludes the provisionof organised assistance to teachers

to ensure that the newly developed curriculum and instructional strategies are

delivered effectively at the classroom level.

Different obstacles to the implementationof the new curriculum have been identi?ed

in different literature. Bennie and Newstead (1999: 1 50) observe that

The introduction of a new curriculum poses a range of challenges to

teachers with regards to underlying assumptions and goals, the subject

demarcations, the content, the teaching approach and methods of

assessment.
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The context in which teachers implement a curriculum and teachers’ background

knowledge both pose challenges to curriculum implementation.One of the problems

which often arise during implementation of a new curriculum is inadequate

knowledge on the new content (Van Driel et al., 2001). Similarly, Maluwa (2007)

observed one of the challenges of the implementation of the LSE curriculum at

primary school level in Malawi was lack of teacher orientation to improve their

knowledge and competence;and Kadzamira et al. (2001) reported that most teachers

are ill-preparedto teach the HIV and AIDS curriculum, statingthat 90% of secondary

school teachers said that they were not properly trained. In view of the foregoing

observations, it is necessary to assess the curricular implementationchallenges facing

Life Skills Education at secondary level in Malawi.

2.9.3 Availability of Resources

Another challenge is that of ensuring availability of teaching and leaming resources.

Teachers are often frustratedbecause the needed materials to implement the

curriculum are not at hand (Glatthom, I994). Dzilankhulani and Chilemba (2006)

have reported inadequate materials for Life Skills Education in some schools as one

of the challenges. However, Ndawi (I994) observed that in developing countries

curriculum innovations start with donor funding but afterwards countries are required

to sustain the implementationon their own. This results in unavailability of material

resources; hence the quality of the implementationof the curriculum innovation is

compromised.It is one of the objectives of the study to assess how the resources were

mobilized for the teaching of LSE in comparison to WW?
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2.10 Monitoring and Evaluation of Life Skills Programmes

A signi?cant issue in the introduction of new curricula and/or school-based activities

is whether implementation actually happens. Gulule’s (2003) study, for example,

showed that, while many teachers included the HIV and AIDS topics in their schemes

of work for subjects such as Biology, frequently the topics were not actually taught,

for a wide variety of reasons, such as attendance at funerals, death of a student, and

other disruptions to the normal class schedule. In addition, while many schools

claimed to have HIV and AIDS and life skills clubs, such as AIDS-toto and WHY

WAIT? Clubs, the students often reported that the clubs were inactive.

A similar problem is highlighted in a brief MIE report (November, 2005) on the

implementationof Life Skills Education at Junior Certi?cate of Education Level in

Shire Highlands and South West Divisions. For example, only 15 out of 30 schools

visited had started teaching Life Skills Education at senior level.

These two studies serve to emphasise the cmcial importance of ongoing monitoring

and evaluation, as well as assessment of key HIV and AIDS and life skills topics, in

any plans to introduce the HIV and AIDS-responsive curricula. The WHY WAIT?

trainers manual provides a useful guide for observation and evaluation of life skills

lessons (Chaluluka & M. Chimombo, 2007).

2.11 Chapter Summary

The chapter discussed the generalbackgroundto HIV and AIDS in Malawi. Research

into adolescent risk factors in Malawi has been reviewed to supplement the study of

levels of student attitudes and knowledge of HIV and AIDS and life skills. Then,
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materials and programmes for the prevention of HIV and AIDS and subsequently

those for Life Skills Education, speci?cally secular and Christian Life Skills

Education programmes, have been described. Finally, research on training of teachers;

policy and curriculum implementation challenges, and ?nally monitoring and

evaluation of Life Skills programmes have been considered. The review has linked

the current study to similar studies that were conducted in the past so as to create a

sure foundation.
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CHAPTER 3

STUDY DESIGN AND METHODOLOGY

3.1 Chapter Overview

This chapter details the methods and procedures adopted for collecting and generating

data. The chapter opens with a brief overview of qualitative and quantitative

approaches, and a number of issues related to design and methodology are discussed.

These issues include an overall approach and rationale of the study, the setting and

population of interest, sample and sampling procedures that were used, data collection

methods, data analysis procedures, ethical considerations that were made and

limitations oftlie study.

3.2 Overall Approach and Rationale

The study used a mixed methods approach to collect and analyze both quantitative

and qualitative data, in order to gain a deeper understanding of and insight into the

process of implementationof Life Skills Policy. Knowledge claims were thus based

on pragmatic grounds.
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3.2.1 Type of Mixed Methods Design

The type of mixed methods design was concurrent nested strategy, where both

qualitative and quantitative data were collected simultaneously. Quantitative is

embedded within the predominantmethod, qualitative, as shown in Figure 3.1 below,

to seek information from different levels (Creswell, 2003). This strategy was

employed in order to utilize different methods to study different groups. For example,

curriculum specialists, 1\/IoEST officials and head teachers were interviewed

qualitatively, while teachers and students were studied both quantitatively using

questionnaires and qualitatively using classroom observation (C reswell, 2003).

Quantitative

Qualitative

Figure 3.1: Concurrent Nested Strategy

First. literature on the historical background of Life Skills policy. LSE and WW‘? was

collected and reviewed. Then interviews with stakeholders involved in curriculum

development and implementation were conducted. Curricula documents for both LSE

and WW? curriculum were reviewed. Finally, the actual teaching of two similar topics

in LSE and WW? was assessed through classroom observation and interviews with

head teachers were conducted. Later, quantitativedata was collected from additional

teachers and students to check on actual implementationat classroom level. Table 3.1

shows a summary of data types below.
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Table 3.1: Summary of Data Types

Time Frame Data Types Data Collection Instruments

July-August2008 Qualitative Interviews schedules

September 2008 Qualitative Document Analysis
&

. .

Interview schedules
uantitativeQ

,

Classroom Observation

October-November Quantitative Questionnaires with closed and

2008 & open ended questions
Qualitative

3.3 Setting and Population of Interest

The research was conducted in four secondary schools: one secondary school in South

West Education Division (SWED); and three secondary schools from two districts in

South East Education Division (SEED). These schools were chosen to give a broader

perspective on how LSE and WW? have been implemented in classroom. In addition

to the secondary schools, the study involved of?cials from'MIE and MoEST. It also

involved Head teachers as well as teachers teaching LSE and/or WW? in SEED and

SWED.

3.4 Sample and Sampling Procedures

3.4.1 Key Informants

The study used non-probabilitysampling. Speci?cally, samples were identi?ed using

purposive sampling so as to identify key informants who had technical infonnation,

experiences and insights which were of central importance to this study (Gay &

Airasian, 2003). Through purposive sampling, officials and curriculum specialists
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from MIE and SAFE, officials from the MoEST and head teachers from two

secondary schools in SEED and two secondary schools in SWED were interviewed.

3.4.2 Schools

Two secondary schools, one conventional day secondary school in SWED and one in

SEED, were purposively sampled to target WW? trained teachers; and one day

secondary school and one CDSS from one district in SEED targeted teachers teaching

LSE. The teachers re?ect the key characteristics under study (Cohen et al., 2000).

3.4.3 Students and Teachers

Probability sampling was used on the assumption that the population selected for the

sample could be used to generalize to the population as a whole (Cohen et al., 2000).

Speci?cally, systematic random sampling was used. Class lists for students in Forms

l and 3 in the selected secondary schools in SEED and SWED were collected. Every

nth student was chosen from the class lists, which were arranged in alphabetical order.

Twenty students from each school were chosen, ten in each fonn, making a total

sample of 80 students. This gives each individual an equal probability of being

selected and the sample can be generalizedto a larger population (Creswell, 2003).

Twenty teachers, ten for LSE and ten for WW? were sampled, ?ve of each from each

division. Lists of teachers teaching LSE and WW? in different secondary schools

were collected from SEED and SWED respectively. Through systematic sampling

every nth teacher was chosen to con?nn information on the implementation and

impact of the two subjects.
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3.5 Data Collection Procedures

3.5.1 Desk Research
\

Qualitative data on the historical background of both cuiricula—LSE and WW?-—

were collected through thematic text analysis of documents. There was also a

systematic analysis of the two curricula, which were compared for approaches and

content coverage of the national syllabus for Life Skills Education.

3.5.2 Structured Interviews

Interview schedules were developed. Thereafter, the researcher piloted the

instruments using two head teachers in secondary schools within Zomba City, one

curriculum specialist from MIE, one Senior Education Methods Advisor. (See

Appendices l, 2 and 3 for the Interview Schedules.)

Then, structured interviews were held with the puiposively sampled curriculum

development stakeholders for both LSE and WW? The researcher took notes during

the interviews and audio-taped them.

3.5.3 Questionnaires

Teacher and student questionnaireswith both closed and open-ended questions were

developed. They werepiloted in Zomba Urban Secondary Schools with twenty

students and ten teachers. Following revision, the researcher distributed the

questionnairesto the 80 target students and 20 target teachers in SEED and SWED,

who responded to them (see Appendices 4 and 5 respectively).

3.5.4 Classroom Observation

Lesson observation schedules for classroom observation were developed. These
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schedules consisted of 12 main topics with 63 main points (see Appendix 6). The

main topics were: sustainability, relevance, liveliness of introduction, ability to cope

with individuals differences, degree of students’ participation, appropriate use of

language, effectiveness of questioning techniques, effectiveness of methods used, use

of text books, use of locally available materials, logical development of the lesson,

knowledge of subject matter, class control and organization for students’ abilities and

teacher-student relations. These were rated as Not done; Very poor; Weak; Good; or

Outstanding. To accurately record the details of observed behaviour of both students

and teachers, the lessons were also video-taped (Gay & Airasan, 2003)

Two similar topics were observed both in LSE and WW? classes. The researcher

observed one topic in Form 1-—Interpersonal Relationships (LSE) / Building

Friendships (WW7); and the other topic in Form 3—Growth and Development LSE) /

Creation of Sex (WW7).

3.6 Data Analysis

The study collected both qualitative and quantitativedata. As such, its analysis was

qualitative and quantitative as well. Data in their raw form do not speak for

themselves: the processes and products of analysis provide the bases for the

interpretation (Robson, l993).

Qualitative data were collected and analysed ?rst. The ?rst thing was to gather and

group tapes and back-up notes according to the centre or place where interviews were

conducted. This was very necessary because the setting has an impact on what may be

implied by data collected. The actual participants in each of the interviews were
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identi?ed and dates for the collection of the data were also taken note of because the

study targeted different groups of people who would have to be grouped in the ?nal

analysis. For example, information sourced from head teachers would have to be

compiled together. The next task was to become familiarised with the data. This was

achieved by listening to the tapes closely a number of times. Back-up notes were also

read and re-read three times until data was completely understood. After that,

qualitative data from interviews with the head teachers, cuniculum specialists and

Ministry officials were transcribed.

Then, categories were generated. Thus, data that were homogeneous were grouped

together into a category and categories with common traits were further regrouped

into themes. After this, the data were revisited in order to code them. McMillan and

Schumacher (1997) de?ne coding as the process of dividing data into parts by

classifying them. The process of coding, therefore, involved the assigning of units of

meaning to the descriptive information according to how it had been classi?ed. It was

at this point that the data were made sense of, as interpretations and explanations were

made. Finally, alternative explanations of the data were worked out. This was

achieved by comparing the data to relevant reviewed literature, to see if there were

any possible correlations or contradictions.

Quantitative data were obtained from classroom observation schedules, which had the

rating scale of l to 5. Data were entered into the SPSS computing software and

analysed into frequencies and means which presented graphs. SPSS computing

software was also used to analyze data from closed questions in the teachers’ and

students’ questionnaires.Answers were coded, entered in the SPSS and analysed. The

results yielded frequency tables and pie graphs. Qualitative data from open-ended
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questions from questionnaires were coded and themes were identi?ed and then

interpreted in line with the similar themes already identi?ed with the interview data.

Furthermore, after reviewing each document, a summary was written briefly

describing information in the document, its signi?cance, and how it informs the study

(Miles and Huberman, l994).

3.7 Ethical Considerations

The study had a number of ethical considerations to be aware of. The ?rst

consideration was to gain infomied consent from the participants. Informed consent

requires that participants be fully aware of what the study will involve and that their

participation should be free. Furthermore, the study is supposed to respect the

hierarchy of consent (Miles & Hurberman, 1994). In order to achieve this, the study

?rst got informed consent from the SEED and SWED. Upon being convinced of the

value of the study, the SEED freely wrote a letter (Appendix 8) asking institutions to

support the study as much as possible, while SWED contacted the concerned

Headmasters by telephone.

At school level, consent was also sought from head teachers who were contacted in

person and the purpose of the study explained to them. Their acceptance was not

taken for granted, so at individual level, the study sought consent from each

participant, before proceeding with the actual data collection. With such an

understanding, the study was ready to allow any participants who would want to

withdraw. However, no participantindicated the intention to do so.

Con?dentiality was also considered. Sieber (1992, in Miles et al., 1994:293) de?nes
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con?dentiality as agreements with a person or organization about what will be done

(and may not be done) with their data. This aims at ensuring anonymity and privacy

of information. By anonymity is meant lack of infomiation that would identify or

indicate which individuals provided which data while privacy refers to control over

other people’s access to oneself and associated infonnation (Sieber, 1992, in Miles et

al., 19941293). This was achieved by making sure that respondents are not identi?ed

by their names. The respondents were assured about the con?dentiality of the study

before interviews or responding to questionnaires.

3.8 Limitations of the Study

A number of factors may have affected the scope of the data obtained in this study.

Financial constraints have made the researcher concentrate on few secondary schools.

However, the researcher has used the mixed methods approach and results were

triangulated, which provided valid and reliable results (Cresswell, 2003). Hence, the

results can be applied on a wider scale.

Another limitation was that many teachers who were trained to teach Life Skills do

not teach either LSE or WW? However, the research involved as many teachers as

possible, in order to get more reliable and valid results.

Similarly, students may not be leaming the subject, even though it is on the timetable.

Triangulation of results resolved this problem. This study concentrated on the youth

who are currently at secondary school level. The results, therefore, were not

applicable to out-of-school youth.
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3.9 Chapter Summary

This chapter has looked at how the study was designed and the methodology that was

employed. Speci?cally, the chapter has explained the overall approach to the study

and the rationale, the setting and population of interest and sample and sampling

procedures that were employed.Furthermore, the chapter has also described the

procedures that were followed in the collection of data, data analysis procedures,

ethical considerations, and ?nally the limitations that the study faced.
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CHAPTER 4

ANALYSIS AND DISCUSSION OF RESULTS

4.1 Chapter Overview

The purpqse of the study was to assess the implementation of the Life Skills

Education l’olicy,by comparing MlE’s LSE with SAFE’s WW? in order to establish

the level of classroom teaching and leaming and compare the strengths and

weaknesses of both, so as to recommend how to make Life Skills Education more

responsive to secondary students’ needs. A purposive sample of six sites and 110

participants was chosenfor this study. Instruments used for collecting data included

interviews, document reviews, observation schedules, and questionnaires. Data

analysis included content analysis of documents, interview data, observation

schedules and questionnaires.These analyses yielded frequencies, percentages, graphs

and contact summary forms. This chapter presents the analyzed results, followed by

discussion, to detemiine whether the study objectives were achieved. It narrates the

?ndings under ?ve themes: (a) historical background of LSE and WW7, including the

development of a Life Skills policy; (b) mobilization of resources and activities; (c)

syllabus coverage in LSE and WW7; (d) implementation of LSE and WW‘? in

secondary schools; and (e) monitoring of progress and impact of LSE and WW?.
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4.2 Historical Background of LSE and WW?

The first speci?c objective explored the historical background to the development of

the LSE and WHY WAIT? curricula. Data included interviews with officials from the

Ministry of Education (MoEST) Headquarters, Malawi Institute of Education (MIE)

and Sub-Saharan Africa Family Enrichment (SAFE). Participants who provided this

information were: the Deputy Director of Education Methods Advisory Services

(EMAS),'the Principal Education Methods Advisor (PEMA) for Life Skills

Education} both at MoEST headquarters, a Senior Methods Advisor (SEMA),3the

Secondary Life Skills Coordinator (MIE),4the Executive Director (SAFE)5and the

MIE curriculum specialtistf’

4.2.1 Historical Background of the Life Skills Education Policy and the LSE

Curriculum

Both the MIE Curriculum Specialist and the PEMA for Life Skills Education, who

were involved in the implementationof the LSE curriculum, revealed that there is no

official policy document for Life Skills Education. However, a directive came from

MoEST and a circular followed (MoEST, 2002), which serve as policy documents.

The curriculum specialist explained that most MoEST policies arise ad hoc from

directives.

Life Skills Education was, therefore, introduced in response to the problem of

HIV/AIDS. The MIE curriculum specialistcommented:

‘ Interview at MoEST, 17 July 200s.

Z Interview at MoEST, 16 July 2008.

3 Interview at SEED (MoEST)19 July 2008.

4 Interview at MIE, 14 August 2008.

5 InI€1'Vi6W with SAFE, 13 September2008.

" Interview with MIE, 13 August 2008.

~
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The idea to introduce Life Skills Education started in 1996-97 school

year, with a series of meetings involving organisations such as the

MoEST, National Aids Commission (NAC) and MIE. It was at these

meetingsthat a decision was made to introduce Life Skills Education

in primary schools and teacher training colleges (TTCs).

According to the curriculum specialist the entry point was Standard 4, because

statistics showed that this was typically the terminal class for most of the children.

Another reason was that issues to do with the fact that reproductive health as well as

other intervention programmes on HIV and AIDS were directed at the upper classes.

So Life Skills Education was ?rst introduced in 1999 as a subject of study in 24 trial

schools.

The MIE curriculum specialist, in agreement with the PEMA, revealed that following

the successful trial testing of the Standard 4 LSE cuniculum:

the MoEST directed that Life Skills Education should be implemented

in all classes of the primary education cycle (Standards 1 to 8) as a

non-examinable subject, with effect from 2000. In 2001, the MoEST

made a decision to implement Life Skills as a non-examinable subject

at secondary level in Forms 1 to 4.

4.2.2 Historical Background of WHY WAIT?

The SAFE Executive Director reported that WHY WAIT? began when Dick and

Charlotte Day came to Malawi in 1990. The couple was on a one-year sabbatical

leave that allowed Associate Professor Dick Day to teach at Chancellor College. Mr.

Day had been very active in the United States of America in addressing teenage

sexuality and HIV/AIDS. While in Malawi, he was introduced to key in?uential

people who suggestedhe remain in Malawi to help address the AIDS crisis

After several meetings with Malawi’s then-Of?cial Hostess, C. Tamanda Kadzamira

and then-Minister of Education, the late Honorable Kate Kainja, in 1992-93, Mr. Day
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was invited by thc MoEST to develop a life skills curriculum that would target school

students in order to help them develop healthy character and behaviour.

Mr. Day recommended that initially the International Schools Project (ISP)

curriculum be implemented to address the looming crisis of HIV and AIDS, until a

life skills curriculum could be developed to speci?cally address the needs of African

youth, in light of the AIDS pandemic. With support from colleagues, Mr. Day set up

SAFE in l993. A year later, SAFE began training teachers in Active Leaming

Methodology (ALM), which deals with participatory teaching and leaming. The

secondary WW? curriculum was developed in 1994, ?eld-tested in I994-95 and

revised in l995-96. Implementationat the secondary level, throughout the country,

started in 1996. The primary curriculum was developed in I998, ?eld-tested in 1999-

2000, and revised in 2001-03. Implementationat the primary level started in 2003.

On 25 February 1995 a national WHY WAIT? convocation was held at Sanjika

Palace, hosted by His Excellency The State President Dr Bakili Muluzi of the

Republic of Malawi. The event was attended by 3,000 students and 500 teachers

representing all districts of Malawi.

SAFE is the facilitator of the WW? curriculum, under the umbrella of the SAFE

Education Programme in Malawi, and continues to partner with MoEST in Malawi.

The WW? Truth for Youth curriculum originated in Malawi and is also now being

used in schools in Kenya, Nigeria, Uganda and Lesotho.
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4.3 Mobilization of Resources and Activities in LSE and WW?

Implementation

The second speci?c objective assessed the mobilization of resources and activities in

LSE and WW? implementation. Data included interviews with officials from the

MoEST, MIE, secondary schools and SAFE. Participants who provided this

information were: the MIE curriculum specialist, the MIE Secondary Life Skills

Coordinator, the SEMA, the Deputy Director EMAS, head teachers, the SAFE

Executive Director? and SAFE’s National WW? Field Coordinators

4.3.1 Planning the Implementation

4.3.1.1 Planning the Implementation of LSE

Interviews with the MIE Curriculum Specialist and the PEMA revealed that several

stakeholders were involved in the planning of the LSE syllabus and curriculum

development. These included Education Methods Advisors, MIE, which is the

curriculum development centre, University of Malawi, especially Chancellor College,

practising teachers, Malawi National Examinations Board (MANEB), MoH, Ministry

of Gender, Child Welfare and Community Services and NAC. However, the

curriculum specialistwas open to comment: “To be honest, the community was not

involved in the process.”

4.3.1.2 Planning the Implementation of WW?

The SAFE Executive Director reported that planning included a four-day meeting

with key personnel in MoEST along with ISP personnel from the United States of

7 Interview with SAFE, 13 September2008
I

8 Interview with National WW? Field Coordinator, 19 December 2008
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America in November 1993. To initiate the programme, educators from the United

States came to Malawi and trained Malawian teachers, as well as Trainers of Teachers

(TOTs), in the ISP curriculum.The implementation of the ISP began when the ?rst

workshop was held in ’January1994, followed by seven more workshops occurring

between l994 and 1996. However, the Executive Director acknowledged that the

community was not involved at any level of the planning process.

In 1993-94, Moira Chimombo, then-Head of the Language Education Section,

Department of Curriculum and Teaching Studies, University of Malawi, drafted the

initial WW‘? Curriculum for Malawian secondary schools (Fonns l-4). Over the

following years, the curriculum was expanded to cover Standards 5-8, with Professor

Chimombo serving as the principal writer, assisted by Mrs Irene Chaluluka, National

WW? Field Coordinator. Mr. Day has sewed as the series editor and writer of

background infonnation for Years 9 through l2 (i.e., Forms 1-4).

4.3.2 Life Skills as a Subject

4.3.2.1 LSE as a Subject

Reports from the Secondary Life Skills Coordinator MIE revealed that Life Skills

Education is intended to help students acquire skills to come up with answers after

thinking through the process to make decisions. The coordinator reported that:

The problem is that teaching methodology is different from other

subjects. Life Skills Education is there to help students acquire skills

and if it is taught like other subjects students will acquire knowledge

but will not understand what is happening. They should be able to

come up with answers. They should think through on the process to

make decisions.

58

a1
1

%‘-?*‘t~



Interviews with head teachers,9the MIE Secondary Life Skills Coordinator, the

SEMA and the Deputy Director of EMAS revealed that there was no seriousness in

teaching and learning life skills because, although the subject is core, it is not

examinablc. The Life Skills Education coordinator, for example, commented that:

there is no seriousness in teaching because Life Skills Education is not

examinable, for example a school like Providence, all trained teachers

were there but they do not offer the subject.

They all concurred that making the subject examinable would act as an incentive to

teach and learn the subject, because at present the subject is seen as a burden for both

the teachers and students, since their interest is in the examinable subjects. The MIE

curriculum specialist further commented that it appears that the fact that the subject is

important to students’ lives has been ignored.

However, on whether making the subject examinable would improve students’

behaviour or not, there were different responses from different interviewees. The

cun'iculum specialist had this to say:

The best is not to examine it because introducing examinations might

make teachers and students concentrate on content at the expense of

the skills and the examinations cannot examine behavior. When

examinations conie it will act as an incentive for teaching and learning

but then it will also create its own problems like concentration on

content. Hence people will take it like any other subject, hence diluting

the purpose ofthe subject.

Similarly, one of the head teachers“)commented:

[It will] not actually improve the students’ behaviour but it can just

encourage them to study seriously because maybe the students will just

leam for the sake of learning it and not take it into consideration

they will just learn and forget it after examinations.

9 Interview with Head teacher l(LSE), 26 August 2008 and Head teacher 2 (LSE), 3 September 2008.

W Interview with Head teacher l (LSE), 26 August 2008.

59



11 - . .
.

Another head teacher ‘commentedthat making the subject examinable will compel

students to dedicate themselves to reading the notes for the subject and as they are

reading they will absorb the knowledge of the subject.

4.3.2.2 WW? as a Subject

The interview with the SAFE Executive Director revealed that the WW? Truth for

Youth Life Skills Curriculum is tailor-made to speci?cally address the age and

cultural needs of primary school students from grades 5 through 8 and secondary

school students from grades 9 through l2.

The curriculum endeavours, among other things, to address the major social, health,

and economic problems facing Sub-Saharan African-arising from the HIV and AIDS

pandemic. It addresses the importance of worldview, which shapes both the

individual’s beliefs, values and behaviour, as well as those of the society at large.

The goal is to encourage the development of character which results in behaviour that

will be bene?cial not only to the individual in his or her own life, but also to the lives

of his or her fellow human beings. However, one head teacher” revealed that “though

WW? is timetabled it is’ sometimes not taught because of pressure of work because the

teachers teaching WW? also have other subjects to handle.” He further commented

that it is not taken seriously because it is not examinable and suggested that it should

be examined at ICE Level. On the other hand, the SAFE Executive Director pointed

out, “examining the subject would defeat the whole purpose of introducing the subject

since teachers will concentrate more on the content than the skills themselves."

H Interview with Head teacher2 (LSE),3 September2003-

” Interview with Head teacher 1 (wwv), 30 November 2008-

60



4.3.3 Training of Teachers

4.3.3.1 Training of LSE Teachers

Reports from the (MIE) Secondary Life Skills Coordinator for secondary schools

revealed the following statistics:

Table 4.1: Trained LSE Teachers and Methods Advisors at Secondary Level

Division JCE Teachers Methods MSCE N0. of Schools
1

Advisors Teachers

Shire 96 2 96 96

Highlands

South West 103 2 105 104

South East 96“ 3 96 96

Central West 176 3 173 173

Central East 126 2 26 126

North 178 3
1

0 189

“

Reports from a SEMA in SEED revealed that all the teachers in 94 schools in the Division, one for

JCE and one for MSCE level in each school, were oriented, not 96 teachers for each level. There are 70

C DSSs, 20 conventional, and 4 grant-aidedsecondary schools. The SEMA acknowledged being trained

in LSE together with teachers from SEED.

These ?gures reveal that, although Life Skills was introduced in secondary schools in

2001, by July 2008 not one MSCE teacher in the Northern Division had been trained.

Besides, the curriculum specialist commented that it had taken a very long time for

teachers to be trained:

Imagine since 2002 some of them up to now have not been trained so

they don’t know how to handle the subject. Even those trained do not

take the subject seriously.

According to the MIE Secondary Life Skills Coordinator, training stopped due to lack

of funding. However, he said that plans were under way to train the remaining
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teachers from September 2008.13The coordinator also revealed that in Central East,

two SEMAs were trained but they are no longer there.

ln one school observed, one teacher and the head were trained. However, the head

teacher does not teach the subject. In another school, the interview with the head

teachermrevealed that both teachers teaching LSE were trained.

4.3.3.2 Training of WW? Teachers

The SAFE Executive Director disclosed that:

the ?rst WHY WAIT? Teachers’ Training Workshop was conducted to

introduce Unit l (now Year 9), Secondary Level, in 1996. National

workshops were subsequently held annually, with the introduction of

Unit 2 (now Year 10) in 1998, Unit 3 (now Year ll) in 1999, and Unit

4 (now Year 12) in 2000. Since that time, each year of the curriculum

has been revised and expanded by the authors and teachers

implementing the curriculum.

In 1997, a non-credit course on the principles of WW? was introduced at Chancellor

College for fourth—year'Bachelorof Education students. The course was followed by a

two-day workshop on how to implement the WW? curriculumin the classroom. This

course has been taught at Chancellor College each year since its inception. WW? has

also been taught to prospectiveteachers at Domasi College of Education. However,

WW’? is not examinable in either college.

Table 4.2 below shows the statistics on the number of teachers trained in WW‘? as

Trainers of Trainers (Senior TOTs), Trainers of Teachers (Junior TOTs) and Primary

Education Advisors (PEAS)trained, as presentedby the SAFE Director of Education.

U The remaining teachers were in fact trained in November-December2008, as reported at the National

Steering Committee on Life Skills Education/Sexualand ReproductiveHealth Meeting, 18 December

2008.
'4 Interview with Head teacher 2 (LSE), 3 September2008.

62

'1

.1‘ ‘
: J 3
, .
11

\-\
"/
--c
$

<

‘ .

iw‘

»'
.\t.~

s..

_;<.
.

g.

v

>2

a

Y.’Y

+r~
.

:
1 3.‘

5.

<

w
{

M “
kg:

/A

'4':

:~
;: ...

r. 7,‘

3 J

.’
<

~:1

1

4

I

4

I

. ,_;



1

Table 4-21 Train?d WW? Teachers, Trainers of Trainers and M ethods Adv isors

Year Location Zgxalry§°°°"da|')’
i

30"! Primaryl Trainers of Chancellor

‘Ten: zchom Sewndary Trainers College

"S eachers Teachers (TOT) Students

Domasi

College of

Education

Student s

Methods

Advisorsl

Primary
Education

Advisors

1994 National 254 443 39 0 0 0

lo

Z005

Blantyre 690 33 124 0 0 0

Zomba 1023 35 0 1112 248 28

Mruzu ()3 0 0 0 0 0

Salima 0 150 0 0 0 0

Ntcheu 0 40 0 0 0 0

Kasungu 218 0 38 0 0 0

M1E O 0 6 0 O 0

(‘OM 0 O 20 0 0 0

2006

to

Z008

Blantyre 673 54 0 0 0 0

Mwanza 0 100 35 0 O 0

Chiradzulu 364 91 0 0 0 O

Liwonde 0 74 7 0 0 0

Zomba 0 0 0 259 O 0

1

1 TOTAI. 3315 953 Z()9 1371 248 28

The table reveals that from the time WW? was introduced in 1994 to 2008, 6906

educationists have participated in WW? training workshops, of whom over 2,500

were secondary school teachers. However, many educationists have attended more

than one workshop.”The intention is that ?ve teachers--Head teacher or Deputy

head teacher, and four teachers to teach Forms l-4—shou1d be trained at every school

to cater for eventualities such as transfer of teachers to other schools, but often it is

only two to four teachers who are trained, for reasons beyond the control of SAFE.

Teachers volunteer to be trained, and no allowance is attached to the training period.

'5 SAFE’s Directory of Trained WHY WAIT? Teachers has contact detailsfor about 5,000 primary and

secondary school teachers and other educationists.

'¥
63

ii;

+.\."
£1

;_~ /1_

t.

A

. m

£3 .,

~r;=.l>
y

in

<
.

..

8;;
.n\
1

-H I v

<55,_

(

95
$»!

Ya;
.¢ 1.,

;~.,

. ,3,
‘

-tat"

in
an

'1-
: 1»"1

" ._
\:',;'\i';4T ’}"
< ‘25
€#.
HA

-..l 5
: "ll

»-

"

cf’

:
,‘3:1t-":*i"'?i

._

“$423;

it

1
»

i
;.@,'

.

\"‘¢

,-(:1

.

‘:57

4‘-11.
5‘

~

iii



T116 m0$I wmmiitcd WW? teachers are in tum trained as WW? trainers and thus

subsequently become involved in training their fellow teachers.

4.3.4 School Management

4.3.4.1 Timetable

4.3.4.1.l LSE Timetable

The SEMA reported that, in almost all schools, Life Skills is timetabled, but he

mentioned that not all schools teach LSE because of shortage of teachers. Precisely,

only bigger schools which have enough teachers offer LSE, whilst smaller schools

timetable the subject but it is not taught due to shortage of teachers. However, the

MIE Secondary Life Skills Coordinator gave the example of Providence Secondary

School, a national secondary school, which has enough teachers but does not offer the

subject. At the same time, one head teachermrevealed that LSE is timetabled for

Forms 1-4, but only two trained teachers teach all the classes. Then, another head

teacher” revealed that Life Skills is given one period per week each in Forms 2 and 4

only, due to shortage of teachers. The assumption is that Life Skills is taught using the

LSE curriculum.

4.3.4.1.2 WW? Timetable

The Deputy Director of EMAS explainedthat WW? is done at club level. However an

interview with one of the head teachers“ revealed that, in his school, WW‘? is

timetabled for all the classes and there are two teachers teaching the subject.

'° Interview with Head teacher 2 (LSE), 3 September2003-

” Interwview with Head teacher 1 (LSE).26 August 2008-

“ Interview with Head teacher 1 (WW7),30 N0‘/?mber 2008-

,

64

1
.

1 1

l

1

3 v



On the other hand, an interview with the head teacher” of another school offering

WW? revealed that “WW? is timetabled for only the Form ls, since only one teacher

was trained and interested in the subject.”

4.3.4.2 Attitudes to Life Skills

4.3.4.2.1 Attitudes to LSE

On teachers’ attitudes towards LSE, interviews with the head teachers” revealed that

those teachers who are actually handling the subject have a positive attitude towards

it. They feel comfortable and voluntarily go to class and teach LSE in addition to the

already assigned subjects. However, interviews with the MIE Curriculum Specialist

revealed that some of the teachers realize the importance of LSE while some do not

change their attitude after training. Some are doing very well in teaching, while others

are doing badly. One of the head teachers commented that:

other teachers may not be willing to teach Life Skills Education.

However, the teachers teaching acknowledge the importance of the

subject report that there is full participation.

On the other hand, the Deputy Director of EMAS recommended that teachers must

first acquire the skills before teaching students. He further pointed out that teachers

are not exemplary, so it is difficult to convince students to change behaviour.

Teachers also revealed that some teachers have a negative attitude towards LSE. They

do not see the signi?cance of the subject,

as it is not examinable.

W Interview with Head teacher 2 (WW7),24 N0\’¢mb@Y2008‘

d Head teacher 2 (LSE), 3 September2008.
2° Interview with Head teacher l(LSE),26 August 2003 an
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On students’ attitudes towards life skills, interviews with the head teacherszl revealed

that LSE teachers reported that students like the subject because some of the topics

they learn are relevant to the problems they face in their daily life. In one school the

22 . _ _

y

head teacher mentioned that teachers teaching the subject acknowledge that there is

full participation. By contrast, students, through their questionnaires, revealed that

some students do not likethe subject, hence do not attend it. Responses from the

teacher’s questionnaires revealed that some students like the subject as it tackles

development and sexual issues. However, they also revealed that other students lack

seriousness in the subject; hence they stay idle in class.

The interview with the MIE Curriculum Specialist revealed that while the curriculum

is important to save the lives of students, it appears that generally teachers and

students do not have a positive attitude towards LSE. The reason he gave was that it is

not examinable and, since our education is exam-oriented, teachers concentrate on

subjects which are examined by MANEB.

Teacher questionnaire‘responses also revealed that some head teachers give full

support to the teaching of LSE by making sure that it is timetabled and that Schemes

and Records of Work are written. However, other teachers revealed that certain head

teachers do not value the subject because it is a waste of time since it is not

examinable. They have even replaced the time allocated to LSE with other

examinable subjects like English.

2‘ Interview with Headteacher l(LSE),26 August 2008 and Headteacher 2 ( LSE), 3 September 2008.

21 Interview with Head teacher 2 (LSE), 3 september2008.
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On parents’ attitude towards LSE, one head teacher” reported that parents are silent.

However. £1n0th6f hfr?d teacher“ mentioned that they have presented the fact that

students learn LSE and so far there has never been any objection from the parents.

Teachers reported that some parents look at LSE as an important subject while others

still feel it is a taboo to talk about sexual and reproductive health issues to students

and some do not even know that LSE exists.

4.3.4.2.2 Attitudes to WW?

An interview with one of the head teachers” revealed that students, teachers and

parents take the subject lightly because it is not examinable. However, students and

teachers agree that the ‘subjectis a reliable source of infonnation and that it raises a

great deal of awareness. On the other hand, the head teacher also revealed that some

teachers feel uncomfortable talking about issues surrounding sex in public.

At the same time, through the questionnaire,WW? teachers acknowledged that

students like the subject very much and parents who are aware of WW? approve of it.

However, other teachers see it as a waste oftime since it is not examinable.

4.3.4.3 Availability of Resources

4.3.4.3.1 Availability of Resources for LSE

An interview with the Life Skills Education Coordinator MIE revealed that books

were printed and distributed to govemment.He went on to say that they had reviewed

the Junior Certi?cate books. The SEMA acknowledged the receipt of the books and

Z3 Interview with Head teacher 2 (LSE),3 september2008

2" Interview with Head teacher l (LSE),26 August 2008.

Z5 Interview with Head teacher 1 (WW7),30 November 2008-

.
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distribL1ti0? t0 all Secondary schools. However, students requested that they should be
‘

l

providedwith supplementary life skills textbook.

4.3.4.3.2 Availability of Resources for WW?

According to the Executive Director, SAFE Teacher’s Guides have been distfibutgd in

schools. They are revised now and then to include burning issues. SAFE has not
’

managed to produce Student’s Books due to lack of funds. -
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4.3.5 Way Forward

4.3.5.1 LSE Way Forward

Eoii?
An interview with the SEMA revealed the following suggestions:

l. Make the subject attractive by making it examinable. 131;1,
uQ':§£
»>a

@

¢¢“;

;-"s‘
~

,5
*~»§

_-
#10

,}
.

u2§§mvv2. Training is centralised at MIE, however there is need to decentralise it to cluster
i

4""

1335?
? t.

level and involve PEAs and SEMAs in training the teachers.

Include Life Skills as a course in Universities and Colleges.
3.

‘?g.

Provide a variety of teaching and leaming materials in schools.
.=£?£4.

5. Provide regular training for teachers.
.;'h§

T;3f
,2Provide role models in schools. _

6.
-i.~
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7. The content for Life Skills can be improvedby including the burning issues from

nsultations with the

the society in the curriculum through conducting more co

__.1>,~
1

. hicommunity to ?nd out what to include.
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ife Skills Coordinator came up with the following
The MIE Secondary’ L

I‘?

recommendations they had made to the Ministry: g

l. MIE and the Ministry should extend the orientation of teachers to Life Skills
_
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particularlywhere teachers were not oriente
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2. With the illcf?as?d number Of topics, the Ministry should consider increasing the

number of periods per week for the subject.

3. MoEST should expedite the process of making Life Skills examinab1e_

4. During the orientation of teachers more emphasis should be placed on teachers

equipping the learners with actual life skills rather than processing the life skills as

any other subject matter.

5. The Ministry should strengthen the monitoring of Life Skills in schools to

encourage teachers]

6. The Ministry should recommend the teaching of Life Skills in private schools.

7. The Ministry should extend the training of teachers to private schools.

8. There is need for the Ministry to come up with proper guidelines on how to handle

the subject.

Head teachersu’suggested that more than two teachers should be trained per school so

that each form has its teacher for LSE. Besides, the subject should be made

examinable because students will work hard to get a good grade, at the same time

absorbing the topics to become part of their lives. Finally, in-service training should

be conducted to share new methods of imparting the knowledge.

4.3.5.2 WW? Way Forward

One of the head teachers” suggestedthat WW? training should be offered to all

teachers, regardless of whether they are teaching Life Skills or not, and that WW? be

made examinable at Junior Certi?cate Examination level. One of the teachers

suggested that WW? be timetabled in all the schools.

0

2° Interview with Head teacher 1 (LSE), 26 August 2008 and Head teacher 2 (LSF.)_3 September 2008.

27 Interview with Head teacher 1 (WW7),30 N°V@mb°r2008"
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The National WW? Field Coordinator also revealed that additional funding would

help, both in monitoring and evaluation and training more ’[63,che1'$_

4.4 Coverage of the Syllabus in LSE and WW? Curricula

4.4.1 LSE Curriculum

in order to ?nd out the coverage of the Life Skills syllabus in LSE and WW‘?

curricula, the following documents were analysed: Life Skills and Sexual

ReproductiveHealth Education for HIV/AIDS syllabus, Fonns 1 and 2 (MoEST,

2004); Life Skills Education syllabus,Fonns 3 and 4 (MoEST, 2001); LSE Secondary

Students’ Books (Bookl, for Form l [MIE, 2004b]; Book 2, for Form 2 [MIE,

2004c]; and Book 3 and 4, for Fonns 3 and 4 [Mhlanga etial.,2002]) and Teacher’s

Book (only for Forms 3 and 4 [Mhlanga, Maluwa Banda & Chiziwa, 2002]); WW?

Teacher’s Handbook (containing the Scope and Sequence Chart for Forms l-4 [Day

& M. Chimombo, 2005]); and WW? Teacher’s Guides (Year 9 for Form l [M.

Chimombo, 2006a], Year l0 for Form 2 [M. Chimombo, 2006b], Year ll for Form 3

[M.Chimombo, 2007], and Unit 4 for Form 4 [M. Chimombo, 2000]).

4.4.1.1 LSE Syllabus Forms 1-4

The Life Skills and Sexual ReproductiveHealth Education for HIV/AIDS syllabus for

Forms 1 and 2 has the Scope and Sequence Chan for Life Skills Education. This

elaborates the coverage of skills in the syllabus for Fomis l and 2. Skills include self-

awareness and self-esteem, assertiveness, values judgement, effective communication,

decision-making and problem-solving,interpersonalrelationships, stress and anxiety

management, peacefulcon?ict resolution, practisinggood health habits and planning

and entrepreneurship.However, the topic on human rights which is found in the Life
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Skills and Sexual Reproductive Health Books Forms 1 and 2 is not included in the

Scope and Sequence Chart.

The Scope and Sequence Chart for Life Skills Education in Forms 3 and 4, in the

syllabus for Forms 3 and4, elaborates the coverage of skills in the syllabus for Forms

l-4. Topics include many of the same ones as at JCE level, but also peer pressure

reSiSt?nC¢ and ?S$6fTiV6n6SS, empathy and tolerance, critical and creative thinking.

However, topics such as critical and creative thinking, empathy and tolerance which

are included in the Scope and Sequence Chart for Forms l-4 are not included in the

Students’ Books for Forms l and 2.

The syllabus for Forms 3 and 4 work is divided into three tenns, and columns are

headed: skill, topic, objectives, content, suggested teaching and learning activities,

suggested teaching and learning resources and suggested modes of assessment.

Dominant suggested teaching and leaming activities are brain-storming and

discussion, followed by role play. Suggestedmodes of assessment are included, such

as exercises, oral questions, teacher observation, rating value statements.

All those involved in the productionof the syllabi for Forms l to 4 were officials from

Chancellor College, MIE, UNICEF, UNFPA and USAID. No practisingteacher was

involved.

4.4.1.2 LSE Student’s Books 1-4

The Life Skills and Sexual ReproductiveHealth Books Forms l and 2 were designed

for use by both teachers and junior secondary school students. However, the books are

to be used in conjunction with the Life Skills and Sexual Reproductive Health

Training Manual for secondary schools.
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Both Form l and F01‘m 2 students’ books have ten similar topics However there is no

clear demarcation as to how many lessons should be taught per unit, nor how many

units should be taught each term. No practising teacher was involved in preliminary

discussion, production, evaluation or re?ning of units, or revision Those invoived

included personnel from Chancellor College, MIE, MOEST, Cgntral western

Education Division, MANEB, Ministry of lnfonnation and Tourism, and Ministry of

Planning and Economic Development. The layout of each unit includes an

introduction with a brief background and rationale for learning the topic; objectives;

content which elaborates the concepts, skills, knowledge, attitudes and values to be

leamt in relation to the objectives; activities; a summary; glossary; and references.

The most dominant teaching techniques are group work, pair work, role play, picture

illustrations and reading stories. Mode of assessment is an exercise at the end of each

unit.

Another document is the Senior Secondary Life Skills Education Students’ Book 3

and 4. It is divided into,two parts, One and Two, for Forms 3 and 4 respectively. The

order of topics in the Scope and Sequence Chart for Forms 3 and 4 and in the teaching

syllabus is different from the LSE Students’ Book 3 and 4. In Book 3 and 4 most of

the topics are related to social studies, for example, access to social services,

globalisation and rapid urbanisation, communication in the global village, the global

village and its problems, the globaltrade and management resources. The authors are

people from MIE and Chancellor College. No practisingteacher was involved at any

level in writing this textbook.

The LSE Teacher’s Book 3 and 4 consists of a brief explanationof the teaching

methods. It includes answers for activities for each chapter of the Student’s Book. In

72



addition, there is a brief explanation of every topic and a concluding summary

4.4.1.3 LSE Training and Methodology Manual

Another document is the MIE Life Skills and Reproductive Health training manual

(MIE, 2004d). Just like all the LSE Books l, 2, 3 and 4, no practising teacher was

involved in the production of the book. Those involved were of?cials from MIE,

MOH, and Ministry of Youth and Sports.

The manual was designed to assist secondary school teachers to understand complex

and culturally sensitive issues. It is intended as a tool for helping teachers to explore

and evaluate their own'feelings, convictions, attitudes and values and understand the

need to act professionallyin promotingvalues that can enable the youth to develop

responsiblebehaviour. Topics covered in this manual are (a) Values clari?cation, (b)

Self-awareness, (c) Effective communication, (d) Decision making and problem

solving, (e) Interpersonal relationships, (f) Stress and anxiety management, (g)

Peaceful conflict resolution, (h) Planning and entrepreneurship,(i) STls including

HIV/AIDS, (j) Guidance and counseling, (k) Teaching and Leaming Using Locally

Available Resources (TALULAR)in Life Skills and Sexual and ReproductiveHealth.

The manual does not include the topic on Human rights and freedoms which is

included in Student’s Book l and 2. Each unit consists of the introduction of the topic;

Objectives; Meaning of the topic; and Activities. This manual does not include nine

out of 16 topics for Form 3 and eight out of l4 topics for Form 4 in the Life Skills

Education Student’s Book 3 and 4 respectively.Yet the manual is used to train Fomis

l-4 teachers teaching life skills in secondary schools.

The Student’s Life Skills Book 1 and 2 has speci?edthe need to use the training
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manualwhen teachms Prepam 165501“ HOWCVBI,the manual has speci?ed that it is

meant for trainers of teachers and attached is the COndi[i()n that it Should be uS6d

along with E?ecllve Teaching of Population and Sexual Reproductive Health

Education in Secondary Schools, a Methodology Guide (MIE, 2004a) This book, like

the others, involved Of?cialsfrom MIE, Chancellor College, Domasi College of

Education, Moll, Ministry of Gender, Youth and CommunityServices and lecturers

from teacher training colleges, FAO and MoEST. The guide was designed to help

secondary school teachers know various strategies and use them in teaching

populationand sexual health education. It consists of 14 chapters. Chapter l is about

the Goals of population and sexual health education in Malawi; Chapters 2 to 8

describe the following teaching strategies: Enter-educate, role play, games and

simulations, future’s wheels, discussion, case study, and ?eld visits. Chapters 9 and

10 describe values clari?cationand decision making respectively. Chapters ll to l4

cover the following strategies: inquiry, community action project, resources for

teaching and learning population and sexual health education, research issues and

methodology in population and sexual health education. These topics require a teacher

who has at least a degree. No wonder it has been speci?ed on the cover that it is for

use by professionals and academics at secondary and post-secondary level.

Unfortunately, many Malawian secondary school teachers are diploma holders and

some even MSCE-holders only, as discovered in this study through the teacher

questionnaires. In fact, of the twenty teachers who respondedto questionnaires,12

were diploma holders, seven degree holders and one an MSCE holder.
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4.4.2 WW? Curriculum

4.4.2.1 WW? Syllabus Forms 1-4

The equivalentdocument to LSE syllabus is the WW? Teacher’s Handbook (Day &

M. Chimombo, 2005). The document explainswhy it is a faith-based curriculum, and,

in conjunctionwith the Scope and Sequence Chart, outlines goals and objectives, key

COHWPTS,and an 0‘/¢I'Vi@W0f16?<>hingmethods and essential information for teaching

the l€SSOnS- It @1180includes important general information for the teacher on teaching

and learning, means of learning, true intimacy, learning the ABCs of HIV prevention,

child abuse and neglect, laws and child protection, HIV and AIDS facts, VCT, caring

for people living with HIV and AIDS, responses to death and dying, what shapes

behaviour and problems and causation factors of behaviour relative to youth today.

4.4.2.2 WW? Teacher’s Guides Forms 1-4

There are 28 lessons in each of Fomis 1-3 Teacher’s Guides, and 26 in the Fonn 4

Guide. All the Teacher’s Guides have lesson plans for each lesson. Each lesson has

the following components:Readiness, to prepare students for the lesson; Explore,

where students explore issues, e.g. from a story in the Bible, often in groups, and

answer questions; Discover, where, for example, a true story is read and students find

out answers for various questionsthey have in their daily lives; Appropriate,where

students are given tasks like miming, drawing a picture and presentingwork in class;

and Assume responsibility,where students are advised to tell others about issues they

have learnt; sometimes, homework that does not always require a teacher’s marking at

the end of each lesson; and often an optional extra activity. Finally, there is

background infonnation to each lesson, for the teacher to use in preparingto teach the

topic.Unlike LSE, practisingteachers were involved in the development of the WW‘?
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Teacher’sGuides.

4.4.2.3 WW? Trainer’s Manual

The WW? Trainer’s Manual, was first published in 2002 bySAFE, revised in 2004

and revised again in 2007 (Chaluluka & M. Chimombo, 2007). This is because the

manual is not cast in concrete but is intended to be a living guide, primarily focused

on the conduct of training workshops. It accommodates new topics and revises others,

as need arises.

By contrast with LSE, practising Malawian teachers who were trained in WW? and

those who were trained as trainers of trainers (Senior TOTs) or trainers of teachers

(JuniorTOTs) have contributed to the development of the sequence of activities and

in identifying speci?cally African approachesto training. Others involved were

officials from SAFE. The manual was ?eld-tested before it was actually used to train

teachers. It is divided into four chapters. Chapter l is directed to WW? field and

regional coordinators on the logistics of running a workshop. These are: general

planning steps: ten steps to follow when conducting workshops, for example, TOTs’

planningmeeting. One distinctive feature in this manual is the inclusion of monitoring

forms. For example, one requests school background,to be filled in by the head

teacher prior to the introduction of WW? at each school. This form helps to assess the

subsequent impact of the programme. There is also an agreement fomi which each

participant has to sign to show that he or she is really participatingof his or her own

will. There is transparency because there are clear steps stipulated for total

?CCOuntabilityof those running each workshop. The chapter outlines the programme

for a four-day training workshop for both primary and Sccondary teachers-
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Chapter 2 d?tails all the training activities. It is not meant to teach teachers about

themes, like LSE, but to help the teachers to understand themselves and the world

around them. As a result, activities like the Active Leaming Cycle and the Jigsaw

Puzzle, which are common to both primary and secondary teachers, are inculcated in

the trainees S0 that they can apply them to their respective classes. Chapter 3

describes optional additional activities, for example, videos on aspects of teen

sexuality. The ?nal chapter provides a variety of forms for reporting, monitoring and

evaluation of the programme at school, local and national levels.

An extended version of the trainer’s manual is An Integrated Approach to Developing

Life Skills (M. Chimombo, 2005b). The trainer’s manual was revised to become a

semester-long course for pre-servicetraining of teachers. The course has 40 notional

hours. The order of topics covered is the same as in the four-day workshop

programme described in the Trainer’s Manual. Of relevanceis the fact that student

teachers have ample time to intemalise the training through contact time in lectures,

individual feedback, journaling, practicalapplicationin classroom, preparation and

assignments.

Topics are arranged in a meaningful order. Unit l, Developing a sense of personal

worth, focuses on the transformation of the teacher; Unit 2, The Big Picture, helps in

the understanding of
,

the world around the student teacher, especially issues

conceming HIV and AIDS. Units 3, 4 and 5 help student teachers develop a deeper

understanding of life skills and the biblical worldview concepts underpinning these

life Skills. Unit 6, Methodology, helps student teachers to perceive learning as an

active process of intemalising and acting on meaning. Unit 7 trains the teacher to use

Several kinds of learning and teaching activities to accommodate the range of
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students’ preferences. Unit 8 gives student teachers the opportunity to practice

TeachingWW?‘ Unit 9 focus“ on gating student teachers to put themselves in the

shoes of those infected or affected by HIV and AIDS so that they heighten their

empathyfor them. Unit 10 presents to student teachers Jesus as the role model and the

Bible as the ultimate life skills guidebook so that they may understand the relevance

of the Bible in the era of AIDS. Unit 11 helps teachers to develop greater awareness

of their own personalitytypes and teaching styles. Unit 12, Monitoring and

Evaluation, helps student teachers to assess the overall impact of the programme at all

levels. Included in both these training manuals are the Scope and Sequence Charts for

both primary and secondary school WW? programmes.

4.5 LSE and WW? Implementation at Secondary Level

In order to compare LSE and WW? implementationat secondary level, questionnaires

were administered to both LSE and WW? teachers, as well as LSE and WW‘?

students. (See Appendices 4 and 5.) In addition, LSE and WW? lessons were

observed. (See Appendix 6 for the Lesson Observation Schedule.)

4.5.1 Responses to Questionnaires

4.5.1.1 LSE Teachers’ Responses

Questionnaireswere given to 10 LSE teachers. All of them were returned. Seven

respondents were men and three were women. Of these, two were aged 20-29, four

30-39, four 40-49 and two 50-59. All were Christians. Seven of the teachers were

teaching humanities other than languages, TWO were langlmge t¢aCh@Y5imd 0111)’0119

Was teaching Sciences. Six of the teachers were Diploma holders, three had a degree

and one was an MSCE-holder. Of all the teachers teaching LSE who respondedto the
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questionnaire,only sixvwere trained for LSE, between the years 2()()5_2()()7 whilst

four did not undergo any training.

On whether I119 LSE i¢8Cl16rs were truly empowered with the training of the six

trained teachers, four acknowledged that they were truly empowered whilst two Said

that they were not. Reasons for being truly empowered were that they learnt

theoretical as well as practical aspects of LSE that helped them in the implementation

of LSE since training was based on methodology. Some claimed that it instilled

con?dence in them to do whatever was needed for one to be successful. The two who

were not empowered said that the one-week training period was too short for them to

cover everything.

Teachers felt that the following topics have to be included if they are to be truly

empoweredboth during their training and in the syllabus: gender and HIV in respect

to taking care of those students infected and affected; use of new technology like

lntemet and power point; parenting skills; students’ responsibilitiesand rights; good

cultural practices (not only bad ones); domestic violence; and career guidance. These

topicsshould be included right from Fonn l.

Responding to whether they were comfortable teaching the subject or not, nine of the

teachers acknowledged that they were, for the following reasons: they have the

teaching and learning aids, the topics are relevant to students’ life experiences.

However, one of the teachers said she was not comfortable because some topics

related to sexuality need a teacher to be explicit, but she does not feel free to talk fully

on such topics.

In response to the questionon whether LSE answers all the questionsstudents usually

79



D?”

ask in their lives, seven of the teachers agreed that it does whilst three said it does not

They have suggested that the following subjects be included‘ sex education

responsibilityas Opposgd to Tights, 110W I0 prepare for examinations setting of

personalgoals, real lifeissues affecting students, e.g. HIV/AIDS_

Furthermore, half the teachers agreed that they were able to follow what they had

plannedin a lesson by just following recommended preparations stipulated by the Life

Skills Books. Ilowever, the other half responded that they did not feel comfortable

planninglessons, because emerging issues arise from students’ curiosity on related

issues, diverging from the topic on the plan. Another reason was that students asked

questions to do with real life situations which required teachers’ willingness to

answer. These were not included in the lesson plan.

4.5.1.2 WW? Teachers’ Responses

Ten WW? teachers answered the teacher questionnaire.Three of the respondents were

men and seven women. Ofthese, one was aged 20-29, three 30-39, and six 40-49. ln

the questionnaire,one teacher who was trained in both LSE and WW? wrote this:

The WW? training is systematicallydone, centres on character

formation. Thus the teacher changes behaviour before he tries to

change the learners, whilst in LSE training the teacher is just a

signpost. He does not have to change himself.

Another teacher wrotef “I prefer WW‘? to LSE because they differ in approach of

subjectmatter. WW? takes spiritualapproachunlike LSE education."

Teachers teaching WW? acknowledge the fact that they have been truly empowered

with WW? training workshops because they are able to train fellow teachers to

become WW? teachers. They are also able to teach using the active learning methods
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which they also apply to Other Subjects. Some have even introduced WW‘? Clubs in

theirschools. However, one teacher complainedof the short period for training

Teachers reported that the topics covered during training were the following: The

active learning cycle; The mind matters, Vision and virtue, A clean heart for a new

S1311,Human dignity» Family re?ects the image of God, Love is a choice, Love

provides and protects, Human responsibility—stewardship,Servant leadership,

Cultural boundaries, The virtue of values (all WW? Key Concepts); Character

formation and abstinence.

On whether the WW? curriculum answers all the questions students ask about their

lives, six of the teachers acknowledged that it does, whilst four said that it does not

and they suggestedthat the following be included:

0 What the youth must do after getting pregnant.

0 Why parents or culture forbid discussion of sexuality

4.5.1.3 LSE Students’ Responses

Questionnaireswere used to solicit information on the implementationfrom 40 LSE

students. All the students acknowledged that LSE is offered at their schools. They

further revealed that some students are not interested in the subject, so they do not

alwaysattend lessons.

On whether LSE answers all questionsthey have in their daily lives, 60% wrote that it

does, while 40% said it does not. They suggestedthe inclusion of topics on how to

prepare for an interview and skills in ?nding a goodpartner. HOWWBY, LSE Stud?ms

acknowledged they have learnt the following topics: (a) Self-esteern, (b) Peer pressure

resistance (c) Growth and development, (<1)Self-awaren?ss» (6) D@¢iSiOn-making,(0
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preventingHIV and AIDS, (i) Time management, (j) Interpersonal relationships, (k)

Entrepreneurship,(l) Globalization. Seventy percent of the students rated Growth and

development as the most interesting topic because it helps them to know how their

bodyworks and also tackles issues of sexuality.

Students appreciated learning LSE because:

0 It helps them to set goals and plan for the future

0 lt helps them to be assertive

0 It encourages them to concentrate on their studies and improve their grades

0 Minimises drug and alcohol usage amongst students

Students’ responses suggested that the following topics should be included in the

syllabus: (a) How to choose a partner, (b) Drug and substance abuse, (c) How to

abstain from having sex, (d) Courtship, (e) Dangers of pre-marital sex, (f) Time

management, (g) Career guidance, (h) How to stop drinking beer, (i) Moral values, (j)

Religionand evils of witchcraft, (k) Participation of youth in development, (l) Family

relationships, (m) How to take care of HIV victims, (n) How to prepare for

interviews, (o) Youth and abortion.

On whether the students were free to discuss issues of sexuality with their teachers

when leaming LSE, Figure 4.1 below revealed that 77.5% acknowledged that they felt

free. The reasons include that they do not feel ashamed, they feel that sexuality is of

importance to their lives, hence there is a need to discuss it in class. However, nine of

the students said that they were not free. The reasons given were that they were too

Shyto talk about sexuality in class and some felt that it was not necessary to discuss

82



r-"

sexualityin class.

I Yes

N0

Figure 4.1: Whether LSE Students are Free to

Discuss Issues of Sexuality in Class

Students suggestedthe following as measures to improve the teaching and learning of

LSE:

l

2

3

4

5

6

7

8

Provision of supplementary books on life skills

Inclusion of short stories in the teaching of life skills

Educational visits to other schools and orphanages

Establishment of life skills clubs even which will be open even to those who left

school

Inclusion of life testimonies in life skills books

Avoidance of genderbias in teaching LSE

Involvement of different teachers to teach the s

Conduct of outdoor classes
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9. Inclusion of sporting activities

10. Make it examinable

4.5.1.4 WW? Students’ Responses

All WW? students acknowledged that WW? is offered at their respective schools.

However, they indicated that it was not taught frequently. Sixty-eight percent were

content that WW? answers all the questionsthat bother them in their day-to-day lives

while 32% wrote that it did not. They suggestedthat the topic,What students/youth

must do to control sexual feelings, should be included. The other point was that since

they were living in a world where some of the students were infected and affected by

HIV and AIDS. there was need to include spiritual topics which directly involved

them. This was because confronting those affected and infected using God’s faith

gave them the hope of survival and in tum they live positively.

Students acknowledged leaming the following topics in WW?: (a) Building

friendships, (b) Handling peer pressure, (c) Choices and consequences, (d) Love and

lust, (e) The creation of sex. Amongst all the above topics, Creation of sex, Love and

lust and Building friendships were rated as the most interesting topics by 60% of the

students.

Students appreciatedleaming WW? because it enlightenedthem on the following :

v The dangers of unwanted pregnanciesand HIV/AIDS

0 The dangers of premaritalSeX

v Importance of abstinence

' Choosing good friends

O The myths providedby fellow students, e.g. “Lack of Vitamin K if one does not
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have sex with a boy”

sexuality.
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They also added that they wanted to learn more
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Figure 4.2 : Whether WW? Students are Free to

Discuss Issues of Sexuality in Class
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4.5.2 Classroom Observation

Lessons were observed to ?nd out how similar topics in LSE and WW? were handied

in a classroom situa1i0n.In Form 1, one teacher at a school in SWED was observed

leaching the WW? t°PiC"‘B“ilding f?endships, and anotherteacher at a school in

SEED was observed teaching a similar LSE topic-—Interpersonalrelationships. In

Form 3. one teacher at a school in SEED was observed teaching the WW? topic~

Creation of sex, and another teacher at a school in SEED was observed teaching a

similar LSE topic-»~Growthand Development.

An obsewation schedule was prepared(see Appendix6). It consisted of l2 main

topicswith 63 main points. The main topicswere: sustainability, relevance, liveliness

of introduction, ability to cope with individual differences, degree of students’

participation,appropriate use of language, effectiveness of questioningtechniques,

effectiveness of methods used, use of text books, use of locally available materials,

logicaldevelopment of the lesson, knowledge of subject matter, class control and

organisationfor students’ abilities and teacher-student relations. These were rated as

Not done; Very poor; Weak; Good; and Outstanding.

4.5.2.1 LSE Form 1

As shown in Figure 4.Sbelow, the lesson observation revealed that the teacher was

Outstanding in his ability to cope with individuals in the sense that he handled

responses of different students and gave rewards. He also used students’ experiences

to motivate them to learn. The introductiondid not include lively activities for

learners, though it was relevant to the subjectmatter and short enough.
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Figure 4.3: LSE Lesson Form 1:

Interpersonal Relationships

The teacher’s technique for Question-pause-namewas good. He was outstanding in

phrasingquestions clearly. He was good at using varied questions and distributed

them well. lle asked studentsa lot of questions. The teacher was also rated good at

giving individual help during the lesson and used students’ incorrect responses to

improve learning. He handled responses of different students well and gave rewards

for correct answers. His use of students’ experiences to motivate them to learn was

outstanding.

However, the degree of students’ participationwas weak; students did not initiate

interactions with the teacher, as they never asked questions.On the other hand. the

teacher used minimal drilling and gave exercises like discussion issues in groups.

Language used was good and at the level of students. The teacher tried his best to

'

'
.

' I

lc
3 t V.

~\

‘

follow the language policy for instruction and made minim il use ofthe mo her tongue

to help learners grasp a point.
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Sinc? teaching of Life Skins mquires Pa1?¢iP?t0ryleaming the teacher used two

methods, role play and demonstration. While the role play was rated good the

d¢m°“sm“iO“was not PYOPHIYConduflt?d, SO Was rated weak The teacher also used

the students‘ Life Skills Education Book at the right time and right stage and was

g00din hcllllllg 1¢11m¢fS grasp the point being taught. However, no locally available

teaching and learning aids were used.

The lesson was logically developed, as the teacher presented the subject matter and

specificobjectives were being achieved in logical sequence. The teacher also showed

competence in the subject matter as he was not referring to thebook always.

Class control was good as the children were listening attentively. However, girls and

boys were not mixed in the classroom and were not interacting freely. Nonetheless,

teacher-student relations were rated outstanding, even though not many students

asked the teacher questions. The teacher also used his time effectively and was

conscious of time allocated to each learning activity and students were doing activities

within the given time._ However, the teacher did not involve those who did not

volunteer much.

The teacher concluded the lesson by giving a summary of all the points learnt during

the lesson. He was smartly dressed and showed respect for both girls and boys.

4.5.2.2 WW? Form l

According to Figure 4.4 below, the lesson observation revealed that the introduction

was good short enough and relevant to the new subject matter. The teacher’s ability

to cope with individualdifferences was outstanding. She also handled responses of

different students well, and gave rewards like “Let’s clap hands for her, good.” The
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degi-ee of pupils‘ Participation was high with good individual participation The

teacher promoted learning with minimal use of d
. . . .

nlling. Besides a variet f
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y 0 exercises
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to ractice skills were used. Howe -
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P vet. students’ initiation of interaction with the

teacher was weak.
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Varietywas ‘med Om5t"mdi“g-Thl$ kept the students active throughout the lesson

However. there was no integration of other curriculum subjects in the 13550“

The major textbook used was the Bible. lt was relevant to the subject matter and was

used at the right stage and time. The story read from the Bible helped the learners to

grasp the point being taught.The teacher also used a locally made chart from an old

calendar where she wrote the song. It was a song that was relevant to the subject

matter, suitable for Form l and was used at the right time. The subject matter was

presentedlogically and speci?c objectiveswere achieved in logic sequence.

The teacher also displayed competence in the subject matter that was taught, and

simpli?ed the content to the level of students. Class control was good because

students were attentive. She was helping the weak students in groups. Teacher-student

relations were good, except for the fact that students did not ask the teacher questions.

4.5.2.3 LSE Form 3

As shown in Figure 4.5 below, class observation revealed that though the introduction

was relevant to the new subject matter it was not lively. The teacher seldom gave

rewards to answers. However, he gave individualhelp during the lesson.

The degree of students’ participationwas so weak that some students were sleeping

while one was cutting her ?ngemails.The teacher did not give a variety ot OXCFCISCS

to pfagtjgg Skills and he only used group work where students wrote answers to

questions on a chart paper and then presentedto the whole class afterwards.
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However, he involved more boys than girls in the lesson though he res t d
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Figure 4.6: WW? Lesson Form 3: Creation

of sex

The WW‘? teacher’s ability to cope with individual differeiices was outstanding as he

gave individual help and used students’ experiences to motivate them to learn.

Besides, the d of students’ participationwas also outstanding, since students
(3 Usr3 O

initiated imcraciions with the teacher by asking a lot of questions and there was

minimal use of drilling. The teacher also gave a variety ol exercises to practise skills.

the QiitgtundingOnes being pair work, role play, singing a song. and deiiioiistiatioii.

The group work was rated good,because the students stayed on task.
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The language used was Simpl?and easily understood. However the teacher did not

use English throughout the lesson. Instead he used Chichewa to help the learners

grasp a point being taught. The teacher was good at using questioning techniques like

Question-pause-nameand varyingquestions.He distributed the questions randomly.

The major textbook used was the Bible, which was relevant to the subject matter

being delivered, used at the right time and helped the learners to grasp the point being

taught.No locally available teaching materials were used.

The lesson was logically developed and the teacher displayed competence in the

subjectmatter. Class control and organisationfor students’ abilities was good as the

teacher named the students, they sat orderly in rows and girls and boys were mixed

and able to interact with each other freely. Students were also free to ask the teacher

questions,and he praised and corrected behaviour in a friendly mamier.

Time management was a problem because the teacher was not conscious of the time

allocated to each leaming activity, so the lesson went over time. However. the

leamers were actively involved and spent more time doing activities than listening to

the teacher. Generally the teacher looked presentable,respected girls and involved

boys and girls equally, and even those who did not volunteer. The teacher closed the

lesson by using questions to enhance understandof the main message, singing a song

and summarizing main points

4.5.2.5 Comparison of LSE and WW? Le55°"5

4.5.2.5.l Comparison of Form 1 LSE and Form 1 WW? Lessons

Table 4.3 below compares the ratings of class observation of the Form l LSE and
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WW? lessons, Two similar topics were taught. In Fonn 1, LSE was ramd Over 60%

abow average (LC GOOd+Outstanding),as compared to almost 85% for WW?

Particularly outstanding in WW? was the use of a variety of participatory methods of

teaching which are most important for the inculcation of life skills in students, and

their participation. WW‘? was rated above average (Go0d+()ut5tanding) Over 20%

more than LSE. Furthermore, LSE was rated twice as weak (Very poor+Weak) as

WW‘?
"

Table 4.3: Lesson Comparison: LSE Form 1 and WW? Form 1

Ra?"9 LSE LessonForm 1 1 WW? Lesson Form 1

' FrequencLlPercent i Frequency i Percent

Not done 9‘ 143 32
l

'
'

l\)
—\\l—\|\7Very poor 2

,
32 ‘

1_6

Weak 13 1 20.6
' 11,1

Good 26 i 41.3 33.3

Outstanding 13
i

20.6 32 g 50.8

Total s3 i 100
,

63 100

4.5.25.2 Comparison between Form 3 LSE and Form 3 WW? Lessons

Table 4.4 below compares the ratings of class observation of the Fonn 3 LSE and

WW? lessons. Two similar topics were taught. In Form 3, LSE was rated over 65%

above average (i.e. Good+Outstanding), as compared to over 80% for W W ‘P

Particularlyoutstandingin WW? was the use of a variety of participatory methods of

teaching which are most important for the inculcation of life skills in students, and

their participation. WW? was rated above average (Good+-Outstanding)30°/ii m0T¢

than LSE. Furthermore, LSE was rated almost four times weaker (Very poor+Weak)

than WW?
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Table 4.4 Lesson (‘omparisonz LSE Form 3 and WW1, Form 3

Rating L

F

SE LessonForm 3 WW’? Lesson Form 3

r I
1

equency
1

Percent Frequency 1 Percent

Not done 121 190*
1

- 1 7 11.1

Very poor 2 3.2 1 I 1 6

Weak
‘ 6

i

3 4 8

Good 32 50 3

i

23
1 365

Outstanding 4
1

6 3 1 29 46.0
T°*a' 63 100.0 63

' 100.0

4.6 Monitoring, Evaluation and lmpact of LSE and WW?

ln order to compare the monitoring of progress and impact of LSE and WW‘?

implementation.data included interviews with officials from MQEST Headquaners,

MIE and SAFE. Participants who providedthis information were the Secondary Life

Skills Coordinator MIE, head teachers and SAFE’s National WW? Field Coordinator.

4.6.1 .\lonitoring and Evaluation

4.6.1.1 LSF. .\l0nitoring and Evaluation

The .\llE Secondary Life Skills Coordinator revealed that SEM/\s went to monitor ii‘

they were given money. For example,in 2007 they were not given money and so they

did not go. As a result. teachers were not compelled to teach since they knew that they

were not going to be asked. He gave the example of how they had gone to some

schools and found out that me Methods Advisors had not been there for two years. He

also gave an example of teachers they found knitting whilst students were in class at a

-

-

tr

" *;‘l*';l'liit

certain urban primary school. He argued that all this is because le\elel\ Lit it

.

' ~*
'

- '
"7" Wln is "oin" to observe

obliged to teach, because they were saying /Won“ “d‘““' i ( =’ D

us‘?),He added that if that was happeningin town, what more in the rural areas. By

'~ zll‘z'i_""lt'l'.
contrast, the SEMA reportedthat they inonitoi the teiehing mt eiining iegu ll y
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The MIE SCCOi1d21t'yLife Skills Coordinator also mentioned that to show that they

were following up on what is happeningthey had reviewed Junior Cefti?catg books

and written some recommendations to the Ministryof Education

A5 to whether supervision was done at school level, interviews with the head

I€k1CllCl'S2srevealed that they had never done any supervision due to negligence, as

well as the fact that they were not trained in the subject.Hence it would be difficult

for them to know if teachers were doing the right things.

The SEl\/lA acknowledged that they did an evaluation in SEED in 2006, but their

report had gone missing at the time of the interview. Another evaluation of Life

Skills, Se.\'ual and ReproductiveHealth (SRH)/HIV/AIDSEducation was done in

2007 by Dr Gulule and Dr Chakwera, and ?ndings and recommendations were sent to

the Ministry of Education for action. The MIE Secondary Life Skills Coordinator

acknowledged that according to these ?ndings, LSE had problems.

4.6.1.2 WW? Monitoring and Evaluation

.\/lechanisms have been put place for the monitoring of WW‘? at different levels. At

school level there are initial school report forms. These contain the following details:

WW? trained teacher’s name, Standard/Formteaching, Number of students in class.

Number of periods per week, WW? lessons taught so far. lt also includes students‘

response to the subject, challenges and behaviour change noted. The sources ot

information indicated are WW? teachers, head teachers, other teachers and students.

,
.

-

'

'

i in )llll irin Y

The WW? Curriculum Evaluation Form lS another document used durii g t t g

. .

-

~ ~ "ii
"

-.1 tl »

and evaluation. This takes the form of a questlo??illf?télven to teachers to h m ‘ 1“

Z3
interview Wiih Head teacher 1 (LSE), 26 August2008 and Head teacher 2 (LSE), 3 Septeinbei‘2008.
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end of their ?rst term of teaching WW? Teachers are to respond t t'o ques ions

pertainingto wlietltgy they teach WW? or not and why/why not. Class being muoht.
a

-
c D ,

number of students; how many times it is taught per week" students’ responses‘9
a

challenges encountered and their solutions; plans for expandingWW activities. names
7

of teachers interested in being trained and Head teacher’s con?rmation signature and

stamp.

A WW‘? Lesson ObservationFonn is also used when observing WW? lessons. It

consists of the preamble: School, Date. Class/Year, Lesson/Topicand Teacher. Then,

Lesson preparation, Lesson presentationand Lesson review. The form is completed in

duplicate with the aid of carbon paper. The original is left with the teacher and the

copy kept for records.

There are also Annual School Report Forms for secondary schools. The secondary

report requests the following: Backgroundinformation on Division, District, Cluster,

School, Date of submission, Name and Position ofperson completing the form. lt also

requests feedback on the number of teachers trained in WW‘? in previous years and

the current year, number of teachers who were observed teaching WW‘? in the current

year, number of students who were being taught, number and percentage of students

who have passed end-of-term tests in WW‘? and ?nally, comments. e.g. on beltavior

change, dropout rate in school, etc. The Director for Education for SAFE has also

produced a Life Skills Report Card (see AppendiX7) T0 guid¢ every WW7 lcachcli ‘O

record the observable behaviour of every student from F

continuous assessment; This was done to get away from the cognitive cxamina ion

Interviews with the National WW? Field Coordinator for SAFE revealed that in 2000

.
‘

- 1

no mqnitoring was done, However, in 2001 all the secondary schools, voth

97
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conventionaland CDSS, in Lilongwe were visited where they found that teachers

were teaching WW‘? Most secondary schools in the Southern Region were also

visited. where most teachers were teaching WW? By May 2007, an Sgcgndafy School

teaCh¢I‘Slfllillcd ll?d?f the NAC-funded activities had completed a School Action Plan

for implementation.SAFE officials checked the extent to which the intended

implementationwas being achieved. All lO9 trained teachers in 27 secondary schools

in Chiradzulu District were visited. ln June, almost all of the 31 secondary schools in

Blantyre Rural were visited, and the Curriculum Evaluation Forms were distributed

and returned.

A new method of monitoring the implementationhas been devised. Some WW?

teacher trainer volunteers go and supervise those teaching WW? in nearby schools

during their free time. They write a budget proposal for meal allowances and

transport. lf the budget is approvedthey are given the funds. They visit every school

within their area (i.e. zone/cluster) once each term, and report back to the SAFE Head

Office on a monthly basis. However, SAFE acknowledged that their monitoring and

evaluation had not been adequate prior to putting in place the variety of reporting

mechanisms.

4.6.2 Impact

4.6.2.1 Impact of LSE

The interview with the SEMA revealed that through interviews, they found some

Students who acknowledgedhaving gainedconfidence. while some never cared at all.

Howgvgf’ the M113 Secondary Life Skills Coordinator commented that he believed

.

~

'

' h b l' l that

change was an atmude which was to be seen after time. Hence e e l€V6L 1

me time. He cited the drop in rate

behaviour amongst students would change aft“ 5°
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Ofpregnancy amongst students as an example ofthe impact of LSE

l"niin<' this, on‘ l ‘t l t‘z
2° H

.

C011 ll D
@ "K bwher said that LSE had contributed to low dropout

W65 of 5l"<l¢"l5- HQ l‘\\I'1l1Ct‘explained that most of the students were previously

involved in dating each other but because of life skills they realised that they could

end tip in probleriis. Hence dating has reduced.

Another head teacher reported that pregnancy cases had dropped and performance had

improvedwith the help of the lessons they have on Setting their goals. He went on to

say that the behavior of students has improvedbecause, from January to the date of

the interview the teachers had not reported any serious discipline case. LSE helped

students to behave better than in the past, where there used to be disciplinary cases

often. However, the Deputy Director of EMAS acknowledged that LSE had limited

impact. not as high as the Ministry expected.

4.6.2.2 lnipact of \\’W‘.’

An interview with the National WW‘? Field Coordinator revealed that the primary

impactof W\\"? training was initially on the teachers themselves. ln concurrence with

the ?eld coordinator the WW‘? teachers acknowledgedthat training had changed their

behaviour as well as the students’ behaviour. The behaviour of many teachers

improved within a short time after they completed a WW‘? training workshop.

Furthermore, WW 7 had another impact on teachers in the sense that they were able to

apply the methodology for WW? to other subjects

.

’
'

'
'

a z i l .~

In terms of the impact of WW? on the students, sonie schools discipline h it iecn

--

1
tedl tlilitl

Controlled. A number of promising behaviour changes were no e iy it ictt

"’ Interview with Head teacher 2 (LSE),3 $<=i>t<=mb¢"20°8-
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teachers.‘ l<or example, at one 1
‘ " -

sc tool in Chiradzulu, in the ?rst term of the 2007

school year only one student dropped out to get married whereas in previous s
,

year

records show that at least tour students dropped out in the ?rst t€rm_ In another

Schoob lhcm was 1‘ dmp in P1'@g111111Cl6S.When newly trained WW? teachers were

followed up in Blantyre Rural, SAFE found a girl being counseled by the teachers

againstgoing into early marriage. She has subsequentlystayed in school. At another

school there was a sharp reduction in smoking of chamba (Indian hemp).

Through interaction with students and by students leaming WW?, teachers were able

to identity the needy so that, for example,SAFE was able to pay the school fees

and/or examination fees of some orphanswho might otherwise have dropped out of

school. Many young people have introduced WW? clubs in their communities. The

National WW‘? Field Coordinator gave the example of dramatic behaviour changes at

Ndirande Primary School. following the introduction of WW? in l998. The statistics

given in Table 4.5 below reveal that the pregnancy rate dropped to virtually zero from

l3l after six years. The dropout decreased from 568 to zero.

Table 4.5 Trend of Enrolment, Dropouts and Pregnancies at Ndirande Primary

School

Year
T‘ Enromem g

Dropout rates
g

pregnancies

r

Bols Girls Total Boys Girls Total _

Shh l 1 l
‘

w

1998 3720 3303 75291 303 W »

~

1999 3017 4000 7023 l‘ 52 53 *1

2000 35354 3708 7303*. 142‘ i32~ 2744

‘ 4i

Z

w

2001 3253 3510 moot 18 t
23 L p

2002 3520 3740 73291 1 A 5
\ <1*

3

2003 3‘)l7
V

3803 7140 3 1
9

V

1

2004

0 O
-O

L/i

t___
.2

.

35921 3554 .
71461 Ole _.

301mg“/igwwith Head tgachef 1 (LSE),26 August2008 and Head teacher 2 (LSE), 3 September2008.
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ln addition. zi secondary school head te'
3‘ . .

.

acher acknowledged in an interview that

iiidisciplineregarding sexual immorality had dropped a good number of st ide it O
»

t i s g

l01'VCT “ml lhc lll'¢S\\l1l1Cy rate has droppedsince the introduction of WW”

One teacher had this to write on the questionnaire:

l have been able to counsel and change several gtudgnts’ bghaviour

through the use of stories from the Bible. Counseling those infected

and those affected by lll\/ and AIDS is a challenge. However,

counseling students who have lost their parents due to HIV related

diseases iii reference to the WW? key concepts and Bible stories is

effective in restoring the students’ emotions and provides hope for the

future.

4.6.3 (‘liallenges

4.6.3.1 LSE Challenges

The inter\‘ie\\' \\"ith the SEMA revealed several challenges. First, they had ?nancial

constraints, for example, they needed fuel to go for supervisionsince some schools

are as far away as .\lakanjira and Cape Maclear, which made it difficult for them to

supervise.On top ofthat there was no money for in-service training. Besides. the Life

Skills Policy and the introduction of LSE are taken as a project, so teachers may have

attended the training for the sake ofmoney only, forgetting about teaching the subject.

4.6.3.2 \\'W‘.’ (‘hallenges

An inteniew with the National WW? Field Coordinator revealed that the niajor

challenge is monitoring. A lot ofteachers have been trained for WW‘? but it is difficult

to monitor each and every one because there was only one vehicle. Decentralising

SAFE offices is difficult because ofthe current lack of funding. However, the iie\\'ly

-

-

-

'
~

‘P 6' ol inteers go and

devised system of monitoring and evaluation wheie WW. teacher v t g

.

.

'
-

'
'6

' zl' 't‘l.‘tl‘.

assist SAFE to monitor fellow teachers is proving quite effective on i imi et sci e

3‘ Interview with Head teacher 2 (LSE),3 Sel?embcli2008'

l()l



7*

K

\

i

i

l
we.“
.~»-.
_

4,7 Chapter Summary

It has been highlighted in this chapter that both Life Skills Edmation and WW? were

introduced in response to the problem of HIV and AIDS. At the planning of

implementationlevel neither students nor the community were involved for LSE or

WW‘?. On a positive note, Life Skills Education is timetabled but there is no

seriousness in teaching the subject. On the other hand WW? is timetabled in some

schools and in others is offered at club level. The study also revealed that examining

the subject would defeat the whole purpose of introducing life skills in secondary

school because teachers and students would concentrate on content rather than skills.

Some students and teachers still feel uncomfortable talking about issues surrounding

sexuality. lt has also been highlightedthat WW? lessons were lively and included

more participatory techniques than LSE lessons. On monitoringand evaluation, the

study revealed that Methods Advisors do not go to supervise if they are not given

allowances. WW‘? faces challenges in monitoring like lack of transport. However,

they have devised a method whereby volunteer teacher trainers supervise other

teachers from nearby schools. Besides, Life Skills Education Teacher‘s Guides were

not easy to follow whilst the WW? Teacher’s Guides had well plannedlesson plans.
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CHAPTER 5

CONFLUSION AND RECOMMENDATIONS

5.1 Chapter Overview

The study aimed at assessing the comparativeimplementationof the LSE and WW?

Lite Skills curricula in order to establish the level of classroom teaching and learning

and compare the strengths and weaknesses of both in order to recommend how to

make life skills education more responsiveto secondary students’ needs.

Speci?c aims included: to describe the historical background to the Lite Skills

Education policy and the LSE and WW‘? curricula, to assess the mobilisation of

resources and activities in LSE and WW‘? implementation,to compare the coverage ol

.

.

.

-
- . .

'

.
4 -

7‘)

the curriculum, implementation, monitoring ofprogiess and impact of LSF. and WVN .

Using formal interviews with personnelfrom MoEST, SAFE and head teachers.

~
-

~~

>-" ‘l“1l‘ll

qugsnolmalms admmlstered 10 t¢3(;hcrS and studcnts, lesson obscivation ant coi ci

analysis, this study yieldedboth qualitativeand quantitativedata, trom which were

identi?ed and/or developed emergingthemes, frequency tables and graphs.

-

-
esearch results discussed in

This chapter presents the conclusions bas?d 011 the Y ‘

-

'

' 1' e with the ?ndin is, as well as

Chapter 4. Also presentedare recommendations,1" 1"
5

lO3

1
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suggestionsfor further research.

5.2 Main Conclusions and Discussion

5.2.1 Historical Background

The Stud)’ T9V°i1l¢(l that both LSE and WW? began through the incremental mode,

whereby HIV and AIDS became a problem Within the education system and the

teaching of life skills was seen as a solution to the problem (Haddad, I995). After

recognising the need to intervene to address the spread of HIV, several organisations,

as well as the Ministries of Health and Education, came up with the idea of

introducing Life Skills Education in schools. Meanwhile, senior officials from

govemment asked Mr. Day, an activist in the ?ght against HIV and AIDS, to

introduce a programme which could help young people to ?ght challenges brought

about by HIV and AIDS. Thereafter, WW? was introduced in schools.

I-Iowever, to date, there is no formal Life Skills Education policy, per sc, only a

circular from MQEST sent out in 2002 announcing the post facto introduction of Life

Skills Education in both primary and secondary schools.

5.2.2 Mobilisation of Resources

Neither the LSE nor the WW? curriculum planningprocess involved the participation

of students and gommunity, who are the major stakeholders. These people are

potentially affected by the Life Skills Education policyand there was need to involve

them in providing information on their needs, desires and preferences (Brmkerhoff&

Crosby, 2002). As a result, some stakeholdershad no interest in the implementationof

the policy.

I04
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The study also revealed that in some cases
'

~ there was no se
'

'

» riousness in teaching LSE

OT WW? and in some @3565 Life Skills was not timetabled because it is not yet

examinableas a subj?ct‘ However’ Oth?r Participantswere skeptical of the idea that

the subject be cxaiiiiiiable, because they felt it might defeat the whole purpose of

teaching life skills, since students and teachers might concentrate on content rather

than the skills themselves. On the other hand, WW? is not offered to every student

since it is based on Christian moral values. As a result, students from other religions

may not be willing to attend the WW? club. There is need to balance WW? by

including principles from other religiousbeliefs.

Panicipants revealed that the training of LSE teachers took so much time that some

teachers teaching the subject are not trained at all. Yet for the policy to be

implementedeffectively it needs skilled teachers (Haddad, 1995). Besides, the

participants revealed that the teachers need to acquire the skills ?rst before they

impartthem to the students. On the other hand, SAFE has trained a greater number of

teachers who, if they were all utilised, could be effective in the implementationof the

policy.

Some teachers, despite being trained in both LSE and WW?, still do not feel

comfonable discussing issues surrounding sexuality with students because it still is a

taboo (Kadzamira et ali, 2001). Other LSE teachers feel that training did not change

teachers’ behaviour, but gave them directions on what to do, like a signpost.

Similarly, some students do not feel free to discuss issues surrounding sexuality wit i

teachers. WW? teachers acknowledgedthat they were truly empow?red by the

training they had and were able to apply the meth0dol0gYto Om“ subjects tmy leach"
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Though Life Skills Education Books were distributed in schools ther
'

d t
, e is nee o

distribute supplementary books which students can read There is also need to pro ‘d
-

vi e

WW? students with books so they can read them in their own free time

5.2.3 Coverage of the Curriculum

The contelll Of U16 LSE and WW? Curricula is similar, but the approach is different

WW? students acknowledged that inclusion of spiritual topics which directly affect

students infected and affected by HIV/AIDS gave them hope for survival and in turn

livingpositively.

The LSE Teacher’s Guides are difficult to break down into individual lessons, whilst

the WW? Teachcr’s Guides have clear lesson plans, together with background

information for the teacher to teach the lesson effectively. WW? also has a Teacher’s

Handbook with relevant knowledge for teaching WW?. There is no teacher’s guide

for LSE Books l and 2. No practising teacher was involved in writing the LSE books

and training manuals yet they are the key stakeholders in the implementationof the

Life Skills Education policy. On the other hand the development of the WW‘?

Teacher’s Guides and manuals involved practisingteachers who underwent the

trainingas teachers, and subsequentlyas trainers.

WW? has a comprehensive,systematictraining manual, unlike LSE. The WW‘?

trainer’s manual shows how to train the teachers’ minds so they strive to change their

perceptionof reality (Sire, 1990), before the teachers attempt to change the students‘

reality. By contrast, the Methodology Guide for LSE contains teaching strategies

which are well understood by Degree t6?¢h@f$,Ya there are mom Diploma than

Degreeteachers in secondary schools.
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5_2.4 Implementation of LSE and WW? in Secondary Schools

Classroom observation revealed that WW? lessons were more lively and involved

students more actively than LSE lessons. WW? lessons also included a greater variety

of teaching and learning techniques and students’ participation was higher. In WW?

lessons, the Bible is used as a bank of stories depictingboth good and bad character,

not evangelism, since many faith communities’ programmes for behaviour change

and life skills training have proved to be effective in reducing HIV transmission

among the youth (Malewezi, 2001). However, it would be of great advantage to all

the students if WW? had included principlesfrom other religions.

5.2.5 Monitoring of Progress and lmpact

The study established that monitoringof LSE had not been done for two years. This is

because Methods Advisors are not willing to go and supervisewithout allowances. As

a result. teachers do not feel compelled to teach LSE. In 2007, UNFPA conducted an

evaluation of LSE at primary and secondary schools, which showed that LSE was not

working to the level expectedby MoEST. On the other hand, WW? monitoring is

done at school level, whereteacher trainers volunteer to go and supervise those

teaching WW‘? in nearby schools during their free time. Monitoring had been an

ongoing process in WW? since 2002, but is still not as widespread as SAFE would

like.

The study established that though the development of the LSE curriculum was fully

funded by UNFPA, it has not had as great an impact as MOEST @XP¢Cl@d~O“ H16

othoi hand, WW? has had an impact on many WW? trained teachers’ behaviour, and

9
'

i

l

'
i d

subsequently on iheii students behaviour. The comparison of the impact of LSE an

WW? in this Study has highlightedthe fact that there is need to rethink the HIV

§
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education-for-preventionstrategy, after fa'l

students’behaviour. lt is criminal

‘mg Y0 achieve a high rate of change in

not to put money into things that work. There is

need for a military response to the ?ght againstHIV/AIDS but what is practised now

is a bureaucratic response (WashingtonPost, 2003).

5.3 Recommendations

5.3.1 Recommendations to the Ministry of Education

The Ministry should adopt a moral values-based approach to the teaching of Life

Skills to cater for uninfected, infected and affected students and teachers alike.

Life Skills must be introduced in colleges and universities as a compulsory subject

for all first year educationstudents (cf. the University of Malawi university-wide

course on HIV/AIDS, which includes a six-session WW? life skills component).

Life Skills must not be taught only by Humanities teachers, but by any teachers

committed to teaching it.

Training should be decentralised and the best teachers must be trained as trainers

to be responsible for training teachers (cf. WW7).

Teachers must volunteer to be trained, and no allowance must be attached to the

training period. (cf. WW7).

The trainers should train responsiblestudents as peer educators, who will in turn

work hand in hand with the teachers in handling the subject.

Five teachers should be trained per $011001(Ci WW?)

The post of Life Skills Officer should be created in every division. His/her duty

. .

-'

'

‘
t' on Life Skills

must be organising and Sup?rvlslng actlvmcs md repormg

Education outcomes.

108
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If Life Skills is to be made examinable the '

’ n appropriate mechanisms must be put

in place: for example, comi _ ,

nuous assessment through a Life Skills Report Card

(cf. WW‘? Life Skills Report Card, in Appendix 7) for every studcm Teachers W.“
-

l

observe students’ behaviour and at the end of the term ?ll in the d h' h hcar ,w ic as

statements pertaining to each student’s behaviour End of temi e
'

t'
-

xamina ions

should include, for example, a role play where students demonstrate their skills in

respondingto peer pressure in a given situation.

Life Skills must be timetabled for two periods,preferablya double period.

The following topics should be included: How to abstain from having sex, How to

control sexual feelings, How to stop drug and alcohol abuse, Courtship (all in

WW‘? but not in LSE), Youth and abortion, How to prepare for interviews,

Participation of youth in development,Career guidance (all in neither WW? nor

LSE).

MIE and MoEST should extend the orientation of teachers on Life Skills,

particularly where teachers were not oriented and those teaching in private

schools.

The content for Life Skills can be improvedby including all the burning issues

from the society in the curriculum, through conducting more consultations with

the community to ?nd out what to include.

5.3.2 Recommendations to Secondary Schools

Head teachers must choose teachers to go for training who are willing to teach

Life Skills and have a goodrapportwith S'tud¢m5-

Life Skills teachers must, from time to time, divide Sludmls into P¢@Ygroups

'

. I
.

rather than the whole class and let the trained peer educators tal<6 8 l?admg Y0 C 1“
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discussionof the key issues.

0 Peer educators should take the initiative to make sure that everyo tt d thne a en s or e

group loses points for absenteeism.

5.3.3 Recommendations to Malawi Government

o An annual Life Skills Week should be introduced where students will be involved

in development activities in their areas to instill a sense of responsibility

5.4 Further Research

0 Since this is the ?rst research of its kind, longitudinalaction research should be

conducted, to track change of behaviour for students who learn Life Skills from

Fonns l to 4, whether through LSE or WW?.

v Research could be conducted to ?nd out whether the training of teachers actually

helps in changing the behaviour of teachers.

Q Research should be conducted to ?nd out from students and the community what

to be included in Life Skills Education and how it should be presented

5.5 Summary

This chapter discussed the main conclusionsand implicationsof the research. lt also

gave recommendations, as well as areas for further research. The study was

undertaken in the hope that it would provideinsights into the current Life Skills

Education policy and the HIV and AIDS situation in Malawi and encourage others to

rethink and evaluate the approachto Life Skills Education.Both LSE and WW’? have

strengths whigh, if combined,would bene?t secondary school students. Some

.
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students\vill COl\llllllC to l7L)unresponsiveto the current approach.The attempt here is

a call

students“llCCklS.

to ciiibriicc ll moral values basis for Life Skills Educati on that will cater for all
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APPENDIX1; INTERVIEW SCHEDULE FOR CURRICULUM

SPECIALISTS

Goodmorning Sir/Madam, l am Mrs. J
.

Chiona, a Master of Education Student at

ChancellorCollege. l am conducting a research to ?nd out how Life Skills Education

Policyhas been implemented. l have purposivelyselected individuals to take part in

the interview and, if you agree, you are one of them. l wouldgreatly value your

contributionto the research. Feel free to contribute.

Today’sdate ___f‘f__!

PersonalInformation

Sum?m?i
Other Names:

Agct
Sex: male

EducationalQualitications:

JobTitle:

MaritalStatus:

l. When did the LSE policycome into effect? (Probethe contextualbackground)

2. How did the Government/SAFEplan the syllabusand curriculum development‘?

(Probe on who was involved, when, where, why, how and what they were

involved vvith).

3. How many secondary school teachers have been oriented on LSE/WW1’?(Probe

on which Education Divisions, forms, and secondary schools, for example, CDSS.

Convectional, Grant-Aided,Private schools.)

. Q
.

4. Any monitoring and evaluation done so far? lf any, what were the findings. lt

not, why not?

E/WW‘? ln secondary schools‘?

5 Do you have any comments on the imPa°tof LS

(Probe on the effects on teachers, parentsand students.)

122



APPENDIX 2; INTERVIEW SCHEDULE PEMMSEMA

Goodmorning Sit‘/Madain. I am Mrs. I. Chiona, a Master of Education student at

ChancellorFollegc. l am conducting research to find out how Life Skills Education

Policy has been implemented.l am here to collect information relating to the

teaching. learning, and impact of Life Skills Education. I thank you for

accommodatingme at this time. l am aware that you might have other things to do. I

thankyou so much.

Ishall ask you some questionsto guide our discussion. The infonnation I shall collect

will be eontidential. With your permissionI shall record the conversation and take

down notes while our conversation progresses. I would greatly value your

contributionto the research. Feel free to contribute.

T0day‘sdatei
_c_o

MW

S

Personal Information

Sumame:

Other Namesi

Age:

Sex:

EducationalQuali?cations:

Job Title:

Marital Status:

Married:

Single?

Widowed:

Other:

l. When did the LSE policycome into effect?(Probethe contextualbackgroundl

.

-

-

' 1 L'f Skills Education

Z. At level were you
involvedin the lmplememauon

of me l 6 l

involved in the development of the

policy‘?(probe on whether they Wt-‘Y6

curriculum, training of teachers)

f trainer (TOT)in Life Skills Education‘?

3. Have you been trained as a trainer 0



F

1 h 1 t
-

c oo eachers have been oriented on LSE? (Probe on

4. How many sccontary s

which secondary schools for exam
~

'

’
1

‘

.,
EKG

*
it P16,CDSS Conventional Gram Aided pm,

schools.)

5. ls Life Skills Education O ffered in all the Secondary Schools in your Division‘?

(Probeon how many schools, whether they are time tabled)

6. What arc your views ab

schools‘?

7. Any monitoring and eval

why not‘? t

8. What Challenges have

Education?

uation done so far? If any, what were

You been facing in giving supp

d aton in secondary
out the teaching of Life Skills E uc 1

the ?ndings? If not,

ort for Life Skills

9. Suggest ways in which

Life Skills Education can be improved

a. the training ofteache

b. the teaching of Life s

c. the content for Li e

comments on the impa

rs of

sf kills can be improved

kills Educationcan be improved

‘l
' condary schools‘?

ct of LSE/WW. in se

l0. Do you have any
d students.)

(Probe on the impact o n teachers, parentsan
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APPENDIX3: INTERVIEW SCHEDULE FOR HEAD TEACHFRS

Goodmorning Sir/l\/ladzim_ I am Mrs. .I. Chiona, a I\/Iagtgr Qf Education Student 2“

ChancellorCollege. I um conducting research to lind out how Life Skins Educaiion

Policyhas been implemented. I have purposivelyselected individuals to take part in

the inter\‘ie\\" and. it‘ you agree, you are one of them. I would greatly value vour

contributionto the research. Feel free to contribute.

Today’sdate:
do

W_ W

g

PersonalInformation

5\1m11m¢1
Other Names:

Age:
Sex:

EducationalQualilications:

Job Title:

Marital Status:

Married:
Single:

Widowed: .

Other:

l. In what \\'a§"s are the messages of HIV and AIDS and life skills delivered to your

students‘? (Probe for both tionnal and infonnal ways.)

2. How manv teachers have been trained to teach LSE/WW‘?in your school‘? How

many are actually teaching LSE/WW7‘?

)

3. ls LSEIWW‘?included in your timetablefor all classes‘.

.
.

ta‘

4. What is the attitude of teachers, students, and parents10“/dlds 1515/ WV”
~

7

5. Do teachers feel more comfortableteaching LSE or WWI’? Why?

6. What is the impact of LSE/WW?in your school‘?

'
i 2' '?

7. What should be done to improve the effectivenessof why w ut

.

J ,
,' -‘I

,

.

'

' 'bl will improve students behaxioi .

8- Do you think by making the SLlI)]6Clexamina C



APPENDIX 4: TEACHER QUESTIONNAIRE

The researcher would like to lind out how Life Skills Education Policy has been

implementedin secondary schools in Malawi. Your school has been identi?ed to help

in ?nding out thc impact ol‘ Lite Skills Education/WHY WAIT‘? in the 5¢hOOtS_[

wouldappreciateyour cooperationin answering the following questions.

Please respond appropriately:Either TICK in the appropriatespace or supply the

necessary details. Today'sdate:
4_

l. Sex‘. l\/lalc
Female:

2. Age: Z0-29 30-39 40-49 50-59 60+

3. Religious Aftiliation: Christian Muslim

4. Other (please specify) “Jr

5. Which subjects are you teaching‘?

6. Quali?cation:Diploma: /_/J

Degree: I/I

Other (Pleasespecify): y

7. Have you ever attended a training workshop on __/_?

8. Life Skills Education _

_

9. WHY WAIT?

l0. If yes. which year was it‘?

WHY WAIT‘?

Life Skills I/_/Z
_

,/,

it 1fyeS_ pram give details On the majortopie(s)you learnedduring, the training:

Life Skills Education:

WHY WAIT’?

-

-1‘?Erlz'.

l2_ If yes were ygu truly empoweredto implementthe Ifdl?lllto xp un

Life Skills Education

WHY WAIT?

A



7---—

13_lf you have been trained for both WHY WAIT") and Life Sl<'ll Ed t'
-

l s uca ion,

comment on the coinpuison in tenns
' '

*
of training and teachinv/le

'

-

aniing between
O

the two.

l4. lt‘ you have not been trained, do you think you can teach by just following the

hooks‘? Explain.

Lille Skills

WHY W All"?

l5. What topics do you think need to he included in Life Skills/WHY WAIT‘? for you

to be truly empo\\‘ei"ed‘?

Lite Skills Education".

WHY WAIT‘?

lo. Do you feel comfortable teaching all the topics in Life Skills/WHY WAlT‘?‘?If

not, why not‘?

Life Skills Education:

WHY \\'.»\lT‘?

l7. Do you think Life Skills/WHYWAIT’?answers all the questionsstudents usually

ask in their lives‘? lfnot, what topics do you think should be included‘?

l8. If you plan to teach a topic in Life Skills/WHYWAlT‘? do you actually t‘ollo\\

what you have planned‘?Explain

l9. Do you have any comments on the attitudes of the following to Lite Skills/Wll\

WAlT‘?

a. Students:

Life Skills Education:

WHY WAIT‘?

b. Teachers:

Life Skills Education
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WHY W All"?

c. llcml lcuclwcrs:

Lilo Skills Iidllcation:

WHY W/\l'l"? .

20. What is the impact of Life Skills/WHY WAIT‘? on studénts in your school‘?

Lilo Skills:

WHY w/\1'1".>

Zl. Suggest on \\'uys in \\'lllCll Lilc Skills/WHY WAIT? can be improvedto cater I01"

both lllC lCLlL‘llCl'Sand students‘ needs.

END OF QUESTIONNAIRE
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APPENDIX 5: STUDENT QUESTIONNAIRE

The researcher would like to find out how Life Skills Education Policy has been

implementedin comparison to WHY WAIT? in secondary schools in Malawi. Your

school has been identified to help in ?nding out the impact of Life Skills

Education/WHYWAIT‘? in the schools. I would appreciateyour cooperation in

answeringthe following questions.

Instructions:
_

0 Do not write your name on this questionnaireto ensure that all information you

provideis con?dential.

0 Please respond appropriatelyand sincerely either tick the appropriateanswer or

supply the necessary details

Please respond appropriately:Either TICK in the appropriatespace or supply the

necessary details.

Today‘sdate:
_

_

l. Class: Form l
?g’,

Form 3
X,

2. Sex: Male
Femalei/,_

3. Age: l0-13 14-16 17-18//, 19+,,,

4. Religious Affiliation: Christian
Muslim ll’,

Other (please specify)____,_

5. Are the following offered at your $011001?

Life Skills

WHY WAIT? _/_

6. If Life Skills/WHY‘WAIT?are not offered,why 11017

Life Skills

WHY WAIT?

I29



7. Which topics interest you most? Why‘.

Life Skills '

WIIY WAIT‘?

on think Iilc Skills/WHY WAIT’? answers all the q

>

uestions you have about

8. Do y . .

' '

' db
' eluded?

your litic‘

Life Skills

WHY WAIT‘?

9. Which topics have you

Life Skills

'

WHY W AIT‘?

lcamed so far, at secondary level

7 It‘ not, which topics do you think shoul e in

?

h ur teachers in class issues surroundingsexuality‘?

I0. Are you free to discuss wit yo

Explain.

Life Skills

WHY WAIT?

ll. What is the impact of Life Skills

Life Skills

WHY WAIT’?

l2.What do y

interesting to learn?

ou do think COuld m

/WHY WAIT? among students at your school‘?

ake the Lite Skills Education subject inorc

END OF QUESTIONNAIRE
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APPENDIX 6: LESSON OBSERVATION SCHEDULE

NAME‘
~

SCHOOL-

TOPIC: DATE: TIME-

0 - Not donc

I - \‘cr_\' poor

Z - \\'ock

‘4 - (Good

-I - outstamling

LESSON RAT|NG

0 1 2 3 4

1. Sustainability, relevance, liveliness of introduction

a. Livelyincludingactivities for learners

b. Relevant to new subjectmatter

c. Short enough(5-7minutes)

2. Abilityto cope with individualdifferences

a. Handles responses of different pupils,givesrewards

tor efforts answers

b4Gives individualhelpduringlessons

ct Utilizes pupils’incorrectly/partlycorrect responses to

improve learning

d. Uses situations/pupils‘experiencesto motivate them to

learn

3. Degree of pupilsparticipation

a. Individuals participatethroughoutthe lesson and choral

response. (Excessivedrilling=0)

b. Pupilsinitiate interactionswith the teacher

c. Teacher promoteslearningwith minimaluse of drilling

d. Pupilsgivena varietyof exercises to practiceskills

4. Appropriateuse of language

a. Language at the levelof pupils,i.e- Simpleand
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easily understood

b. Follow the languagepolicyfor instruction

c. Uses mother tongueto helpthe learner grasp a point

being taught

5. Effectiveness of questioningtechniques

a. Use of question-pause-name

b. Phrases questionsclearly

c. Uses varied questions

d. Distribution ofquestions— random order

e. Adequacyof number of questionsasked in the lesson

6. Effectiveness of methods used

a. Uses pairwork

b, Uses group work

c, Uses role play

d. Uses song

e. Uses demonstration

f. Uses varied approachesto deliver the subjectmatter

g. integratesother curriculumsubjectsinto the lesson

7. Use of textbooks

a. Relevant to thesubjectmatter beingdelivered

b. Used at the rightstage and time in the lesson

c. Helpthe leamers to grasp the pointbeingtaught

8. Use of locallyavailableteachingand leamingaids

at Relevant to the subjectmatter beingdelivered

b. Used at the rightstage and time in the lesson

C4 Suitable tor age group of learners

d. Helpthe learners to grasp the pointbeingtaught

9. Logicaldevelopmentof the lesson

a. Presents the subjectmatter logically

b.Activity delivery responsiveto the abilities of the

learners

c. Specific objectivesbeing achievedin a logical

sequence

10. Knowledgeof subjectmatter

a Displays competencein subjectmatter that is being

!
P



taught

b. Simpli?esthe content to the level of the learners

11. - - . . . .Class control and organization for pup|l$abnmes

a. Uses seating plan- children sittingorderlyin rows

b. Names pupils

c. Girls and boys mixed in the classroom,interacting

freely

d. Uses monitors, rosters to involve pupilsin classroom

responsibilities

e. Proper system for pupilsto do activities orderlyand

quickly

f. System of markingpupils‘work and helpingthe weak

ONES

g. Pupils raising their hands when theywant to answer

questions

h.Classroom displays — at appropriateheight, clean,

adequate, attractive

12. Teacher— pupil relations

a. Pupilsfree to talk to each other

b. Pupils ask questionsof teacher

c. Teacher praises and corrects behaviour in a friendly

manner

13. Effective use of time

a.Being conscious of time allocated to each learning

activity

b. Learners do activitiesduringmore time than they listen

to the teacher

14. Appropriatenessof closure

a. Summarizes main pointsof the lesson

b.Uses questionsto enhance understandingsof main

message

15. Presentability and appropriatenessOf dress

a. Neat in dress and appearame

b. Displaysmovement whichdoes not distract attentionof

learners
'
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16. Other issues

a.Lesson plan insures participationby both boys and

girls

b. Lesson deliveryencourages girlsto participate

c. Teacher involvesgirlsand boysequality- even those

who don't volunteer

d. Teacher shows respect for girls

e. Teacher expects others to show respect to girls

f. Classroom tidiness tasks are shared equallyby boys

and girls

g. Lesson planensures participationbyslow leamers

h. Lesson planencourages slow learners to participate

TOTAL SCORES

OVERALLAVE'RAGE:_j_____

E--.
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APPENDIX 7: WHY WAIT? LIFE SKILLS RECORD CARD

Student’s name ........ .... .......... Class Term

INDICATORS RATING‘

Moral Knowing A s R N
I

7

(a) Moral awareness

Iidenti?es character traits in others

is becoming aware of healthy and unhealthycharacter

traits in self
l ‘

l

Wisaware ofhumans" dignity

(b) Knowing moral values

exercises discernment to distinguishbetween right and

wrong

L

practicesintegrity

l

l J

practicesall the healthy character traits

expresses human dignity

(c) Perspective taking

identi?es all perspectiveson an issue

‘identi?es advantages and disadvantages of each

p€fSp€CIlV€

identi?es right and wrong in each perspective

identi?es the possible impact of each perspective

identi?es the possiblec0nsequence(s)of each perspectiv?

(d) Moral reasoning

exercises moral critical thinking skills

i

exercises moral creative thinking skills

‘L

exercises moral lateral thinking skills

1

plans

(e) Decision-making __

_\_
p

_

manages time

sets goals

identi?es choices

l

sets priorities

‘
A=always, S=sometimes, R=r8I@lY»Nqlever
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makes use of guidance and counseling I

evaluates and re-evaluates decisions

(f)Self-knowing

?deiitiiies strengths in self

develops strengths in self

identi?es \veal<ncsses in self
i

changes weaknesses in self

l

‘identi?es opportunities

capitalizesopportunities

identi?es threats to self-development

neutralizes threats to self-development
_

‘

i

developssell-awareness and self-acceptance

i

iiprojectsself to future

‘Moral Feeling
A S R N

(a) Conscicncc

is aware of emotional response when doing right l 1

is aware of emotional response when doing wrong t

listens to own conscience, so as to be able to act on it

-5?'

orally

(b) Self-esteenr
l

iihas positive self-concept

y

Wu

1

has negative self-concept

has healthy self-concept
J

has self-respect

D‘as healthy sexuality

(c) Empathy

recognizes situations where empathyis needed

re?ises to stigmatizeor discriminate 4
i

has good oral communication skills p
_

(d) Loving the good ____

A__‘

i T__,__,__

chooses always to do good,not bad

listens to own conscience
_o

_,___

knows how to resolve con?icts
_

_

l
l

cares for and protects people if

_

__

cares for and protects the environment _K

i____

(e) Self-control
—,

e

exercises emotional control
_

—_

¢
l
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practiccsmoderation in all behaviors, or abstaining
' 1

has a strong work ethic

copes with peer pressure

(f)Humility

acknowledges one‘s strengths-

l

acknowledges one‘s weaknesses
I

t

;
l

makes full use of one‘s strengths to overcome weaknesses

acknowledges God as the source of one’s strengths

Moral Action
A‘SRN‘

(a) Crrn1]rcr¢'rr("¢:“7
mn?w’

is capableof acting on own moral values and conscience

‘

(b) Will

is able to take the initiative

(c) Habit

consistentlybehaves morally

—‘
t
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APPENDIX 8: LETTER OF PERMISSION
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Ref. NO. SEED/GEN/21
' '“ gm Juiyr 2008

Jean l\/lphayatihiona
Chancellor College
PO. Box 280

Zomba

Dear Sir,

RE: PERMISSION TO CONDUCT A RESEARCH ON “AN

ASSESSMENT ON THE IMPLEMENTATIONOF LIFE SKILLS

EDUCA TI ON POLICY ON SECONDARYSCHOOLS ” IN SOUTH

EAST EDUCATION DIVISION (SEED)

Response is hereby made to your letter dated 8“ July, 2008 requesting for

permission to conduct a research with our teachers and students in two

Community Day Secondary Schools in Machinga District and to hold an

interview with the PrincipalEducation Methods Advisor (PEMA)of South East

Education Division.

I am pleased to grant you permissionto undertake this research with our

teachers, students and the PrincipalEducation Methods Advisor. All you need

to do is to make advance arrangementswith the schools and the PFMA. When

you get to the school, present this letter to the Headteacher. Please ensure

that your engagementwith the teachers and students does not interrupt the

lessons at the school.

I wish you all the best in your studies.

Sincerely yours,

G. S. Matuta

EDUCATIONDIVISION MANAGER

Cc: The PrincipalEducation Methods Advisor, SEED
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