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ABSTRACT

The development of critical thinking skills in students is one of the cherished and
prominent objectives of education; however, in spite of its acclaimed significance,
critical thinking has remained one of the most elusive goals of education systems.
Although nurturing and inculcating critical thinking skills have been presumed to be the
responsibility of academic education, within recent times the philosophy of education
has changed to one that recognizes critical thinking as a viable inclusion in vocational

education.

The purpose of this research was twofold: (1) to investigate how Vocational Instructors,
Administrators and Internal Verifiers of a specific programme in Trinidad and Tobago
conceptualize critical thinking in vocational education; and (2) to determine their
perceptions of factors that impact the development of critical thinking in the adult
students of the programme. By means of a Case Study in the Qualitative paradigm the
perspectives of fifteen purposefully selected persons were gained primarily through
open-ended and semi-structured interviews. An eclectic blend of various theoretical
frameworks was used to interpret the data which revealed that participants equate
critical thinking in vocational education to being proactive, evaluation, extrapolation,

rigorous questioning, and problem solving.

The commonly reported factors impacting the development of critical thinking in adult
vocational students were their socio-economic status, educational attainment and levels
of reading, attitudes, and their culture/religion. Other factors reported with less
frequency were teachers’ instructional style, teachers’ personalities, students’
expectations, classroom climate, design of the curriculum, institutional factors such as

time and resource constraints, and students’ physical and mental barriers.

This research highlights the need for vocational instructors to: (a) resist the urge to
conduct their classes on the archaic principle of teaching as primarily transmitting
knowledge; and (b) facilitate the learning process by nurturing the development of

critical thinking in vocational education through its various manifestations.
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CHAPTER 1: INTRODUCTION

1.1 Overview

he “need to teach critical thinking (CT) skills in [educational] institutions is
Tcurrently and prominently featured among the goals of education because of its
positive effects on the overall development of an individual” (Agboeze, Onu, &
Ugwoke, 2013, p. 117), and its significant contribution towards employability.
Additionally, according to the summary and conclusions section of Huitt’s (1998)
report, it “is one of the most important attributes for success in the 21% Century”. The
quest for CT skills has been necessitated by accelerating technological changes, rapidly
accumulating knowledge and increasing global competitiveness that require individuals
to possess ‘“more than basic reading, writing and computing skills — they need to be able
to use knowledge and skills critically in the context of modern life”” (Partnership for 21%
Century Skills, 2007, p. 6). In spite of the acclaimed significance of CT to individuals
and societies, Leming (1998, p. 61) has cautioned that it has remained “one of the most
cherished, yet elusive goals of education systems”. Concurring with this, Allison (2014,
p- 1) further states that the topic of critical thinking “enjoys a ubiquitous existence in
education... [and that] its importance to learning has remained an unquestionable and

prominent concern” (p. 1).

The clarion call for the need for CT is echoed worldwide. Kek and Huilser (2014) report
that “although many students are highly skilled at multi-tasking and handling a sea of
information at seemingly dazzling speed, the ability to critically assign value to such
information is often missing” (p. 331). Referring to the situation in America, Collier,
Guenther and Veerman (2002) have stated that based on evidence from test scores,
teacher observation checklists and portfolio information, ‘“students of all ages
demonstrate a deficiency in critical thinking” (p. 16). Qian (2007) has also lamented the
alarming gap between current educational practices in China that feature memorization,
drill and extensive content coverage and the educational ideal of developing critical
thinkers. Along a similar vein, Beckmann, Cooper and Hill (2009) advise that the
“English education system has been increasingly impoverished over the last 30 years ...

leading to the increasing production of uncritical thinkers” (p. 311). Similarly, Kaye and

o) - i o7 = DT f . (9 ) c X
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Hager (1992), reporting on the situation in Australia, posit that CT represents a
relatively neglected area of student learning. Additionally, in 2000, the Commonwealth

LT3

of Australia reported that students’ “capacity for independent and critical thinking ...is

rare” (p. viii).

Within the islands of Trinidad and Tobago (T&T) - the focus of this research, CT skills
are also essential if we are to address the ills that have been plaguing us for decades.
UNESCO issued an alarming report that revealed the critical nature of the challenges
that confront the Caribbean region - “challenges of unsustainable patterns of production
and consumption, which put pressure on our limited and fragile natural resources,
leading to increased vulnerability to natural hazards, increased poverty, ill-health and
loss of economic and cultural opportunities” (UNESCO, 2007). With particular
reference to T&T, our former Minister of Science, Technology and Tertiary Education

(MSTTE) - Fazal Karim, states that:

Our country, our democracy and our institutions are works in progress requiring a
unique kind of 21st century citizen who must, among other things, be innovative,
entrepreneurial, community-oriented, civic-minded, ethical and capable of
critical-thinking and possess the ability to creatively confront the plethora of
challenges which face us, while grasping the opportunities as they arise. (MSTTE,
2010, p. 3)

Education that focuses on sustainable development is essential if we are to overcome
the multitude of challenges that confront us and if we are to regain “our community
vibrancy, the personal quality of our lives, our economic viability and our business
competitiveness” (Partnership for 215 Century Skills, 2007, p. 2). In order to ensure
sustainable development, students must exercise their CT skills to find solutions to key
sustainability issues of environmental, social, economic and political origins. Continued
practice at solving such problems results in students becoming more proficient at
exercising their CT skills. This ultimately results in a thinking, enlightened citizenry
who possess expert CT skills that will enable them to increase their competitive
capacity regionally, expand their exports on a sustainable basis and attract foreign
investment (Vision 2020, Tertiary Education Draft Report, 2002). CT and sustainable
development are therefore inextricably linked for without CT skills, progress towards a

more sustainable future will be compromised. However, for this goal of sustainable

) - . o7 =30 T f. . , c X
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development to be materialized, governments must strengthen their mandate for
primary, secondary, tertiary and vocational education (VE) institutions to address the
multifaceted tenets of CT and to institutionalize assessment practices that effectively

gauge students’ acquisition of these skills.

Halliday (2000) notes that in addition to a heightened quest for CT in academic
education, there needs to be a rejuvenated thrust for CT in adult VE. Agboeze et al.
(2013) are of the view that Vocational Education and Training (VET) prepares trainees
for professional positions in various fields of endeavor — engineering, medicine, music,
agriculture and marketing to name a few. Thomas (1992) therefore alludes to the fact
that it is essential for vocational educators to equip students with skills that will enable
them to respond, with varying levels of cognitive complexity, to the unprecedented

challenges of present and future industrial needs. Agboeze et al. (2013) advise that:

Effective teaching of critical thinking will help vocational and adult education
students to learn continuously through thinking and reasoning, problem solving,
decision-making and interpersonal competence, especially as the nature of work
changes and occupations become more reliant on cognitive capacities. (Agboeze
etal., 2013, p. 118)

Goodman and Sprague (1991) contend that although vocational training can perpetuate
productive and enriching lives, it is presently not doing so because vocational educators
are preparing students for current industrial needs and not necessarily preparing them
for the needs of the future - a future that demands “the ability to analyze, evaluate, and
challenge assumptions, information and opposing points of view” (Agboeze et al., 2013,
p- 116). Sizoo, Agrusa and Iskat (2005) say that “vocational educators are therefore
challenged to prepare students for skills required in the dynamic and uncertain future”
(p- 527), and pose a thought provoking question: “When tomorrow is uncertain, what
are educators supposed to teach today?” (p. 527). Agboeze et al. (2013) advise that we
“should prepare students for [an uncertain] future by teaching them how to think
critically instead of what to think” (p. 118). I also am of the view that when teaching the

LT3

much needed practical skills, vocational instructors should inculcate students’ “ability to
think creatively, make decisions, solve problems, visualize, reason, analyze, and
interpret — [all] desirable qualities of the future work force” (Kerka, 1992, p. 2) and all

aspects of CT.
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Kerka (1992) posits that CT has often been assumed to “be the role of academic
education” (p. 2); however, Thomas (1992) cites the following arguments for VE’s role

in the development of CT:

a) Occupations are becoming reliant on cognitive competencies as well as
skill competencies; b) the changing work environment requires flexibility and
adaptability to changing conditions; c) VE provides a real world context for
cognitive development; and d) higher order learning is not just a change in
behavior, but the construction of meaning from experiences. (Thomas, 1992,
p. 63)

The effective teaching and learning of CT skills in VE “would enable students to seize
and exploit opportunities to solve problems, generate and communicate ideas, and make
positive differences to themselves and their communities” (Agboeze et al., 2013, p.

122).

The thrust for CT in VE has also been promulgated by the belief that it can provide a
relief from “social deprivation” (Kuboni, 2002, p. 95), alleviate the unemployment
situation, and increase “individual and national economic prosperity by producing a
well-trained workforce” (Halliday, 2000, p. 160). Kuboni (2002) cautions though, that
resurgence in the importance of skills development and a “skilled workforce has
spawned the proliferation” (p. 95) of a number of new vocational institutions, which has
led to “the detriment of the development of critical thought” (Beckman, Cooper, & Hill,
2009, p. 314).

Dirkx, Kielbaso and Smith (2004) also question the ‘“extent to which” these new
institutions are preparing workers to “effectively address the levels of uncertainty and
cognitive complexity inherent in the emerging workplaces of the 21% century” (p. 30).
Similarly, Hyslop-Margison and Armstrong (2004) complain that the type of CT offered
by vocational institutions encourages ‘“students to address problems from a limited
perspective that ignores wider workplace, labour market, and socio-economic issues”
(p- 43). They contend that current models of CT in VE “are conceptually problematic,
epistemologically incomplete, virtually ignore dispositions, and merely promote
technical rationality aimed at improving human capital efficiency within difficult labor

market and working conditions” (Hyslop-Margison & Armstrong, 2004, p. 46).
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CT in VE is of great significance to me since I am currently employed as a Curriculum
Specialist at OrgX, where my major responsibilities are primarily geared towards the
Innovative Programme (IPRO) — a programme that has, as one of its primary objectives,
the alleviation of poverty and unemployment by providing vocational training to
nationals of our country who are between the ages of 25 to 60 years. This training is
expected to re-engineer their individual economic platforms by enabling them to obtain
employment or to become micro-entrepreneurs. My interest in CT in VE within the
IPRO of OrgX has provided the impetus for focusing my research on this particular

geographical setting.

In a recent management meeting, our Chief Executive Officer (CEO) cautioned that if
we are not preparing our trainees for the world of work and the future, and inculcating
in them, the CT skills that will enable them to think independently and make a positive,
significant contribution to the economy, the Ministry of Education may be forced to
terminate our programme since it is not a direct contributor to the country’s Gross
Domestic Product. It is also anticipated that with increased employment and self-
employment, trainees will be motivated to desist from lives of crime, and society in

general, will benefit.

With the current economic meltdown in our country (and indeed the world), all
governmental ministries were instructed to “tighten their belts”. Several sectors of
various ministries were terminated and numerous projects that were carded for
commencement in the near future were aborted. Luckily, the IPRO was not one of the
unfortunate programmes to be discontinued; but we were again cautioned by our
director that we should not be contributing to the general environment of under-
productivity and under-performance by generating trained persons in various skills who
do not possess the CT skills required by an educated, “sophisticated citizenry able to
participate effectively in a globalized world” (Vision 2020, Tertiary Education Draft
Report, 2002).

Although there are inherent tensions between these goals of education - education for
the development of CT skills, and education for individual and collective economic

development, we at the IPRO are required to produce adults who possess the CT skills
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that will enable them to secure rewarding jobs, maintain satisfying lives, and become
well adjusted, economically productive citizens. Since CT skills are of such paramount
importance, we need to investigate the factors that have been perceived to impact its
development; but...before the perceived factors can be established, we need to ascertain
what constitutes CT in VE, for as Clemens (2014) posits, “the pursuit of something you
can’t define usually leads to chaos or farce”. The literature abounds with definitions of
CT in the academics. Indeed, as Brigham (1993) reports, there are as many definitions
of CT in the academic arena as there are experts in the field. However, definitions of CT
in VE are limited. It is therefore the intent of this research to illuminate: 1) the
conceptualizations of CT in VE; and 2) factors that are perceived to impact the
development of CT skills in this specific group of adult VE trainees from the IPRO at
OrgX in Trinidad and Tobago. While Torff and Sessions (2006) believe that instructors
themselves are a propitious group to consult on issues related to students’ acquisition of
CT skills, Quinlan and O’Brodovich (1996) are of the view that “all institutional
constituents who have a stake in adult learner success and well-being” (p. 176) are
important: they are all responsible for the transitory support necessary for adult learners
who are embarking upon postsecondary VE programmes that require increasing levels

of cognitive complexity.

In keeping with Quinlan and O’Brodovich’s (1996) view, this research has sought the
participation of three (3) major constituent groups of educators from the I[PRO of OrgX
- Vocational Instructors, Administrators (Managers and Specialists) and Internal
Verifiers, regarding their conceptualizations of CT in VE and factors that are perceived

to impact the development of CT skills in adult VE students.

As a senior Curriculum Development Specialist at the IPRO in OrgX, I can make
recommendations for the provision of resources that will enable all research participants
to effectively exercise their rights and undertake their responsibilities as facilitators of
CT. I am also able to present a compelling case to the director for changes which, in my
participants’ opinions, will assist in furthering the development of CT skills at our

programme.
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This research is worthy of scholarly attention since it has the potential to enhance the
CT skills of subsequent trainees at the IPRO. Economic constraints have mandated that
programmes such as the IPRO of OrgX, which require considerable amounts of
government expenditure, produce value for money. By awakening the awareness for CT
in VE, it is believed that Vocational Instructors, Administrators and Internal Verifiers
will engage, with renewed vigour, in their quest for the development of CT skills in
their trainees — skills which, in addition to contributing to the overall development of
the individual, will ultimately translate into economic productivity. This research can
also “serve as an impetus for [vocational educators] to systematically and reflectively
explore” (Santangelo & Tomlinson, 2009, p. 320) their roles and responsibilities and the
various ways in which they can ensure that this “dimension of humanity [CT] is not
impeded, but is allowed to proliferate in the classrooms” (Fisher, 1995). Discussions
held with educators will also reiterate their need to formulate policies, develop
institutional structures, provide relevant in-service programmes, and implement

strategies designed to complement current instructional practices that facilitate CT.

It is plausible to speculate that the discussions held with these educators - Vocational
Instructors, Administrators and Internal Verifiers, will heighten their desire to ensure
that their adult trainees develop into critical thinkers: critical thinkers who possess the
required knowledge, skills, attitudes and competencies that will enable them to
participate effectively and fully as citizens of our democracy and appropriately cope
with the rapidly accelerating economic, technological, informational, demographic and

political advancements of the 21t Century.

1.2 Significance of Study

Research endeavours on various aspects of CT in the academic arena are extensive — for
a brief review, see: Atabaki, Keshtiaray and Yarmohammadian, 2015; Frijters, Dam and
Rijlaarsdam, 2008; Lawson, Jordan-Fleming and Bodle, 2015; Pilanthananond, 2007;
and Rogal and Young, 2008. However, in spite of the centrality of CT to the
enhancement of all educational enterprises, insignificant published dialogue and very
little empirical research has been reported on: 1) conceptualizations of CT in VE; and 2)

factors that are perceived to impact the development of CT in adult VE students. The
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value of my research emanates from the interaction and interplay of these different

elements coming together within the T&T context.

The works of several authors and researchers on the topics of CT, VE and adult students
have guided this research - Agboeze, Onu and Ugwoke, 2013; Becker and Hecken,
2009; Billett, 2014; Chee Choy and Kin Cheah, 2009; Collier, Guenther and Veerman,
2002; Rubie-Davies, 2010; Rudd, 2007; Sanavi and Tarighat, 2014; Shell, 2001; Torff,
2015; and Wang and Torrisi-Steele, 2016. Nevertheless, the usefulness of the literature
provided from these sources was limited, since they were neither based on the
peculiarities of adult VE trainees with respect to CT, nor the uniqueness of the T&T

setting.

This research is therefore, neither the replication of any previously conducted research,
nor the continuation of any study: It is an original investigation into two (2) constructs —
CT and VE, which, to my knowledge, have not been previously conducted within the
Trinidad and Tobago context. Since relatively little substantial knowledge has emanated
from past research on CT with respect to adult VE students in Trinidad and Tobago, this

study attempts to fill a significant gap and bolster the available thin literature.

The ability of T&T to enhance the CT skills of its VE students is of importance
domestically, regionally, as well as internationally. Our economic predominance in the
Caribbean region means that “the successes or failures of our sustained developmental
attempts have implications for international perceptions of Caribbean viability”
(McGrath & Akoojee, 2009, p. 150). CT in VE is seen as one of the vehicles through

which our attempts at development may be attained and sustained.

1.3 Purpose of Study

The purpose of this study is primarily to investigate: 1) Vocational Instructors,
Administrators and Internal Verifiers’ conceptualizations of CT in VE; and 2)
Perceptions of Vocational Instructors, Administrators and Internal Verifiers regarding
factors that impact the development of critical thinking in the adult vocational education
students at the IPRO of OrgX in T&T. It is the intent of the research to stimulate

thought and dialogue amongst participants, regarding the need for the enhancement of
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critical thinking in their adult vocational education classrooms. This dialogue is
intended to heighten participants’ reflectivity and impact their sensitivities by
stimulating thought about andragogical issues and classroom practices that have been
observed to either hinder or aid the development of CT. Interviews which will be
conducted with participants, are expected to awaken their awareness for the dire need to

further the development of CT skills in their adult vocational students.

Administrators have the ability to influence policy implementation. They can
“transform policy into practice and are therefore critical points of influence when
enacting the strategic vision” (Milburn, 2010, p. 94) of an organization. It is therefore
anticipated that the administrators who will be interviewed would use their influence to
effect changes in the existing structures of OrgX in an attempt to advance the
company’s vision, by producing trainees who possess the CT skills that would enable

them to secure jobs or become micro entrepreneurs.

It is also intended that the research would raise readers’ levels of awareness for the need
to further the development of CT in adult VE. By “publicly sharing the findings, [the
research] would offer insights, promote critical discussions, and spawn questions for
subsequent inquiries” (Santangelo & Tomlinson, 2009, p. 310). Since the study attempts
to unveil the perceptions of Vocational Instructors, Administrators and Internal
Verifiers, subsequent research may focus on the perceptions of other constituent groups
regarding the factors that may impact the acquisition of CT skills. Undoubtedly, this
would reveal a myriad of possibilities that are not unearthed in this study. Subsequent
research may also explore the degree to which the perceived factors actually impact the
development of CT. Since this research will also provide recommendations that are
geared to foster the development of CT, subsequent research endeavours may attempt to
ascertain the efficacy of the recommendations on the development of CT in adult VE

students in T&T.

Findings of this research will be made available to the CEO, and the two Regional
Managers from OrgX, together with the Director and the two Regional Managers of the
IPRO. Although the study will specifically address CT in the IPRO - adult vocational

students aged 25 years to 60 years, results may also prove to be beneficial to the
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younger target group of OrgX — students aged from 15 years to 35 years. Factors that
have been perceived by participants to impact the development of CT skills will be
discussed at the IPRO’s monthly management meetings. Factors that are within the
control of the administrators will be addressed, while attempts will be made to mitigate
the debilitating factors that are beyond our control. Changes to the design of the IPRO,
suggested by participants, will also be explored at these monthly meetings in an attempt
to determine their feasibility - considering the economic constraints under which the

programme currently operates.

1.4 The Research Questions

My review of the literature and my personal and professional interests in the topic of CT

in VE have led me to develop the following research and sub-research questions.

1.4.1 Main Research Questions (MRQs)

According to Vocational Instructors, Administrators and Internal Verifiers:

% How is critical thinking in vocational education conceptualized?

/7

s What factors are perceived to impact the development of critical thinking in

adult vocational students in Trinidad and Tobago?
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1.4.2 Sub-research Questions (SRQs)

The following four sub-research questions will also serve to guide this investigation:
According to Vocational Instructors, Administrators and Internal Verifiers:

1) Why are critical thinking skills in vocational education important in the 21°
century?

2) How effective are current instructional strategies (teaching styles/methods) in
facilitating the development of critical thinking?

3) What are the roles and responsibilities of Vocational Instructors, Administrators
and Internal Verifiers in enhancing the development of critical thinking in adult
vocational education students?

4) What changes (if any) can be made to the design of the IPRO to ensure that
subsequent trainees are afforded ample opportunities to further develop their
critical thinking skills?

In an attempt to minimize the gap that exists between the aspired state and the present
state of CT within the IPRO, I needed to firstly ascertain my participants’ thoughts on
CT in VE (MRQ 1). To a large extent, thoughts determine persons’ actions and my
participants’ actions towards the advancement of CT was the topic of inquiry. I then
needed to ascertain my participants’ perceptions of how CT skills in our trainees could
be enhanced: I needed to know what they thought are the facilitating and debilitating
factors — MRQ 2. It is widely acknowledged that when something is considered to be
important, the quest for it is propelled: I therefore needed to know my participants’
perceptions of the importance of our trainees acquiring CT skills — SRQ 1. SRQs 2 and
3 emanated from my readings of the relevant literature. SRQ 4 alludes to the fact that
there may be systems that could be institutionalized or modified within the IPRO to

propel the development of CT skills in our trainees.

1.5 Operational Definitions of Terms

In an attempt to convey the uniform, unambiguous meaning of key words used within

this research, the following operational definitions of terms are provided:
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1.5.1 Ciritical Thinking

The Literature Review of this document contains detailed conceptualizations of CT.

However, as used in this research, CT refers to:

Those cognitive skills or strategies that increase the probability of a positive
outcome. It is used to describe thinking that is [habitually] purposeful, reasoned
and goal directed ... [It] also includes evaluating the thinking process — the
reasoning that went into the conclusion arrived at and the kinds of factors
considered in making a decision. (Halpern, 2003, p. 6)

It is also considered to be “the ability and disposition to improve one’s thinking; by
systematically subjecting this thinking to intellectual self-assessment...persons are
critical thinkers only if they display this ability and disposition in all or most of the
dimensions of their lives” (Elder & Paul, 1996, p. 34).

Additionally, CT “is the practice of processing information in the most skillful, accurate
and rigorous manner possible, [leading] to the most reliable, logical and trustworthy
conclusion upon which one can make responsible decisions about one’s life, behavior

and actions” (Schafersman, 1991, p. 4).

These definitions of CT have been provided by prominent researchers in the field of CT.
They encompass the key cognitive skills, dispositions and abilities, which in my

opinion, need to be enhanced in our trainees.

1.5.2 Vocational Education

For the purposes of this study, VE refers to general education necessary for the personal
and cultural development of individuals while preparing them “for jobs that are of a
manual or practical nature...and related to a specific trade, occupation or vocation”

(Agbongiasede, 2012, p. 14).

1.5.3 Ciritical Thinking in Vocational Education
In keeping with the vision of OrgX and the IPRO, my definition of CT in VE is as

follows: the use of reasoned, purposive and reflective thinking to effectively accomplish
a task by making sound decisions, solving problems and mastering concepts related to a

particular vocational area, and then combining these skills with other employability
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skills to become more competent employees or successful micro-entrepreneurs who are
willing to challenge the status quo by asking political and ethical questions associated

with social justice.

1.5.4 Adult Vocational Education Students

In this research, adult VE students refer to persons between the ages of 25 to 60 years,

who are pursuing VE courses.

1.6 Structure of Thesis

This thesis contains 7 chapters. Chapter 1 provided an overview of the need for CT
skills in various parts of the world and then it highlighted the importance of CT in VE
with respect to adult students in the Caribbean. It outlined my motivation for engaging
in this particular project in this geographical region and my conceptualizations of the
project’s significance and purpose were discussed. Prior to providing definitions of
relevant terms, the two major questions which provided the platform from which the

study proceeded, together with the sub-questions which guided the study were outlined.

In an attempt to fully understand the context in which the study was undertaken,
Chapter 2 will provide an outline of the genesis of VE in the Caribbean and the rationale
for the establishment of both OrgX and the IPRO which operate in Trinidad. It will also
highlight the various ministries under which both bodies operated and discuss the
government’s rationale for fostering CT and entrepreneurship as an integral part of the

country’s overall developmental thrust.

My understanding of the terms “critical thinking” and “vocational education” does not
emanate from any single research endeavour; rather, it is based on the critical
examination of findings from a range of research studies. I shall therefore explain how
this extensive literature was obtained. In this chapter - Chapter 3, the Literature Review,
I shall present issues and previous research that are of direct relevance to my research
questions. By referring to and discussing the existing literature, I will be able to gauge

prominent researchers’ perspectives on the constructs contained in my topic.
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Through a decolonizing agenda, I employed the use of existing theories to apply,
describe, and explain my data. These theories which undergirded the study will be
presented in Chapter 4 - Theoretical Perspectives. I thought it prudent to include this
chapter since it will explain the frameworks used for organizing and synthesizing my
data. Basing my data on sound principles and theories lends credibility to my study and

makes it intelligible to readers.

Chapter 5 will explore my justification for employing the use of decolonizing
methodologies and will also explain my unique positionality within the research. The
philosophical parameters which undergirded my study will be presented, as will the
rationale for conducting a Case Study in the Qualitative paradigm. In this chapter I shall
also explain the methods used, the way data were collected and analyzed, and issues of

rigour and ethics that were observed.

In Chapter 6, the most significant chapter in this thesis, I shall present my findings. This
chapter will give me the opportunity to demonstrate my decolonizing agenda by using
my participants’ actual words. An analysis and discussion of the themes that were
generated from my participants’ responses will then be presented. The chapter will

conclude with the responses to my specific research and sub-research questions.

The overall conclusions being derived and the recommendations being made will be
provided in Chapter 7. In its entirety, this research will demonstrate that by engaging in
CT in VE “human beings are [not] a notoriously self-centered, obsessively egocentric
species” (Mohri, 2005, p. 63): we are not ‘“the scavengers of civilization, but the
inheritors of rainbow possibilities and the creators of new sensibilities” (Louisy, 2001,

p. 432).
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CHAPTER 2: THE CONTEXT

2.1 Overview

hapter 2 presents the context or the backdrop against which CT in VE is
Cconceptualized by persons within the IPRO at OrgX in T&T. As posited by
Gonzalez y Gonzalez and Lincoln (2006), “context plays an important part in the act of
interpreting data. Without an understanding of the context where the participants [are

situated] the results could emerge with no clear interpretation of the data” (p. 2).

The education system in T&T, like those of many other former British colonies, “has
emerged from an historical background of slavery and colonialism” (James, 2010, p. 1).
Indeed, James (2013) contends that “the education system in T&T historically has been
and to some extent continues to be shaped by its colonial past” (p. 4). Against this
backdrop of a colonial legacy, with “hegemonic features of a post-colonial society”
(James, 2010, p. 1) still evident, this chapter advances its momentum by providing an
outline of developments in VE in T&T, from its genesis in the mid-19™ century to the
present. Since educational developments in T&T are usually patterned along those of
developed countries such as USA, England and Germany, specific reference will be
made to global mandates and situations in these countries that necessitated changes to
their existing educational system. Peacock (n.d.) advises “that colonial patterns can be
used to explain current phenomena” (p. 2), so investigating trends in these developed

countries may also enable us to explain how our current situation has arisen.

Being one of the agencies responsible for the implementation of VE in T&T, OrgX and
the rationale for its establishment will be provided. OrgX has undergone significant
growth and development since its establishment as a company in 1988, although its
general structures and functions have remained largely unchanged. It has also operated
under several governmental ministries which will be outlined, since these different
ministries have impacted its evolution and current mandate. The IPRO, one of the two
major arms of OrgX, has similarly undergone adaptations due to changes in
governments and governmental reshuffling, and these adaptations together with the

details of the operations of the [PRO will be provided.
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2.2 VE in Trinidad and Tobago

The genesis of VE in the Caribbean dates as far back as the mid-19" century when “the
power of human capital in the enhancement of economic production” (Morris & Powell,
2013, p. 2) was recognized. Prior to this, technology and physical capital were keenly
regarded as the major contributors to the wealth of powerful nations. However, when
the English philosopher, Herbert Spencer promulgated the idea that education which
prepared individuals for complete living was to be deemed the most valuable, the idea
spread to the rest of the world, including the Caribbean. The breakup of the colonial
empires in Africa, Asia and the Caribbean, caused the education of the masses to
become the responsibility of national governments. In assuming responsibility for the
development of their nations, many governments chose to remove the strong academic
curricula and make greater provisions for VE. Prior to this, divisions between the liberal
arts education and VE had been “well entrenched in the education system for many
decades” (Hutton & Dixon, 2016, p. 102), where in countries such as the USA, liberal
arts education was the “exclusive domain of the American elite, who looked down on
all practically oriented education” (Gutmann, 2011, p. 8). This new blended curricula
approach which sought the integration of liberal arts and VE was in direct response to
similar shifts in curricula in developed countries such as France, Germany and Sweden

(Morris & Powell, 2013).

“In Trinidad and Tobago, VET has evolved over a period of more than 100 years”
(MSTTE, 2010, p. 19). It began with the Board of Industrial Training - BIT in 1906,
followed by the National Training Board - NTB in 1970, and then the National Training
Agency - NTA in 1999 (MSTTE, 2010). When the islands of Trinidad and Tobago
gained Independence in 1962, political leaders recognized “education as a vehicle for
the movement of the people from colonialism to independence and for the
transformation of the society into a viable self-reliant integrated nation state” (Alleyne,
1995). According to De Lisle, Seecharan and Ayodik (2010), in both developing and
developed countries, “the human capital requirements of globalization and the
information age placed great demands upon economic and educational structures” (p.
3). De Lisle et al. (2010) continue by saying that “rapid changes in the economy and the

nature of work forced nations to transform education and training systems to produce
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individuals” (De Lisle et al., 2010, p. 3) who possessed both liberal arts education and
vocational training. This shift from being a purely liberal arts or VET institution to one
that saw a merging of the two, was a direct reflection of the economic needs of many
developing countries (Maclean, 2007). This merging was however, not without its
challenges since it opposed the dictates of organizations such as the Organization for
Economic Co-operation and Development (OECD) which had an “economic-oriented
view” and UNESCO which held a “human-oriented approach” (Hutton & Dixon, 2016,
p- 106).

An educational plan that would address the needs of the rapidly changing nation: a
nation in dire need of academically inclined citizens as well as technicians and persons
skilled in the various crafts was developed. The “Plan” became known as the Draft
Plan for Educational Development in Trinidad and Tobago (1968-1983). Although it
was drafted in 1974, it was intended to encompass the 15 year period spanning 1968 to

1983.

Although it was recognized that “the technical-vocational area of an education system is
the phase that most significantly influences the qualitative and quantitative dimensions
of the labour force” (Alleyne, 1995), the Plan did not place heavy emphasis on either
the development of human capital or the technical-vocational area. Realizing the
deficiencies of the Plan, the then Prime Minister - Hon. Dr. Eric Williams proposed
additional guidelines and amendments to the plan which were made to cabinet. One
such guideline which was deemed a signal guide for the secondary curriculum was “that
an integrated comprehensive program embracing the traditional academic, pre-technical,
commercial, general industrial and limited specialized craft training be adopted”
(Alleyne, 1995). This resulted in the establishment of technical schools and the
inclusion of practical, manual and vocational subjects to the secondary school
curriculum. It was only then that the formalizing of manual and vocational training
became evident, and the “formidable” Technical and Vocational Education and Training
(TVET) system came into existence. Due to the fact that various TVET institutions were
established, “there was wide variation in curriculum offerings [with] no mechanism for

ensuring alignment to national goals for development” (MSTTE, 2010, p. 22).
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In 2015, a National Policy Framework (2015-2025) was designed by the Ministry of
Tertiary Education and Skills Training (MTEST) to meet the challenges facing the
sector in the 21 Century. Although the Framework was aligned to the seven (7) inter-
connected pillars for sustainable development identified by our government, it
specifically addressed pillar 5 — “A More Diversified, Knowledge Intensive Economy”.
Committed to the sector, the government invested in excess of TT$16.7Bn over the
period 2010/2011 to 2014/2015, and set a target of 60% participation in tertiary
education by the year 2015. This target was surpassed in 2013 with a record

participation rate of 65.23%.

The Vision of MTEST was “A knowledgeable and skilled citizenry that is...empowered
to harness opportunities and to contribute to a more diversified economy...” (Tertiary
Education and Skills Training, 2015, p. 5). Two of its overarching goals that have direct
relevance to this research are: 1) “to produce graduates with the life skills, transferable
skills and employability skills including critical-thinking and problem-solving; and 2) to
foster the creation of new knowledge, entrepreneurship and lifelong learning” (Tertiary
Education and Skills Training, 2015, p. 6). These two goals drove the ministry’s policy
statements — statements that attempted to structure and shape specific areas of practice
of its employees. The implementation arm of MTEST is shown in Figure I on page 28.
It was comprised of nine agencies, one of which was OrgX. Two other arms which have
direct relevance to OrgX were the Accreditation Council of T&T (ACTT) and the
National Training Agency (NTA) which was the umbrella agency for effecting reform
in VET in T&T. With the changes in government due to national elections in 2015,

TVET in T&T once again became the responsibility of the Ministry of Education.

Acknowledging the fact that “countries with strong and attractive VET systems, and
notably those with well-established apprenticeship systems, tend overall to perform
better in terms of youth employment” (European Commission, 2013, p. 4), the
government of T&T has fashioned our VET system along the lines of European models
of work based learning (WBL). Through WBL vocational students are given the
opportunity to acquire the knowledge, skills, attitudes and competences that are
necessary for successful job performance. The European Commission “has identified

three main models of WBL: 1) Alternance schemes or apprenticeships — typically

o) - i o7 = DT f . (9 ) c X
gﬁ(é/« eZ((/m‘ ~ ',,,,/(f(//'(f//(//y the c,,//ﬂ((m/w}): 6/’///(1((/ e%ﬂ/’(/ly in Clacational ((5(/,((,(,/,(,,, 27



%%a,éfw 2 The Contear

known as the ‘Dual System’; 2) School-based VET which includes on-the-job training;
and 3) WBL that is integrated in a school-based programme” (European Commission,

2013, pp. 5-6).

Although the VET system that operates at the IPRO has been fashioned with these
models in mind, it currently bears little resemblance to any of these models. Trainees at
the IPRO are not given any form of industry training. All training is done at our training
facilities where real-life, authentic tasks and simulations are provided. In some
instances, when our instructors are required to perform “private” jobs that demand
additional human resources, trainees who display acceptable levels of performance

during class sessions are called upon to assist.

ACTT
COSTAATT

OrgX /

MIC-IT

UWI

NTA

TTHTI

Figure 1: The Implementation Arm of the Ministry of Tertiary Education and Skills Training
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2.3 OrgX

In the early 1980s, youth employment was one of T&T’s most serious social problems;
resultantly, OrgX was established as a temporary programme designed to curb this
growing problem of unemployed and unemployable youths. OrgX continued on a
temporary basis until 1988 when, through World Bank funding, it was established as a
company whose target audience was unemployed youth between the ages of 15 to 25

years. In 1990 it was formed into a limited liability company.

Like many Third World countries that borrow funds from international organizations
such as the IMF and the World Bank, “we were forced to swallow severe austerity
measures in order to bring our economy in line with their dictates” (Weissman, 1990).
Weissman continues by saying that the strong-arm policies of these international
lending organizations inflicted great strain and stress on borrowing nations. We have
had to endure severe austerity measures in order to qualify for and comply with the
structural adjustment policies of these loans. This “devastated the islands' economy and
took an especially heavy toll on the poorer citizens” (Weissman, 1990). This in itself is
ironic, for it is the poorer citizens who were intended to benefit from World Bank’s
intervention. The Global Exchange (n.d.) exemplifies some of the measures that have
had to be implemented as a result of these loans. We have had to “cut spending on
education and health; eliminate basic food and transportation subsidies; devalue national
currencies to make exports cheaper; privatize national assets; and freeze wages” (Global
Exchange, n.d.). The Global Exchange further explained that “such belt-tightening
measures increase poverty, reduce countries' ability to develop strong domestic
economies and allow multinational corporations to exploit workers and the

environment”.

According to the history of OrgX, “World Bank funding ended in 1998 and the financial
responsibility of OrgX fell squarely on the shoulders of the Government of Trinidad and
Tobago” (YTEPP, 2017); thus it became subsumed under the Ministry of Education.
According to YTEPP (2017), it was “later transferred to the Ministry of Information,
Communication, Training and Distance Learning”. That ministry eventually became the

Ministry of Science, Technology and Tertiary Education (MSTTE, 2000). In 2010, after
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general elections, MSTTE was split into two ministries — Ministry of Science and
Technology, and the Ministry of Tertiary Education and Skills Training (MTEST),
under which OrgX became subsumed. It was in that same year, members of staff of
another programme at MSTTE - the IPRO (which focused on adult training — persons
from 25 to 60 years) were transferred to OrgX under MTEST. To facilitate this
extension of the age group of trainees, OrgX had to change its mandate to include
unemployed persons between the ages of 15 to 60 years. After the general elections in
2015, MTEST (with OrgX and it newly acquired [IPRO) became subsumed, once again,
under the Ministry of Education where it resides today. OrgX remains a limited liability

company governed by a Board of Directors, with a CEO spearheading operations.

The current Vision of OrgX is “to be an innovator in providing internationally
benchmarked TVET to build human capacity that facilitates improved productivity and
entrepreneurial opportunities for a competitive economy” (YTEPP, 2015). Its mission is
“to support human capital development through market driven technical vocational
training” (YTEPP, 2015). Its ultimate aim is to produce a competent and skilled labour
force equipped to compete effectively on the local market while fostering

entrepreneurship as an integral part of Government’s overall developmental thrust.

2.4 The Innovative Programme

The closure of Caroni 1975 Limited (a state owned agro-industrial company) in 2003,
heralded the commencement of another vocational training institution — the Innovative
Programme (IPRO). This closure of Caroni 1975 Limited had a devastating effect on the
agricultural sector, and on the 9,000 odd workers who had lost their jobs when the
company closed its doors. Retraining of the labour force is a major strategy that is
globally used by industrialized nations to develop their human resources; therefore, in
an attempt to retrain the former Caroni workers for a variety of jobs in various
vocational occupational sectors, the government of Trinidad and Tobago, under

MSTTE, established the IPRO.

The IPRO has operated under several government ministries within T&T since the

commencement of this research: MSTTE - July 2008 to May 2010; The Ministry of
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Tertiary Education where it remained “in limbo” until August 2011; MTEST -
September 2011 to September 2015; and presently, it is subsumed under OrgX at the
Ministry of Education. It is one of several social sector programmes, initiated and
supported by the Government of T&T. Its goal - to equip unemployed adults with new
and transferable skills needed to enhance their opportunities for employment and self-
employment through re-training, is therefore aligned to those of OrgX. Additionally it
has the development of entrepreneurship as a significant feature; therefore, in addition
to offering training in vocational skills, it is the intent of the programme to foster the

development of CT skills that are required to develop an entrepreneurial mind-set.

Agboeze et al. (2013) posit that self-employment or entrepreneurship “can lead to
economic self-sufficiency of an individual, a community and a nation” (p. 116). This is
based on the premise that it inculcates in citizens “such behaviours that facilitate profit
making, job creation, infrastructural development, quality service delivery, creative and
innovative attitudes” (Agboeze et al., 2013, p. 116). It is anticipated that such
behaviours, combined with key employability skills (outlined below), will enable our
trainees to become self-sufficient micro entrepreneurs who possess sound vocational
qualifications and behaviors, as well as critical employability skills such as the ability

to:

Collect, analyse and organise information
Communicate ideas and information

Plan and organise activities

Work with others and in teams

Use mathematical ideas and techniques

Solve problems

Use technology (National Training Agency, 2014).

With the introduction of the Caribbean Vocational Qualifications (CVQs), general
employability skills are now gaining prominence in vocational institutions. It must be
noted though, that although these softer skills are also reinforced by Life Skills
Facilitators through a ninety-six (96) hour mandatory Life Skills component of training
at IPRO, the responsibility of nurturing these skills in trainees rests on vocational

instructors.

) - , o7 =30 T f. D) Ve - .,
gﬁ(é/« eZ((/m‘ ~ ",,,,/('méﬂ/zufy the c,,//ﬂ((m/m})’: 6/’//{(/((/ e‘j/z;ﬂ/“//fy 122 C)/('(f((/m/(((/ (((S(/(((*((/((r// 31



(@ S/ o
64(1/5/(4% O Tfpe (g)ﬂ///m'/

CVQs are based on internationally benchmarked occupational standards that have been
developed by industry practitioners from CARICOM who act as Lead Body experts
during the development of the standards. In Caribbean countries where they are used,
these standards act as guides to develop curricula, materials and instructional design.
Vocational qualifications employ the use of a competency-based education and training
(CBET) system, which is designed to ensure that participants develop the relevant
knowledge, skills and attitudes (competences) required in the workplace. “Assessment
within this framework is defined as the process of collecting evidence and making
judgments about whether competence has been achieved” (National Training Agency,
2014), when measured against the occupational standards. According to Hutton and
Nixon (2016, p. 108), CBET had its roots in early TVET, which originated in
“behaviorist models for vocational training”. Throughout the years since its inception,
CBET “has evolved to encompass higher education degree programmes” (Ford, 2014, p.

15).

Numerous developed countries have adopted a competency-based approach to
education, and following on their footsteps, T&T has adopted a similar structure. Hutton
and Dixon (2016) mentions some of these programmes that have applied the CBET

approach to higher degree education:

The Bologna process, which involves 47 European countries adhering to the
European Qualification Framework; the Global Learning Qualifications
Framework (GLQF) in the USA which is based on the framework of 90 other
countries; the Lumina Degree Qualification Framework (LQF); and the
Association of American Colleges and Universities Essential Learning Outcomes.
(Hutton & Dixon, 2016, p. 108)

As increasingly more developed countries begin to take cognizance of the important
role that VET has taken, the Caribbean has also strengthened its VET programmes. In
Jamaica there are “the master’s degree programmes in Leadership in TVET and
Workforce Development, and PhD students are also pursuing the TVET degree. In
T&T, UWI has graduated a cohort of master’s students in the TVET leadership
programme” (Hutton & Dixon, 2016, pp. 113-114). One of these graduates is a

participant in this research.
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In T&T, the VET courses at the IPRO are based on Regional or National Vocational
Qualification Standards which lead to the attainment of the CVQs or the Trinidad and
Tobago National Vocational Qualifications (TTNVQs). In other words, the
“knowledge” that constitutes the curriculum is relatively fixed. Winter (2017) espouses
the view that “fixing curriculum knowledge involves the identification and prescription
of a bounded ‘core’ of disciplinary knowledge deemed to form the ‘best’ body of
knowledge for the curriculum” (pp. 63-63). She further states that this type of “fixing”
“fails to address through its quest for pre-ordained order, the ethical importance of the
singularity and uniqueness of the subject and of human relationality in education”
(Winter, 2017, p. 70). Nevertheless, the acquisition of the CVQ or TTNVQ is appealing
to trainees of the IPRO who are provided with cost-free training in approximately 20
CVQ Level 1 (semi-skilled) occupations such as Fabric Design, Furniture Making and
Grow Box operations; 20 CVQ Level 2 (skilled) occupations such as Barbering,
Electrical Installation and Leather Goods Manufacturing; and 3 CVQ Level 3
(technician) occupations namely Draughting, Massage Therapy and Music Production.
Additionally, training is geared towards the acquisition of the TTNVQs in areas such as
Refrigeration and Air Conditioning, Cake Baking and Decorating and Multi-Media
Animation. Combined with this “vocational skills training, emphasis is also placed on
the development of positive work attitudes as well as the acquisition of entrepreneurial,
interpersonal and communication skills” (People’s National Movement, 2008).
Undoubtedly, these acquired competencies will facilitate the entrepreneurial mindset of

our trainees and enhance their marketability and employability.

The courses at the IPRO are conducted in cycles. Duration of these courses varies from
three hundred and forty (340) contact hours to five hundred (500) contact hours,
depending on the demands of the skill. The courses are portable, which means that they
are conducted throughout the two islands of Trinidad and Tobago, in communities
where such training is deemed necessary. Training is therefore “taken” to various
locations, thus making it more convenient and accessible to potential trainees - It was
the intent of the IPRO to “cater for those citizens who have been historically
disadvantaged in respect of access to tertiary education and TVET due to systemic
barriers, such as the differently-abled, the financially challenged, the academically

under-prepared, and those who live in rural communities” (MSTTE, 2010, p. 6).
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Although attempts were made “to avoid duplication, wastage and needless overlap”
(MSTTE, 2010, p. 3), there are other social sector programmes offering similar courses
in Trinidad and Tobago. The annual number of trainees enrolled in the IPRO is
therefore, only approximately six hundred and twenty-five (625) trainees. Tracer studies
conducted 3 years ago by the Research Department of OrgX have revealed that
approximately thirty-five percent (35%) of our graduates are gainfully employed in

occupations related to their training.

The IPRO is overseen by a Director, two (2) Regional Managers, one (1) Curriculum
Manager, three (3) Curriculum Specialists, two (2) Training Specialists and seven (7)
Coordinators. They all possess the minimum of a Master’s Degree. As a means of
Quality Assurance, Internal Verifiers (IVs) who are specialists in the various skills,
moderate the assessment of the practical skills through periodic visits to classes. At
these visits the IVs assess the trainees’ practical skills and match these against the
assessment ratings provided by the instructor to determine if there is agreement with

regard to the competences that trainees have attained.

Vocational instructors of the programme are experienced and highly qualified in their
respective fields. Having experience in the industry gives instructors the additional
advantage of being perceived as credible when delivering instruction. Since the quality
of VE programmes depend, to a large extent, on the quality of teachers (Alvunger,
2016), only persons who have been carefully screened by officials of the IPRO are
selected to be instructors within the programme. Non-professionals are not selected
since it is envisioned that this may lead to disjointed implementation and non-
achievement of the programme’s objectives. Instructors are therefore actual

practitioners who maintain a close connection to the real world.

It must be noted that although these instructors possess the required experience and
qualifications, they oftentimes do not have a sound knowledge of the art of teaching.
The administrators of the IPRO have therefore mandated that these instructors undergo
intense sessions of teacher training before the commencement of their tenure - “Train

the Trainer” sessions. These sessions are conducted by the Training and Curriculum
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Specialists of the programme for a period of five days. Instructors are also trained and

certified in competency-based assessment methodologies by members of the NTA.

It is recognized that VET can only survive “and meet the world economic order, if
training, retraining and learning take place in an environment where all necessary tools,
machines, equipment and facilities are in place and resemble the real work
environment” (Uddin, 2013). The instructors at the IPRO are therefore required to
provide all the tools, equipment and material required for teaching. Additionally, they
provide the theoretical and practical training facility that meets the requirements of their
skill area. Training is therefore conducted in non-traditional venues such as home
garages that have been refurbished to suit the needs of the skill, community centres,
kitchens in residential homes, and church annexes. All health, safety and environmental
concerns are strictly mandated by officials of the IPRO and failure to comply with these
demands, results in the dismissal of the instructors from the programme. Members of
the Health, Safety and Environmental department of OrgX make periodic checks at
these training facilities to ensure that all initial requirements are sustained throughout

the period of training.

In spite of the fact that the instructors are exhorted to be independent and autonomous,
they are required by NTA (the body that awards the CVQs and TTNVQs) to be highly
accountable by maintaining detailed planning and record keeping of their activities.
Since, as has been previously mentioned, these instructors are industry practitioners
who are oftentimes not well-versed in the art of accurately completing voluminous
paperwork, many of them struggle to balance their time wisely between teaching the
knowledge and practical aspects of their skill, and completing the paperwork. They
oftentimes complain that completing the paperwork is done at the expense of effectively
teaching the requirements of the skill. Winter (2017) laments these “regimes that
regulate [teachers’] professional lives in ways that counteract their professional and
ethical judgements, including [their] practices” (p. 69). Although officials of the IPRO
are fully cognizant of the challenges encountered by some instructors, their (the
officials’) hands are bound by the dictates of the NTA and the Ministry of Education
which get their mandate from the Government of T&T. It is “hegemonic and colonial”

circumstances such as these that require persons to possess CT skills needed to
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challenge and oppose the dominating and oppressive situations that have been allowed

to proliferate in our country.

The IPRO is targeted to adults between the ages of 25 to 60 years old, who are
unemployed for various reasons. These trainees “represent a diversity of socioeconomic
backgrounds, academic preparation and achievement, races and ethnicities” (Dirkx et
al., 2004, p. 31). What is arguably the most distinguishing feature of the IPRO is that
trainees are not required to possess any secondary level qualifications for entry into the
majority of courses; yet, as has been previously mentioned, all trainees are required to
work towards the acquisition of the TTNVQ or the CVQ. Instructors therefore conduct
frequent placement evaluations (to find out whether students possess the relevant
competencies needed to begin the course and to determine the level of remediation
required), formative evaluations (to monitor students’ learning progress during
instruction with the purpose of providing on-going feedback) and summative
evaluations (to find out which students, and to what extent, have mastered the intended
learning outcomes). Vocational instructors, like many academic teachers, have the

unenviable task of teaching a heterogeneous range of students.

2.5 Summary

In an attempt to enable readers to coherently comprehend the dynamics under which my
participants — employees of the IPRO at OrgX in T&T operate, this chapter has
illuminated various pertinent issues. It began by sketching an outline of developments in
VE in T&T, from its genesis in the mid-19" century to the present. Reasons for the
establishment of a training institution such as OrgX in T&T in the early 1980’s were
provided. After highlighted the purposes that were fulfilled by OrgX, and the numerous
ministries under which it served, the chapter concluded by providing a detailed account

of the tumultuous history and the operations of the IPRO.

It is anticipated that, having read this context, readers will be able to peruse the

forthcoming chapters with clarity and unambiguity.
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CHAPTER 3: THE LITERATURE REVIEW

3.1 Overview

he purpose of this research is to provide insights into the topic,
T “Conceptualizations of critical thinking in vocational education, and perceptions
of factors impacting the development of critical thinking skills in adult vocational
students in T&T”. In an attempt to achieve my objectives, I conducted an extensive
Literature Review on the two related concepts of the research — CT and VE. Terms
which are used synonymously with VE such as vocational education and training
(VET), technical and vocational education and training (TVET), and career and
technical education (CTE) were also searched primarily through the University of
Sheffield’s Star Plus Library Catalogue. This automatically provided access to all
available electronic databases. The databases from which the majority of information
came were ERIC via EBSCO, Web of Science (Web of Knowledge), ProQuest and
Primo Central. Questia — an online commercial digital library of books and articles also
provided similar searches. Having read the publications sourced by the databases, I then
used authors and titles listed in the reference sections of these publications to further my
research for relevant studies. As such, my understanding of the terms CT and VE, does
not emanate from any single research endeavour, but rather the critical examination of

findings from a range of research studies.

This Literature Review commences with a discourse on conceptualizations of CT from
dominant researchers in the field. Although conceptualizations of CT are oftentimes
vague and varied, if one is to engage in discussions on CT, one must firstly have a firm
grasp of its concept. I have therefore included a discussion on the interpretations that
may be conjured when the concept of CT is discussed. A sound rationale for engaging
in discussions on CT for life in the 21% century then precedes an in-depth analysis of

factors that have been reported to impact the development of CT.

Definitions of VE may sometimes be fluid and lack consistency due to their situational
and contextual nature; therefore the Literature Review will proceed with a discussion on

the numerous conceptualizations of VE. In spite of the fact that VE is a “significant and
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long-standing educational sector, it continues to suffer from low status and negative
societal sentiments” (Billett, 2014, p. 8). I therefore considered it prudent to include a
discussion on the sources of VE’s low societal esteem. Benefits to be derived from
engaging in VE will then follow. It is anticipated that the stigma of VE will be
minimized if persons are cognizant of the numerous benefits to be derived from

engaging in VET.

The Literature Review will conclude by providing an optimistic view of the direction in
which CT in our vocational classrooms can be propelled by educators who are

committed to their profession.

3.2 Conceptualizations of Critical Thinking

The potential vagueness and ambiguous conceptualizations that may be conjured when
the term “CT” is discussed, have prompted me to include in my research topic,
“Conceptualizations of CT”; however, as Brigham (1993) reports, there are as many
definitions of this multifaceted and multidimensional term as there are experts. While
conceptualizations of CT in VE have been minimal, conceptualizations of CT in
academic education, do, in fact, abound and these will be used to engage the following

discussion on conceptualizations of CT.

John Dewey, often considered to be the father of modern day critical thinking, defines
critical thinking as: “Active, persistent, careful consideration of a belief or supposed
form of knowledge in light of the grounds that support it and the further conclusions to
which it tends” (Dewey, 1933, p. 9). For Halpern (1996) and Paul (1995), CT has been
primarily understood as a cognitive skill that equates to problem solving, decision-
making and logic. Paul (1995) defines CT as “the art of thinking about your thinking
while you are thinking in order to make your thinking better: more clear, more accurate,
or more defensible” (p. 526). However, research done by Cheung, Rudowicz, Kwan and
Dong Yue (2002) reveals that, “more central than the cognitive dimension of CT, are
the motivational, ideological and behavioral components that have often been missing in

past research”. They contend that relying “exclusively on the cognitive component [of
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CT] would not give a thorough” and realistic view of the entire CT process. They posit

that an adequate conceptualization of CT should combine:

a) Cognitive thinking skills — interpretation, analysis, evaluation, inference,
explanation, self-regulation, deduction and their overall integration;
b)Motivational dispositions — inquisitiveness, concern for being well-informed,
open-mindedness, understanding the opinions of others, fair mindedness, alertness
to opportunities, self confidence in one’s own ability to reason, clarity,
orderliness;
c)Behavioral habits — analysis, comparison, prediction, application, deduction,
synthesis;
d)Ideological beliefs — reflective thinking and learning. (Cheung et al., 2002)
In Scriven and Paul’s (1987) study, the importance of skills as well as dispositions was
also revealed. These authors contend that CT comprises: “1) a set of information and
belief generating and processing skills and, 2) the habit, based on intellectual
commitment, of using those skills to guide behavior” (Scriven & Paul, 1987). Elder and
Paul (1996), while “approaching the human mind exclusively from an intellectual
standpoint” (p. 31), also consider the importance of dispositions, and state that CT “is
the ability and disposition to improve one’s thinking; by systematically subjecting [this
thinking] to intellectual self-assessment...persons are critical thinkers only if they
display this ability and disposition in all or most of the dimensions of their lives” (Elder
& Paul, 1996, p. 31). In a more recent publication, Paul and Elder (2006) introduce the
elements of creative thinking, problem solving and metacognition to critical thinking.
They posit that, “critical thinking is...self-directed, self-disciplined, self-monitored, and
self-corrective thinking...It entails effective communication and problem solving
abilities and a commitment to overcome our native egocentrism and sociocentrism”
(Paul & Elder, 2006, p.4). Concurring, Clemens (2014) posits that the meaning of
critical thinking has been erroneously viewed as “severely criticizing” when in reality, it
means “exercising careful judgment...basing conclusions on evidence, logic, and reason

rather than sentiment, intuition and emotion”.

In 1990, Facione conducted a study to determine the common elements of CT and he
also found 2 distinct components - CT skills and CT dispositions. Concurring, Golding
(2011) iterates, “being a critical thinker is a multi-faceted notion: merely knowing

subject matter is insufficient for being a critical thinker, as is being disposed towards
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critical thinking without possessing strong critical thinking skills” (p. 358). Fiske and
Taylor (1984, p. 12) say that students who possess CT skills, but who are not disposed
to use these skills in solving problems are “cognitive misers”’, who “limit their capacity
to process information”. Dispositions refer to “consistent internal motivations to act
[towards] or respond to persons, events, or circumstances in habitual, yet potentially
malleable ways” (Facione, 2000, p. 64). Commonly regarded as attitudes or habits of
the mind, “dispositions include open-mindedness, fair-mindedness, the propensity to
seek reason, inquisitiveness, the desire to be well informed, flexibility, and respect for

and willingness to entertain others’ viewpoints” (Lai, 2011, p. 10).

When speaking about the process of CT, McKowen (1986) introduces two important

aspects - emotion and affect. He pointed out that:

In law or logic, an argument is supposed to be emotionless. Since we think with
our whole minds and not with our left brains only, this is impossible. To
understand a line of reasoning, we need to get the feeling of it as well as its
surface features. (McKowen, 1986, p. 278)

Chaffee (1998) however, extends the role of affect to include the awareness of personal
bias. He explains that critical thinkers “need to become aware of their biases and
explore situations from many different perspectives in order to attain the most accurate

beliefs possible” (Chaffee, 1998, p. 28).

In a comprehensive definition of CT, Pascarella and Terezini (1991) posit that:

CT has been defined and measured in a number of ways but typically involves the
individual’s ability to do some or all of the following: identify central issues and
assumptions in an argument, recognize important relationships, make correct
inferences from data, deduce conclusions from information or data provided,
interpret whether conclusions are warranted on the basis of the data given, and
evaluate evidence or authority. (Pascarella & Terezini, 1991, p. 118)

Educator Diane Halpern (2003) posits yet another comprehensive definition of CT as
follows:

CT is the use of those cognitive skills or strategies that increases the probability of
a positive outcome. It is used to describe thinking that is purposeful, reasoned and
goal directed ...[It] also includes evaluating the thinking process — the reasoning
that went into the conclusion arrived at and the kinds of factors considered in
making a decision. (Halpern, 2003, p. 6)
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This definition of CT (which I endorse) is contradictory to the views expressed by
Facione (1996). He posits that CT is just “a tool, an approach to situations” (p. 14) that
can result in either morally and ethically good or bad outcomes, “depending on the
character, integrity and principles of the persons who possess them” (p. 14). He
continues by saying that CT “has nothing to do with any set of ethical values or social
norms and that becoming a skilled critical thinker does not guarantee” (p. 14) that you

will use your expert skills for the benefit of others.

Like Lipman (1988), who believes that CT “involves skillful, responsible thinking that
facilitates good judgment because it relies upon criteria, is self-correcting, and is
sensitive to context” (p. 39), I believe that CT, “by its very nature, is inconsistent with
unethical and deliberately counterproductive [activities]” (Facione, 1996, p. 13) - if a
person is an expert critical thinker s/he would not deliberately engage in exploitive
actions. My belief is based on the sound premise that CT “is the practice of processing
information in the most skillful, accurate and rigorous manner possible, leading to the
most reliable, logical and trustworthy conclusion upon which one can make responsible
decisions about one’s life, behavior and actions” (Schafersman, 1991, p. 4). This
definition, like that of Halpern’s (2003), is at variance with the definition posited by
Facione (1996). This variance between the two schools of thought calls into question the
outcome of an ethical action as being a result of CT. In a similar manner, if CT is

employed, there is no guarantee that it would lead to economic development.

When it comes to teaching and assessing students’ CT skills, Bloom’s taxonomy for
information processing skills has been widely used. Hierarchical in its nature, this
taxonomy features comprehension at the bottom, and analysis, synthesis and evaluation
- the three highest levels - representing CT. Paul (1995) opposes the fact that some
teachers depend solely on Bloom’s taxonomy for teaching CT skills. He advises that
this practice is “seriously misleading since there are no neat set of recipes that can foster

CT in students” (Paul, 1995, p. 218). He further states that:

Knowledge is not something that can be given by one person to another. It simply
cannot be memorized out of a book or taken whole cloth from the mind of
another. Knowledge, rightly understood, is a distinctive construction by the
learner. (Paul, 1995, p. 222)
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The above definitions of CT have been provided in an attempt to elucidate its various
conceptualizations; however, Coombs and Daniels (1991) remind us that definitions
should provide clear indications of what jobs we want them to serve — “they should help
us solve our problems and achieve our purposes” (p. 29). Since this research seeks to
exhibit a decolonizing agenda (explained in Chapter 5), with an emphasis on
postcolonialism (explained in Chapter 4), we also need to supply definitions that
provide the platform for our students to use their CT skills to: (a) examine “issues of
race, class, gender, sexual orientation, cultural beliefs and customs, economics, politics,
and religion and how these elements combine to form individual identity - in shaping
[students’] perceptions of themselves, others, and the world in which they live” (Brizee,
Case Tompkins, Chernouski & Boyle, 2015); (b) “challenge ideology, contest
hegemony and unmask power” (Wang & Zheng, 2016, p. 1326); and (c) systematically
question and deconstruct colonial power. Although some of the definitions provided
above (Chaffee, 1998; Dewey, 1933; Pascarella & Terezini, 1991; Paul, 1995;
Schafersman, 1991), do in fact, allow our students to use their CT skills to address
issues of relevance to today’s societies, they are somewhat limited in their scope.
Indeed, as Buffington (2007) contends, “ideas promoted in the recently published
literature on critical thinking ... do not explicitly relate to contemporary ideas about
critical thinking” (p. 22). Nevertheless, as will be revealed in the paragraphs hereunder,
long-standing and timeworn definitions of CT can be interpreted in a manner that

facilitates the critique of policies, systems and practices that perpetuate colonialism.

Speaking on the topic of CT, Barnett (1997) espouses the view that there are three
domains of criticality: critical reason which deals with cognitive skills possessed by
individuals; critical reflection which is reflective in nature and interrogates the actions
of self; and critical action which addresses world issues. Allison (2014) has lamented
the fact that our educational institutions have primarily concentrated on the cognitive
skills possessed by individuals, which in actuality is “thinking without a critical edge”
(Barnett, 1997, p. 127). Allison (2014) describes this approach ‘“as risking the
trivialisation of critique, where students are able to do critical thinking, but are not the
critical beings society needs” (p. 1). Brookfield (1987) recommends that, in order to

propel students into becoming “critical beings” they must be “taken out of their comfort
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zone into less familiar environments”. These “disorienting dilemmas” (Roberts, 2006, p.

100) encourage students to develop into the critical beings that societies need.

Cuypers and Haji (2006) posit a definition of CT which facilitates the cultivation of a
critical spirit. They contend that CT is “the ability to assess beliefs, desires, actions and
other conative and cognitive elements ...on the basis of appropriate evaluative
standards, be disposed to such evaluation and be motivated by good reasons in belief-
formation and action” (p. 723). This type of thinking “attempts to help students question
and challenge domination, and the beliefs and practices that dominate” (Riasati &
Mollaei, 2012, p. 224). Brookfield (1991) hopes that responses to such questions will
“galvanize people into collective social action directed toward creating a fairer, more

just society” (p. 3).

The summary paragraph of Chapter 1 in Vaughn’s (2005) article adopts a definition of
CT that is also likely to provide the scope to critically interrogate policies and practices
that have been considered to be hegemonic and that reflect a postcolonial stance. It
states that “Critical thinking [is] the systematic evaluation or formulation of beliefs, or
statements, by rational standards” (Vaughn, 2005). This type of CT is considered to be
systematic because it encourages individuals to methodologically critique their own
beliefs and statements and those of others. It enables them to “dialogue with others who
are different, and have different worldviews, different personal values, and different
social and cultural backgrounds” (Mason, 2008, p. 3). Similarly, Ennis (2011) defines
critical thinking as “reasonable and reflective thinking focused on deciding what to
believe or do” (p. 1). For Paul (2005) “CT is the art of thinking about thinking in an
intellectually disciplined manner” (p. 28). It is the intentional thought and consideration
of a matter. According to Rear (2008), these definitions “imply an emancipatory quality
to the concept, a freeing of people's minds from a slavish acceptance of conventional
beliefs” (p. 4). These definitions emphasize the use of reason, reflection, and decision-
making when interrogating issues that have been perceived to be oppressive. Scriven
and Paul (1987) remind us that the history of CT reveals persons who do and do not

exercise these practices. They contend that:

Two contradictory intellectual tendencies [exist]: a tendency on the part of the
large majority to uncritically accept whatever was presently believed as more or
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less eternal truth; and a conflicting tendency on the part of a small minority —
those who thought critically — to systematically question what was commonly
accepted and seek, as a result, to establish sounder, more reflective criteria and
standards”. (Scriven & Paul, 1987)

It is unfortunate to note that although persons who possess the latter tendencies are the
ones who are required for today’s societies, most people “live an unexamined, uncritical
life...without really taking charge of the persons they are becoming; without developing

or acting upon the skills and insights of which they are capable” (Scriven & Paul, 1987).

Beyer (1995) and Sumner (1911) also supply definitions of CT that provide
opportunities for students to ask political and ethical questions associated with social
justice in education. Beyer’s (1995) definition is easily understandable and concise. He
posits that "Critical thinking... means making reasoned judgments” (p. 8). This
definition implies that persons who are critical thinkers do not arbitrarily believe things;
rather, they only arrive at conclusions after they have questioned information and data
presented. It also implies that critical thinkers question themselves and reflect on the
processes in which they were engaged before arriving at conclusions. Sumner (1911)
posits that “CT is the examination and test of propositions of any kind which are offered
for acceptance, in order to find out whether they correspond to reality or not” (p. 632).
For Sumner (1911) CT “is a prime condition of human welfare that men and women
should be trained in it. It is our only guarantee against delusion, deception, superstition,
and misapprehension of ourselves and our earthly circumstances” (p. 633). Sumner
advances his discussion by saying that educating students to adopt this type of thinking,
is “the only education ... which makes good citizens” (p. 634), for these students
question and “hold everything open to unlimited verification and revision” (p. 634).
According to Petress (2004) “this kind of thinking does not blindly accept arguments
and conclusions. Rather, it examines assumptions, discerns hidden values, evaluates
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evidence and assesses conclusions” (p. 1). These critical students ‘“ask
awkward questions regarding the activities of local, regional, and national government
offices, call for political leaders to account for their actions, and are ready to challenge
the legitimacy of existing policies and political structures” (Brookfield, 1987, 2

paragraph).
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Definitions of CT with specific reference to VE have been made by Rudd (2007), and
Hyslop-Margison and Armstrong (2004). Rudd (2007) wrote the article “Defining CT”
in which he sought to clarify the concept of CT for Career and Technical Education
(CTE) — another term used synonymously for VE. After synthesizing multiple
definitions of CT, Rudd (2007) defined CT in VE “as reasoned, purposive and reflective
thinking used to make decisions, solve problems and master concepts” (p. 47). In my
opinion, this view of CT in VE may be rather limited when considering the needs of the
IPRO. It seems to reflect a technicist perspective where, through effective and strategic
performance, persons are able to successfully execute a task (Papastephanou & Angeli,
2007). If I were to apply Rudd’s definition to the skill of Cake Making, it would mean
that I use my CT skills to effectively accomplish the task of making the cake by taking
decisions, solving problems and mastering concepts of cake making. While mastering
concepts of a particular skill is, for me, the initial intent of CT in the IPRO, it is not the
ultimate goal — entrepreneurship. Hyslop-Margison and Armstrong (2004) also advocate
a definition of CT in VE which, in my opinion, is not congruent with the goals of the
IPRO. They posit that CT in VE represents employability skills that are transferable to
other vocations thus rendering students who possess these skills more marketable.
While this definition is more closely aligned to the requirements of CT at the IPRO, it is
nevertheless, also limited. Paul (1984) argues that “the development of cognitive skills
for vocational or technical purposes is critical thinking in the weak sense” (p. 5), while
“in the strong sense [CT] implies emancipatory reason and an inclination for people to
free themselves from the self-serving manipulations of their own leaders” (Paul, 1993,

p. 359).

My opinion of CT in VE is an eclectic blend of Rudd (2007), Hyslop-Margison and
Armstrong (2004), and Paul’s (1993) latter definitions — it is initially using reasoned,
purposive and reflective thinking to effectively accomplish a task by making sound
decisions, solving problems and mastering concepts of a particular vocational area, and
then combining these skills with other employability skills (mentioned in Chapter 2) to
become more competent employees or successful micro-entrepreneurs who are willing
to challenge the status quo by asking political and ethical questions associated with
social justice. This definition of CT in VE takes into account the need for our trainees to

master concepts of a particular skill as well as the need for them to advance their
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entrepreneurial skills while exercising their rights and undertaking their responsibilities.
Combined, these skills will undeniably advance the goals of the IPRO and ensure that
this organization is able to “develop, or liberate sustainable graduates who are ready and

able to take up their role as effective participants in society” (Allison, 2014, p. 2).

Space limitations have precluded me from exemplifying other definitions of CT;
however, the preceding paragraphs have indeed highlighted the fact that no single
definition would be complete and all-encompassing for the notion of CT, because of the
numerous ways in which it is conceptualized. Nevertheless, as productive citizens
operating efficiently as change agents in the 21% Century, the achievement of CT should
be our goal, since “CT is a liberating force in education and a powerful resource in

one’s personal and civic life” (Facione, 1990, p. 2).

3.3 Critical Thinking SKills for Life in the 21%* Century

As has already been stated by Huitt (1998) “critical thinking is one of the most
important attributes for success in the 21% Century”. Similarly, the late guru of adult

learning, Malcolm Knowles (1975) has been quoted as saying:

In a world in which the half-life of many facts may be ten years or less, half of
what a person has acquired at the age of twenty may be obsolete by the time that
person is thirty... thus, the main purpose of education must now be to develop the
skills of inquiry. (Knowles, 1975, p. 15)

The saliency of this point of view has remained largely unchanged, for over the years
accelerating “economic, technological, informational, demographic and political forces”
(Partnership for the 21%* Century Skills, 2007, p. 4), have further reiterated the clarion
call for educational institutions to ensure that learners are well equipped to function “in

a multitasking, multi-faceted, technology-driven, diverse, vibrant world” (Partnership

for the 21% Century Skills, 2007, p. 4).

To enable learners to effectively cope with rapid, continuous changes, premium
education must address the issue of teaching students how to learn, rather than what to
learn, since specific facts and knowledge learnt today will undoubtedly provide

negligible assistance in coping with the dynamic issues of the future. Sizoo et al. (2005)
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reinforce the need for all educational institutions to enable their students to learn how to
learn. They contend that citizens who can make a positive contribution to their societies
and those who can achieve their maximum potential are those who have acquired CT
skills and those who have learned how to learn throughout their lives. Learning how to
learn “will give students the tools to become more effective and independent lifelong
learners ...better prepared to seize opportunities today and be equipped to deal with the
challenges of an uncertain tomorrow” (Sizoo et al., 2005, p. 527). Tsui (2002) also
supports the claim for teaching students how (rather than what) to learn. She laments the

fact that so much effort is being wasted on teaching students what to think:

We need to teach them how to think. Higher order cognitive skills such as the
ability to think critically are invaluable to students’ futures; they prepare
individuals to tackle a multitude of challenges that they are likely to face in their
personal lives, careers, and duties as responsible citizens. (Tsui, 2002, p. 740)

This view is further corroborated by various authors such as Hirose (1992), Oliver and
Utermohlen (1995) and Sizoo et al. (2005). Halpern (2003) also posits that “the twin
abilities of knowing how to learn and knowing how to think clearly about the rapidly
proliferating information that we must select from, are the most important intellectual
skills for the 21% Century” (p. 3). Corroborating these findings, Elder and Paul (2006)
“proposed that in a world of accelerating change, intensifying complexity and

increasing interdependence, CT is now a requirement for economic and social survival”

(p. xiii).

The need for CT skills is greatly intensified in the Caribbean region where our citizens
are still struggling to recover from the “oppressive legacy” of colonialism. In a
background paper prepared for the World Bank, Salling-Olesen (2006) declared that
formal education in the Caribbean was primarily viewed as a method of gaining social
elevation with little regard for its possible implications on present or future economic
development. This situation has led to an education system in the Caribbean that has
neither regarded the education of its citizens as a means of fueling the nations’ future
nor was it ever closely linked to the main productive and economic sectors. The
development of CT in students has consequently never been at the forefront of
educators’ minds. To confound this problem, the ghosts of colonialism still rear their

ugly, dominating heads amongst our own people and the critical, creative ideas of our
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students are oftentimes repressed. Edwards (2007) contends that by stifling creativity
and CT, the culture of education in T&T (and indeed the world) “has limited the
capacity of our citizens to produce at an optimum level in our workforce” (Edwards,

2007).

Within recent times however, the superficial view of the goals of education has begun to
change. The Vision 2020 Tertiary Education Sub-committee Draft Report (2002) posits

that the goal of education is, in addition to training economic beings:

The creation of a civilized, creative, innovative, intelligent citizenry with the
ability and desire to participate actively and rationally in a democratic society
based on equality, liberalism, tolerance and acceptance of diversity...It must
[therefore] inculcate a culture of CT that enables individuals to approach issues
facing society in novel, questioning and innovative ways. (p. 9)

If we are to educate students for full and authentic participation in society, it is
imperative that we extricate ourselves from the impoverished and misleading situation
where “presumably omniscient teachers tell or show presumably unknowing learners
something they presumably know nothing about” (Bruner, 1996, p. 20). We need to
ensure that our students are active participants in the critical learning process so that
learning throughout their lives will be meaningful to them and beneficial in the future as
they seek employment opportunities and pursue fulfilling lives. The Business Coalition
for Education Reform (2001) provides a succinct summary for the rationale for teaching
CT skills for life in the 21% century:

Today’s economy is vastly different from fifty years ago, fueled now by brain
rather than brawn. In order to survive, businesses need individuals who possess a
wide range of high-level skills and abilities, such as CT, problem solving...and
decision-making skills. (Business Coalition for Education Reform, 2001)

3.4 Factors that Impact the Development of Critical Thinking

The preponderance of evidence from the related literature reveals that factors impacting
the development of CT can be placed into three categories — Teacher characteristics,
Student characteristics and Institutional characteristics. These characteristics are not
mutually exclusive; because of the fact that they are all operating within the educational
institution’s environment, they are undeniably, inextricably intertwined and the

boundaries separating them are quite blurred. Although the factors that impact the
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development of CT discussed in this Literature Review, have been based neither on
findings from within the T&T context, nor from the peculiarities of the students from

the IPRO, their applicability and usefulness to this research are undeniable.

3.4.1 Teacher Characteristics

In 2001, Renee Shell conducted a quantitative study “to identify barriers to the
implementation of CT teaching strategies by nursing faculty who were currently
teaching in generic baccalaureate programmes in Tennessee” (p. 286). One barrier was
teachers’ lack of exposure to the concept of CT when they themselves were students.
These nursing teachers, who were taught by the traditional (chalk, talk/lecture)
instructional strategies, confessed that they needed help in teaching CT skills to their
students. Rudd (2007) poses a pertinent question: “Do teachers understand the concept
of CT well enough to teach students to think critically in and about the discipline being
studied” (p. 46)? Mimbs (2005) said that if teachers themselves are not comfortable in

the use of CT skills, they cannot make their students comfortable users.

Chee Choy and Kin Chea (2009, p. 205) believe that some teachers may think that they
are teaching CT skills, when they are really only focusing on the comprehension aspect
of learning. Pithers and Soden (2000) corroborate this view and add that teachers are
oftentimes unaware of what constitutes “good” thinking; there is therefore some
ambiguity as to what they are supposed to be teaching. They further posit that “lack of
clarity about the nature of CT ... can lead to teaching approaches to problem-solving
which are unlikely to develop more widely transferable generalizable CT abilities and

dispositions” (Pithers & Soden, 2000, p. 239).

Billett (2013) explains a similar concept. He speaks of personal epistemologies as
beliefs or concepts which dictate the ways in which individuals come to engage in, and

make sense of their experiences. Wang and Torrisi-Steele (2016) report that:

A teacher’s philosophy of teaching embodies a set of beliefs and values about the
purpose of teaching, how learners learn best, the role and nature of the learner,
and the role of the educator... In the absence of a philosophy, educators are
vulnerable to externally imposed prescriptions. (p. 143)
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Billet (2013) wonders though, if teachers do not believe that they themselves are change
agents responsible for inculcating critical and higher order thinking skills, how effective
will they be if “their commitment to these changes is unclear, ambiguous and their sense
of capacity to bring about change in their own and others practice may be quite

limited?” (p. 193).

Teachers may not engage in CT teaching strategies because they themselves are
uncomfortable/have difficulty when discussing matters of a contentious nature or simply
because these strategies are not an integral part of their pedagogy (Kagan, 1992).
Although Rodd (1999) reported that training programmes have not adequately equipped
teachers with ample professional development activities and opportunities for them to
competently engage in CT practices, other researchers (Hatton & Smith, 1995; Kagan,
1992; Kennedy, 1991; Moore & Ash, 2002) believe that teachers adopt a teaching style
even before they enter such programmes and these teaching styles remain intact and
unaltered even after teachers’ attendance at these programmes. However, research
conducted by Torff (2015) reveals that teachers’ views are slightly tempered as they

gain additional education and experience.

Shell’s (2001) research revealed another important barrier to the teaching of CT by
nursing faculty - teachers’ instructional styles. Onosko (1991) reports that many
teachers focus on the transmission model with broad, superficial course content. This
emphasis on coverage leaves little time for teachers to focus on the development of
students’ thoughtfulness. This brings to light the issue of transfer of knowledge. Many
students, after having acquired knowledge and skills of a particular kind, are unable to
transfer what they have learned to another situation. Although Johnson (1996, p. 4)
contends that there are several reasons why students find it difficult to transfer
knowledge, one of the major reasons is that teachers fail to show students how to
develop inert knowledge “- knowledge that is not used in new situations even though it
is relevant, into conditionalized knowledge - knowledge about the conditions under
which transfer is applicable”. This is possibly because teachers are not flexible enough
in their instructional strategies (Hall, Strangman, & Meyer, 2003) and they do not
employ differentiated instruction. They simply apply the “one size fits all” policy to

their training, where students are expected to adapt their interests, experiences, goals
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and personal circumstances to the curriculum, instead of the curriculum being adapted
to suit their individual needs. By engaging in these ineffective instructional practices,

teachers are not creating an environment that stimulates critical inquiry.

Mary Kennedy (1991) puts an additional dimension to these factors when she posits that
“some teachers take the path of least resistance and teach for content rather than
understanding...leading to a vicious circle of mediocre practice modelling after
mediocre practice, of trivialized knowledge begetting more trivialized knowledge” (p.
171). Contradictory findings were revealed in a recent study in which Torff (2015)
compared teachers and parents’ beliefs about teaching and learning. It was discovered
that “significantly more teachers believed in teaching practices that are consistent with
student centred pedagogy” (Torff, 2015, p. 61) that emphasizes inquiry, problem

solving and CT, than those teachers who believed in teacher-centred approaches.

The type of questions asked by teachers and the manner in which they are asked are also
indicators of a teacher’s instructional style. According to Gall (1984), teachers are
mainly stimulating low-level thinking skills of recall and comprehension. Many
beginning teachers are guilty of this practice since, in an attempt to mitigate the inherent
challenges of teaching, they abandon unfamiliar/challenging “pedagogies and adopt
strategies that maximize classroom control and content coverage” (Kagan, 1992, pp.
141-142). Cartledge (2011) says that vocational teachers should not be complacent
about these matters, since they “are preparing generations of learners for their

tomorrows and not our yesterdays” (p. 11).

According to Biggs and Tang (2011, p. 25), the current instructional style that is used to
engage teaching and learning fosters a surface approach which is highlighted by isolated
facts that do not require the use of CT or the transfer of learning. To engage in a deep
approach to teaching and learning characterized by the use of interrelated facts, main
ideas, and underlying meanings, students must genuinely want to perform meaningful
tasks. Teachers must therefore attempt to attenuate those factors that precipitate surface

learning.

In a transformational approach that facilitates Problem Based Learning (PBL), instead

of testing students’ ability to recall teacher provided facts via memorization, students
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actually apply knowledge to new situations. Kek and Huijser (2014) are of the view that
“problem-based learning is an important pedagogical tool in advancing the teaching of
critical thinking” (p. 330). The PBL model presents students with contextualized, ill-
structured, open-ended problems which they (students) are required to investigate and
solve — oftentimes with no one “right” answer. With the PBL model, teachers adopt the
role of facilitators of learning. They “guide the learning process and promote an
environment of inquiry. Proponents of PBL believe that, as a strategy, it: develops CT
and creative skills; improves problem-solving skills; increases motivation; and helps

students learn to transfer knowledge to new situations” (Falkus, 2010, p. 9).

Chee Choy and Kin Chea (2009) posit that teachers’ perceptions of themselves are
reflected in their instructional practices. Pithers and Soden (2000) explain the effect of

teachers’ instructional styles as follows:

Any teacher, ... who simply agrees or disagrees, just demonstrates and explains,
cuts off students’ responses, uses reproof rather than praise, shakes the learner’s
confidence in the value of new ideas or uses basically only retrieval or recall types
of questions inhibits thinking. (p. 242)

If these teachers think of themselves as disseminators of information, they will provide
minimal time for student input and feedback. They will tend to use the traditional
transmission model of teaching, which is characterized by memorization and drills. In
the transmission model of teaching, teachers supply students with a designated body of
knowledge in a predetermined order. In these situations, teachers believe that they are
the sole repositories of knowledge and the meaningful acquisition of CT skills by
students is questionable. They engage in the Banking concept of education (explained
below). However, as reported by Rudd (2007), ‘“educational institutions [are]
responsible for teaching students to go beyond the simple mental activities of recall and
restatement of ideas and facts to the higher level skills and habits involved in CT” (p.
46). Therefore, if teachers perceive themselves as mediators of learning, they will
provide students with the necessary skills and strategies to learn. Realizing that it is a
fallacy to believe that students cannot learn unless the teacher covers the material, they
will provide students with ample opportunities to discover, and they will be flexible
enough to demonstrate to students that there may be various solutions to a problem

(Black, 2005).
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Freire’s “banking concept of education” refers to teachers’ oppressive practice of
“depositing” information into their students — the same manner in which money is
deposited into a bank — hence the analogy. According to Freire (1972b) “ in this view,
the person is not a conscious being (corpo consciente); he or she is rather the possessor
of a consciousness: an empty ‘mind’ passively open to the reception of deposits of
reality from the world outside" (247). In Micheletti’s (2010) article, she says that this
practice “is essentially an act that hinders the intellectual growth of students by turning
them into, figuratively speaking, comatose ‘receptors’ and ‘collectors’ of information
that have no real connection to their lives”. Meaningful learning occurs when trainees’
prior knowledge is used to solidify new concepts. In the banking concept of education,
trainees are thought to be mere objects without autonomy and the inability to rationalize
and conceptualize knowledge. It is for this reason that the banking concept of education
is said to be a system of oppression and control; therefore, the issues of colonialism,
postcolonialism and decolonizing methodologies (discussed in the subsequent chapter)

again arise.

In an Australian study by Dalley-Trim, Alloway, Patterson and Walker (2007),
perceptions are examined through a different lens. Amongst other things, the study
focused on career advisers’ advising practices with regard to VET in schools (VETiS).
The findings of this study revealed that teachers have different agendas for advising
different students: high achieving “students are advised to take Vocational subjects in
order to attain a higher advantage over their academically-oriented peers” (Dalley-Trim
et al., p. 31). They are also advised to take these subjects in an attempt to get “relief
from the rigours of academic studies” (Dalley-Trim et al, 2007, p. 31). In contrast,
vocational subjects are seen to be the only option for non-academically-oriented
students. Dalley-Trim et al, (2007) believe that “these weaker students are more suited
for softer options than the more rigorous and demanding academic subjects” (p. 31).
They further posit that the “direction of [these] non-academic students ... is a fait

accompli given the perceptions of these students as held by the career advisers” (p. 31).

Although beliefs/perceptions do not always align with behavior (Torff, 2015), they do
“influence the way people perceive their world, organize their experiences...and

generate behavior” (p. 61). Shell (2001) reports that beliefs held by teachers impact the

) - , o7 =30 T f. D) Ve - .,
gﬁ(é/« eZ((/m‘ ~ ",,,,/('méﬂ/zufy the c,,//ﬂ((m/m})’: 6/’//{(/((/ e‘j/z;ﬂ/“//fy 122 C)/('(f((/m/(((/ (((S(/(((*((/((r// 53



(= p S — oV =)
@Ad/ﬁ/ﬁr 3 <j/1‘; ‘%'/ﬂ/f(l/lﬁfﬁ f cview

development of CT skills by nursing faculty. This point is comprehensively explained
by Torff (2006). He begins by identifying learners’ advantage level as learners’
academic track, achievement level, or socio—economic status. He purports that teachers
believe low-advantage learners are incapable of handling high, CT activities such as
debates and discovery learning. Teachers are therefore less likely to focus “on high, CT
activities for low-advantage learners because of the challenges inherent in high, CT
activities. For low-advantage learners they deem it appropriate to engage in low, CT
activities” (Torff, 2006, p. 39) such as lecture, drill and practice. As explained by Torff
and Warburton (2005):

When learners are perceived to be high in advantage, CT [CT] activities are
thought to be effective and classroom CT-use levels are high; conversely, when
learners are perceived to be disadvantaged, CT activities are viewed as ineffective
and CT-use levels are comparatively low. (p. 156)

Kaniuka (2009) reports that students who have low advantage-levels and those who are
generally deemed ‘at risk’, are often neglected or receive little CT instruction. He
further declares that “this approach is tantamount to educational triage where the
students who are deemed most at-risk are given minimal attention and only those

deemed ‘savable’ are provided intensive instruction” (Kaniuka, 2009, p. 788).

In another study by Torff (2011), evidence was revealed which refuted the claim that
disadvantaged students are unable to cope with high-CT activities. Zohar and Dori
(2003) also conducted a study which demonstrates that students who are disadvantaged
with respect to their former educational opportunities and social-economic status,
benefited as much as their advantaged counterparts when exposed to instructions geared
towards CT. Torff (2011) endorses this view and posits that if given the opportunity,
disadvantaged students can indeed handle the rigours of a curriculum that is intended to

facilitate the development of CT.

The preceding discussion outlined the following teacher characteristics that impact the
development of CT: teachers’ lack of exposure to the concept of CT, teachers’ lack of
clarity about the nature of CT, teachers’ philosophy of teaching, teachers’ instructional

styles, and teachers’ perceptions of themselves and their students. It must be reiterated
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that these factors not only interact amongst themselves, but they also interact with the

student and institutional characteristics which will now be discussed.

3.4.2 Student Characteristics

In Shell’s (2001) research, one of the greatest impediments to the use of CT teaching
strategies is student characteristics such “as lack of motivation, resistance to active
learning, students’ expectation of lecture format, and their concerns about getting good
grades versus learning”. This view is corroborated by Stone III and Aliaga (2005) who
“explored the relationship between students’ background characteristics, curriculum
concentration and key educational outcomes” (p. 125). They advanced the view that
social origins affect school achievement. Family background which includes socio-
economic status, race and family characteristics often determine the level of CT
activities that are inculcated in the classroom. The works of Bourdieu (1977), and
Bourdieu and Passeron (1977), provide us with a valuable framework with which to
understand family background and its impact on student achievement. Bourdieu
explains that the economic resources of upper-class families enable them to access
structural opportunities such as superior schools and after-school enrichment activities
that, in turn, enable them to procure educational capital such as knowledge, skills and
abilities. Upper-class families seem to be able to convert the benefits of cultural capital

into educational capital that encourages and elicits the exercise of CT.

Additionally, Tsui (2003) says that members of the elite class tend to have a high value
for CT activities. They engage in occupations that demand high levels of decision-
making and the regular exercise of CT skills. They appreciate the need for nurturing CT
skills. Parents of students from upper classes can therefore motivate their children to
acquire CT skills. As Tsui (2003) summarizes, “upper-class parents serve as valuable
social capital to their children since the disposition towards CT that is promoted through
their work and leisure activities are likely to have a beneficial germinating effect on

their offspring” (p. 324).

If it is thought that CT comprises only cognitive skills, then the acquisition of CT can be
facilitated by anyone, regardless of one’s class. Indeed, the definitions of CT as outlined

previously in this Literature Review - Conceptualizations of CT, do not speak of the
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term “CT” with reference to any class status; nevertheless, it is clear to see how one’s
class can impact the development and practice of CT. Children from working class
backgrounds do engage in, and acquire CT; but, the acquisition, development and
practice of CT is easily and readily facilitated by those from upper-class backgrounds
where the behaviours of critical thinkers are constantly reinforced by family members.
Therefore, there are perhaps influences of one’s “class” that affect not so much an
individual’s acquisition of CT, but his or her predisposition to apply it in different

settings.

Motivation is yet another powerful student characteristic that can impact the degree to
which CT activities are implemented in the classroom. Rieg (2007) says that
“motivation is often associated with qualitative changes in the way students view
themselves in relation to the task, engage in the learning process, and then respond to
the learning activities and the learning situation” (p. 215). Our adult trainees are
extrinsically motivated by things such as better jobs or increased salaries. However, it is
widely acknowledged that the most meaningful motivators are those that occur
intrinsically, and these are the motivators which are moulded by caring family
members — “increased job satisfaction, heightened self-esteem, better quality of life and

personal growth and development” (Chalk & Devlin, 2012, Slide 14).

Whilst explaining the differences between intrinsically motivated learning and
extrinsically motivated compliance, Ames (1990) noted “that students who demonstrate
high levels of intrinsic motivation, initiate learning activities, and maintain an
involvement in learning as well as a commitment to the learning process” (p. 410). They
readily engage in reasoning skills and learning strategies that are associated with the CT
process. However, their intrinsically motivated tendency to learn is oftentimes thwarted

LT3

by teachers who seem to favour students’ “vulnerability to passivity” (Ryan & Deci,
2000, p. 76) and reward students’ compliance, and convergent thinking. This

undermines, rather than promotes, academic motivation.

In keeping with Torff’s (2015) theory, that beliefs/perceptions “influence the way
people perceive their world, organize their experiences ... and generate behavior” (p.

61), beliefs held by students can greatly impact their development of CT skills. If adult
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students view themselves as productive, valuable and worthwhile, their behavior tends
to reflect this belief. However, if they perceive themselves as “lazy, incapable and
dumb, their actions will reflect this attitude as well” (Knight & Hunt, 2000, p. 24).
These authors refer to the relationship between the Pygmalion Effect (discussed in the
subsequent chapter) and Self Concept as cyclical, whereby how students feel about
themselves influence how teachers feel about them, and how teachers feel about

students influence how students feel about themselves.

Students’ interest in a particular topic is another factor that can differentially impact the
level of thinking that is applied by the student. If the student sees no personal relevance
in the topic being studied, his/her interest in the topic and his/her willingness to
effectively engage in the topic will diminish. Conversely, if the topic holds high interest
for the student, s/he will be willing to exert more effort that may be required for
meaningful participation. Fletcher (2006) finds that relevance helps to keep students
interested and motivated in schools. “Motivation stems from the realization that what
they are learning has a practical application to the world of work™ (Castro, 2002). Lewis
(2000) states that VET has the “potential to help achieve general educational goals by
providing learning experiences that have more relevance and utility than the typical

academic subjects” (p. 577).

Feinkohl, Flemming, Cress and Kimmerle (2016) posit that another factor impacting the
development of CT in students is their level of prior knowledge in the topic or subject,
where “prior knowledge was operationalized as immediate background knowledge of
the topic at hand” (Feinkohl et al., 2016, p. 216). These researchers found that a positive
relationship exists between students’ prior knowledge in a given subject and their
performance in the subject. They speculate that this is because prior knowledge serves
as a basis or platform upon which new, integrated material and knowledge can be built.
Based on this theory, students with limited prior knowledge of a topic will encounter
challenges with new concepts. While prior knowledge does, in fact, heavily impact
students’ ability to grasp new concepts, I have found that oftentimes, prior knowledge
of incorrect techniques and procedures can prove to be extremely difficult to erase, thus
inhibiting the development of correct “ways” of doing things. This theory is endorsed

by Cordova, Sinatra, Jones, Taasoobshirazi, and Lombardi (2014). They posit that when
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there is a high confidence in inaccurate prior knowledge, it “‘could negatively impact the
[student’s] willingness to engage in new, contradictory information” (p. 164). However,
when the level of prior knowledge is complete, accurate and accessible, it can be highly

beneficial.

“Approaching the human mind exclusively from an intellectual standpoint”, Elder and
Paul (1996) advance a stage theory of CT which states that there are six (6) predictable
stages through which each individual must proceed before developing as a critical
thinker — “the unreflective thinker, the challenged thinker, the beginning thinker, the
practicing thinker, the advanced thinker, and the master thinker”. One of Elder and
Paul’s (1996) beliefs is that “the progress from one stage of development to the next is
dependent upon a necessary level of commitment on the part of an individual to develop
as a critical thinker. It is not automatic, and is unlikely to take place ‘subconsciously’”;
therefore, the developmental levels of students’ cognitive abilities have a significant
impact on their attainment of CT skills. Leming (1998) categorically states “that school
aged students are developmentally incapable of the cognitive tasks required by a
curriculum intended to develop higher order thinking skills” (p. 66) such as CT.
Conversely, Lai (2011) states “that students of all intellectual ability levels can benefit
from CT instruction” (p. 23). Furthermore Silva (2008) reports that although there is no
specific age at which “children are developmentally ready to engage in complex ways

of thinking” (p. 631), children have been observed to think critically.

Kuncel, Rose, Ejiogu and Yang (2014) “examined cognitive ability and socio-economic
status in predicting work performance” (p. 203). They found a direct connection
“between cognitive ability and occupational attainment” (p. 204) through educational
attainment. ‘“The relationship between ability and attainment appears to be never
ending”, for as these authors explain, “workers will move up or down in occupational
status, when there is a mismatch between their ability and the complexity of the job”
(Kuncel et al., 2014, p. 204). They further explain “that family wealth and education do
not have [any] direct effect on ability” (p. 207). Having been a teacher for over 22
years, | can endorse the fact that socio-economic status does not have a direct effect on
cognitive ability; however in keeping with Bourdieu’s (1977) theory, I also

acknowledge the fact that families with high socio-economic status seem to be able to
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convert the benefits of cultural capital into educational capital that encourages and

elicits the exercise of CT, which enhances cognitive ability.

The above student characteristics that have proven to impact their development of CT
skills - their lack of motivation, resistance to active learning, expectation of lecture
format, concerns about getting good grades versus learning, social origins/family
background, beliefs/self-efficacy concept, interest in a topic, prior knowledge of the
topic, and the developmental levels of their cognitive abilities, cannot be detached from
the institutional characteristics in which they are situated; therefore the institutional

characteristics which impact the development of CT will now be discussed.

3.4.3 Institutional Characteristics

Mandernach (2006) espouses the view that many factors that impact the development of
CT stem from the practical constraints of traditional classrooms. Teachers are only
given specific time frames within which to instruct their charges and this instruction is
invariably done in face-to-face classroom environments. This “dictates a more didactic
teaching strategy in which the instructor leads students through a prearranged set of
content material with minimal time spent on individual interaction or critical analysis of
the information presented” (Mandernach, 2006, p. 42). Generalized instruction is
therefore mandated in an attempt to “be applicable, understandable, and paced to
simultaneously meet the needs of a large number of diverse students” (Mandernach,

2006, p. 42). Johnson (1996) says that:

Part of the problem is that education has been driven by assessment practices and
philosophies that emphasize the importance of knowledge gain rather than
knowledge application. Efforts to increase students’ factual knowledge seem to
impede the development of intellectual skills. (p. 1)

Concurring with this perspective, Flores, Matkin, Burbach, Quinn and Harding (2012)
posit that the “needs of society are generally congruent with deep content knowledge”
(p- 220) ; but these authors remind us that in a knowledge economy where “problems
unprecedented in their scope and nature” (p. 220) appear continually, the practice of
simply imparting knowledge is no longer serving society. Along a similar thread,
English (2006) speaks about credentialing based on static knowledge which produces

students who can perform to the test but who possess narrow thinking skills. These
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students lack a dynamic knowledge base that facilitates CT. Flores at al. (2010) further
lament the fact that “without changing how success is defined, it would be virtually

impossible to change the output” (p. 225) of students.

On the issue of time, Mimbs (2005) advises that CT skills are difficult to measure and
they take time to develop. Teachers need additional time to develop authentic
assessment techniques that would demonstrate students’ mastery of CT and problem
solving skills. “Teachers find it challenging to teach the CT approach and to develop
and implement new learning material” (Mimbs, 2005, p. 14), since they have
predetermined work to cover in the curriculum and they are required to teach each topic

in an in-depth manner.

Collier et al. (2002) have advised that the challenges of traditional classrooms are
further compounded and reinforced by standardized assessments and readily available
assessment tools which measure content knowledge as opposed to thought processes.
Teachers are thus forced to “teach to the test”. Like Costa (1991), they believe that what
is inspected is expected. Thus the traditional uses of norm-referenced, standardized tests
have dictated what should be learned and have influenced how they should be taught.
Paul and Elder (2006) endorse this opinion and report that “this habitual cycle impedes
the integration of CT instructional techniques” (p. 34). Mandernach (2006) further
explains that “instructors may be uncomfortable or unfamiliar with alternative
classroom strategies; assessments may not be readily available to measure student’s
mastery of CT skills; and students may be resistant to altering their focus towards

nonfactual learning” (p. 42).

Reporting on the “hierarchically organized educational system” (p, 139) in China, Liu,
He and Li (2015) confirm that all subjects in middle schools are structured according to
specified objectives which are assessed by standardized examinations. Since the results
of these examinations determine whether or not students will gain entry into top-ranking
academic senior schools, Zhang & Lee (1991) espouse the view that “both teachers and
students try to maximize achievement scores attained in the examinations” (p. 8).
Similarly, in Trinidad and Tobago, the results of the Secondary Entrance Assessment

(SEA) examination determine whether or not students get the opportunity to attend
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“prestige” secondary schools. Teaching is therefore “strongly teacher-guided, text-
oriented, and exercise-based” (Zhang & Lee, 1991, p. 8). Teachers are oftentimes
unable to measure the effectiveness of their CT instruction since standardized test scores
“do not provide significant insight into how students actually reason and formulate

judgments” (Vacek, 2009, p. 46).

The culture and climate of the learning environment can indeed impact students’
willingness to embark on difficult, challenging and unfamiliar concepts inherent in CT
instruction. This point is further explained by Kerssen-Griep, Hess and Trees (2003) as
follows: “classroom social environments motivate learning when they help students feel
that they self-initiate and regulate their own actions, understand and feel efficacious
about performing learning activities and develop secure and satisfying connections with
others” (p. 359). These authors further posit that “classroom environments offer optimal
challenge, interpersonal involvement, acknowledgement of feelings, choice-making
opportunities, chances to evaluate their own and others’ learning, and informational,

mastery-oriented, non-threatening feedback” (Kerssen-Griep et al., 2003, p. 359).

Educational institutions receive their mandate from their various ministries that are
obligated to adhere to the dictates of the government; therefore these educational
institutions are inextricably linked to governmental policies and procedures. Oftentimes,
there exists a dichotomy between the state’s conceptions of the goals of education and
those of the educational institutions themselves — this affects the practices that abound
in classrooms. This point is eloquently and thoroughly explained by Unah (2012). He

begins by reminding us that the traditional aim of education is:

The pursuit of knowledge and learning for its own sake: feeding the intellect with
general principles of which reality is constructed, ways in which reality can be
known, and how humans ought to comport themselves to achieve social,
environmental and psychological peace. (Unah, 2012, p. 1)

However, there are times when educational institutions are required to respond to the
dictates of industries that require technical and trade specific education that are geared

towards the organizational objective of profit maximization. Unah (2012) contends that:

Mandating educational institutions to meet the desperate industrial needs is
tantamount to...reducing man to a straight jacketed robot; alienating him from his
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essences; it would deny the very purpose of education itself; which is to promote
human curiosity and inquisitiveness that animate civilization and development.

(p- 2)

This dichotomy may impact teachers’ perceptions of their role as change agents and
their abilities to foster the development of CT in their charges. This concept is directly
related to the human capital theory which will further be explained in the Theoretical

perspectives.

The aforementioned factors which impact the attainment of CT skills have been based
neither on VE in Trinidad and Tobago nor the peculiarities of adult learners. My
research is thus intended to address this deficiency by seeking responses to this specific
research question, “What factors impact the development of CT in adult VE students of
the IPRO in T&T”? In addition to enabling me to formulate my research and sub-
research questions, the literature reviewed above and that which continues below, have

enabled me to approach and conduct my research from an informed perspective.

3.5 Conceptualizations of Vocational Education and Training

Skilbeck, Connell, Lowe and Tait (1994) contend that definitions of VET may be fluid
and lack consistency due to their situational and contextual nature; nevertheless, the
forthcoming discussions of VE and its related terms will be as coherent and thorough as

possible in an attempt to avoid ambiguities.

Razzak and Khaki (2015) advise that VE, VET and Career and Technical Education
(CTE) are terms used interchangeably to refer to “education that prepares learners for
jobs that are of a manual or practical nature and totally related to a specific trade,
occupation or vocation” (p. 27). As Uddin (2013) posits, “VET can be described as any
form of education whose primary purpose is to prepare beneficiaries for gainful
employment in an occupation or group of occupations” (p. 296). Subran (2013) opposes
definitions of VET which emphasize the development of skills required by employers,
“with very little being done to develop the trainees as living human beings, with
individual dreams and aspirations, who must be capable of participating in the processes
of democratic societies and interacting satisfactorily with clients and fellow workers”

(Subran, 2013, p. 82). Dewey (1916) also rejects the idea of students being passive,
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uncritical receivers of instructions dictated by market economy forces. He believed that
VE “should be included as part of a comprehensive curriculum to help students develop
a greater range of personal capacities that expand, rather than limit, their future

occupational options” (Dewey, 1916, p. 316).

The limited view of VE expressed above, is also lamented by Winther and Achtenhagen
(2009) who posit that “we need a broader approach [to VE] which incorporates, in
addition to subject-related competencies, those skills individuals need to participate
effectively as members of a flexible, adaptable, and competitive workforce” (p. 88).
Cornford (1998) also speaks of the need for VET to include higher order thinking and
problem solving skills that have been mandated by changes to the nature of knowledge,
work and the recent conceptualizations of “skill” and skilled performance. Subran

(2013) endorses this need for higher order thinking in VE. He explains that:

The preparation of vocational students to meet the rapidly changing needs of
contemporary life means that students will have to acquire knowledge, skills, and
dispositions that have been traditionally associated with academic subjects as part
of their range of employability skills. (p. 85).

Technical and vocational education and training (TVET) is also used synonymously
with the terms VET and CTE since learners are accorded the opportunity to “directly
develop expertise in a particular group of techniques or technology” (Razzak & Khaki,
2015, p. 27). Uddin (2013) advances this view by saying that TVET “brings about
technological advancement and aims to fit new [human resources] for employment and
provide continuing training for [persons] already qualified, so that they can keep pace
with modern and emerging work environments” (p. 296). UNESCO (2001) provides a

comprehensive definition of TVET as follows:

It embodies those aspects of the educational process involving, in addition to
general education, the study of technologies and related sciences, and the
acquisition of practical skills, attitudes, understanding and knowledge relating to
occupations in various sectors of economic and social life. (UNESCO, 2001, p. 7)

Subran (2013) opposes the argument that VE is used as the dumping ground for
students who are deemed to be unsuitable for academic education. He explains that

workers of today are required to be “skillful, innovative, productive and resourceful” (p.

) - , o7 =30 T f. D) Ve - .,
gﬁ(é/« eZ((/m’f ~ ",,,,//'méﬂ//ufy the c,,//ﬂ((m//ﬁ})’: 6/’//{//((/ e‘)/z;///“//fy 122 C)/('(f((/m/(((/ (((S(/(/(*((/((r// 63



(= p S — oV =)
@Ad/ﬁ/{fr 3 <}/1‘; ‘%'/ﬂ/’(l/l///’(" f cview

85). It is therefore critical for them to be able to apply principles of the academics in the
execution of their tasks. There is “very little room for those who cannot apply academic
principles in working and living” (Subran, 2013, p. 85). He poses this insightful
question, “To what extent can someone who is academically challenged function
effectively in the construction industry, where accuracy and quality are important

113

performance criteria” (p. 86)? Subran (2013) also questions the phrase ‘“not
academically inclined”, for he firmly believes that this “deficit” is temporary and

reversible if the appropriate teaching strategies are utilized.

Although inculcating general employability, transferability and adaptability skills that
can be applied across industries is highly desirable, the focus of many VET institutions
in T&T is on the acquisition of firm and industry-specific skills. However, with the
introduction of the Caribbean Vocational Qualifications (CVQs) in T&T, general
employability, transferability and adaptability skills are now gaining prominence in

VET. These skills have already been mentioned in Chapter 2 of this document.

Since VE prepares trainees for professional positions in various fields of endeavor, it is
vital to correspondingly prepare trainees “to respond adequately to the challenges of
globalized competition” (Agboeze et al., 2013, p. 118) by inculcating in them, CT skills
that will enable them to become more flexible and adaptable to the constantly
accelerating changes of the 21% Century. However, before CT can be inculcated in VE
students, all stakeholders need to be fully cognizant of the genesis of the stigma

attached to VE which has limited its potential to achieve meaningful effects.

3.6 Vocational Education: Sources of its Low Esteem — its Stigma

In many countries, including the Caribbean, VE - in spite of “being a significant and
long-standing educational sector, continues to suffer from low status and negative
societal sentiments” (Billett, 2014, p. 2). Agreeing, Hutton (2009) said that VE has
remained on the periphery of the school system in both developed and developing
countries for many years. Hutton and Dixon (2016, p. 102) posit that “the division
between practical education, which prepares one for a career, and the liberal arts or general
education, which focuses on providing education for its own sake, was well entrenched in

the education system for many decades”. This statement is endorsed by Cartledge (2011)
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who also speaks about the “parity of esteem” (p. 4) and says that “divisions between
[VET] and higher education are so socially entrenched that it would require an
extraordinary level of cooperation and collaboration to span the chasm between the two

sectors” (p. 5).

Throughout human history, the societal status and standing of occupations have been
dictated by “privileged others” such as “aristocrats, theocrats, bureaucrats, academics...
and societal elites” (Billett, 2014, p. 1). Greek societal elites such as Aristotle and Plato
referred to occupations that used their hands (and not their minds) as “low standing and
of limited worth, and those engaging in them of inherently limited capacities - unable to
innovate or respond to new requirements and challenges” (Billett, 2014, p. 4). Although

these sentiments may have been misguided, they have endured throughout the ages.

Within the Caribbean, our forefathers, some of whom were former “slaves of European
or coloured masters, had internalized a great deal of the cultural habits of their masters”
(Campbell, 1996, p. 3). They accepted unquestionably, the social structures that had
been created by their colonizers. Campbell (1996) said that the society that had been
perpetuated looked “like a three-tier colour and class pyramid with the black masses at
the bottom, the coloured as the middle class and the whites at the top” (p. 3) of the
pyramid. Taking another approach, Lloyd Braithwaite (1960) “assigned all whites,
irrespective of their class, to an impenetrable caste at the top of society, while the
Amerindian survivors, the hundreds of heterogeneous immigrants and the black masses”

(p. 816) all dwelled at the bottom of society.

The dominant culture grew out of the British colonizers who, believing that learning in
an academic setting was more prestigious than learning through manual/practical
means, “sent the sons of their aristocratic landowners to college to become managers
who would not get their hands dirty” (Aring, 1993, p. 397). Only the lower classes were
deemed fit to perform manual labour. Social status was significantly associated with
occupation, and “manual work was a major discriminating factor in occupational
classification” (Stevenson, 2003, p. 15). Wanting their children to enjoy a better
standard of living than they had, parents sought to send their children to higher

academic education — they saw this as the ticket to a better life. Education was viewed

) - , o7 =30 T f. D) Ve - .,
gﬁ(é/« eZ((/m‘ ~ ",,,,/('méﬂ/zufy the c,,//ﬂ((m/m})’: 6/’//{(/((/ e‘j/z;ﬂ/“//fy 122 C)/('(f((/m/(((/ (((S(/(((*((/((r// 65



(= p S — oV =)
@Ad/ﬁ/ﬁr 3 <j/1‘; ‘%'/ﬂ/f(l/lﬁfﬁ f cview

“as a hierarchical structure with universities at the top and VET institutions at the
bottom” (Lehmann, 2009, p. 144). Medical and law occupations heralded the “ultimate
achievement in success and respectability” (Lehmann, 2009, p. 144). It is somewhat
ironic though, that all pilots, dentists, surgeons, veterinarians, machinists, and nurses,
among others, have undergone intensive vocational preparation and training. It becomes

clearly evident that vocational training is only accorded a low status for some vocations.

Engaging in VE signaled academic failure and was looked down upon as only
appropriate for dull minds. It was referred to “as the neglected stepchild of education
reform” and “a relic of an earlier agricultural and industrial era” (Epperson, 2012,
p- 1870). To this day, VE continues to be regarded as an inferior, less challenging and
less prestigious form of education. It is viewed as a second class alternative for students
who do not succeed academically. Klee (2002) argued that if VE is perceived as a

dumping ground for “academic failures and delivered as such, then it is doomed”

(p- 53).

Many of the criticisms that have been levied against VE centre on the notion that it
fosters an educational dichotomy which perpetuates economic inequality. Epperson
(2012) explains this statement. She says that academically inclined students oftentimes
undergo the type of education that prepares “them for higher education, economic
mobility and greater life opportunities” (p. 1867). This is diametrically opposed to the
training received by students who are deemed “at risk”. These “students receive limited
training with less academic instruction that prepares them for jobs with little potential
for economic and career advancement” (Epperson, 2012, p. 1867). This dichotomy is
particularly debilitating for VE students who are thus deprived of “vital skills necessary
for long-term growth and achievement, and would further entrench economic

segregation” (Epperson, 2012, pp. 1867-1868).

Becker and Hecken (2009) posit that “usually, working-class families decide in favour
of a short and less ambitious education...[while] the upper classes exploit higher
education for social reproduction” (p. 234). While I may agree with Becker and
Hecken’s (2009) statement that “because of privileged conditions of socialization,

education, and encouragement within the families, children from upper social classes
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may reach higher achievements” (p. 245), I definitely disagree with the latter part of the
statement which says that, “working-class children undergo fewer cognitive
developments and may achieve less during school years” (p. 245). In my opinion, if
teachers of working class students provide the necessary experiences that may have
been deficient at each stage of development, these working class students will have the
opportunity to attain the CT skills that privileged students attain. Having been a teacher
for several years, I have actually witnessed some students from less privileged
backgrounds achieve more academically than privileged students, as a direct result of
teachers who were committed to bridge any gaps that family backgrounds may have

imposed on less privileged students.

I have also found Lehmann’s (2009) theory to be quite accurate. He proposes a
powerful, alternative view to Becker and Hecken’s (2009) theory, when he speaks of
transforming the existing habitus. I can confirm the fact that students and parents of
working classes possess the desire and ability to transform their habitus. Lehmann

(2009) develops his argument by saying that:

Parental experiences and lifestyles carry the possibility of actually transforming
rather than reinforcing, existing habitus. Coupled with a persuasive and persistent
public discourse that equates high formal education with life course success ...
students [can] develop very powerful dispositions that seem easily to transcend
the barriers that habitus may pose. (Lehmann, 2009, p. 143)

Bestor (1956) criticized VE as suffocating the creativity of students — rendering them
incapable of independent thought. His devaluation of VE stems in part, from Rene
Descartes’ (1596-1650) mind/body dualism. This Cartesian philosophy which privileges
the “mind as the source of immutable truths and understanding and condemns the body
as the source of irrational appetite, sensory error, and moral instability” (Hyslop-
Margison, 2001, p. 26), has contributed significantly to the stigma of VE. Cartesian
philosophy which endorses the view, “I think, therefore I am”, has resulted in
intellectual ability being thought of as superior, hence it “is afforded a higher social

status than activities involving manual labour” (Hyslop-Margison, 2001, p. 26).

Scheffler (1995) disagrees with this “dubious” mind/body distinction since he believes

that the successful acquisition of knowledge can only be attained through the interaction
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of both mind and body. Endorsing this view, Langley and Tsoukas (2017) say that
“mental facts cannot be properly studied apart from the physical environment of which
they take cognizance” (p. 74). In his criticism of Descartes’ mind/body dualism,
Johnson (2006) contends that there can be no mind without a body; neither can there be
a body without a mind, for the body is in the mind, just as much as the mind is in the

body.

Although using different terms, Ryle (1951) expressed a similar view to Descartes’
mind/body dualism. He contends that “meaning” can be of two forms: “knowing-that”
something is the case (associated with the academics), and “knowing-how” to perform
an activity (associated with VE). He acknowledges that, to this day, many authors think
of “knowing-that” as more fundamental and important than “knowing-how”, hence the
reason for them having high regard for the theoretical work done in universities, as

opposed to the practical work done by skilled craftsmen in the various trades.

The historical structures that have perpetuated the stigma of VE have been highlighted
in an attempt to reiterate the need for “policies that will expeditiously counter the
lingering public bias against TVET” (Morris & Powell, 2013, p. 17). Tikly (2013) is of
the view “that the academic/vocational divide created under colonialism remained intact
in the post-independence period, and that academic qualifications were perceived to
lead to more and better opportunities in the labour market” (p. 5). Hutton and Dixon
(2016) say that “this view continues to persist even today in many developing
countries” (p. 103). However, they bring a ray of hope when they also say “that the
distinction between general education and the acquisition of skills ... [and] the divide
between liberal arts and skills-based education will cease to be an issue for the
education system in the not-too-distant future” (p. 119). When one considers the
numerous benefits to be derived from engaging in VE, this too may serve as a catalyst

towards the elimination or alleviation of the bias against VE.

3.7 Benefits of Engaging in Vocational Education and Training

The negative perceptions which our nationals have created with respect to VE are

deeply imbedded and entrenched in our society; nevertheless it is anticipated that this
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stigma will be greatly diminished if we are made aware of the benefits to be derived

from engaging in this type of education.

Engaging in VE is beneficial. VE prepares individuals for work. Kuchinke (2013) is of
the view that work enables an individual to engage in the full spectrum of human
experiences. It is also the means by which individuals can provide life’s necessities for
themselves and their families. Billett (2014) eloquently explains the benefits of
engaging in VE when he says “the goals and processes of VET are directed to meeting
salient societal, economic and personal purposes. These purposes...develop the
capacities for providing the goods and services societies need to function and secure
their continuity and progress” (p. 1). Because of the crucial nature of “work” which is
inherently imbedded in VE, this topic is given significant attention in the realms of

education.

Cornford (1998) believes that “VE and involvement with practical performance issues
in the real world of work have the potential for broadening, enriching experiences which
stimulate intellectual development and hence overall efficiency” (p. 179). Although
Miller (2001) refutes this claim, Sweet (1995) reports that students who engage in
practical activities have increased confidence and self-esteem. I fully endorse Sweet’s
perspectives. My experience as a teacher has demonstrated unequivocally, that the
successful completion of practical activities does indeed result in students’ elevated

confidence and self-esteem.

Agboeze et al. (2013) state that VE can adequately respond “to the challenges of global
competition, high numbers of low-skilled workers and youth unemployment” (p. 118).
Additionally, Hutton and Dixon (2016) are of the opinion “that the role of both general
education and technical education is being heralded as vital to the performance of a
modern approach to economic development” (p. 100). Referring to the T&T situation,
former Minister of MSTTE, Fazal Karim, says that “the government recognizes that
tertiary education, technical and vocational education and training (TVET) and lifelong
learning play a pivotal role in the social, economic and cultural development of modern

societies” (MSTTE, 2010, p. 5).
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One of the hallmarks of a successful VET programme is the ability of its students to use
the knowledge, skills and capabilities learned to become self-employed entrepreneurs.
Agboeze et al. (2013) recognize the fact that the creation of businesses is “the ultimate
determinant of the economic performance of nations and regions of the world” (p.116).
Concurring, Baumol (1990) notes that economic growth and innovation are driven by

entrepreneurship and associated activities.

The competencies gained at VET institutions enable vocational students to become
successful entrepreneurs by developing in them, what Kerka (1992) refers to as the
“cognitive skills needed for a productive, full and satisfying work life” (p. 2). Since the
technical and employability skills learned in VET institutions are consistent with
today’s labour market needs and meet industry standards, students can progress from
the VET institution smoothly into the world of work. Students benefit, and so do
industries since these industries do not have to invest large sums of money in the

training and re-training of new employees.

In keeping with the views expressed above, Ziderman (1997) says that the “firmest
justification” for engaging in VE is that it “enhances productivity through the provision
of marketable skills that are in demand” (p. 360). In the UNESCO (2001)
recommendations it is explained that by making individuals employable, VE can
increase national economic productivity. It can also enable persons to become more

marketable and it has the potential to reduce social inequity.

The UNESCO (2001) recommendations further state that by helping individuals to gain
employment they can escape poverty and marginalization. Diwakar and Ahamad (2015)
add that “the economy becomes more productive, innovative and competitive through
the existence of more skilled human potential” (p. 79). Uddin (2013) says that this
important role of TEVT “in curbing unemployment in any developing nation cannot be
over emphasized.... [Additionally] it reduces human resource wastage by providing
training opportunities for persons who would have been liabilities to their families and
the nation” (p. 296). With particular reference to the T&T setting, The MSTTE (2010)
report states “that higher levels of participation [in VET] are linked to increased

productivity and greater social and economic development, as well as to better health,
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lower crime rates and the development of more cohesive and inclusive communities” (p.
10). As has already been stated by Kerka (1992) VE is therefore “the vehicle for

developing the cognitive skills needed for a productive, full and satisfying life” (p. 2).

Benefits to be derived from engaging in VE have been discussed above. The discussion
has brought to the fore the vital role VE plays in Caribbean education and in the
development of the region. Indeed, as Hutton and Dixon posit, “TVET is rapidly moving
from being an incidental aspect of the education process to becoming an integral part of
education, especially in many developed countries” (p. 101). It is anticipated that an
acknowledgement and appreciation of the benefits derived from engaging in VE will

further its momentum throughout the Caribbean and indeed, the world.

3.8 Summary

This literature review has sought to illuminate issues that have direct relevance to the
research topic, “Conceptualizations of CT in VE and Perceptions of Factors that Impact
the Development of CT Skills in Adult VE Students in T&T”. It has accomplished its
objectives by highlighting areas of concern related to the two major constructs of the

topic — CT and VE.

Since no single definition is sufficiently encompassing to reflect the numerous
meanings associated with the term “CT”, the chapter initially sought to reveal the
various conceptualizations that researchers have formulated for “CT”. As Buffington
(2007) posits, “we need to create working descriptions of critical thinking that can guide
our practices and conscientiously work to involve our students in lessons that involve
critical thinking” (p. 22). She justifies her statement by saying that “without a clearly
articulated description of what critical thinking entails, each individual is, essentially,
working independently” (p. 20). Unveiling participants’ conceptualization of “CT” is a
direct intent of this research; therefore this section’s inclusion in the literature review is

undeniable.

Accelerating economic, technological, informational, demographic and political forces
have dictated that CT should be an un-eliminable part of life in the 21% century;

therefore a sound justification for engaging in studies on CT for life in the 21 century
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with particular reference to the Caribbean was provided. Factors that impact the
development of CT in VE, another direct intent of this research, were then highlighted.

This section’s significance to the literature review is unquestionable.

Definitions of VE may sometimes be fluid and lack consistency due to their situational
and contextual nature; therefore the subsequent section commenced with
conceptualizations of VE. Trinidad and Tobago has encountered severe obstacles that
have retarded the growth of VE in the country: obstacles that have been promulgated by
our forefathers whose “unfavourable public reactions to words like ‘apprenticeship’ and
‘indentures’ [words related to VET]...were unpleasantly associated with black slavery
and Indian indentureship” (Campbell, 1996, p. 161). In spite of VE’s “significant and
long-standing existence in the educational sector it continues to suffer from low status
and negative societal sentiments” (Billett, 2014, p. 2). I therefore considered it prudent
to include a discussion on the sources of VE’s low esteem. Benefits to be derived from
engaging in VE then followed, since it is anticipated that the stigma of VE may be

attenuated if we are made aware of the benefits to be engaged in it.

This Literature review has sought to highlight the issues surrounding two constructs of
the research topic — CT and VE. It established issues and previous research that were of
relevance to my research questions. As Wellington, Bathmaker, Hunt, McCulloch and
Sikes (2011) state, “referring to and discussing existing literature will enable [me] to
make substantial claims about [my] area of study” (p. 73). It will also enable me “to
avoid sweeping generalizations, by rooting my claims in the context of other studies and

previous research” (Wellington et al., 2011, p. 73).

Acknowledging the constantly emerging needs of contemporary societies, “VET-related
career paths should begin to be viewed as a legitimate and valued alternative” (Hiebert
& Borgen, 2002, p. 132). If this is done, “our Vision 2020 goal of developing a highly-
skilled, talented and knowledgeable workforce which will stimulate innovative-driven

growth and development” (Tesheira, 2009, p. 26) will be realized.

This extensive Literature review has informed my research and sub-research questions.
It has also enabled me to approach my questions and indeed my participants, with a

sound knowledge of what various experts on the topics of CT and VE have postulated.
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CHAPTER 4: THEORETICAL PERSPECTIVES

4.1 Overview

ilbourn (2006) posits that our interpretations of data are always filtered through
Kone or more theoretical perspectives or frameworks. These frameworks help
researchers to organize and synthesize knowledge within a field and assist in
“describing, explaining and predicting behaviours” (Doolittle & Camp, 1999). The
theoretical perspectives presented in this chapter satisfy these criteria: they may enable
me to describe and/or explain my participants’ responses; and they may enable me to
predict my participants’ future behaviours. Additionally, the data generated by my
participants may possibly be used to extend existing theory. Kilbourn (2006) contends
that by basing our data on sound principles, our findings are seen to be “intelligible to an
academic audience” (p. 545). I contend that grounding data on various theoretical

perspectives will render the data intelligible to all readers.

Porsanger (2004) cautions though, that whilst exploring frameworks to determine their
applicability in describing and explaining data, care must be taken to ensure that the
research is carried out in an ethically correct and culturally appropriate manner. Whilst
examining these frameworks, I therefore employed the use of a decolonizing agenda
(discussed in Chapter 5). This enabled me to think critically about my research processes
and outcomes with the interests, experiences and knowledge of my participants as

central to the research.

This chapter will commence with a discussion on the relevance of the following theories
to CT in VE: Constructivism, Andragogy, Social Reproduction/Social Transformation,
Human Capital Theory, Self-Fulfilling Theory and Post-Colonial Theory. At first
glance, and without the benefit of theoretical elaboration and explanations these theories
may be perceived to be disjointed and irrelevant to the research. For this specific reason,
I have included in the latter part of the chapter, a table which is followed by a discussion
of how these theories are interrelated, and how they may be manifested by vocational

educators.
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4.2 Constructivism

Doolittle and Camp (1999) and Wang and Torrisi-Steele (2016) contend that although
behaviourism is a leading philosophy in CBET, constructivism may be a more
appropriate theory for VE in light of the fact that reforms in VE are now incorporating
higher order thinking, problem solving and collaborative work skills which are not
adequately addressed by behavioural theories. Doolittle & Camp (1999) make a
powerful statement when they say that VE students are no longer the ‘“behaviour
machines of the behaviourists; rather they are self-regulated, mental model building,

socially interacting, meaning-making individuals of the constructivists”.

Constructivism views the learner as actively and dynamically constructing knowledge,
as opposed to knowledge simply being transmitted from a more knowledgeable person
through lectures, drills and rote memorization, to another (Liu & Chen, 2010).
Stevenson (2003) contends that rather than viewing learners as empty vessels into which
knowledge is poured - Freire’s ‘“banking concept of education”, constructivism
emphasizes the way in which learners construct meaning. It is the movement away from
teaching abstractions and symbolic manipulations to more practical interactions with
“the immediate, real materials at students’ disposal” (Cornford, 1998). Halpern (1996)
also endorses this fact and explains “that knowledge is not static but rather dynamic as
current knowledge builds on old knowledge, which in turn generates new knowledge”

(p. 212).

Flores et al. (2012) are of the belief that when we combine “the knowledge acquired
from prior experiences with CT in formal education within a constructivist development
framework” (, p. 213), attributes of leadership and entrepreneurship are developed and
this essentially, is the direct relationship between CT skills necessary for the successful
completion of tasks in VE, and constructivism. Flores et al. (2012) posit that because
these concepts are so closely intertwined, CT may determine the developmental stage

from which adults operate within the VE setting.

The above discussion highlights the relationship between VE, CT and constructivism: in
VE, students use their CT skills to connect new knowledge and experiences with their

prior knowledge in an attempt to initially master their skill, but ultimately, to develop
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new processes and methods which lead to an entrepreneurial mindset. I am therefore of
the opinion that constructivism may prove to be a useful lens through which findings
from my research can be viewed. Constructivism also influenced my research design,
since | was seeking the perceptions of various stakeholders in the educational process
who have constructed meanings out of their everyday interactions. Are our vocational
instructors using their knowledge of constructivism and the importance of utilizing
students’ CT skills when connecting their (students’) prior knowledge to present
situations? Responses to this question will have significant implications for the practices
that abound in vocational instructors’ classrooms and students’ acquisition and
development of CT skills. The constructivist theory may enable me to describe and

explain my participants’ responses.

4.3 Andragogy

Many of the theories of adult learning have been derived from Organizational
Development (OD) and the term “andragogy” was coined by OD in an attempt to
separate this type of learning from traditional pedagogy. McGrath (2009) is of the view
that “andragogy is centered on the idea that the lecturer does not possess all the
knowledge and that students are encouraged to participate in the classroom by utilising
their own experiences” (p. 102). Andragogy views the learner as “a mature, motivated,
voluntary, and equal participant in a learning relationship with a facilitator whose role is
to aid the learner in the achievement of his or her primarily self-determined learning
objectives” (Rachal, 2002, p. 219). It is thought that by understanding what makes adult
learners different from traditional learners, educators can improve their instructional
practices and increase adults’ chances of success. Kenner & Weinerman (2011) say that
“adult learners bring learning styles and life experiences that may either be critical
foundations for future success or deeply entrenched beliefs that hinder learning in the
educational environment” (p. 87). By recognizing how adult learners differ from
traditional learners and by using their life experiences and wisdom to enhance learning,

educators can make the journey of adult learners easier and more fulfilling.

Malcolm Shepherd Knowles, one of the pioneers in the field of adult education, used the

term andragogy synonymously with adult education, and andragogy soon became
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known as the art and science of adult learning. Knowles’ (1980) theory of andragogy is
a constructivist approach to learning that encourages the use of former experiences to
create new knowledge. According to Cox (2015), “Knowles argued that readiness to
learn is linked to the relevance of the learning to adults’ lives and that they bring an
expanded pool of experiences that can be used as a resource for that learning” (Cox,
2015, p. 29). Building upon theories from OD, Knowles (1980, pp. 43—44) discussed the
following characteristics of adult learners. These characteristics seem to influence how

adults learn:

Adults need to know: Before undertaking new tasks, adults need to understand
how these new tasks will help them to solve real-world problems. They need to
recognize the purpose of their learning and the objectives of the lesson must be
clearly identified. Referring to Knowles’ adult theory, Pappas (2013) says that
adults are interested in learning things that are of personal and professional
relevance to them. They are practical in nature. When adults engage in practical
activities, they are given the opportunity to apply their theoretical knowledge to
hands-on problem solving where they actually see how this knowledge applies
to life and work. According to Kearsley (2010), as persons mature, they move
from postponement of application to immediacy of application; therefore their
orientation shifts from subject centeredness to that of problem centeredness.
They become problem-centric as opposed to content-centric. Engaging our adult

trainees in real-life problems facilitates this shift in orientation.

Adults are relevancy-oriented. According to Pullagurla (2014) “one of the best ways for
adults to learn is by relating the assigned tasks to their own learning goals”. Educators
therefore need to show their students how the “activities in which they are engaged,
directly contribute to achieving their personal learning objectives. They will then be
inspired and motivated to engage in projects and successfully complete them”
(Pullagurla, 2014). Alternately, if the instructors of the IPRO do not ensure that trainees
are aware of how particular tasks benefit them in their personal or professional lives,
and if they do not highlight the relationship between what trainees are currently doing
and their future endeavours, this will have a negative impact on trainees’ desire to

engage in activities that foster higher-order thinking skills.
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Adults are self-directed: The Adult Higher Education Alliance - AHEA, (2003)
posits that adults choose what they want to learn based on their learning
objectives. They “take responsibility for their own actions and resist having
information arbitrarily imposed upon them” (Kenner & Weinerman, 2011, p.
88). Chen (2013) says that viewing adults as self-directed learners, “shifts the
focus away from the teacher as the sole repository of knowledge, and instead
views the teacher as a facilitator and collaborator of knowledge who
continuously guides the learner and helps co-create an environment for self-
directed learning” (Chen, 2013, p. 407). Instructors at the IPRO therefore need
to facilitate the process of goal-setting. They also need to give their adult
students the freedom to assume responsibilities for their own actions and

choices.

Adults have an abundance of life and work experiences: As persons mature,
they accumulate a growing reservoir of learning styles, beliefs and life
experiences that form the basis of their learning activities and future success.
They are not “blank slates” (Chen, 2013): their life experiences become the
media through which new information is learned. Being mindful of this,
instructors of the IPRO need to encourage their adult trainees to connect their
past experiences with current activities. Instructors themselves need to be well-
versed in strategies that enable trainees to bring relevant prior learning and

experiences to bear on current situations and knowledge.

Adults possess a readiness to learn: Since most adults return to higher
education voluntarily, they are likely to engage in the learning process more
readily. However, many adults who enter the [PRO have not voluntarily done so;
they were forced by “significant others” to enter. They are oftentimes unwilling
to participate in the learning process — their sole purpose is to receive their
stipend. Instructors therefore have the unenviable task of ensuring that trainees

999

acquire “a liking”” for the end product, to which current activities lead.
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Adults are motivated to learn: Adult students often return to tertiary education
for a specific goal. Knowles proposed that their motivation therefore tends to be
intrinsic. However, despite Knowles’ claims, I have found that adults do not
always possess intrinsic motivation. Some respond to external motivators and
engage in those activities which result in an internal payoff. As has already been
stated, many trainees from the IPRO lack the motivation to learn — they attend
classes for a variety of reasons unrelated to learning. Oftentimes, instructors of
the IPRO have brought in former trainees as resource persons to try to motivate
current trainees. The monetary gains to be made in completing the courses are

strong motivators for many trainees.

Knowledge of Andragogy will ensure that educators at the IPRO present effective
instructions that will enable their trainees to use and further develop their CT skills in a

meaningful way.

4.4 Social Reproduction and Social Transformation Theories

Reproductionist theory holds that schools are not institutions that promote the equality
of opportunity; rather, they are institutions created to maintain, reinforce and reproduce
the inequalities of social structure and cultural order (Collins, 2011). This theory is
made quite explicit by Bourdieu (1977) and Bourdieu and Passeron’s (1977) analysis of
how social inequity is maintained and sustained by the reproduction of cultural capital.
For them, “cultural capital refers to language use, skills, and orientations, dispositions,
attitudes, and schemes of perception (also collectively called habitus) that children are
endowed with by virtue of socialization in their families and communities” (Lin, 1999,
p- 394). Through this familial socialization, children from upper-class status are
afforded more opportunities for them to acquire the appropriate kind of cultural capital
that promotes their success in schools. Conversely, the habitus of children from lower-
class families does not furnish them with appropriate capital to compete equally with
their counterparts. Tsvetkova (2008) contends that this intergenerational transmission of
parental socio-economic status acts as a conveyor belt for students in the educational
arena. Since students do not compete from equal positions, this perpetuates social

stratification and reproduction.
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Tushin (n.d.) proposes another reason why social reproduction might be fostered in
schools. He espouses the view that the powerful elites in society are the ones who
perpetuate social reproduction in an attempt to maintain their “entrenched positions”.
He further states that “rather than promoting democracy, social mobility and equality,

[educational institutions] reproduce the ideology of the dominant groups in society”.

Many of the instructors at the IPRO are “elite and powerful” and have “entrenched
positions” in their respective fields. Whether they prescribe to the social transmission
theory, or whether they are believers in social transformation of their students will have

a significant impact on their instructional practices.

“Social transformation is the process by which individuals alter the socially ascribed
social status of their parents into a socially achieved status for themselves”
(Thippeswamy & Reddy, 2015, p. 19). These authors further state that while social
reproduction looks at intergenerational mobility, “social transformation focuses on how
an individual can alter the class culture to which they feel aligned” (p. 19). According to
Lin (1999), the effects of habitus on students from lower-class families can be alleviated
by competent, knowledgeable teachers who are committed to the transformation of
these students: teachers who also employ “a critical pedagogy which enables students to
question and challenge posited domination, and undermine the beliefs and practices that
are alleged to dominate” (Riasati & Mollaei, 2012, p. 224). The transformation of which
I speak therefore involves the social transformation of students by helping them achieve
a critical consciousness which, according to Horkheimer (1972), “seeks human
emancipation from slavery” and acts as a “liberating and stimulating influence”
(p. 246). The development of critical consciousness is of particular importance to
citizens of our country, since our entire system of education has evolved “from an
historical background of slavery and colonialism” (James, 2010, p. 1). We need to
develop our students’ CT abilities so that they will challenge the social and institutional
forms of domination that have been allowed to prosper and that have plagued us for

generations.

Social reproduction and social transformation theories discussed above are of

significance to this research since the aims of both OrgX and the IPRO are to inculcate
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entrepreneurial skills and attitudes in trainees, thus transforming the way in which they
think about themselves, the extent to which they can propel their skill, and the extent to
which they question and challenge the social and institutional structures that have

inhibited them from achieving their full potential.

It is my firm conviction that the application of both the social transmission and social

reproduction theories will be of relevance to this research.

4.5 Human Capital Theory

The “field of education and economic development has been dominated by the Human
Capital Theory” - HCT (Lauder, 2015, p. 491), because within this theory, there exists a
strong connection between education and training, and economic growth. According to
Jermolajeva and Znotina (2009) the origins of HCT can be traced to the works of two
key theorists — Gary Becker (1930) and Theodore Schultz (1902-1998) who espoused
the view that HCT is defined as “knowledge and skills obtained by people as capital in
the process of vocational and technical education” (Jermolajeva & Znotina, 2009, p.1).
Modern conceptions of the term can be accredited to Jacob Mincer (1922-2006), and
according to Jermolajeva & Znotina (2009) HCT is an “investment in human capital -
input in education and professional qualification [as well as], health care, and other

activities which allow people to be more economically efficient” (p. 1).

HCT views education as a form of economic investment where “the value of education
is measured by its contribution to economic growth, increased employability, and a
higher standard of living” (Ramsaroop, 2001, p. 68). Tan (2014) adds that implicit in
this definition, is the fact that education is an investment in the individual because
through education, an individual can increase his/her productivity and earnings, whilst

also contributing to economic growth.

When the term “human capital” was formally introduced in the 1950s, it was severely
criticized due to its negative connotations with slavery, where “humans” were thought
of as mere commodities or pieces of machinery that could yield economic returns.
Indeed, our former minister of MSTTE, Fazal Karim, says that “human capital

development is a major contributor to economic growth and sustainable wealth
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creation” (MSTTE, 2010, p. 3). In recent times however, the definition of human capital
has widened to encompass ‘“‘competencies, attributes, and attitudes such as reliability,
honesty, self-reliance and individual responsibility” (Becker, 2002, p. 6). Additionally,
proponents of HCT are now recognizing its “nonmonetary gains to the individual - its
social, cultural, intellectual and aesthetic benefits which are termed ‘positive

externalities’” (Tan, 2014, p. 413).

In my opinion, this human capital theory has the possibility of impacting my research in
either positive or negative ways. Positively, HCT “emphasizes how education can
increase the productivity and efficiency of workers” (Jermolajeva & Znotina, 2009, p.
2); it can yield improved economic outcomes for both individuals and societies; it can
contribute to personal social development and reduce social inequality. Additionally,
Jermolajeva & Znotiga (2009) speak about the “indirect impact of education as being
expressed in the sharing and dissemination of knowledge which is characteristic of the
working environment of well-educated people” (p. 3). Despite these benefits associated
with HCT, in my opinion, its greatest benefit is reflected in Babalola’s (2003) reason for
investing in human capital: The new generation [of trainees] should be motivated to
utilize their knowledge to optimum capacity — to creatively conceptualize and develop

innovative production techniques which lead to the generation of novel products.

If our vocational instructors view HCT in this light, they would encourage our students
to use their CT skills to experiment with new methods and techniques so as to arrive at
novel products which can ultimately compete in the local and global marketplace.
However, if used negatively, educators would view their trainees as commodities for
consumption on the labour market - this will thwart the CT process, especially when
used in conjunction with the credentialist perspective which promotes the belief that
education depends more on the acquisition of formal credentials than on specific

content.

It would be noteworthy to discover whether the data generated by my research validates
the positive or the negative aspects of HCT, or whether it can modify or extend the

theory in some manner.
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4.6 Self-Fulfilling Prophecy/Pygmalion Theory

Al-Fadhli and Singh (2006) contend that teachers oftentimes “develop expectations for
the performance and behavior of their students” (p. 53). They further explain that
expectations refer to “inferences that teachers make about future academic
performances and behaviours of their students” (Al-Fadhli & Singh, 2006, p. 53). A
number or student characteristics may be responsible for teachers’ expectations of
students’ performance. According to Rubie-Davies, Hattie and Hamilton (2006) some of
these include gender, ethnicity, social class, personality and social skills, and physical
attractiveness. These authors, together with others, believe that although these
determinants may be important for initial expectancies, “other, more academically
pertinent information gleaned from interacting with children... become more important

for expectancy formation” (Dusek & Joseph, 1983, p. 330).

Numerous studies have been conducted which corroborate the view that there is a
positive “correlation between teacher expectation and academic achievement — the
higher the teacher expectation, the higher the student achievement” (Craig, 2011, p. 4).
Trouilloud, Sarrazin, Martinek and Guillet (2002) however, argue that correlation does
not inevitably denote causality. They refer to the “conceptual model of relations among
teacher expectations, student attributes and student achievement” (p. 592) advocated by
Jussim (1991) which illustrates that there are three possible reasons for the existence of
this relationship: 1) “teacher expectation can be confirmed because they lead to the self-
fulfilling prophecy; 2) perceptual biases; and 3) accurate expectations” (Trouilloud et

al., 2002, p. 592).

The first reason mentioned above predicts “that teacher beliefs about students will
transform [students’] behaviours in ways that confirm the initial expectations”
(Trouilloud et al., 2002, p. 592) of the teacher. This phenomenon is known as the self-
fulfilling prophecy by Merton (1948) or the Pygmalion theory. This theory suggests
“that instructors have the ability to make their creations come to life” (Rubie-Davies,
2010, p.121) through expectations: when teachers believe their students are high
achievers, these teachers “interact with their students in ways which promote their

academic development” (Rubie-Davies, 2010, p.121).
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According to Trouilloud et al. (2002), perceptual bias, the second possible reason for the
relationship between teacher expectation and student achievement refers to situations
where “teachers’ judgement of students’ achievement may be biased by their
expectations” (p. 593). In these instances, the confirmation of the teachers’ beliefs arises

not in the students’ actual performance, but only in the teachers’ minds.

Teachers interact with students on a daily basis: they therefore can make accurate
predictions of students’ future achievement, based on valid sources of information such
as students’ test scores and cumulative record cards. This situation explains Jussim’s
(1991) third possibility for the relationship between teacher expectations and student
achievement — accurate expectations. As Dusek and Joseph (1983) postulate, teachers
do not form expectations “in the void of other information. Daily interactions with

students help shape and even change expectancies” (p. 342).

Teachers’ expectations of students’ abilities have direct relevance on this research. The
majority of adult trainees at the IPRO are from low socio-economic backgrounds and
Craig (2011) reports that there is evidence which supports the claim that some teachers
believe “students from low socio-economic status cannot perform well academically”
(p- 5), in light of their “deficits”. Trouilloud et al. (2002) contend that this results in
differential treatment being accorded to students from high and low abilities. They
further their argument by saying that “differential treatment in the class may affect
students’ self-perceptions and motivation, and in turn, their achievement” (p. 596). Al-
Fadhli & Singh (2006) contend that some teachers even give “more praise and feedback
to high-ability students while ignoring low ability students” (p. 54). In other instances,
Brophy reports that teachers waited less time for responses from low-ability students

than they did for high-ability students — thus reflecting their differential treatment.

In spite of the above discussion on teacher expectations and students’ abilities, Rubie-
Davies, Peterson, Irving, Widdowson, and Dixon (2010) are of the belief that teacher
expectations seem “to dissipate as students move through the educational system and
become more accurate in self-assessment, more autonomous and less easily influenced

by teachers” (p. 38). It would be worthy to determine the degree to which the instructors
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at the IPRO apply the self-fulfilling prophecy and the resulting effects on their

instructional practices:

4.7 Postcolonialism

Postcolonialism and one of its associated terms — Hegemony, offer well-suited
perspectives from which my study may also be viewed. According to Abrahamsen
(2007) postcolonial theory is “multiple, diverse, and eschews any easy definition or
generalization” (p. 112); therefore, locations from which postcolonialism can be
explored are varied. It can be viewed as the period after former colonized nations
gained independence; or it can be viewed as the “period prior to colonization in which
the cultural productions and social formations of the colony before colonization are used
to better understand the experience of colonization” (Kanu, 2003, p. 68). Mawere and
Van Stam (2016) posit that, “postcolonialism speaks about the human consequences of
external political control and economic exploitation of indigenous people and their
lands” (p. 59). Loomba (1998) extends this conceptualization by saying that

3

postcolonialism is a “way of thinking in which cultural, intellectual, economic or
political processes are seen to work together in the formation, perpetuation and
dismantling of colonialism” (p. 54). Kanu (2003) also agrees with this position against
imperialism, and says that “it is postcolonial as a stance against Eurocentrism, that is of
importance” (p. 68). However, Mishra (2015) adds that by 2010 the discourse on
postcolonialism had moved from being largely centered on a “self-conscious, radical,
anti-colonial agenda” (p. 370) to what Ponzanesi (2000) refers to an intentional

discourse that acknowledged “voices often excluded by the invisible rehegemonizing

power of ex-colonial languages” (p. 19).

When T&T became colonized, our colonizers forced their “superior” and “civilized”
values on us. Our traditions and values were eroded over generations of being a colony
and we soon adopted Western traditions, cultures and languages through a process of
hybridity — the cross-fertilization of cultures. These values became engrained and
entrenched in us, so much so, that when T&T became an independent nation in 1962,
residues of colonialism still lingered and were omnipresent amongst our people. This is

what postcolonialism seeks to eradicate, as we strive to regain our distinctiveness, our
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self-confidence and our individuality. Postcolonialism “seeks human emancipation
from slavery”, and acts as a “liberating ... influence” (Horkheimer, 1972, p. 246). The
aims of the postcolonialism of which I speak are clearly explained in the introductory
paragraph of the Stanford Encyclopedia of Philosophy (2005) - Post colonialism “aims
to explain and transform all the circumstances that enslave human beings... [It thus]

decreases domination and increases freedom in all their forms”.

Hegemony - a term associated with postcolonial studies, looks at the way imperial
power dominated without physical coercion or direct military rule. According to
Gregory and Halffb (2013), it “ruled by the threat of force and implied power” (p. 418).
These authors explained that the dominant classes presented their version of reality in
such a convincing way that subordinates thought it was the only way of seeing things.
This resulted in “widespread acceptance of particular ideologies and consent to the
practices associated with those ideologies” (Roper, 2005, p. 70). Gregory & Halffb’s
(2013) explanation of hegemony further explains this. They contend that “hegemony
refers to a process of moral and intellectual leadership through which dominated or
subordinate classes consent to their own domination by ruling classes, as opposed to

being simply forced or coerced into accepting inferior positions” (p. 418).

Sheared and Sissel (2001) have advanced the view that hegemony may be partially
responsible for the way we think about adult education and learning, and have examined
the ways in which hegemony may have silenced the voices of those who have been
marginalized. Sheared (2002) has described marginalization “as the silencing of lived
experiences...through legislation and policies created by the dominant culture, which
either ‘commatizes or negates’ the political, economic, historical and social realities of
those living in the margins of society” (p. 1). The majority of adult students enrolled in
VET in T&T live in the margins of society, and Sheared and Sissel (2001) challenge all
educators to examine the ways in which they may be overtly or inadvertently

perpetuating the notions of hegemony and marginalization.

Postcolonial theory and hegemony may prove to be particularly beneficial for my study
since, in spite of having attained independent status in 1962, our current educational

system is heavily impacted by our colonized past where the voices of our people have
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been silenced. Do my participants unconsciously perceive themselves to be the
colonizers who impose structures and control over their trainees whom they treat as “the
colonized?” Do they dictate the kinds of knowledge and the ways in which that
knowledge should be “transmitted” to their trainees; or do they view their trainees as
autonomous learners who have the capacity to acquire CT skills? Postcolonial theory
and hegemony may enable me to explain and understand the responses to these
questions, and they may also enable me to predict vocational educators’ future

behaviours and the implications of these on the trainees’ acquisition of CT skills.

The above discussion highlights the relevance of the 6 theories to this research. It has
tried to illuminate the ways in which the theories may be used to interpret, describe or
even predict my participants’ behaviours. The following section of this chapter engages
a discussion on the ways in which each theory is connected to another. For ease of
reference Table 1 has been provided to reveal the interrelatedness of the theories. The

following discussion adds value and provides theoretical elaborations for the diagram.
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Table 1: Interrelatedness of Theoretical Perspectives

Critical Thinking in Vocational Education

Social Rep. & Social

Social Rep. &
Social Trans.

Constructivism and
Social Reproduction &
Social Transformation

Andragogy and Social
Rep & Social Trans

Human Capital and
Social Reproduction &
Social Transformation

Social Reproduction & Social
Transformation and Self
Fulfilling Prophecy

THEORY Constructivism Andragogy Human Capital Trans Self Fulfilling Post Colonialism
------ A B C D E
Constructivism Constructivism and | Constructivism and C‘]’{"““’“;“"['f*"‘ ;‘d&’s"_“]“] Constructivism and Self Constructivism and
Andragogy Human Capital eprocuction . o Fulfilling Prophecy Postcolonialism
Transformation
A | F G H I
Andragogy Constructivism and Andragogy and Human | Andragogy and Social Rep & | Andragogy and Self Fulfilling Andragogy and
Andragogy Capital Social Trans Prophecy Postcolonialism
B F | ] K L
. Human Capital and Social
Human Capital | constructivism and Andragogy and uman tapitatand Socky Human Capital and Self Human Capital and
. X Reproduction & Social - .
Human Capital Human Capital . Fulfilling Prophecy Postcolonialism
Transformation
C G T M N

Social Reproduction & Social
Transformation and
Postcolonialism

Self Fulfilling

D

Constructivism and Self
Fulfilling Prophecy

H

Andragogy and Self
Fulfilling Prophecy

K

Human Capital and Self
Fulfilling Prophecy

Social Reproduction & Social
Transformation and Self
Fulfilling Prophecy

o

Self Fulfilling Prophecy and
Postcolonialism

Post
Colonialism

E

Constructivism and

I

Andragogy and

L

Human Capital and

P

Pos

N

Social Reproduction & Social
Transformation and
Postcolonialism

Self Fulfilling Prophecy and
Postcolonialism

KEY:

A — Constructivism and Andragogy

B — Constructivism and Human Capital

C — Constructivism and Social Reproduction & Social Transformation

D — Constructivism and Self Fulfilling Prophecy

E — Constructivism and Postcolonialism

F — Andragogy and Human Capital

G — Andragogy and Social Reproduction & Social Transformation

H — Andragogy and Self Fulfilling Prophecy

I — Andragogy and Postcolonialism

J — Human Capital and Social Reproduction & Social Transformation

K — Human Capital and Self Fulfilling Prophecy

L — Human Capital and Postcolonialism

M - Social Reproduction & Social Transformation and Self Fulfilling Prophecy

o - g . Cy7 O, T . . ) , — .
Debra - Indar - L%m{'ﬁ/zmy the - Dwareness:  Critical a,)/Z?/zlwzy in Oacational “Education

87




&~ o . D) .
@Ad/ﬁ/ﬁr A+ Sheorclical g/)(w,’/ﬁ()ﬁ/mﬁj

N — Social Reproduction & Social Transformation and Postcolonialism

O - Self Fulfilling Prophecy and Postcolonialism

4.8 Interrelatedness of Theoretical Perspectives
A) Constructivism and Andragogy

Constructivism emphasizes the way in which learners actively and dynamically
construct new meaning based on their past experiences. Andragogy is a constructivist
approach to learning that encourages the use of former experiences in the creation of
new knowledge. It outlines how adult learners differ from traditional learners. Educators
who are aware of the characteristics of adult learners and who understand the critical
role that past experiences play in adults’ construction of new knowledge, can improve
their instructional practices by designing sessions based on knowledge of the
characteristics of adult learners, thus making the experiences of these adults more
meaningful and fulfilling. Educators who are aware of constructivism and andragogy
will desist from engaging in lectures, drills and rote memorization since these are not
effective methods through which adults acquire new knowledge; instead, they will
utilize students’ CT skills when connecting their (students’) prior knowledge to present

situations.

B) Constructivism and Human Capital theory (HCT)

HCT views education as a form of economic investment. Educators who think of their
trainees as mere commodities or pieces of machinery that could yield economic returns,
will not motivate their trainees to utilize their CT skills and knowledge to optimum
capacity — to creatively conceptualize and develop innovative production techniques and
novel products. These educators will focus on the transmission model of teaching
rather than the transformational model which “focuses on learning through task-oriented
problem solving and determination of cause and effect relationships” (Walsh Coates &
Sirrakos, 2016, p. 87). They will not encourage their trainees to use their CT skills to
experiment with new methods and techniques so as to arrive at novel products which

can ultimately compete in the local and global marketplace.
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C) Constructivism and Social Reproduction & Social Transformation

Teachers who are competent, knowledgeable and committed to transforming their
trainees’ social status can alleviate the effects of habitus on students from lower-class
families. These educators will not focus on the recall of teacher provided facts via
memorization; rather, they will encourage their trainees to actually apply their CT skills
and knowledge in the construction of new knowledge, thereby enabling these trainees to
create novel products which will ultimately lead to income generation. This has the
potential to not only transform trainees’ social status, but their entire future prospects as
well. Trainees are thus motivated to use their CT skills to transcend the boundaries of

their social and physical realities.

D) Constructivism and Self-fulfilling theory

Constructivism and the self-fulfilling prophecy are closely linked because instructors’
perceptions of their trainees will have an impact on the manner in which they enable
these trainees to construct meanings. There is evidence which supports the claim that
some teachers believe “students from low socio-economic status cannot perform well
academically” (Craig, 2011, p. 5) in light of their “deficits”. The majority of trainees
from the IPRO come from low socio-economic backgrounds. If our educators believe
that the incorporation of high CT activities into instructional practices are simply “a
waste of time” on their trainees, they will not engage trainees’ CT, creative and

problem-solving skills when making meaning from new experiences.

E) Constructivism and Postcolonialism

In spite of having attained independent status in 1962, the current educational system in
T&T is heavily impacted by our colonized past where the voices of our people have
been silenced. Silencing the voices of our trainees prevents them from engaging in
dialogues and collaborative endeavours. However, in her review of David Skidmore and
Kyoko Murakami’s (2016) book “Dialogic pedagogy: the importance of dialogue in
teaching and learning”, Diaz (2017) “highlights the centrality of dialogue in the
learning process and in interpreting and negotiating meaning as well as co-constructing
knowledge among classroom interactants” (p. 1). The Southwest Consortium for the

Improvement of Mathematics and Science Teaching (1995) further explains that “Social

o) - i o7 = DT f . (9 ) c X
gﬁ(é/« eZ((/m‘ ~ ',,,,/(f(//'(f//(//y the c,,//ﬂ((m/w}): 6/’///(1((/ e%ﬂ/’(/ly in Clacational ((5(/,((,(,/,(,,, 89



(= e =)
(/)%(I/)/(fﬂ A4 Theorelical (‘/%*/’9’/5{%//’//@’

discourse helps students change or reinforce their ideas — students present what they
think and hear others’ ideas... they build a personal knowledge base... Only when they
feel comfortable enough to express their ideas will meaningful classroom dialogue
occur” (p. 2). In the constructivist classroom, students are urged to engage in discourse
and be actively involved in their own process of learning by creating new knowledge
from past experiences. Constructivist educators who take a postcolonial stance know
that their trainees are not empty slates — they do not silence their trainees’ voices. They
value their trainees’ past experiences - they encourage them to use their existing
knowledge to create new knowledge. Educators who do not value their trainees past
experiences advise them to leave their past experiences at the door and engage in

“sanitized” learning.

F) Andragogy and Human Capital Theory

Andragogy focuses on how adults learn, and it outlines the characteristics of adult
learning. By recognizing how adult learners differ from traditional learners and by using
their life experiences and wisdom to enhance learning, educators can make the journey
of adult learners easier and more fulfilling. Human capital theory values human beings
for their ability to contribute to economic productivity. If educators view trainees as
mere commodities in the production process, they will see no need for trainees to use
their CT skills and their wealth of previous knowledge in the meaningful construction of
new knowledge. These educators will merely present their trainees with facts and
figures, and will teach them the practical aspects of their skill in a “do as I do” model,
with little theoretical elaboration, no rationale for why things are to be done in a
particular manner and with minimal underpinning knowledge. They will not be engaged
“in producing the autonomous and creative employees needed to add value to [our

nation]” (Rear, 2008, p. 5).

G) Andragogy and Social Reproduction & Social Transformation

Knowles theory of Andragogy states that it is the “job of the adult educators to
[transform] adult students from their old learning into new patterns of learning where
they become self-directed, taking responsibility for their own learning and the direction

it takes” (Knowles, Elwood, Holton III & Swanson, 1998, pp. 66-69). Educators who
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believe in perpetuating the status quo where social stratification and reproduction
abound, will not see the importance of engaging in the principles of Andragogy. These
teachers oftentimes think of themselves as disseminators of information, and provide
minimal time for student input and feedback — activities which are favoured by
Andragogical principles. They tend to use the traditional transmission model of
teaching, which is characterized by memorization and drills. If however, educators want
their trainees to experience social transformation — if they want their students “to foster
individualistic and independent-minded” (Rear, 2008, p. 2) thinking, Pappas (2016), in
his introductory paragraph, posits that they will engage their trainees in “experiences
which create meaning, and which lead to a change in their behavior, mind-set, and

beliefs”. These trainees seem to have the potential to transform their social status.

H) Andragogy and Self-fulfilling Theory

Educators have the ability to shape their trainees’ behaviours by their beliefs in these
trainees. These beliefs act as strong forces which have the power to propel behaviours in
significant ways. If an educator believes that a student has the mental capacity and
physical ability to perform well in classroom activities, and communicates this belief to
the student by words or deeds, the student himself/herself begins to believe in this
prophecy and engages in activities that lead to the prophecy’s fulfilment. Similarly, if
the educators at the IPRO believe that their trainees have the ability to cope with the
rigours of a curriculum that is intended to facilitate the development of CT, and if they
are aware of the characteristics of adult learners, and engage their trainees in activities
that are principled along the lines of andragogy, it is likely that these trainees will

succeed in their undertakings.

I) Andragogy and Postcolonialism

Several years after we have become an independent nation, various colonial and
hegemonic practices persist, especially in VET where in many instances, students have
been marginalized by the silencing of their lived experiences and where power and
domination are often imposed by those who administer and instruct them. One of the
aims of postcolonialism is to explain and transform all the circumstances that enslave

human beings... [It thus] decreases domination and increases freedom in all their
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forms” (Stanford Encyclopaedia of Philosophy, 2005). Educators who adopt a
postcolonial stance will seek to engage their trainees in activities that enable them to
“challenge ideology, contest hegemony and unmask power” (Wang & Zheng, 2016, p.
1326). These educators who realize that “educational institutions [are] responsible for
teaching students to go beyond the simple mental activities of recall and restatement of
ideas and facts to the higher level skills and habits involved in CT” (Rudd, 2007, p. 46),
will take their trainees out of their comfort zones into “disorienting dilemmas” (Roberts,
2006, p. 100) thus encouraging them to develop the skills necessary for critical
consciousness. Realizing that trainees will only develop into the critical beings that are
needed to challenge the hegemonic practices that have been perpetuated by our
colonizers, educators will engage their trainees in meaningful construction of
knowledge by employing the use of all the characteristics of adult learners when they
are instructing them so that the experiences that are created will be enriched, sensitive

and relevant to their needs.

J) Human Capital Theory and Social Reproduction & Social Transformation

Since the beginning of the 20" century “the power of human capital in the enhancement
of economic production” (Morris & Powell, 2013, p. 1) was realized, and even though it
was also recognized “that knowledge that prepares an individual for complete living”
(p. 2) was to be deemed the most worthwhile, many educators still believe that human
beings are mere commodities in the process of economic production. These individuals
neither believe in the holistic development of their students nor do they believe that
students have dreams and aspirations that need to be fulfilled. If the educators at the
IPRO are such individuals, they will not see worth in the social transformation of their
students. They will not engage their students in meaningful construction of knowledge.
Their focus would be on the maintenance, reinforcement and reproduction of the
inequalities of social structure and cultural order (Collins, 2011). Their focus would be

on the delivery of a designated body of knowledge in a predetermined order.

K) Human Capital Theory and Self-fulfilling Theory

HCT can be combined with the self-fulfilling prophecy since the amount that is invested

in vocational students depends on administrators’ beliefs about the purposes of
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education and their students’ capabilities. This is quite apparent in the T&T setting
where, after the 2016/2017 national budget was read, it was realized that the budgetary
allocation to all VET institutions was severely cut. At OrgX, our budget was cut by 58%
thus leaving us to conduct our operations with 42% of our annual budgetary allocation.
While we understand that severe economic constraints have mandated that drastic
measures by taken by our government, we also noticed that the traditional educational
sector’s budgetary allocation remained relatively constant. This is sending a powerful
and resounding message that our government does not place a heavy emphasis on VET.
These actions reveal that they do not recognize “that higher levels of participation [in
VET] are linked to increased productivity and greater social and economic
development, as well as to better health, lower crime rates and the development of more
cohesive and inclusive communities” (MSTTE, 2010, p. 10). If, like our government,
the educators at the IPRO hold VET in such low regard, their commitment and
dedication “to moving [their] adult students away from their old learning and into new
patterns of learning where they become self-directed, taking responsibility for their own

learning” (Knowles, Elwood, Holton, & Swanson, 1998, pp. 66-69), will be minimal.

L) Human Capital Theory and Postcolonialism

The view that human beings are mere commodities in the production process is one that
has been promulgated through generations. It can be likened to the belief of Greek
philosophers such as Aristotle and Plato, who referred to occupations that used their
hands (and not their minds) as “low standing and of limited worth” (Billett, 2014, p. 4).
This belief can be seen as a form of oppression, and postcolonialism “attempts to help
students question and challenge domination, and the beliefs and practices that
dominate” (Riasati & Mollaei, 2012, p. 224). If the educators at the IPRO adopt a
postcolonial stance, they will attempt to dismantle the taken-for-granted notions and
practices that have been inherited from our colonial forefathers. They will attempt to
eradicate these residual effects of colonialism that have been allowed to proliferate
through the ages. Recognizing that they are not the sole repositories of knowledge,
instead of simply pouring information into their students to make them more efficient in
the generation of income, they will engage their students in issues which “challenge

ideology, contest hegemony and unmask power” (Wang & Zheng, 2016, p. 1326): they
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will engage in practices which systematically question and deconstruct colonial power.
These educators will guide their students through a process whereby they understand the
relevance and logic of information presented rather than simply engage in a process of
assimilation. They will “do substantially more than simply impart information”
(Connolly, 1996, pp. 38-39) to their students, which is oftentimes characteristic of the
teaching that abounds in classrooms where students are merely valued for their

contribution to economic growth.

M) Social Reproduction & Social Transformation and Self-fulfilling Theory

Social reproduction and social transformation connect automatically with the Self-
Fulfilling prophecy since teachers beliefs in their students will determine, to a large
extent, whether their habitus can be transformed or whether it is to be reproduced and
maintained. If educators believe that their students’ habitus cannot be changed then they
will engage in instructional practices that foster the development of “passive and non-
participatory [students] with little ability in the type of critical inquiry which is so
valued” (Rear, 2008, p. 2). If however, they believe that their students have the ability to
transform themselves and are “able to exercise independent judgement skills unbound
by conventional thinking” (Rear, 2008, p. 1), they would seek to instruct them by

methods which foster a critical mind-set.

N) Social Reproduction & Social Transformation and Postcolonialism

Speaking about the aims of postcolonialism, the Stanford Encyclopaedia of Philosophy
(2005) says that “it seeks to explain and transform all the circumstances that enslave
human beings... [It thus] decreases domination and increases freedom in all their
forms”. Educators who take a postcolonial stance therefore introduce instructional
activities that enable their students to “(a) examine issues of race, class, gender, sexual
orientation, cultural beliefs and customs, economics, politics, and religion” (Brizee et
al., 2015). These educators recognize that instructing students in the 21% century
requires a “distinctive approach in that it aims to do substantially more than simply
impart information to participants” (Connolly, 1996, pp. 38-39). This type of education
is in contrast to the traditional transmission model in which teachers believe that they

are the sole repositories of knowledge and the meaningful acquisition of CT skills by
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students is questionable. Whether educators take a postcolonial stance and encourage
their students to “challenge ideology, contest hegemony and unmask power” (Wang &
Zheng, 2016, p. 1326); or whether they take the passive, uncomplicated route of
reproducing their students’ social status, will have critical implications on the findings

of this research.

0) Self-fulfilling Theory and Postcolonialism

Postcolonialism speaks about empowering those who have been oppressed.
Empowerment “refers to the political, social or economic strength of individuals or
groups. It often involves the empowered developing confidence in their own capacities”
(Behal, 2011, p. 38). When taken from a postcolonial stance, empowerment will provide
opportunities for students to confidently question and deconstruct colonial power. Our
society is fraught with remnants of our colonial past and various forms of oppression
and domination - political, cultural and economic have been allowed to thrive and
flourish by societal elites who seek to retain control of the systems that have favoured
them. Educators who believe that their students have the cognitive capacity to
effectively question current forms of colonialism will empower their students by
providing relevant opportunities for them to practice skills involved in, but not limited
to: “analysing, evaluating and challenging fallacies and assumptions; recognizing and
evaluating cause and effect relationships; evaluating and analogizing relationships
between pieces and sources of information and determining the relevance and validity

of information in structuring and solving problems” (Agboeze et al., 2013, p. 119).

The self-fulfilling prophecy can be easily combined with Postcolonialism since
administrators’ perceptions of students will determine whether or not they are allowed
to engage in higher order thinking skills that are required for challenging instances of

oppression.

4.9 Summary

Wellington at al. (2011) speak of an eclectic mode of engaging with theoretical
perspectives in which various theories are combined. The initial sections of this chapter

have highlighted the way in which CT in VE is interwoven with each of the 6 theories.
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Since these theories were presented in a linear manner, their interconnection may have
been blurred. In an attempt to illuminate their interrelatedness, a table was presented and
this was followed by a discussion which explained the manner in which the theories
were intertwined within the VE context. It must be noted though, that due to constraints
of space, the way in which more than 2 theories could be combined - a highly likely

scenario, was not attempted.

The eclectic array of theoretical perspectives discussed above will be engaged through a
Decolonizing agenda thus minimizing the potential for “perpetuating colonial values
and an ideology of cultural superiority” (Bishop, 1998). It will also ensure that the

interests, experiences and knowledge of my participants are central to the research.
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CHAPTER 5: METHODOLOGY AND RESEARCH METHODS

5.1 Overview

The preceding chapter engaged a discussion on the theoretical frameworks which, while
using a decolonizing methodology, may be helpful in analyzing the data. The purpose of
this chapter is to justify how the research approach I have taken is appropriate to my
particular study, and to examine the ways in which it fosters a decolonizing agenda. I
shall commence by discussing the term “decolonizing methodologies” and explain why
they are of significance to this research. Since my positionality as a researcher has the
potential to influence my entire research design, I shall discuss how I am positioned in
the research. An analysis of the philosophical assumptions and beliefs that undergirded
my research and dictated that I conduct a Case Study Research in the Qualitative
Paradigm will then be presented. Justifications for uses of both the Case Study Research
Design and the Qualitative Research Paradigm will precede an analysis of the specific
methods that were used to obtain data. The various techniques that I used to analyze
data will be justified, and before I conclude, I shall provide both a rationale for my
participant selection and a very brief description of my participants and the roles which

they occupy in my research.

5.2 Decolonizing Methodologies

Tuhiwai Smith (1999) says that all forms of research begin with human curiosity and a
genuine desire to solve problems. At its very core, research is an activity of hope: yet,
according to Tuhiwai Smith (1999), for many former colonized societies like Trinidad
and Tobago, research has been characterized by a history of hegemonic exploitation and
the dehumanizing tendencies of Euro-American researchers. It has been essentially, “a
relationship of power, domination and varying degrees of complex hegemony” (Said,
1978, p. 89). Releasing ourselves from the frames and chains of colonialism that have
subjugated our knowledge and silenced our voices requires that we engage in research
that uses decolonizing methodologies which, according to Porsanger (2004) are

methodologies that are based on principles of respect, reciprocity and feedback (p. 113).
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Engaging in these methodologies will bring a measure of hope to my participants, who

will be given the opportunity to voice their opinions and concerns.

Decolonizing Methodologies are those approaches to research that seek to obliterate the
residues of colonialism; colonialism being defined by Dei and Asgharzadeh (2001) as
“all forms of dominating and oppressive relationships that emerge from structures of
power and privilege inherent and imbedded in our contemporary social relations” (p.
308). Employing Decolonizing Methodologies may therefore enable me to minimize
potentially dominating, oppressing and imposing situations that may arise throughout
my quest to acquire knowledge, and ultimately, to disseminate that knowledge.
Embracing a decolonizing agenda will also enable me to exercise reflexivity — “a
process whereby researchers place themselves and their practice under scrutiny,
acknowledging the ethical dilemmas that permeate the research process and impinge on
the creation of knowledge” (McGraw, Zvonkovic & Walker, 2000, p. 68). Being a
reflexive researcher will mandate that I deconstruct my own work and the motives
behind it. It will encourage me to critically interrogate “where, how and why I have
made particular decisions at particular stages of conducting my research, the power
embedded in each stage of my research, and the ways in which I attempt to eliminate

this power” (Hamdan, 2009, p. 391).

Before one can truly understand my motives for making particular decisions at
particular stages of my research, one needs to know “what it is about me and my
peculiar interface with this world that has led me on the particular path I took™ (Jones,

Torres & Arminio, 2014) — one needs to know about my Positionality.

5.3 Positionality

According to Wolf (1996) a researcher assumes various positions within research based
on his/her individuality - personal belief systems, preferences, and prejudices. Anyidoho
(2008) is of the belief that this positionality “is an important concept because it has
implications for the nature of knowledge produced, and how that knowledge is

received” (p. 28).
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Jones (2004) contends that we researchers approach work with, “a hidden agenda ... of
our background, culture, experience, preference and prejudice” (p. 274). Peshkin (1988)
therefore urges researchers to “seek out their subjectivity systematically [so as] to

determine how it might be shaping their inquiry and research outcomes” (p. 17).

Endorsing the fact that my positionality as a researcher has the potential to influence my
entire research design, I shall now explain how I am positioned within the research from

three (3) differing lenses — the personal, the professional and the political.

5.3.1 Personally

I am of East Indian descent. My socio-economic status is oriented towards the middle to
upper class. My mother - a disciplinarian, was the daughter of an upper-class, elite
group of estate owners. My father, (invariably attired in well-tailored, long-sleeved
shirts and trousers, matching executive jackets and solid coloured ties), worked in a
lawyer’s office in the city. Most of the inhabitants of the rural district in which we lived
thought that my father himself was the lawyer — an identity of which he was quite proud;

actually we all were!

We were disdainfully referred to as “The White People” in the village, neither because
of our complexion nor our ethnicity — but because of our socio-economic status and the
way in which we were instructed to walk, talk, dress and comport ourselves. My
siblings and I were forbidden to have friends in the village or to mingle with the
“common” folk. At a very tender age I was introduced to the concept of “the other”. 1
was never allowed to associate with “the other” villagers because I was made to believe

that I was better than they.

For as long as I can remember, vocational subjects have always been my passion, much
to the disgust and disappointment of my parents. For them, VE was a sign of academic
failure and was looked down upon as only appropriate for dull, “inferior” minds. Their
preference for the academics as opposed to vocational subjects, which itself, can be seen
as a form of “othering”, perpetuated the belief that vocational subjects were certainly
not suitable for their proud, superior, “larger-than-life” child that I was made out to

believe that I was!
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Indoctrinated into the belief that VE was an inferior, less challenging, less demanding
and less prestigious form of education, my entire formal education has been academic.
This was rather problematic for me, for although I was forced to excel in the academics,
my love for vocational subjects never dwindled. I was therefore torn between my love
for the vocational subjects and my parents’ insistence on acquiring solely academic

qualifications.

Although every effort was made to conduct my research in an ethically correct manner,
I still kept wondering: Were traces of my former association with the concept of
“othering”, lingering and perpetuating colonial values? Was I conducting this research
in a culturally appropriate manner with the interests, experiences and knowledge of my
participants as central to the research? Being conscious of this, I made a concerted effort
not to “other” my participants or their culture by imposing my “biased” views on their
responses. | treated them as competent knowers and co-researchers. They were not
treated as objects of the investigation. I did not just gather data: I constructed meanings

from their stories (Holmes & Crossley, 2004).

5.3.2 Professionally

Most of my professional life has been spent as a teacher — a position of power and
control. It is ironic that although I was always inclined to Vocational Subjects, my
students were not usually permitted to engage in these — there was never enough time,
and besides, my parents’ voices always echoed through my mind, “What kind of job
will you get with these subjects?” Just as failure was never an option for me as a
student, failure was not an option for the students in my classes. I did whatever it took
to make them succeed academically. Unfortunately, this meant drills, rote
memorizations and extensive content coverage. It did not matter if they were developing

their thinking capacities, as long as they were succeeding in their exams.

Nine years ago I left the teaching profession and became a Curriculum Development
Specialist in the IPRO conducted by OrgX — a job that is as demanding as it is
rewarding. Here, I am afforded the opportunity to write VE curricula and supervise their
implementation. Through my interactions with vocational educators, I realized that their

complaints and concerns were similar to those of academic teachers — students were not
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acquiring “thinking” skills. This caused me to reflect on my former teaching practices. |
always got the job done as a teacher (after all, my students passed their exams), but was
I preparing them to function effectively in a dynamic world? Was I inculcating in them

the CT skills essential for life in the 21 century?

I therefore began wondering — Are students not thinking critically because teachers
don’t teach them how to think critically? Do teachers know how to teach CT skills? Do
teachers themselves know what are CT skills? Are they aware of the contested
definitions of the term “CT”? Are they aware of the economic and social benefits of
engaging in CT? Have any policies been formulated that would facilitate the
development of CT skills? Therefore, even though my research sought to unveil
answers to these questions, did I already come to a conclusion based on my experiences
and the findings of the literature review that was done? Were my subjectivities so
intense that I found nothing more than what I was specifically looking for? Would my
preconceived expectations prevent me from observing the subtle, yet significant
nuances of my research participants’ character and speech? Being cognizant of these
questions, I made a conscious effort not to impose my existing beliefs and preconceived
notions - I tried my utmost to interpret and analyze my data using the previously

outlined theories.

5.3.3 Politically

According to Tang (2002, p. 11), interviewers and participants are never equal.
Endorsing this view, Porsanger (2004) says that “any research is indissolubly related to
power and control” (p. 108), and my research certainly had the potential to exhibit
elements of power and control. My position as Curriculum Development Specialist at
OrgX is a senior position. I supervise the vocational instructors and my report of their
performances, determines to a great extent, whether they are recruited for the
forthcoming cycle. I also evaluate the performance of the IVs, and my evaluation also
determines their tenure at the programme. Although my position is “on par” with the
regional managers and the other specialists, I am considered to be senior, since I joined
the programme much longer than they did. Additionally, I was conducting research on a
topic of which they apparently knew very little (their own words). Most importantly, |

was completing my Doctorate — a qualification for which many aspired but few pursued.
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All these factors contributed to my perceived position of power and control. Ball (1990)
cautions researchers “to weigh the impact and effect of their presence, their personae
and the respondents’ perceptions of them, for the status, usefulness, and limitations of
the data recorded” (p. 43). Throughout my research I therefore wondered: Did my
participants merely give me answers that they thought I wanted to hear? Did they

purposefully try to discredit my research by providing me with “faulty” responses?

Hammersley (1995, p. 109) disagrees with the view that researchers have total “power”.
He argues that researchers’ power is negligible since participants can decide if, when,
where and how their participation will be granted — they have the power! The
experiences which I gained throughout this research journey, have demonstrated that
Hammersley’s opinions are in fact, valid, for there were numerous occasions when
participants did not show up for predetermined and confirmed interviews. I therefore
tried my utmost to create situations where there was equilibrium between my perceived

power and the acknowledged power of my participants.

Although this is “my” research topic based on “my” interests and “my” prejudices, the
Chief Executive Officer (CEO) of the IPRO has also expressed his staff’s concerns
about the development of “thinking” amongst our trainees. Therefore, while my
research will enable me to get my doctoral qualification and will ultimately contribute
to the body of academic knowledge, it is also intended to advance the interests, agendas,

and concerns of members of staff of the IPRO as expressed by our CEO.

5.4 Philosophical Anchors

Ponterotto (2005) has advised that researchers should understand, and have a firm grasp
of the “philosophical parameters anchoring their work™ (p. 127). These reflect the
researchers’ assumptions and beliefs, and are encapsulated within their research

methodologies.

5.4.1 The Ontological Assumption

The ontological assumption speaks to the nature and relations of being, of truth and

reality. Multiple realities that are socially constructed characterize my ontological
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assumptions. For me, truth is relative and entirely dependent on one’s perspectives.
Following Pring’s (2000) advice, I therefore “approached this research with the belief
that there is no single ‘truth’ to be discovered [out there]; rather there are many ‘truths’,
multiple realities and multiple interpretations of the same events” (Pring, 2000, p. 253).
I acknowledge that the different people in my research (the researcher, the participants
and those reading and interpreting the study) may experience different realities even
though they are presented with the same stimuli. I am also aware that my participants’
responses were mere “interpretations and not truths in the positivist sense” (Jones, 2004,
p- 98). I sought “answers to questions that stress how social experience is created and
given meaning. The essence was to capture participants’ point of view - to capture how

they interpret the world” (Tang, 2000, p. 5).

5.4.2 The Epistemological Assumption

The Epistemological Assumption addresses “how the world is known and understood,
and how people come to believe in the ideas that they hold as important” (Duffy &
Chenail, 2008, p. 23). As Tang (2000) postulates, “the epistemological implication of
my ontological assumption is that the knower and the known are interdependent” (p. 5).
Therefore, my epistemological assumption is that the participants whom I interview,
have come to know things through their mere consciousness — their feelings, biases,
perceptions, experiences, imagination and intuition. They know things through hearsay,
gossip, myths and personal theorizing, and not necessarily through “objective” reality. 1
embarked on this research fully cognizant of the fact that no one ever approaches a topic
in a vacuum. As Nixon, Walter and Clough (2003) state, “neither we, nor the subjects
we seek to understand, are blank social slates — we are embedded within particular
biographies and the communities from which we take our identities” (p. 102). During
my research I needed to create a forum whereby my participants felt that they could
trust me enough, to reveal the knowledge that they had created. Holmes and Crossley
(2004) advise that one way to ensure this is to adopt a collaborative research
methodology — that is “research carried out with people, rather than on or even for
people” (p. 203). I therefore treated my participants as “competent knowers and co-

researchers” (Shuttleworth, Somarton & Vuilliamy, 1994, p. 94).

) - . o7 =30 T f. . , c X
gﬁ(é/« eZ((/m‘ ~ ',,,,/(fmf'(f/zufy the c//ﬂ((m/w}j: 6/’///(’6(/ e%ﬂh@y 172 —/%'(’((/I('/(((/ (((S(//((f((/((f/z 103



o= ~ Y9 ) /7,
64(1/5/(3% oK :%/(’;A(V/ﬁ/ﬂqy and @m’(ﬂmﬁ ;%Aﬂ(/)’

5.4.3 The Axiological Assumption
The Axiological Assumption deals with values, and Duffy & Chenail (2008) ask the

question, “What values or ethical principles should be adhered to in conducting research
(p- 23)? Colonial practices deny/reject the idea that participants have ideas of their own,
can create new ideas and possess a rich knowledge-base from which to draw. I
wholeheartedly embraced the idea that my participants do have ideas of their own, can
create new ideas and do have a rich knowledge-base from which to draw. Therefore,
even if my participants responded to questions in a manner inconsistent with my beliefs,
my preconceptions and the findings of former research studies, I was still ethically
bound to consider the multiple realities which they have socially created and
constructed, as valuable and worthwhile data. My Axiological assumptions demanded
that my research was based on sound principles of respect, reciprocity and feedback

(Porsanger, 2004, p. 113), with ethics permeating all stages of the research.

5.5 Research Ethics

Ethics in research pertains to “doing good and avoiding harm” (Orb, Eisenhauer &
Wynaden, 2000, p. 93). Although Alcadipani and Hodgson (2009) caution that research
ethics “is constantly negotiated and re-negotiated and often constitutes a constant
struggle ... as it is interwoven within power relations” (p. 140), Orb et al. (2000) are of
the belief that ‘““harm can be prevented or reduced through the application of appropriate
ethical principles” (p. 93). The following discourse in an account of the ethical

procedures that were employed when conducting this research.

Prior to commencement, I sought permission to pursue this research from the Minister
who was assigned to the IPRO at that time. This permission took the form of a letter
detailing the nature of my research and what would be required of my participants. After
waiting four months on a reply from his office, I sought a meeting with him. Due to his
unavailability, I was granted the privilege of speaking to his personal assistant, who
applauded my attempts at undertaking such a “difficult” yet “noble” research. He
assured me that the Minister had not received my request, for he would not have
hesitated to respond in the affirmative. We exchanged personal cellular phone numbers,

and to ensure that we had saved the numbers correctly, we called each other before the
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meeting had concluded. He promised that I would hear from the Minister’s office within
one week’s time. After several months of constant telephone calls to the personal
assistant’s number that was never answered, I concluded that permission had not been
granted. This refusal of permission to engage in what I considered to be an extremely
beneficial research, had a devastating effect on me, and no further work was done on my

research for approximately eighteen months that followed.

After mentally ruminating on this refusal, it struck me that my research was somewhat
negative — at that time, it was “Perceptions of the factors that inhibit the development of
CT skills in VET”. With my supervisor’s approval, I therefore substituted this negative
word (inhibit) for “impact” and sought permission to conduct the research in another
company that offered vocational training. The CEO of this company gave his consent
unreservedly and his secretary gave me the telephone number of the individual who had
access to all tutors’ contact numbers. After the initial conversation with this individual
however, we realized that he had previously sought employment with the IPRO but was
denied. Unfortunately, I was a member of the panel of interviewers who had interviewed
him and had found him to be unsuitable for hire. Whether or not his refusal to give me
the relevant numbers had any bearing on that initial encounter at the interview, is a

matter of conjecture.

After waiting four months of unfulfilled promises, I again sought an audience with the
CEO who had been on extended vacation. Unfortunately, after returning from vacation,
the CEO had been asked to vacate his office and a new CEO was appointed. Shortly

after this, the said company became defunct and again, my research suffered.

Hope was restored in 2011/2012 when the IPRO became subsumed under OrgX (with a
CEO and a new board of Directors), and I was free to proceed with my research.
Participants were purposefully selected and details of the proposed project were
explained verbally (on the telephone or in person) to all prospective participants.
Following the advice given by Orb et al. (2000), they were made to understand the
process in which they would be engaged, why their participation would be beneficial,
how their information would be used and to whom it would be reported. They were
given one week’s time within which to consider whether or not they wished to

participate in the research. Participation was therefore sought, prior to the
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commencement of the research, without any duress. Adhering to the advice given by the
British Education Research Association - BERA (2004, p. 6), persons were also
informed that they had the right to withdraw from the study for any or no reason, and at
any time. Those who were interested in participating in the research were required to
sign a consent form (Appendix 7), and an Information Sheet (Appendix 6) was also given

to supplement the verbal explanations that were given previously.

The participants who consented were all interviewed during working hours for a period
of approximately 45 to 60 minutes, in the safety and security of my office or theirs. At
the end of each interview, another date was arranged when any questions arising from
my interpretation of their responses could be clarified. Transportation was provided to
those participants who did not own vehicles and who were required to remain after
working hours for the purpose of being interviewed; this afforded all participants a

significant measure of personal protection.

Many researchers have reported that teachers lack exposure to the concept of CT;
therefore prior to the commencement of data collection, all participants (many of whom
expressed concerns about their ability to speak fluently on the topic of CT) were
provided with three widely acknowledged operational definitions of CT mentioned in
Chapter 1. Additionally, seven participants requested that I indicate to them, the nature
of possible interview questions; I therefore obliged. On hearing that possible interview
questions were provided to these participants, three other participants requested the
interview questions. It was then that I decided to disseminate possible interview

questions to all participants.

The IPRO is a relatively small organization; therefore the level of anonymisation of the
participants was critical. Anonymity was sought by identifying participants through a 5
letter code. This code consisted of the first letter of their: a) street name; b) mother’s
maiden name; c¢) month of birth; d) father’s first name; and e) favourite food.
Participants were then asked to reorganize the combination of these letters. However,
when I began to transcribe my data, I realized that referring to my participants by means
of codes was a form of “othering”: I therefore called each participant and asked them to
identify a name by which they wished to be referred in my research. Many participants

could not suggest alternative names, so with their approval, these were provided by me.
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This minimized the possible link between the participants and their true identities. No
mention was made of participants’ specific duties that may have linked others to their

identities.

The data generated by the study were analyzed and kept by me in the privacy of my
home library, where the necessary security procedures and precautions were adopted.
The data were not made public to anyone. I did not bring the study into disrepute by

falsifying, sensationalizing or distorting my participants’ responses.

Although the ethical procedures explained above, paint a neat, clean and orderly
process, it belies the realities of academic work and studentship, “the realities of power
relations in the field and the pragmatic requirements of maintaining access and
completing the research project” (Alcadipani & Hodgson, 2009, p. 140). I fully endorse
this statement, for my research was fraught with power relations from the onset, as the

second paragraph of this section details.

The above discussion highlights the ethical principles that were used to guide the
research. However, as Orb et al. (2000) postulate, “These principles cannot ensure
ethical research — they can contribute to an understanding that ethical responsibility in
qualitative research is an ongoing process” (p. 96). At each stage of this research

therefore, principles of ethics had to be carefully thought out and observed.

5.6 Why the Qualitative Research Paradigm?

The position of Specialist in the area of Curricula is one where a positivistic approach to
research is the expected norm. However, since I wanted the emphasis of my research to
be on my participants’ voices and the interpretations of their experiences, I selected the
interpretative, Qualitative Research paradigm - the paradigm that “translates
experiences into words” (Duffy & Chenail, 2008, p. 26). My philosophical assumptions
of the nature of reality and knowledge also dictated that I select an approach that values
“multiple realities”: one that gives credence to people’s subjective perceptions, one that
would give me the opportunity to hear my participants’ voices and retell their stories -
the Qualitative Paradigm enabled me to do this. It gave me the opportunity to “make

sense of, or interpret phenomena in terms of the meanings people bring to them”
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(Denzin & Lincoln, 2005, p. 3). Engaging in Qualitative research afforded me the
opportunity to interpret the varied realities that the participants had constructed from

their everyday experiences.

Patton (1990) remarks that “the credibility of qualitative research is especially
dependent on the credibility of the researcher, because the researcher is the instrument
of data collection, and centre of the analytic process” (p. 461). Lincoln and Guba (1985)
coined the term ‘“human-as-instrument” (pp. 193-194) to demonstrate the unique
position that is occupied by the qualitative researcher. Menzies (2008) further state that
the “human-as-instrument is the only instrument which is flexible enough to capture the
complexity, subtlety, and constantly changing human experience” (p. 200). In an
attempt to capture the dynamics of my research participants and their context, I needed
to adopt a methodology that was fluid and flexible. Popay, Rogers and Williams (1998)
posit, “the hallmark of good qualitative methodology is its flexibility rather than its
standardization” (p. 346). Qualitative research was therefore perfectly suitable for my

research.

5.7 Why Case Study?

A case study research design was selected because of “its applicability to real-life,
contemporary, human situations ... [that] relate directly to the common reader’s
everyday experiences and facilitates an understanding of complex real-life situations”
(Grauer, 2012, p. 77). Yin (2003) espouses the view that “a case study is an empirical
inquiry that investigates a contemporary phenomenon within its real-life context,
especially when the boundaries between phenomenon and context are not clearly
defined” (p. 13). In this study, the phenomenon (the use of CT skills) was not distinct
and apart from the context in which it was used (the classrooms of vocational instructors
and the environment of the administrators and internal verifiers). There cannot be a

divide between the use of CT skills and the environment in which they are to be taught.

Stake (1998) contends that a single case study is an intensive study of a single case. He
further states that we do not study a case in order to understand another case — our

primary purpose or “obligation” is to understand the particular case. “The immediate, if
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not ultimate interest is intrinsic” (Denzin & Lincoln, 2005, p. 447). Baxter and Jack
(2008) add that “an intrinsic study is conducted when the researcher is aware that the
results will have limited transferability” (p. 550). I am aware that my findings will have
limited transferability; but transferability is not my intention — my primary purpose or
obligation is to study the particularities and complexities of this unique case. Like
Spindler (1982), I believe “it is better to have in-depth, accurate knowledge of one
setting than superficial and possibly skewed or misleading information about isolated

relationships in many settings” (p. 8).

Yin (2003, p. 6) advises “that a case study design should be considered when we seek to
answer ‘how’ and ‘why’ questions”. This is precisely what I wanted to do — find out
“how” participants conceptualize CT and “why” the development of CT skills amongst
trainees of the IPRO is not being enhanced. During the research I was desirous of
finding out “how” vocational instructors incorporate CT skills in their instructional
practices. I also tried to find out “why” participants saw the need for students to possess
CT skills and “how” these views have influenced their preparation for teaching CT

skills.

A case study involves “watching people in their own territory and interacting with them
in their own language, on their own terms” (Gall, Gall & Borg, 2003, p. 438).
According to these authors, watching my participants “in their own territory and
interacting with them in their own language, on their own terms” (p. 438) will give them
“autonomy and authority to construct their story lines with the cultural metaphors, and
images used in their own language” (p. 438) - a major aspect of decolonizing

methodologies.

Orum, Feagin and Sjoberg (1991) state “that a principal argument for case study
research is that it provides a way of studying human events and actions in their natural
surroundings” (p. 7). This is exactly what I did — interact with my participants in their
own environment where I could not only hear their voices (through interviews), but I
was afforded the opportunity to actually observe their practices. Orum et al. (1991)

contend that when the perspectives of the participants are not obtained from their
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natural setting, the “flesh and bones of the everyday life world is removed from the

substance itself, thereby diminishing the usefulness of the research” (p. 7).

Creswell (1998) believes “that a case study is an exploration of a bounded system or a
case...over time through detailed data collection involving multiple sources of
information rich in context” (p. 61). The following discussion will focus on the various

data collection methods that were used in this research.

5.8 Methods

Qualitative approaches to case studies attempt to explore phenomenon and uncover
meanings through the “analysis of non-numerical data that come from multiple sources
of information” (O’Connor, 2002, p. 80). Baxter and Jack (2008) report that the use of
multiple sources of information ensures that the phenomenon “is explored through a
variety of lenses which allows for multiple facets of the phenomenon to be revealed and
understood” (p. 544). They further reiterate the importance of this by stating that “a
hallmark of case study research is the use of multiple data sources” (Baxter & Jack,
2008, p. 554). Dooley (2002) advises that the ability of case study research to use
multiple sources and techniques is one of case studies’ major strengths. Both Stake
(1998) and Yin (2003) have identified several sources of data for case studies.
Interviews, field notes and direct observations where documents were analyzed and

physical artifacts were examined, provided the sources of data for this research.

Walsham (1995, p. 78) has stated that interviews “are arguably the primary data source
where interpretive case study research is undertaken as it is through interviews that
researchers can best access case participants’ views and interpretations of actions and
events”. Open-ended and semi-structured interviews which were audio taped, proved to
be particularly beneficial in this research. These semi-structured interviews, as
described by Robson (2002, p. 270) consisted of pre-determined questions (an interview
guide — See Appendix §), in which the order and content of the questions were changed
according to the context. Semi-structured interviews gave me the flexibility to allow the

participants to expand on issues that were of relevance to them.
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Rather than being rigid, my line of questioning was fluid, so that even though the
questions were consistent, they simply guided the conversation (Rubin & Rubin, 1995).
Through these interviews I was afforded the opportunity to “probe deeply into
respondents’ beliefs, attitudes, and inner experiences” (Gall et al., 2003, p. 222).
Additionally, these interviews facilitated the development of mutual trust and easy
rapport between the participants and me. This acted as a catalyst for them to “open-up”
and render insightful information that may not have been easily obtained by any other

data-collection method.

In an attempt to increase the probability of success in my actual interview schedule
(Appendix 8), prior to the official commencement of data collection, I pre-tested the
schedule on one participant. In this pre-test I tried to assess how realistic and user
friendly the schedule was and I also tried to ascertain if amendments to the wording or
ordering of questions needed to be made. I also tried to gauge whether or not my
questions were causing any form of distress or unease. Since I had already informed my
participants that the length of the interviews would be between 60 to 90 minutes, I also

tried to pace my questioning appropriately to facilitate this time span.

In my opinion, no alterations to the interview schedule were deemed necessary: the pilot
test progressed smoothly. I therefore used this piloted interview as an “official”
interview where the findings were analyzed with those obtained from the other fourteen

participants during data collection.

Darlington and Scott (2003) advise that any audio-recorded data must be transcribed if
they are to be systematically analyzed. The data that were generated were thus
transcribed. During the process of transcribing, identification of long pauses, the
dynamics of words and phrases (very loud or very soft), and emotions such as laughing
and sighing were noted in brackets. This is in congruence with Riessman’s (1993)
statement that says “something said in a whisper, after a long pause, has a different
importance than the same words said loudly, without a pause” (pp. 19-20). Since it was
evident that a great deal of contextual material could not be contained in the
transcriptions, comprehensive field notes were taken from all the interviews that were

conducted. Wellington (2000, pp. 84-85) described field notes as “valuable aids to
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transcribing from tape”. They provided information about the time and place of the
interviews, the setting, and the participants’ disposition at various stages in the
interview. Having taken field notes, I would agree that field notes which accompany
recordings and transcriptions “improve the accuracy and quality of data evidence”

(Wellington, 2000, p. 85).

Observations are other common methods that were used for collecting data in this case
study. Direct observations provided a more “complete description of phenomena than
would be provided by just referring to interview statements” (Gall et al., 2003, p. 267).
These observations enabled me to “formulate [my] own version of what was occurring,
independent of the participants™ (Gall et al., 2003, p. 267). Without these observations, I
would have had to rely solely on participants’ self-reported data; but as Carr and
Kemmis (1986, p. 96) explain, oftentimes, “people’s characterization of their actions
may be at variance with what they are really doing”. As has been already mentioned,
only observations of three instructors could have been done during the data collecting
period of this research. The cycle had ended before the other three instructors could

have been observed.

The use of multiple sources of information ensured that the phenomenon was explored
through a variety of lenses. Revealing several aspects of a phenomenon, rather than a
one-sided account, is another aspect of a decolonizing methodology that perpetuates the

accurate analysis of data.

5.9 Data Analysis

“Data analysis is the process of making sense out of the data” (Merriam, 1998, p. 178).
With respect to my research, data analysis began as soon as the first pieces of data were
collected. I began reviewing the data and mentally processing it for patterns that were
evident or emerging. I kept the data “close to me”. I constantly returned to the research
questions to remind myself of what I was trying to find. Bassey (1999) views it “as an
intellectual struggle with an enormous amount of raw data to produce a meaningful and
trustworthy conclusion which is supported by a concise account of how it was reached”

(p. 84). Miles and Huberman (1994) describe three (3) major phases of data analysis —
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data reduction, data display and conclusion drawing and verification. These phases

formed the bedrock on which my data analysis was built.
DATA REDUCTION

“Data reduction refers to the process of selecting, focusing, simplifying, abstracting, and
transforming the data that appear in written up field notes or transcriptions” (Miles &
Huberman, 1994, p. 10). This reduces the “large volumes of unassimilated and
uncategorized data” (Berkowitz, 1997, 4-4) and makes them more intelligible and
manageable. I commenced data reduction by immersing myself with the details of the
transcripts several times in their entirety. I then read the transcripts with the audios to
identify words or phrases that were stressed by my participants, and I took note of
instances when there were long pauses - indicating that the response was not within the
participant’s immediate knowledge. 1 kept constantly reading and re-reading my
transcripts in their entirety to comb through the raw data to determine what was
significant. As Darlington and Scott (2003) contend, “listening to the tapes again, with
the transcripts in hand, can be an invaluable way of getting a fuller sense of what the
text is about” (p. 144) before it is broken up into parts. This aspect of data reduction
involved me constantly referring to my research questions which were always used as a

base or starting point.

Words, phrases, or sentences that expressed ideas relevant to my research questions
were colour coded in all the transcripts. Then all alike colours from the 15 transcripts
were placed in separate folders and each folder given a code name - which in my
research was simply a phrase, for example “do-as-I-do”, “only good with hands”, “can’t
perform”, “failed at everything”, “focused on qualification” etc. Contents of each
folder were then scrutinized - again and again (and again) to see which could be further
combined. When this was done I tried to merge codes. Codes that shared sufficient
similarities were placed into categories. For example, codes “focused on skill”, and
“focused on qualification” were combined and then categorised as “Commitment to

Skill”. For me, this categorization simply meant “placed into another folder and given a

name or phrase” which encompassed 2 or more codes. Data that were ambiguous or did
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not fall into any particular category, again necessitated that I revise the categorization to

ensure that all data relevant to the research questions were placed into a category.

DATA DISPLAY

Data display — the second stage in Miles and Huberman’s (1994) data analysis was then
performed, so as to compress the information and give me a general sense of all
emerging categories. Categories were combined and 4 themes emerged as follows:

1) Categories - “Commitment to Skill”, “Focused on CVQ qualification” and
“Lack of Knowledge of Organizational Goals” were combined and placed under
the theme DILEMMA BETWEEN POLICY and PRACTICE;

2) Categories - “Inconsistencies with Conceptualizations”, “Lack of Certainty
about Value of CT”, and “Limited Knowledge of Teaching and Learning
Strategies for Adults” were all placed under the theme VARIATIONS in
CONCEPTUALIZATIONS AND PERCEPTIONS;

3) Categories — “Low Probability of Success”, “Deficient in Cognitive Ability”,
“Good at Manual Work” were placed under the theme VE’s LOW ESTEEM;

4) Categories — “Difficulty in Providing Response”, “Constant Repetition” and
“Irrelevant Information” were placed under the theme RESTRICTIVE
RESPONSES to FACTORS that IMPACT the DEVELOPMENT of CT in
VE.

INTERPRETATIONS AND CONCLUSIONS

Miles and Huberman (1994) contend that the final stage in data analysis is the most
critical phase of the analysis process. It involves interpretations, conclusions and
verifications. According to Best & Kahn (1998), “interpretation involves explaining the
findings, answering ‘why’ questions and attaching significance to particular results” (p.
258). At this stage, “final” conclusions regarding conceptualizations of CT in VE, and
perceptions of factors that impact the development of CT skills in adult VE students
were drawn. Following Berkowitz’s (1997) advice, I began to draw conclusions by
“stepping back and systematically examining and re-examining” (p. 4-13) what the
analyzed data meant. I tried to avoid prematurely leaping to conclusions without giving

the data proper scrutiny.
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The “final” conclusions were supported by actual excerpts from the interviews. My
participants were therefore the centre of my research process, since my findings were
grounded in the narrations of their experiences (Birbal, 2014). Although I was cognizant
of what the experts in the literature reported with respect to my research questions, |
tried my utmost not to undermine or belittle my participants’ knowledge - I gave them

control/power over what was considered acceptable and thus reported.

5.10 Participant Selection

In an attempt to acquire the perspectives of a wide cross-section of individuals, it was
my intention that all persons who hold key administerial positions at the IPRO (the
Director, the 2 Regional Managers, the 2 Curriculum Specialists and 2 Training
Specialists) would comprise a subset of my sample. With the exception of the Director
whose time did not permit her participation in the study, these 6 persons, together with 3
Internal Verifiers from different occupational sectors and 6 Vocational Instructors

whose classes were supervised by me, comprised the sample.

Rationale for Sample Selection
At the IPRO, the administrators (managers and specialists) perform the functions of
leaders of the programme. They formulate policies, ensure that the policies are enacted,
and they oversee the efficient and effective delivery of the programme and services.
They have the authority to chart the destination of the IPRO. “By selecting which goals
they choose to pursue (and which to forego) [they] have the potential to exert a
tremendous influence on the direction of the [programme]” (Rosser, Johnsrud, & Heck,

2003, p. 2). Their views are therefore of significance to this research.

Additionally, Morris and Powell (2013) support the inclusion of Managers since they
believe that managers can devise strategies that will “expeditiously counter the lingering
public bias against TVET” (p. 17). Curriculum Specialists/Writers’ perspectives have
been sought since the way in which they write curricula greatly impact the manner in
which they are implemented. Subran (2013), who also iterates the importance of
including the latter group, contends that if these curriculum writers continuously change

existing curricula and “adopt new approaches to curriculum development” (p. 83),
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education and training will be more relevant to students of the 21% century. The
inclusion of Training specialists has been justified, since, according to their job
description, they are responsible for designing and conducting training programmes that
will improve employees’ workplace performance in accordance with organizational
values. The vision statements of both the OrgX and the IPRO allude to fostering an
entrepreneurial mindset in our trainees; therefore our Training specialists have a crucial

part in executing sessions that are geared towards facilitation of this objective.

The internal verification process is a key feature of the quality initiative of the IPRO
and it is defined as “a process by which assessment decisions and practices are sampled
and evaluated, and findings are acted upon, to ensure consistency and fairness” (Home
Learning College, 2012, p. 2). Internal Verifiers play a critical role in ensuring that
assessments are appropriately conducted and that any possibility of malpractice is
minimized. “They are responsible for ensuring the validity of internal assessments and
the reliability of assessors’ judgements” (Scottish Qualifications Authority, 2011, p. 3).
Additionally, they are responsible for ensuring that vocational instructors adhere to
established guidelines, and they assist, advise and support them (the vocational
instructors) in their teaching and training deliveries. Their perceptions are seen to be
crucial to this research. Since “there are specific types of critical thinking that are
characteristic of different subject matter” (Willingham, 2007, p. 8) and CT may be
viewed differently for persons who are from different occupational sectors, I
purposefully selected internal verifiers from each of the following 3 sectors:
Construction; Hospitality and Tourism; and Creative Industries. These internal verifiers
interact with me on a continuous basic and are usually able to articulate their opinions

clearly and concisely.

Six vocational instructors were also selected to participate because they are ideally
positioned to provide insightful information with respect to the factors that may impact
the development of CT in their adult students. They “are powerful role models and have
the capacity to create significant intellectual and emotional connectedness between
learners and knowledge” (Palmieri, 2004, p. 7). They play a pivotal role in their adult
students’ learning experiences and their holistic development. Additionally, vocational

instructors are directly responsible for assisting the trainees in achieving the objectives
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of the programme which are to produce persons who possess the relevant knowledge,
skills, attitudes and competences which will enable them to gain suitable employment or
to become micro entrepreneurs. These 6 vocational instructors were also purposefully
selected by me because of my familiarity with them and because of their perceived

ability to provide insightful information with respect to CT in VE.

These 15 participants — 6 Administrators, 3 Internal Verifiers and 6 Vocational
Instructors comprise powerful groups of stakeholders whose conceptualizations and
perceptions were explored and analyzed in this research. They are all responsible for
ensuring that the programme’s objectives of nurturing a critical mindset necessary for

successful employment or entrepreneurship are achieved.

5.11 Description of Participants

Although I do recognize the importance of providing readers with clear, detailed
descriptions of my participants, this section deliberately does not attempt to do so in any
comprehensive manner. The IPRO at OrgX constitutes an extremely small number of
persons who can be easily identified if details are provided. In an attempt to foster

anonymity, the following descriptions are deliberately minimal in nature:

5.11.1 The Administrators

The administrators comprise two managers (Saro and Maddie), two training specialists
(Laura and Daisy) and two curriculum specialists (Charlie and Pam) who have all been
employed at the IPRO for over five years. With the exception of Charlie, they have all
previously been teachers at either primary or secondary schools with two of them
formerly holding the reigns of principals. They all have a passion for teaching. Two of
them have received their Master’s degree from foreign institutions, while the other four
acquired theirs locally. One of the administrators is over the age of 60 years, while the
other five administrators range in ages from 35 to 55 years. None of these
administrators has either attended any profession development sessions specifically
designed for CT or have they had any previous training in strategies that facilitate CT.
However, with the exception of Charlie, they have all been introduced to the concept of

CT while they were teachers.
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5.11.2 The Internal Verifiers

Of the three internal verifiers (Ali, Sue and Chris), Sue and Chris are the newcomers —
they have worked in the programme for under two years. Two of them possess Doctoral
degrees — one of which is in the field of Education. This IV formerly worked in the
secondary school system. Two of the IVs are over the age of 60 years, while the other is
considerably younger. One holds the unique position of being both an IV and an
instructor at the programme. None of them has attended any profession development
sessions specifically targeted to CT or have had any previous training in strategies that
facilitate CT. However, having worked in the education system for a number of years,
one of the IVs is aware of CT and strategies that facilitate its development, and is also

comfortable with the use of CT related terms.

5.11.3 The Vocational Instructors

The six instructors (Lynn, Morris, Sally, Moka, Shari, and Kay) are all professionals
and are considered to be amongst the best in their chosen fields in our country. One
holds a Doctoral degree while the others hold first degrees and diplomas (applicable to
their skill areas) from recognized worldwide institutions. They have all been practicing
their skills for over 20 years and conduct their lucrative private businesses outside the
realms of the IPRO. With the exception of Moka, they do not have former “official”
teaching experiences, but throughout the years, they have all conducted small training
sessions in their private businesses. They all range in ages from approximately 40 years
to 60 years. Again, with the exception of Moka, none of these instructors has attended
any profession development sessions (other than those provided by the IPRO and those
that are related to their specific skills) or have had any previous training in strategies

that facilitate CT.

5.12 Summary

It was the intent of this chapter to: 1) justify the methodological approach that was taken
to conduct this particular research project; and 2) analyze the ways in which the selected
approach embraced a decolonizing agenda. I began my discourse by discussing

“decolonizing methodologies” - methodologies that illuminate the interests, experiences
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and knowledge of my participants. Prior to an analysis of my ontological,
epistemological and axiological assumptions, I explained my positionality from three (3)
differing lenses — the personal, the professional and the political, since my positionality
as a researcher had the potential to influence my entire research design. I also wanted
the emphasis of my research to be on my participants’ voices and the interpretations of
their experiences; I therefore selected the interpretative, Qualitative Research paradigm,
and further justifications for selecting this paradigm were presented. Arguments for
using a case study research which studies “human events and actions in their natural

surroundings” (Orum et al., 1991, p. 7) were then forwarded.

Having done this, I outlined the methods that provided the opportunity for me to access
my “participants’ views and the interpretations of their actions and events” (Walsham,
p- 78). These methods also afforded me the opportunity to “probe deeply into my
respondents’ beliefs, attitudes, and inner experiences” (Gall et al., 2007, p. 228). The
methods were congruent with my philosophical assumptions which reiterated the fact
that multiple realities that are socially constructed, do indeed, provide valuable and
worthwhile data, and participants come to know things through their mere
consciousness. Justifications for using Miles and Huberman’s three (3) major phases of
data analysis were then presented and this was followed by a rationale for my

participant selection. A brief description of my participants was also provided.

Chapter 6 will serve to synthesize and illuminate the findings that were generated from
my data. It will also provide a detailed analysis and discussion of themes that also

emerged from my data.
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CHAPTER 6: FINDINGS, ANALYSIS AND DISCUSSION

6.1 Overview

Chapter 6 represents the most significant part of my thesis, for it provides me with
the opportunity to give “voice” to my participants: it enables me to demonstrate
my decolonizing agenda. The chapter proceeds with a summary of the findings that
emerged from the data. It presents this summary along the lines of the research and sub-
research questions. Four significant themes that pervaded the data also emerged, and the
simultaneous analysis and discussion of these themes with supporting data from my
participants will then be presented. The critical examination of these themes revealed
the specific responses to my research questions and these will be presented in the final

section of the chapter.

6.2 Findings

6.2.1 Research Question 1

Research question 1 sought to ascertain participants’ conceptualizations of critical
thinking in VE. It is alarming to note that many participants encountered challenges in
articulating their conceptualizations. Similarly, they experienced difficulties in
providing synonyms for CT in VE. These participants spoke about matters that were
unrelated to the question posed, and attempts at steering the discussions back to its
original focus proved lengthy and sometimes futile. However, seven participants were,
in fact, able to converse and provide coherent responses, and five of these will be

presented.

Pam sees CT in VE as enabling an individual to anticipate what will occur in the future,
based on past experiences. She says that this is done so that the necessary measures can
be taken to accentuate the positive outcomes and minimize or eliminate the negative
outcomes. Saro believes that CT in VE involves constant assessment and evaluation so
that informed decisions can be made. She also alludes to the fact that CT in VE should
be an outcome based activity with clearly defined goals and activities leading to

outcomes.
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Kay uses words that are somewhat similar to proactivity and evaluation: for her CT in
VE is all about the inference of something that is unknown, based on something that is
known. With some assistance, Shari was able to equate CT in VE to problem solving.

She was also able to expand her thinking to encompass problems of a broader scope.

Maddie questions why things are done the way they are, and considers the consequences
of doing these things in other ways. She says that by constantly challenging and
questioning things, the potential for the creation and discovery of new products is

enhanced.

Although many of my participants were unable to comprehensively articulate their
conceptualizations of CT in VE, the terms that were used by the five participants above,
do in fact coincide with definitions of CT in the academics. This demonstrates

similarities in conceptualizations of CT in VE, and CT in the academics.

6.2.2 Research Question 2

Research Question 2 sought to ascertain participants’ perceptions of the factors that
impact the development of CT in VE. The limited number of factors voluntarily
supplied by my participants unequivocally demonstrates the extent of their restrictive

responses to this question.

My participants’ responses revealed four major factors impacting the development of
CT in VE. The most frequently listed factor was socio-economic status (SES). Daisy
and Saro reported that the extent of the impact of socio-economic status on CT depends
on the existence of other conditions. Daisy also believes that encouragement and belief
from significant others impact the development of CT. Pam believes that students from
low socio-economic backgrounds are forced to practice CT - their survival depends on
it. Pam’s view is that socio-economic factors can either aid or hinder the development

of CT.

Ali and Maddie, although concurring with the fact that SES affects CT, bring
completely different perspectives. According to Ali, desperation stifles the growth of
CT in persons from low SES, while Maddie says that the rate of economic gains impacts

one’s CT development. She explains:
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Persons from a higher economic background will have more time to research...
more time to spend on experimenting, more resources to experiment with. These
things will develop their CT skills more than the person from a low background
who is just trying to get the money fast. (Maddie)

Seven of my participants believe that Educational Attainment can affect CT in VE. Pam
believes that there is a positive correlation between educational attainment and CT — the
more education a person possesses, the greater the potential for that person to be a
critical thinker. While acknowledging the importance or educational attainment, Ali
thinks that it is the quality of the education obtained at the institution that is of

importance.

Morris and Moka view a person’s level of reading as being a significant factor: As
Moka says, “Reading is what develops the mind and the more you read is the more you
start to question things”. Other factors - culture and religion have been listed by Sally,
Chris and Saro: As Chris posits, “Limits placed by culture and religion can prevent the
development of CT”. Attitudes have been listed as major factors affecting the

development of CT in VE by Pam, Lyn and Laura.

The above paragraphs summarised the major factors (socio-economic status,
educational attainment and level of reading, culture and religion, and attitudes) that

were perceived to impact the development of CT skills in the trainees at the IPRO.

6.2.3 Sub-research Question 1

This question sought to ascertain participants’ perceptions of the importance of CT
skills in VE to life in the 21% Century. Participants’ responses were varied — it was

noted that no two participants provided similar responses.

Daisy speaks about CT being important for making choices. She says that possessing
CT skills and being able to use these skills appropriately in the context of modern life to
solve novel problems, is critical to our survival. She also says that if we are to survive in
the 215 century, we need to make the appropriate choices by using our CT skills wisely.
For Ali, CT skills in VE are important, since specific facts and knowledge learnt today

cannot be applied to the dynamic issues of the future. He notes that oftentimes,
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individuals are perplexed since they are required to repudiate their past in an attempt to

accept what is considered the norm today. He says that CT will “set you free”.

Kay says that CT is needed because of global competition. She says, “Global
competition is forcing us to change the way we produce items. Pressures to keep up
with foreign competitors are also forcing us to rethink our strategies; CT skills are
therefore undeniably important, now, more than ever.” For Laura, CT skills are

important if we are to proceed with a Flexible and Blended approach to learning.

Moka and Chris bring differing perspectives. Moka says that CT skills are necessary as
a life skill, but he does not think that these skills enhance or impact the development of
students pursuing Levels 1 & 2 CVQ/TTNVQ courses in any significant manner. Chris’
perspective is that CT skills can act as a bridging mechanism for persons who do not

possess academic qualifications.

Responses made by Moka and Chris are quite useful since they deviate from the norm.

They both provide platforms from which subsequent research may be conducted.

6.2.4 Sub-research Question 2

“How effective are current instructional strategies (teaching styles/methods) in
facilitating the development of critical thinking?” This was the Question asked in sub-
research question 2. Nine of my participants think that our current instructional
strategies are not effective in fostering the development of CT in our adult VE students.

They have provided several reasons for this.

Daisy says that our teachers do not have a tradition of encouraging CT, but admits that
within recent years, this tradition is being changed. In Laura’s opinion, current
instructional strategies are not effective in facilitating CT because, “our instructors
simply don’t know how to teach adults for CT”. Chris has a similar point of view. He
says that instructors themselves do not know what constitutes CT skills; if teachers have
to teach students to think critically, they themselves need to know what constitutes CT.
Charlie, Lyn and Moka are all of the opinion that CT is not the focus of the IPRO, hence

the reason that our instructional strategies do not foster the development of CT in our
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students: as Lyn says, “CT is just not our focus! It never has been. We just ensure that

trainees get their CVQ.”

Kay and Pam are two participants who agree that our instructional strategies are
effective in facilitating CT in VE. They say that our instructors constantly engage in
repetitions, discussions, constructive criticisms and feedback, and they pose many

thought provoking questions to their students.

6.2.5 Sub-research Question 3

It was the intent of this sub-research question to find out what are the roles and
responsibilities of my participants in enhancing the development of CT in their adult VE
students. Most of my participants are committed to ensuring that their students acquire
the relevant knowledge, skills, attitudes and competences for their particular skills, but
there is some ambiguity with respect to their role in fostering: 1) students’ acquisition
and development of CT skills; and 2) their development of an entrepreneurial mind-set
in trainees. Nevertheless when asked, many of my participants were able to explain how
they foster students’ CT skills and 3 of them spoke about developing CT skills that can

lead to an entrepreneurial mind-set.

Daisy works in collaboration with her instructors. She provides assistance and guidance,
and nurtures them whenever it is deemed necessary. She sees it as her responsibility to
ensure that CT skills are incorporated in instructors’ practices. In her opinion, these

skills will help trainees in the advancement of their skill.

Charlie coaches and guides her instructors. Being aware of Bloom’s taxonomy for
developing higher-order thinking skills, Charlie sees it as her primary responsibility to
factor these objectives into the curricula that she writes. She also assists in training the
instructors on the various strategies for incorporating CT and she offers advice when

she visits their classes to perform her clinical supervision duties.

Saro, an administrator, sees her responsibility in developing trainees’ CT skills as
indirect. Although she says that she can assist in professional development sessions with

the instructors and she can meet the trainees in clusters where she could share CT
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strategies with them, in her opinion, fostering the development of CT skills in our

trainees is the primary responsibility of the curriculum and training specialists

Laura, Maddie and Sue are the only participants who try to develop CT skills in students
with the intent of advancing their entrepreneurial skills. Laura is fully aware of her dual
role of enabling trainees to acquire their skill, and her role in assisting instructors to
formulate strategies that would facilitate the development of an entrepreneurial mind-set
in our trainees. Laura knows that her instructors are oftentimes unconsciously aware of
these strategies - her task is to enable them to articulate and develop these strategies in

their trainees.

The development of creativity is Maddie’s driving force. She understands the
significance of creativity in VE. She explains that it is creativity that is marketable, so
her role is to facilitate the development of CT and other relevant skills that are essential

for fostering creativity - ultimately leading to marketability and thus entrepreneurship.

Sue, the final participant to be interviewed, proved to be quite knowledgeable and
insightful with respect to the goals of our programme and the direction in which trainees

should be propelled.

6.2.6 Sub-research Question 4

This sub-question asked, “What changes (if any) can be made to the design of the [IPRO
to ensure that subsequent trainees are afforded ample opportunities to further develop

their CT skills?”
Hereunder are some of the recommendations made by my participants:

Daisy says that a specialist should be paired with an instructor. The specialist would
help the instructor to incorporate CT strategies throughout his/her sessions. Charlie
speaks about being futuristic — organizing projects that call for the extensive use of CT
skills. She suggests that we organize competitions that require students to produce novel
items with familiar raw materials. Morris says that we could introduce a CT module in

all curricula — he says, “Although CT skills cannot be taught, they can be developed”.
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Moka suggests that we increase the length of some courses to give instructors more time

to focus on trainees’ development of CT skills.

In Lyn’s opinion, we should organize professional development sessions that
specifically deal with strategies for developing CT, while Pam suggests that we utilize
some of the in-house training sessions to sensitize instructors to the importance of
developing theirs and their students’ CT skills. In order to hold instructors more
accountable for their students’ development of CT skills, Sue recommends that we

administer a pre-test and post-test to students.

The above paragraphs provided a summarised, factual account of my participants’
responses without any attempt at analytical elaboration. As was previously stated, four
significant themes pervaded the data and the simultaneous analysis and discussion of

these themes with supporting data from my participants will now be presented.

6.3 Analysis and Discussion along Themes

6.3.1 Theme One - Dilemma between Policy and Practice

Alan McCluskey (2007) posits that a policy is a “statement of the practice required of
actors by policy-makers, while practice is the organised behaviour of the actors of a
given system”. Since policy is meant to dictate practice, and practice resides in human
experiences which are varied, there oftentimes arises a dilemma between policy and
practice. The following discussion attempts to illuminate how this dilemma originates

and manifests itself at the IPRO in OrgX.

The goal of OrgX which is widely acknowledged as our policy statement, is to be an
innovator in providing internationally benchmarked TVET “to build human capacity
that facilitates improved productivity and entrepreneurial opportunities for a
competitive economy” (YTEPP, 2015). Since the IPRO is subsumed under OrgX, its
policy statement is similar - “to produce a competent and skilled labour force equipped
to compete effectively on the local market”. It also has the development of
entrepreneurship as a significant feature; therefore, in addition to offering training in
vocational skills geared towards “a competent and skilled labour force”, it is the intent

of the programme to foster the development of CT, because according to Alain Fayolle,
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(Prof. in Entrepreneurship — Lyon, France), CT skills are essential to becoming a
successful entrepreneur and to developing an entrepreneurial mind-set in which

innovation, new value creation and the ability to calculate risks are inherent.

The data generated from this research alludes to the fact that the majority of my
participants, who are supposed to ensure that the programme’s policies are practised and
implemented, view their roles and responsibilities as exclusively geared towards
facilitating the development of skill competences in our trainees, to the detriment of the
development of their entrepreneurial skills. According to my participants, the hallmark
of success for our VET programme is trainees’ acquisition of the knowledge, skills,
attitudes and competences of their particular skill; resultantly, their roles and
responsibilities reflect the same. While this is indeed one of the goals of the programme,
it is not the only goal. In addition to this, the programme’s thrust is that of
entrepreneurship, and the enhancement of this additional goal seems to be neglected by

most participants.

The views of some of my participants with respect to their roles and responsibilities are
presented hereunder. It will be noticed that absolutely no mention is made of the word
“entrepreneurship” by these participants and I specifically did not include it. It was my

intention to discover if participants do, in fact, view entrepreneurship as important.
Daisy says:

I work along the lines with instructors... observing them in their
instruction...observing them in their teaching... and asking them or encouraging
them to incorporate CT in their training towards the skill. My role is to ensure
that instructors use CT strategies. You see... these will help the trainees learn
their skill more easily and they will get their full CVQ. ... CT skills are those
higher order skills. Those thinking skills. So trainees will think more critically in
every stage of whatever they’re doing, and this will ensure that the end product is
what we want. (Daisy)

According to Charlie, her responsibility is:

... to write Bloom’s taxonomy and higher order things into the curriculum... first
and foremost. You want trainees to develop CT because it will help them perform
better in their skill. They will know why they are doing certain things. They will
know what NOT to do. So I would look for CT strategies in lesson plans and
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objectives. If they aren’t there, I'd offer different strategies to instructors.
(Charlie)

Saro says,

The responsibility of developing CT skills in our trainees lies directly on the
shoulders of the training specialists and curriculum specialists... CT is definitely
important for our trainees — they need it to perform better at their skills, but since
I do not interact with these trainees, it’s not really my responsibility. (Saro)

The misconception reflected in Saro’s last sentence, is probably one of the reasons why
CT towards skills training and entrepreneurship is not fostered by many participants.
Managers, like Saro, can influence what activities are pursued. They have a direct role
to play in advancing the company’s goals which, in our scenario, are geared towards
skills training and entrepreneurship. It is therefore Saro’s direct responsibility to ensure
that CT for successful skills training and entrepreneurship is propelled. As Saro
correctly reports, managers do not have the opportunity to interact with trainees in any
significant manner, but they can certainly influence what happens to them by guiding

and monitoring the specialists and instructors who constantly interact with the trainees.

No mention was made by any of the above participants to the acquisition of CT towards
the development of entrepreneurship. It appears that my participants view the successful
completion of a particular skill as the ultimate goal of the programme. No mention was
made of trainees acquiring CT skills as a means of seeking opportunities for self
enhancement - of liberating, emancipating and widening their scope. There is no
evidence that trainees are encouraged to use their CT skills to transform their future
prospects: to use their newly honed skills to further enhance their standard of living by
opening their own small businesses; they are not encouraged to change their outlook on
life — to aspire for greater heights. Training is one tracked — trainees are only
encouraged to see the development of CT as a means towards the successful completion
of the skill. Trainees are not encouraged to use their CT skills to transcend the
boundaries of their physical and empirical realities; their habitus is thus maintained and

society is reproduced. The dependency syndrome persists.

In my opinion, viewing students’ successful acquisition of a particular skill as the
ultimate goal of our programme, can be tied to “doctrines of economic growth”

(Ramsaroop, 2001, p. 68), where our students are transformed “into commodities for
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consumption on the labour market” (Eliot, 1992, p. 144). The education provided to our
trainees is thus relegated to a mere supplementary component of business and industry.
Referring to Nussbaum’s (2010) book and Ball’s (2010) journal article, Tan (2014) says
that education “is no longer conceived as an integrated strategy to promote freedom,
self-enrichment, and human development but rather, as a business activity driven by
profit or a commodity in the market” (p. 429). The “broader aims and purposes of
education are submerged, and our trainees are reduced merely to ‘human capital’ — not
as lives to be lived, but as mere economic potential to be exploited” (Gillies, 2011, p.
225). Resultantly, “the curriculum will consist of objects to be possessed in the form of
facts and skills rather than objects of thought” (Eliot, 1992, p. 144). Freire’s banking
concept of education will thus be maintained. Concurring with Brown (2001), I believe
that this “reductivist” tendency to view our trainees as mere “bundles of technical

skills” (p. 13) is lamentable.

This type of education is not geared towards promoting students’ self-development,
their freedom, or their self-enrichment. It appears to be somewhat like a business
activity driven by profit maximization. Our trainees seem to be valued because of their
economic potential. When the ultimate goal of our programme is conceptualized as this
narrow, limited version of the Human Capital Theory, the development of trainees’ CT
skills and “attitudes such as reliability, honesty, self-reliance and individual

responsibility” (Becker, 2002, p. 6) needed for an entrepreneurial mind-set are forfeited.

Of the fifteen participants interviewed, only three made mention of their role in

enhancing the entrepreneurial development of our trainees. One was Laura who says:

Remember we’re not just training these trainees to be either CVQ Level 1 or Level
2 workers; we are training them to become self-employed entrepreneurs... so my
role is to help the TPs develop their students’ entrepreneurial skills. The
instructors know these skills because they are business people, but I have to help
them develop it in their trainees. (Laura)

Maddie is also aware of the function of CT in facilitating entrepreneurship. She says:

My role is to help trainees develop their creativity through the skill... Creativity is
what is marketable. So I can see a trainee having a successful business because of
their creativity which came about because of the CT, the problem-solving, the
analytic thinking and all the other skills that they have developed through their
skill. (Maddie)
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Sue envisions the full spectrum of possibilities that could be entertained through the
development of CT. Additionally, she wants her trainees to develop a critical
imagination — a critical consciousness. The imagination of which Sue speaks is not that
of simply “daydreaming”: it is “an imagination that is inspirational, creative, innovative
and problem-solving in nature” (Maxcy, 1991, p.112). Similar to Freire (1974a) who
coined the term “critical consciousness”, Sue wants our trainees to become more aware
of contemporary issues and act against those which are found to be oppressive. For Sue,
it is only through the development of a critical imagination that trainees can have the
freedom and authenticity to change their situation from being the oppressed in society.
Sue wants our trainees to use their CT skills to rise beyond the boundaries of their
expectations; to think the unthinkable and to imagine the unimaginable — to be

transformed. She says:

So they can do their skill well. The question is how can I help the trainee to use
this skill in their community... how can they develop society using what they
have? We want these students to be able to sustain themselves afterwards, to
become entrepreneurs. So it has to do with moving their thinking... their CT. We
want to give them an imagination. It’s all about imagination ... that freedom to
think about what they can do with what they learn in the classroom, and that is
the social transformation that we want. (Sue)

Social transformation is of great significance to us at the IPRO. Many of our trainees
have no vision of the heights that can be achieved by taking their skill to another level;
it therefore implies that our responsibility is to transform their thinking - to empower
them. Empowerment can serve as a mechanism for effecting deep and broad-based
transformation. This transformation can be greatly facilitated by us at the IPRO. We, the
educators at the IPRO, therefore need to encourage our trainees to move from their

present (less desirable) state, to an aspired (more desirable) state.

The IPRO’s goals are ultimately geared towards the transformation of our trainees — a
change in their mind-set; “stretching or pushing them beyond the boundaries within
which they normally think and feel” (Midida, Gakure, & Orwa, 2013, p. 7); enabling
them to see the world through a new lens of knowledge; mobilizing them towards a
future never before envisioned. Cassel and Congleton (1993) recommend that
instruction should, "encourage exposure, recognition, and acceptance of multiple

viewpoints by individuals and encourage providing opportunities for individuals to use
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critical thinking" (p. viii). From the interpretation of my participants’ responses, many
of them view their goals as simply enabling trainees to achieve competence in their
skill, and while this may improve their chances of success by securing employment, it
nevertheless, represents a limited conceptualization of the organization’s goals and what
is implemented in the classrooms. This mismatch reflects a dilemma between our

programme’s policy and the practices that are implemented.

The critical analyses of the quotations presented above, highlight the dissonance
between our programme’s policies and the practices that abound in our classrooms.
Whilst performing these analyses, discussions on various theories and perspectives
contained in former chapters of this document were engaged. These discussions allude
to the fact that several forces, sometimes competing, sometimes working in harmony,
are acting upon the systems that encompass the policies, the policy makers and those
entrusted with the responsibility of implementing these policies — in this case, the

administrators, IVs and instructors of the IPRO.

6.3.2 Theme Two - VE’s Low Esteem

Another theme that emerged from my analyses of data was VE’s low esteem. Of the
fifteen participants interviewed, nine alluded to VE’s low esteem, four made no
comments regarding their perceptions of VE and two had other points of view.
Although these sentiments were not explicitly stated, they were undeniably conveyed

through the responses made by my participants.

Shari simply instructs her trainees because she believes this is what the standards
dictate. She says that the policy-makers do not think CT in VE is of significance; it is
therefore not factored into the standards. She also explains that this kind of teaching —

actually instructing, is what “these” trainees want and expect. She says:

Trainees are at the basic level where you are being told what to do, like do this
and do that, add this to that, we’re being instructed to a specific task, that is robot
like. And this is what these kind of trainees want. That is what they expect you to
do. They’re not into this problem-solving and CT and analysing and... and...all
these things. You are just carrying out instructions - that is not CT. But this is how
they learn... by doing what they are told to do. But, CT isn’t really specifically
stated in the standards, it means that whoever wrote the standards didn’t think it
was important for these trainees. You need to remember that, well... it’s not that
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they can’t think for themselves... but at this level, and for these trainees, you
basically just have to tell them what to do — they can’t think for themselves. Well
most times they can’t ...! (Shari)

Shari’s comment is similar to a comment made by another participant who also instructs
his trainees — Moka, who had said in his interview that, “feaching these trainees CT
skills is like throwing water on ducks’ backs”, indicating that for him, it was futile to
attempt any other teaching style with “these” trainees. For Shari and Moka, the ends
(acquiring the CVQ) justify the means (ordering and instructing trainees). Although
Shari herself finds that this kind of teaching — instructing, is ‘robotic’, she acts in good

faith, and does what she thinks is required of her in the standards.

Moka, Shari and other instructors who think that their primary mission is to get trainees
to “pass” their CVQ examinations, are clearly demonstrating what was referred to in the
Theoretical perspectives as the credentialist perspective. This theory states that the
possession of “that piece of paper” — that certificate which demonstrates competence, is
what counts in the world of work. Therefore, the way in which specific content is
obtained is irrelevant — as long as formal credentials can be acquired. This issue of
credentials is not singular to vocational education, it transcends to the academics as
well. Indeed our former minister, Minister Fazal Karim, always spoke about education
versus certification and lamented the fact that many employers prefer the latter rather

than the former.

Kay’s perspectives are somewhat different. In my opinion, she sees her trainees as being

helpless — they really cannot do anything else. She says:

Quite frankly, some of these trainees don’t really want to learn anything, but
because they have nothing else to do, and some really can’t do anything else, they
come here...So, so I teach them to (...) as fast as possible and when we’re
finished, then I teach them the frills — like CT and the generic skills. These people
here? Huh! They’re not really here to learn anything. You know? They’re just
really here only to bide the time until something better comes along. (Kay)

Kay and many other persons at the IPRO see their trainees as attending classes only on a
temporary basis - as soon as the opportunity presents itself, they will leave the class; but
that is the reality of the situation we face at the IPRO. As soon as a job becomes

available, trainees leave our classes because they cannot comprehend the long term
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effects of mastering their skill. Instructors therefore tend to teach the practical aspects of
the skill as fast as time permits. However, when learning is engaged in, as a temporary
measure, it becomes tangential and superficial, and teaching and assessment approaches
often encourage a surface approach. Higher order thinking such as CT and problem
solving techniques cannot be addressed in any great measure because teachers are
emphasizing coverage at the expense of depth, and they are not bringing out the

intrinsic structure of topics (Biggs &Tang, 2011).

In my opinion, by constantly referring to “these” trainees, the tone used in the
conversations above, allude to the low esteem placed on trainees pursuing VE
qualifications, and the genesis of VE’s low esteem has been explained in the Literature
Review. In spite of the fact that VE and involvement with practical, authentic, real-
world performances “ have the potential for broadening and enriching experiences that
can stimulate intellectual development and overall efficiency” (Cornford, 1998, p. 179),
VE “continues to suffer from low status and negative societal sentiments” ((Billett,

2014, p. 2), and this has been clearly proven by the quotations discussed above.

Conceptualizing and regarding VE as being low-standing reflects a colonial mentality.
When our island was a colony, it was thought that our colonizers had the intellectual
capacity to envision and effectuate change, while our forefathers - the slaves who
worked on the plantations possessed the manual labour to put the colonizers’ policies
into practice. Occupations that required the extensive use of cognitive skills were
thought to be superior to occupations that were manual. Even today, several years after
we have become an independent nation, various colonial and hegemonic practices
persist, especially in VE where in many instances, students have been marginalized by
the silencing of their lived experiences and where power and domination are often
imposed by those who administer and instruct them. It is for this specific reason that
trainees need to develop their CT skills to challenge instances of oppression, control and

power.

In spite of the fact that my participants all work in a VE environment and some have

themselves been vocational students, they still view VE as a sign of academic failure
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and only appropriate for dull minds. They make inferences about their trainees’ future

performances simply because they are engaged in VE.
One such inference was made by Lynn:

The mandate of the IPRO is to take people who are underprivileged, people who
have fallen through the cracks of our educational system, people who have
basically failed at everything. So those trainees that we have, I cannot really see
them excelling in anything! Of course, there are the few odd ones who surprise
you. But really... some of our trainees really cannot think critically, because they
.... How should I say this... they...They just can’t! (Lynn)

Like Shari, Lynn seems to be acting in good faith. She does not “blame” the trainees for
not having acquired a secondary education: she simply states that these trainees are our
mandate. However, like Ali, Lynn is saying that because our trainees have not acquired
academic subjects at Secondary schools, they have failed at everything; she therefore
makes an inference that they will not excel in any future endeavours. This is a common
misconception at the IPRO. Many members of staff hold this belief; however, they seem
to be unaware that becoming a critical thinker is a developmental process and that the
level of CT displayed, depends on the manner in which trainees were encouraged to use
their CT skills when they were constructing knowledge at the different stages of their
development. These participants seem not to be aware of their part in developing their

trainees into critical thinkers.
Another similar inference was made by Morris:

You see... they know that paying to attend a course would be a waste of time.
They know... well....they’re almost sure... they think... that they would fail. That is
why they come to us, so when they fail, they don’t really lose any money. (Morris)

In Morris’ statement, the use of the word “when” predicts that, in his opinion, trainees’
future endeavours will be unsuccessful. Like the other participants quoted above, he has

made inferences simply based on the fact that his trainees are currently engaged in VE.

The positive correlation between teachers’ expectation and students’ academic
achievement has been discussed in Chapter 4 under the Self-fulfilling
Prophecy/Pygmalion theory. Rubie-Davies (2010) explains that when teachers believe

their students are high achievers, these teachers “interact with their students in ways
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which promote their academic development” (p. 121). Conversely, when teachers
believe their students are low achievers (as was demonstrated in the above excerpts)
they provide limited instructions that do not require higher-order thinking skills.
However, having been a teacher for a number of years, I can attest to the fact that if
given the opportunity, disadvantaged students or those thought to be low-achievers, can
indeed handle the rigours of a curriculum that is intended to facilitate the development

of CT.

The Literature review mentioned that teachers’ expectations seem to have a minimal
effect as students become more autonomous and confident in their own efforts.
However, this is hardly likely to occur with our trainees, since minimal avenues for the

development of their autonomy are afforded by their instructors.

Sue, one participant who does not view VE as low standing and of limited worth,

illuminates another perspective. She says:

We think that children who come to school with low socio-economic background,
that they are deficit. When it is we who are deficit and we don’t know what to do
with them. I does say “he dee day, he dee day dong day” (he was there, he had
been down there) - you find out what to do with me! You find out how to reach
me! But no!! It’s the other way around. We the teachers are deficit and we don’t
know that. They are our capital... that is what we get ... We must never feel that
because they come from low socio-economic backgrounds they are not learning
because of that! They are not deficit. That’s their natural, organic self - coming to
us, so what can we do to teach them? (Sue)

What Sue is implying is that instructors need to find appropriate ways of using trainees’
knowledge to further the development of their skill. They need to be flexible in their
instructional strategies so as to facilitate the various learning styles that their trainees
possess - they need to employ differentiated teaching styles as reported in the Literature
review. They need to see themselves as the change agents responsible for inculcating
critical and higher order thinking skills that will enable their trainees to rise above and
overcome their present situations. However, as Billet (2013, p. 193) questions in the
Literature Review, how effective will instructors be as change agents if “their
commitment to these changes is unclear, ambiguous and their sense of capacity to bring

about change in their own and others practice is quite limited?”

o) - i o7 = DT f . (9 ) c X
gﬁ(é/« eZ((/m‘ ~ ',,,,/(fmf'(f/zmy the c//ﬂ((m/w}): 6/’///(’6(/ e%ﬂ/’(/ly in Clacational (((S(//((f((/((f/z 135



z @ G . e .
@Ad/ﬁ/ﬁr O: s%(////(/d. :,‘/j;r////»’/d and Qﬁm’(w&dm/z

What is suggested here, is that instructors need to transform their way of thinking
before they can effect transformation in their trainees; however, they will only progress
towards transformation if the following three conditions are satisfied:1) they need to
understand that their present actions are not resulting in their trainees’ acquisition of the
CT skills necessary to propel our organization’s goal of entrepreneurship; they also need
to be mindful of the repercussions of this on their trainees’ futures, their own future
employment at the IPRO, and the sustainability of our programme; 2) they can visualize
a more desirable state where trainees possess the relevant CT skills and the practical
competences needed to secure employment as either employees or employers; and 3)
they believe that their present actions do have the power to propel the attainment of
these desirable states. This more desirable state would be made clearer if instructors are

reminded of the benefits of engaging in VE, as discussed in the Literature Review.

Another important issue arising from Sue’s above comment is that of Constructivism.
What her comment is implying, is that instructors need to use whatever previous
experiences their trainees possess — their heritage knowledge, indigenous knowledge
and their everyday lived experiences towards the furtherance of future learning. Sue’s
additional comments below reveal that some instructors completely ignore their
trainees’ past experiences or view these experiences of minimal worth. Some may also
think that their trainees have NO previous knowledge — that they are blank slates —

‘tabula rasa’.

When students come to the classrooms, they leave all their experiences in a bag at
the back of the classroom, and then you come in to have this falsification of what
we call learning — we put all their experiences and we leave it by the classroom
door and the students do their false way of learning and schooling, not education,
and then we send them out. (Sue)

In addition to saying that some instructors ignore their students’ past experiences, Sue’s
powerful comment above, talks about the “falsification of learning”. Falsification of
learning occurs when learning takes place for a specific purpose and not for the sake of
learning in itself. So for instance, our trainees come to our programmes for a number of
purposes: some may attend classes to avoid boredom; some attend classes to socialise
with their peers; some attend classes just because they want to get “some free time” and

be away from their family members who are oftentimes abusive; some attend because
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they were sent to “do something useful with their lives”; and some attend classes for the
stipends. Very few trainees come to learn the skill in itself, and this is what is referred to

as the falsification of learning.

Stevenson (2003) contends that rather than viewing learners as empty vessels into which
knowledge is poured - Freire’s “banking concept of education” which follows the
transmission model of education, constructivism emphasizes the way in which learners
construct meaning. Since the meanings that trainees construct have such a profound
effect on their behaviours, it is imperative that instructors ensure meaningful
construction of knowledge. Rather than viewing trainees as “self-regulated, meaning-
making”, autonomous learners, educators who prefer to disregard the advantages of
employing constructivism techniques, are viewing trainees are “behaviour machines”
(Doolittle & Camp, 1999), and are thus engaging trainees in a false way of learning and

schooling.

One of the characteristics of adult learners, as explained by Knowles (1980) is that they
have an abundance of life and work experiences and these form the basis of their
learning activities and future success — in other words, these life experiences become the
media through which new information is learned. Being mindful of this, instead of
ignoring trainees’ past experiences, instructors of the IPRO should encourage their adult

trainees to connect these experiences with current activities.

Through the critical analysis of this theme — “VE’s Low Esteem” and the purposeful
examination of my participants’ responses, many theories explained in both the
Theoretical Perspectives and the Literature Review were found to be applicable.
Although VE’s long-standing, low societal esteem has been socially entrenched, and its
minimization would require an extraordinary level of commitment on the part of my
participants, there exists a ray of hope. If participants recognize the numerous individual
and societal benefits to be realized from engaging in VE, and if they understand the
severe repercussions of not engaging their trainees in meaningful learning through VE,

VE’s low societal esteem would be greatly attenuated.
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6.3.3 Theme Three - Variations in Conceptualizations and Perceptions

Another theme that resounds throughout my research is that of variations in
conceptualizations and perceptions. While there are uncertainties about what constitutes
CT in VE, my research has revealed that there are also variations in the perceived
benefits to be derived from engaging in CT in VE in the 21 Century, and variations in
my participants’ understanding of Andragogical theories and practices. In an attempt to
coherently present the critical analyses of these findings, my discourse will proceed
along the headings of: a) Variations in Conceptualizations of CT in VE; b) Variations in
Perceptions of the Importance of CT in VE in the 21*" Century; and c) Variations in the
Understanding of Andragogical Theories and Practices. Presenting my findings in this

sequential manner, will ensure that coherence is maintained for the reader.

Variations in Conceptualizations of CT in VE

Many participants were unable to articulate their conceptualizations of CT in VE.
However, the few participants who were able to do so, provided variations. Though
heterogeneous, these variations in conceptualizations of CT in VE were united in their
advocacy for the betterment of our trainees; therefore semblances of similarities may be

detected from the underlying meanings conveyed through their voices.
Pam says:

I think that CT is being pro-active. You are like ... like... sort of reflecting on your
past to anticipate future events. It’s like stepping into the future, by
acknowledging the mistakes of the past. I think that CT is being pro-active —
taking actions before disasters occur. (Pam)

For Saro, CT is similar to evaluation. She says that evaluation critically collects and
analyses information in an attempt to make informed decisions and judgments about a
situation or an activity so as to improve its effectiveness. Additionally, she says that it
assists in identifying areas for improvement and can ultimately help in realizing goals

more efficiently.

For Kay, CT in VE is all about extrapolation which is the use of projection, extension
and expansion of something that is known or experienced, to form an opinion or a

hypothesis about an area not previously known or experienced. Kay says:
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I may have taught you to pickle cucumbers, but when I am finished, you should be
able to extrapolate and pickle anything. So if I teach you to pickle cucumbers
today, you should be able to pickle carrots tomorrow. (Kay)

In my opinion, what Kay calls extrapolation, is what is termed “the transfer of learning”
— the application of knowledge learned in one situation to another situation. The ability
to transfer learning, as explained in the Literature review, depends on several factors,
one of which is the uncertainty of knowing when it is appropriate and relevant to apply
a previously learned strategy. This is a perennial problem for trainees of our programme
and is therefore of significance. Our trainees seem unable to apply strategies previously
learned in one situation, to another similar situation that facilitates the near transfer of
learning. It is possible then, that our instructors are not following the principles under
which the transfer of learning is easily facilitated. They need to understand that our
trainees must have considerable practice in the task with numerous task variations. This
helps trainees to use their skills in new situations, thus solidifying the concept of
transfer. It enables trainees to develop a deeper understanding of the task so that they

can readily, and without undue difficulty, apply it to another situation or context.

Maddie applies a postcolonial stance to CT in VE. She sees CT in VE as the
dismantling of the taken-for-granted notions and practices that have been inherited from

our colonial forefathers or from Western forms of knowledge. For Maddie:

It's more about thinking about what I'm thinking about, and putting it through a
rigorous process to question why are we doing it this way. It is exploring the
many avenues to create the same product differently. (Maddie)

Shari did not say much, but her equating CT to problem-solving was undeniable. With

some guidance, she was able to make a meaningful contribution. She says:

CT is... it’s about...it involves a bit of thinking and understanding and
strategizing. It’s more like problem solving and playing ‘what if’ and
troubleshooting with different problems and that kind of thing. So yes! So you
solving problems in the class and then you can solve other problems. (Shari)

Like...? (Researcher)

Like what other problems can you solve...? (Researcher)

(Pause) ... Ummm ... (Shari)
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Ok! So the trainees can solve all the problems related to (---) by using CT skills.
Can you say how they can use these same CT techniques learned in this class to
solve problems in other areas of life? Like in the classroom... like in their
community... in society...in family life? (Researcher)

(Pause) ... Well... well... we need money to go to the field trip. So they could send
a flyer to the IPRO — they learned how to create flyers when we did the IT unit,
and they could go and do the (---) for you all at the IPRO! So we can use the
money we get to go to the field trip! (Shari)

Great! Anything else? What about their community? Any problems in the
community? Can they use any skill that they learned in class to help out the
community? (Researcher)

(Long Pause) ... Well... Ummm...Ummm... Trevor learned how to do research
real good, and you know Gail could talk! So maybe he could do some research on
how the people in the community could fix the ceiling in the community centre for
themselves, and Gail could present the info to Mr. Charles — (the Community
Centre’s secretary). (Shari)

The above conversation between Shari and me clearly demonstrates that our instructors
do in fact have the knowledge to convert problem solving into a meaningful endeavour
for their trainees. Rather than merely recalling information, trainees can actually apply
what they learn to solve real-world problems. In the above conversation, Shari was able
to use the trainees’ knowledge of creating flyers which they learned in the IT unit and
turn it into a real-life situation. She was also able to identify a problem in the
community — the leaking ceiling, and suggest how the trainees could use skills which
they learned in class — researching and presenting, to suggest a possible solution.
“Rather than accepting the status quo, true problem solvers are constantly trying to
proactively shape their environment” (Watanabe, 2009). They are able to apply what
they have learnt to seemingly unrelated endeavours. By asking trainees to identify and
solve problems in the classroom, the community and the nation, instructors can ensure
that their trainees are being prepared for a future that is characterized by constant

changes.

In actuality, Shari was encouraged to use a Problem Based Learning (PBL) strategy,
discussed in Chapter 3. Rather than simply asking questions that require the recall of
teacher provided facts via memorization, PBL engages students in actually applying
knowledge to new situations — and this is what Shari was encouraged to do in the above

dialogue. This is sometimes not practised by our instructors. In a real-life setting,

90 - . o7 = DT f . (9 ) c X
gﬁ(é/« eZ((/m‘ ~ ',,,,/(fmf'(f/zmy the c//ﬂ((m/w}): 6/’///(’6(/ e%ﬂ/’(/ly 172 —/%'(’((/I('/(((/ (((S(//((f((/((f/z 140



< T 7 ) . o0
@Ad/ﬁ/ﬁr O: s%(////(/d. :,‘/j;r////»’/d and Qﬁm’(w/)’dm/z

problems are rarely well-defined; therefore our instructors need to present students with
contextualized, ill-structured, open-ended problems which they (students) are required
to investigate and find solutions that oftentimes comprise no one “right” answer. In this
way, teachers adopt the role of facilitators of learning. According to Falkus (2010)
“They guide the learning process and promote an environment of inquiry” (p. 9). This
strategy “develops CT and creative skills; improves problem-solving skills; increases

motivation; and helps students learn to transfer knowledge to new situations” (pp. 9-10).

It was the intent of the preceding paragraphs, to illustrate that my participants have
variations in their conceptualizations of CT in VE. According to my participants, it has
been equated to proactivity, evaluation, extrapolation, rigorous questioning and
problem-solving. Although different, there are aspects of CT in academic education that
appear to be applicable and similar to these provided by my participants. Besides the
variations that were evident in the above responses; several participants were unable to
articulate any conceptualizations. This is of great significance, for as Mimbs (2005)
posits, if teachers themselves are not comfortable in their ability to articulate concepts
related to CT and to practice strategies that facilitate CT, they cannot make their

students comfortable users.

Variations in Perceptions of the Importance of CT in VE to Life in the 21st
Century

When my participants were asked, “Of what importance are CT skills in VE to life in
the 21% Century?” the responses were quite varied. Although no two participants
provided similar responses; the majority of them provided responses that were in
accordance with the literature and theories that were presented in the earlier chapters of

this document.

According to Daisy, we need to make intelligent choices, “Intelligent decisions in every
aspect of our life. There is a vast amount of information in every single area of life - you

need to be able to exercise CT skills to make important choices.”

Ali explains that when faced with complex decisions, thinking critically will enable us
to make the correct choices. He corroborates Facione’s (1990, p. 2) findings, that CT is

“a liberating force in education and a powerful resource in one’s personal and civic
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life”. He also agrees that CT skills will enable an individual to “be better prepared to
seize opportunities today and be equipped to deal with the challenges of an uncertain

tomorrow” (Sizoo et al., 2005, p. 527).

Kay speaks about global competition. Her response alludes to the fact that CT skills
“will permit the emergence of a sound, rationally constructed, internationally
competitive system” (Vision 2020 Tertiary Education Sub-committee Report, 2002, p.
9). Her response that follows, demonstrates the kinds of questions that must be re-

thought, if our citizens are to maintain a competitive edge:

In the 21°' century we are bombarded by a lot of products coming into the market
competing. Our trainees have to be able to...ummm...make a product that is
competitive even at the lowest price point - there is no protective market so you
are competing with similar type products on the global market. How do I place
myself with this product to compete with things that are being brought in, in nicer
packages? How do I adjust my everything? Who do I sell it to... where do I sell it
...how do I sell it, in what size do I sell it? How should it look when it’s finished?
That is where the CT comes in. That is why CT is so very important today — in the
21% century, as opposed to the past. (Kay)

Laura is the only participant who addressed the new direction of the IPRO in terms of
CT - Flexible and Blended (FAB) learning. FAB is somewhat of a transformative
process at the IPRO. It seeks to reconceptualise and reorganise learning experiences in
an attempt to optimise student engagement thus making learning more meaningful. This
approach is partially referred to as “blended” since it blends and integrates “classroom
face-to-face learning experiences with online learning experiences” (Stacey & Gerbic,
2009, p. 146). It is also “flexible” in terms of time, pace, place, mode of study and
teaching approaches. It is supposed to attract a wider variety of trainees at the IPRO.
Laura, like many others, believes that FAB totally eliminates the presence of an
instructor — and this is one of the misconceptions of the FAB mode of instruction.

According to Laura:

Because we are leaning towards the flexible and blended learning in the IPRO,
we really need CT skills now more than ever! With this kind of learning, no one is
there physically to tell them what to do, so CT has to be a part of their everyday
processes in the 215" Century - to be able to solve the problems ... whether it be
with the product ... whether it be with the marketing ... or whether it’s scheduling
a meeting with clients from various parts of the world. You definitely need CT
skills to do all these things. (Laura)
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While FAB is an excellent mode of learning, it may not necessarily work with the
trainees of the IPRO. Members of the Commonwealth of Learning came to facilitate
workshops with persons (managers, specialists, internal verifiers and instructors) from
the IPRO, and these sessions were, for most of the participants, an exercise in futility. It
required a certain level of “technological know-how” which many participants did not
possess. If this mode of instruction is difficult for the administrators of the programme
to internalize, its effectiveness on our trainees is questionable. Many instructors are
already burdened with voluminous paperwork, and they see FAB as an addition to their
already overcrowded syllabus. No forum was established where persons were consulted
on the introduction of FAB. It was simply “thrust” upon some participants, who were
unreserved when they were expressing their displeasure. This can be seen as a form of
hegemony, for the voices of my participants were not sought when FAB was being

considered as an alternative approach to our traditional form of teaching.

Chris brings a new perspective to the importance of CT to life in the 21 century — a
perspective not previously introduced in my research. He suggests that many of our
vocational students do not possess academic qualifications, so they need to develop
their CT skills to address this “deficit”. Therefore, even though our trainees do not have
academic qualifications, they will still be able to solve problems and function in society
because of their ability to use CT skills - developed in our classes. Chris develops his

point of view as follows:

In vocational areas, often, people are creatives and not many of them are
academically inclined. They are able to go through the vocational system to the
end, not because of their education; but because of their natural abilities and
skills. CT is essential for them to be able to solve technical problems, since they
do not have the academic background in the traditional educational
system. (Chris)

CT skills are not needed for persons pursuing Level 1 and possibly Level 2 CVQ
courses, because at these levels, trainees are basically performing robotic tasks. This is

Moka’s opinion. He says:

With the CVQ, we are working within defined boundaries. When we infuse CT, we
are sacrificing the teaching of skills for life skills. Look at it this way, whole day,
every day for 365 days, you just mixing chemical X to chemical Y. How much CT
is really taking place there? This is just a repetitive action that could be
performed by a robot. (Moka)
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He refers to the “defined boundaries” specified in the standards which seem to restrict
and stifle the development of CT skills in our trainees. This corroborates Edwards’
(2007) statement which explains that by stifling creativity and CT, the culture of
education in T&T “has limited the capacity of our citizens to produce at an optimum
level in our workforce”. It also reflects a colonial and hegemonic perspective; what we
are supposed to teach is prescribed and mandated by others. Moka also seems to think
that some trainees are quite complacent and really do not want to develop themselves
further by acquiring CT skills; but it is the responsibility of instructors to transform their

trainees’ way of thinking - to act as change agents in their trainees’ lives.

This topic of transformation is extremely important, especially for our trainees who
have very low self-esteems and who were never before, introduced to the idea of
transforming their future possibilities. Transformation can only be facilitated though, if
our trainees form an idea of where they want to be, and decide to move from a less
satisfactory state to an aspired state. The onus is therefore on my participants to ensure

that our trainees satisfy the conditions essential for transformation:

(1) The trainee must be dissatisfied with his/her current condition - this gives the
trainee an incentive to seek a more desirable condition. (2) He/She can conceive
of a more desirable state of affairs - this becomes the trainee’s purpose. (3) The
trainee believes that his/her action has the power to achieve his/her purpose.
(Smith, 2014)

Through this transformation our trainees will be able to develop a critical consciousness
- a critical imagination — an “imagination that is inspirational, creative, innovative and
problem-solving in nature” (Maxcy, 1991, p.112). This transformation into a critical
imagination will result in a change in our trainees’ mindset: “stretching or pushing them
beyond the boundaries within which they normally think and feel” (Midida et al., 2013,
p- 7), enabling them to see the world through a new lens of knowledge; mobilizing them

towards a future never before envisioned.

The first four opinions presented above, though providing different views on the
importance of CT to VE in the 21% century, are aligned to the literature that has been
previously presented in chapters 3 and 4 of this research. The final two quotations

offered differing perspectives, not previously mentioned in the literature. One spoke of
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CT skills as a bridging mechanism, while the last quotation took a postcolonial stance
and offered a perspective that differed entirely from “the norm”. They both provide

plausible ways in which the importance of CT to VE in the 21% Century may be viewed.

Variations in the Understanding of Andragogical Theories and Practices

Andragogical theories are propositions that seek to explain how adults learn. To be an
effective teacher of adults, it is important to have a general understanding of how adults
learn. From the data that were generated, it is evident that there are variations in my
participants’ understanding of these andragogical theories and practices. The variations
were reflected in their responses to the question, “How effective are current
instructional strategies in facilitating the development of CT skills in the adult trainees

of the IPRO?”

Daisy seems to have an idea of what andragogical theories and practices entail.
Although she says that, “Historically and culturally we do not have a tradition of
encouraging CT”, she speaks of discovery learning and engaging students in real-life
projects — both of which have been reported to be beneficial to adult learners. Engaging
our adult trainees in real-life situations is beneficial since adults are practical in nature.
When they engage in practical activities, they are given the opportunity to apply their
theoretical knowledge to hands-on problem solving where they actually see how this
knowledge applies to life and work. According to Kearsley (2010), as persons mature,
they move from postponement of application to immediacy of application; therefore
their orientation shifts from subject centeredness to that of problem centeredness. They
become problem-centric as opposed to content-centric. Engaging our adult trainees in

real-life problems facilitates this shift in orientation.

Kay and Pam have a different perspective. They see repetition, discussion and feedback
as being significant factors in teaching adults. Our programme at OrgX is heavily
skilled based and one way to develop a skill is to engage in constant repetition so that
the skill becomes subconscious and automatic — repetition is therefore a highly desirable
and effective instructional strategy for our adult students. Discussion is also another
highly effective strategy for promoting learning amongst adults. Adults possess a wealth
of experiences: new information has to be linked to previous knowledge and experience

or it will not be remembered. Allowing students the time to discuss how new
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information connects with previous experiences and information is a highly effective
strategy for teaching adult learners. Additionally, adults thrive on collaboration:
discussion facilitates collaboration. Formal and informal, effective and meaningful
feedback also helps adults achieve their goals by emphasizing the strengths of their
performance and the areas in which improvement is required. It is an indispensable tool

for improvement in the quality of education. Here are Pam’s and Kay’s responses:

I would say ...effective! Because our instructors go over and over when trainees
don’t understand....they have them discuss things... They go and help them
individually and they give them constructive critiques...they ask students a lot of
what if’s questions... they ask them why all the time.... they ask them how..., and
to explain things to the class. Our instructors ask the trainees to demonstrate to
the class. (Pam)

We do the process over and over with different things and we engage them in a lot
of discussion. By doing that, we open the possibility of thinking. So I think yes,
possibly the CT teaching style of repetition and discussion does cover a lot of it.
(Kay)
For Charlie, Lyn and Moka, current instructional strategies are not very effective in
facilitating CT, because, for them the development of CT is not the focus of our
programme. However, in my opinion, although the words “CT” may not have been
explicitly stated in our programme’s objectives, they are implied: we certainly need to
nurture CT skills in order to propel our trainees from mastery of their skills to
entrepreneurship. Since the idea of entrepreneurship has not been infused into the minds

of many of my participants, it is understandable that they will not see CT as being either

implicitly or explicitly stated in our goals.

Current instructional strategies are not effective in facilitating CT, because our
instructors do not know how to teach adults for CT. This is Laura’s opinion. She says,
“It’s a case of not knowing how to teach for CT. So you have to help the TP to create
real-life scenarios with problems for the trainees to solve”. Creating real-life scenarios
is highly effective in teaching adults. Adults are “relevancy-oriented, and one of the
most effective ways for helping adults learn, is by relating the assigned task to their own
learning goals™ (Pullaguria, 2014) . By converting the problem into a real world task
that they are likely to encounter in their jobs, trainees will be inspired and motivated to

engage in the assignment and pursue it to its successful completion. Since adults are
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also practical learners, this method of instruction will be highly beneficial because
trainees are given the opportunity to convert their theoretical knowledge into a practical

activity.

Chris, another participant who thinks that our current instructional strategies are
ineffective for our adult trainees, believes that instructors themselves do not know what
constitutes CT skills. Before these instructors can effectively teach CT skills to their
trainees, they themselves need to know what the concept entails. Chris says, “I think
that our instructors need to know what is CT, and then they need to know how to

develop their own CT before they can impart this knowledge on the trainees” (Chris).

Chris’ statement echoes the question posed by Rudd (2007): “Do teachers ...understand
the concept of CT well enough to teach students to think critically in and about the
discipline being studied?” (p. 46). Mimbs (2005) said that if teachers themselves are not
comfortable in the use of CT skills, they cannot make their students comfortable users.
They will therefore tend to use the traditional transmission model of teaching, which is
characterized by memorization and drills, as opposed to task-oriented instruction. In the
transmission model of teaching, teachers supply students with a designated body of
knowledge in a predetermined order. This type of instruction will be ineffective to our
adult students who are self-directed and autonomous learners and who are motivated by

the relevance of their learning.

In order to be an effective teacher of adults, it is important to have a general
understanding of andragogical theories and practices. It was the intent of the preceding
discourse to illuminate the fact that there are variations in my participants’

understanding of andragogical theories and practices.

6.3.4 Theme Four - Restrictive Responses to Factors that Impact the

Development of CT in Adult VE Students

The Literature review clearly outlines several factors that impact the development of
CT; however, the limited number of factors voluntarily supplied by my participants
unequivocally demonstrates the extent of their restrictive responses to this question. As
suggested by my participants, the major factors impacting the development of critical

thinking are: Socio-Economic Status (SES), Educational Attainment and Levels of
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Reading, Culture/Religion, and Attitudes. Due to the constraints under which most
writers operate, several important factors that were minimally mentioned by participants
will neither be developed nor discussed. These factors, as Figure 2 demonstrates,
include: teachers’ instructional styles, classroom climate, design of the curriculum,
students’ expectations, students’ physical and mental barriers, teachers’ personality, and

institutional factors such as time and resource constraints.

Institutional factors

Teacher's personality

Students’ physical and mental barriers
Students’ expectations

Design of the curriculum

Classroom climate

Instructional style of teacher
Attitudes

Culture/Religion

Factors Impacting Critical Thinking

Educational attainment/Levels of reading

Socio-economic status

=
(3]

3 4 5 6 7
Number of Participants

-]
k=]
=

Figure 2: Factors impacting the development of critical thinking in VE

Socio-economic status

e Nine of my participants volunteered socio-economic status as a major factor
impacting the development of CT. Daisy and Saro reported that the extent of the
impact of socio-economic status on CT depends on the existence of other
conditions, one of which is self-confidence. Daisy also believes that
encouragement and belief from significant others impact the development of CT.
Her comment clearly supports the self-fulfilling prophecy which usually consists

of three stages as follows: “1) teachers develop expectations for students’ future
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achievement; 2) they treat students differently according to their expectations;
and 3) this differential treatment influences students’ achievement” (Al-Fadhli
& Singh, 2006, p. 53). This self-fulfilling prophecy occurs when a “false
premise is advanced by actions that can be taken in its service that lead to its
realization” (Lewis & Cheng, 2006, p. 94).

Daisy says:

I have seen persons from a low socio economic bracket employ an extremely high
level of CT skills — but the other supporting conditions were there. These people
had confidence in themselves and there was encouragement from significant
others... these important people believed in them — they motivated them. But there
are those who come from similar circumstances where nobody ever told them
these things, so their low SES affected them negatively. (Daisy)

For Saro, it is poverty and social class, educational and life experiences, coupled with
parental interest and attention that impact CT. Since we at the IPRO have minimal
control over the extent of our trainees’ life and parental experiences, the onus is on us to
ensure that their educational experiences are meaningful. It is imperative that we do not
simply apply a half-hearted attempt at practising Constructivism. Like Hyslop-Margison
and Strobel (2007), I am of the opinion that although many educators are aware of the
term constructivism, they do not fully understand what this theory of learning entails
and in the absence of conceptual understanding and clarification, constructivism is
merely an educational slogan. When teachers assume only a broad, surface
interpretation of constructivism, the acquisition of CT skills is not factored into their
instructional strategies. Bentley (2003) contends that constructivism means so much
more than simply saying that we construct our meanings. He expounds by saying that
“the meanings we construct have an adaptive function, helping us make sense of our

experiences and orient our behavior and actions”.

Daniel Levinson’s theory of adult development states that at each stage of adult
development, adults make crucial choices in life based on the meanings that they have
constructed from past experiences. This highlights the importance of prior knowledge.
Michael Watts (1991) explains that “we come to understand things in terms of what we
already understand; if we cannot lock new ideas into the ideas we have already
generated, then new experiences become meaningless” (p. 54). It is therefore imperative

that vocational instructors enable students to connect new knowledge and experiences
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with prior knowledge. Bearing in mind the fact that prior knowledge can be obstructive
as well as it can be facilitative, vocational instructors need to determine the nature and
extent of students’ prior knowledge, before they proceed to introduce new knowledge

and concepts.

Elder and Paul (1996) espouse the view that developing as a critical thinker is not
automatic; therefore teachers must also guide students through each stage of CT
development. Since constructivism is based on the premise that students create and
develop their ideas (Lunenburg, 2011, p. 4), the role of the instructor is additionally, “to
provide the setting, pose the challenges, and offer the support that will encourage
cognitive construction” (Lunenburg, 2011, p. 20). According to Boghossian (2012), the
instructor’s role is also “to aid and facilitate students in their construction of
knowledge” (p. 76). Castro (2002) contends that by using practical situations in VE as
start and end points, CT and abstract concepts can be introduced by teachers and

mastered by students who would otherwise be very low achievers.

An important factor that was mentioned by both Daisy and Saro is motivation. Adults
are extrinsically motivated by things such as better jobs or increased salaries. However,
the most meaningful motivators are those that occur intrinsically, and these are the
motivators which are moulded by caring family members — “increased job satisfaction,
heightened self-esteem, better quality of life and personal growth and development”

(Chalk & Devlin, 2012, Slide 14).

Pam says that members of upper classes have a high value for CT activities and that
they engage in occupations that demand high levels of decision-making and CT. They
appreciate the need for nurturing CT skills in their children. This supports the claim that
“upper-class parents serve as valuable social capital to their children since the
disposition towards CT that is promoted through their work and leisure activities are
likely to have a beneficial germinating effect on their offspring” (Tsui, 2003, p. 324).
Pam believes though, that students from low socio-economic backgrounds are forced to

practice CT - their survival depends on it. She says:

Persons that may not be as privileged, may really have to think critically as to
how they use their resources. Because it is even more important for them for their
survival, their success... to make the best informed decisions they can. Because
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every decision you make is critical for your survival so you really have to try and
make the best decisions. SES works both ways. (Pam)

Pam’s latter comment brings to mind, Freire’s statement:

Who are better prepared than the oppressed to understand the terrible significance
of an oppressive society? Who suffer the effects of oppression more than the
oppressed? Who can better understand the necessity of liberation? They will not
gain this liberation by chance but through the praxis of their quest for it, through
their recognition of the necessity to fight for it. (Freire, 1974b, p. 2)

Like the other participants mentioned above, Maddie and Ali both agree that SES can
indeed impact the development of CT skills; however, they bring completely different
perspectives — perspectives not mentioned in the Literature review. The Literature
alludes to the fact that the cultural capital possessed by persons from high SES can be
easily converted to educational capital - which may result in better CT skills; but
Maddie’s view is different. For her, it is the importance of the rate of economic gains
that impacts one’s CT development. She thinks that since money is not an issue for
persons from high SES, they have more time to engage in activities that will develop

their CT capabilities. She explains:

Persons from low economic backgrounds have that drive to become entrepreneurs
as fast as they can. Their focus is on fast money. So their CT skills may remain at
the same point. But a person from a higher economic background will have more
time to research... more time to spend on experimenting, more resources to
experiment with. These things will develop their CT skills more than the person
from a low background who is just trying to get the money fast. (Maddie)

Ali sees desperation as stifling the growth of CT in persons from low SES. For these

persons, engaging in a life of crime can be rationalized. Ali explains:

If someone is economically and socially disadvantaged, sometimes there isn't a
space for CT - because at the top of their mind is how am I making it through
today. 1 might have to adopt some kind of approach that would be socially
undesirable. Because of their socially and economically low position, they can
rationalize taking someone else's things. Because they may see a person as more
advantaged - it’s not a big thing - they have plenty, so I can take some of what
they have and don't feel badly. (Ali)

Ali’s perspective has encouraged me to reflect on my former criticisms of a view
expressed in Chapter 3 by Facione (1996), which states that CT “has nothing to do with

any set of ethical values or social norms” (p. 14) and that “becoming a skilled critical
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thinker does not guarantee” (p, 14) that you will use your expert skills for the benefit of
others. This view supports Ali’s comment above. I had opposed this belief based on the
premise that CT, “by its very nature, is inconsistent with unethical and deliberately
counterproductive activities” (Facione, 1996, p. 13) - if a person is an expert critical
thinker s/he would not deliberately engage in exploitive actions. The interview with Ali
has encouraged me to reflect on my position. Perhaps subsequent research endeavours

can elicit other people’s perspectives with respect to this issue.

Educational Attainment and Level of Reading

Seven of my participants spoke either about educational attainment or level of reading
as factors impacting the development of CT. Pam believes there is a positive correlation
between educational attainment and CT. This is not in congruence with research done
by Aliakbar and Sadeghdaghigh (2014) which states that higher education does not have
any strong effect in the promotion of CT skills of students; nevertheless, this is what
Pam’s prior experiences have led her to believe. She also alludes to the fact that
employers regard the educational level of employees as a sign of their intelligence and

their ability to engage in higher order thinking skills. She says:

[ really think, the higher... the more education you have, the better of a critical
thinker you are. Your “education” — if it was truly educating you, would have
provided you with many opportunities to analyse, synthesize, and evaluate — those
higher order skills which are the CT ones. The same ones which employers want
you to have. (Pam)

Ali’s perspective is somewhat different. He thinks that it is not the length of time spent
at an educational institution that matters: it is the quality of the education obtained at the
institution. He highlights another important point when he speaks about education and
certification, and laments the fact that education has been reduced to the acquisition of
credentials. The credentialist perspective promotes the belief that education depends
more on the acquisition of formal credentials rather than specific content. It further
states that employers more readily hire persons who have more credentials, as opposed
to persons who are more skilled or productive (Collins, 1979). These employers regard
“the educational level of employees as a productivity signal — higher education means
higher productivity” (Jermolajeva & Znotina, 2009, p. 14). Collins (1979) believes “that

educational credentials have become the currency for employment and that students are
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expected to attain a sufficient amount of this ‘artificial good’ in order to obtain
respectable positions” (Collins, 1979, p. 183). Vocational educators who believe in the
credentialist perspective may view students as passive, uncritical receivers of
instructions dictated by market economy forces. Their major focus would be students’
acquisition of the CVQ certificate and not necessarily CT skills that would “help
students develop a greater range of personal capacities that expand, rather than limit,

their future occupational options” (Hyslop-Margison, 2001, p. 25).

Ali believes:

The kind of educational experience you had, impacts CT. Not the length of time
you spent at the educational institution. What did that experience entail? Is it the
ability to draw information out of a person rather than someone regurgitates
things? CT is about the former, but most people believe that the more “papers”
you have, the better of a critical thinker you are. The longer you stay... you spend
at the school, says how smart you are. (Ali)

Saro’s comment below, brings to the fore, two important concepts previously
mentioned. The first is constructivism. According to Saro, CT skills should have been
developed in the primary school. Therefore, even at the primary level, teachers should
be encouraging their students to construct meaningful experiences. Then, as students
progress through each stage of development (the second concept), they should be
further encouraged to use their CT skills to create new meanings from past experiences.

These two concepts were detected from Saro’s statement as follows:

If at the primary level of schooling students were only dealing with who, what and
when, it means that you’ll only remain at that level - that’s the level of education
and thinking that you will enter our programme with - Because as you know, some
of our trainees only finished primary school. Your primary level education should
have started to develop your CT. (Saro)

While Pam, Ali, and Saro, though expressing different opinions, speak about
educational attainment as impacting the development of CT, Morris and Moka believe

that it is reading that impacts the development of CT. Morris reports that:

We are not a reading society. And because we are not a reading society now, that
could have an impact on the development of CT, because reading exposes you to
the world of knowledge. So reading is something that helps you to become a
critical thinker. (Morris)
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Moka’s opinion is different. He thinks that extensive reading is not necessary for the
acquisition of various skills, and this has hindered the development of CT. He believes
that by simply looking at someone perform a skill, and practising it, the skill can be
learnt. This hinders the development of CT since reading is not needed to perfect the

skill. Moka says:

Because you could perfect your vocation... your trade without even reading a
book, just by looking at how others do it and practicing the skill. Reading is what
develops the mind and the more you read is the more you start to question things.
I am saying that the insufficient reading that is required for a particular skill...
this could be a factor which would hinder the development of CT. (Moka)

Moka’s point brings to mind the topic of prior knowledge which has been known to
impact the development of CT (Feinkohl et al., 2016). One of the ways in which prior
knowledge of a particular topic can be gained is through reading, and this highlights the
connection between prior knowledge and reading, as mentioned by Moka. According to
Feinkohl et al. (2016) prior knowledge is “immediate background knowledge of the
topic at hand” (p. 216). These authors further state that “a positive relationship exists
between students’ prior knowledge in a given subject” (p. 214) and their performance in
the subject. This is because prior knowledge serves as a basis or platform upon which
new knowledge can be built. Students with limited prior knowledge of a topic may

therefore encounter challenges with new and higher-order concepts such as CT.

Culture/Religion

Six of my participants spoke about culture and religion as directly impacting the

development of CT skills in the trainees at the IPRO.

Sally’s powerful comment below alludes to our colonial and hegemonic past which was
characterized by dominating and oppressive relationships that emerged from structures
of power and privilege. These structures have prevented our students from acquiring
their true potential by inhibiting them from expressing themselves freely and it has also
prevented them from exploring their creative potential, by dictating the activities and
experiences in which they should engage. Sally’s comment also highlights the issue of
gender inequality where our female students’ rights and freedom have been infringed

upon by the dictates of our colonial past and present discrimination. In spite of the
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unequal treatment of women in some societies, recent research by Ghadi, Abu Bakar,
Alwi, and Talib (2012) and Salahshoor and Rafiee (2016) indicate the null nature of
gender effect on CT - males and females are not significantly different from one another
in their application of CT skills. Therefore, it is plausible to speculate that, with respect
to CT, the grounds on which gender discrimination is based, are faulty. Sally says:

Some people’s forefathers came from a time of slavery and ways of thinking have
been passed down. So it’s kind of like following the master rather than why am I
doing this? Could I do it better? Also in terms of culture - I think the place of
some women ... in some groups women are not expected to think for themselves
and work independently. I think ... I would even say, our educational culture
didn’t allow for CT. (Sally)

Can you explain? (Researcher)

Well... when we were going to school, we were not allowed to think for ourselves.
We had to learn what the teacher taught us and any deviations from this, whether
right or wrong, were disregarded. And I think this situation has remained. It may
have changed slightly, but I think that for the most part, it remains. (Sally)

Chris also puts a strong emphasis on culture and religion in determining the extent of
CT displayed in our trainees. He says, “Limits placed by culture and religion can

prevent the development of CT.”

Saro says that in addition to dogmatic cultural and religious beliefs, strongly held
political and superstitious beliefs can restrict our trainees’ development of CT skills,
since these beliefs are not oftentimes based on evidential facts and sound reasoning. She

explains as follows:

If you are a cultural fanatic, or a religious fanatic, or a superstition fanatic- that
will impact your CT. Culture, religion and superstition are not always based on
grounded evidence. The same thing goes for politics. So when people are hard
and fast about their religious, cultural, or... or... political beliefs it prevents you
from being a critical thinker, and tapping that potential to be a critical thinker.
(Saro)

Attitudes

Statements made by four participants alluded to attitudinal factors impacting the

acquisition of CT skills. The following comments made by Pam, Lyn and Laura clearly
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illuminate their belief that a person’s attitude directly impacts the development of CT

skills.

Pam and Laura’s comments also highlight the effect of colonialism where our people
were brought up to believe that their views were of no consequence — subservient
accommodation was more highly regarded, expected and appreciated than a critical
approach. So strong were these colonial forces that even today, they have rendered
some of our people seemingly incapable of making decisions for themselves since they
are accustomed to being told what to do and how to act in various situations. In Pam’s

opinion, it is the attitude of the student that determines the level of CT development:

If a person’s attitude or personality doesn’t allow them to question what is seen or
what is presented ... it immediately stunts the CT process. Miss or sir says it is so,
so I do it so... I'm not even going to bother to question it. If a trainee is contented
to be told what to do in any/every scenario and does not seek to be independent of
a supervisor or an instructor, then there is no impetus for CT to be developed.
(Pam)
While for Laura, it is the attitude of the instructors - “It’s do as I say... and don’t ask me
any questions”, Lyn says that the lackadaisical attitude of both teachers and students
prevents our students from developing CT skills. Encouraging students to engage in
activities that facilitate CT requires considerable time and effort on the part of teachers,
and sometimes our teachers are unable to incorporate these strategies into their current
practices. The Literature highlights several reasons for this which may include:
teachers’ lack of exposure to the concept of CT when they themselves were students;
CT strategies are not an integral part of teachers’ repertoire of pedagogical practices;
and teachers adopt a teaching style even before they enter the teaching service and these
teaching styles remain intact and unaltered even after teachers’ attendance at
professional development and teacher training programmes. Lyn’s comment that
follows alludes to the fact that if we can address and facilitate the effective

transformation of our teachers — a transformation that encourages them to see

themselves as change agents in their students’ lives, CT will be greatly facilitated:

The root cause of our underperformance at CT is mainly the attitude of both
teachers and students, but mainly so... teachers - you have to really show them
why they need to change. It is then we would be a CT community. (Lyn)
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The above discussion was intended to highlight the major factors (socio-economic
status, educational attainment and level of reading, culture and religion, and attitudes)
that were perceived to impact the development of CT skills in the trainees at the IPRO.
As has already been mentioned, several important factors that were minimally
mentioned by participants could neither be developed nor discussed. As Figure 2 on
page 148 displays, these factors include: teachers’ instructional styles, classroom
climate, design of the curriculum, students’ expectations, students’ physical and mental
barriers, teachers’ personality, and institutional factors such as time and resource

constraints.

6.4 Responses to Research Questions

The preceding sections of this chapter provided a detailed, descriptive analysis of my
participants’ responses through the four general themes that were extrapolated from my
data. These themes were then used to formulate specific responses to the research and

sub-research questions which will now be presented.

6.4.1 Research Question 1
What is CT in VE?

Five from the fifteen participants provided definitive responses to this question. These

participants equated CT to:
» being proactive;
» evaluation;
» extrapolation;
» rigorous questioning;
» problem solving.

This demonstrates a lack of clarity about the nature of CT in VE for the majority of my
participants. These terms that my participants used to describe CT, do in fact, coincide

with the Literature presented in Chapter 3; however, it is alarming to note that ten
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participants were unable to articulate definitions or synonyms for CT in VE. When there
is a lack of clarity amongst administrators and vocational teachers about what
constitutes CT in VE, Pithers and Soden (2000, p. 239) suggest that there is unlikely to

be any significant development of CT abilities and dispositions.

In retrospect, I do acknowledge that I could have elicited responses from my
participants in other ways. In an attempt to answer their research question 1, “What are
the critical thinking skills required by vocational and adult education students for
entrepreneurship development in Nigeria?” Agboeze et al. (2013, p. 118) provided their
respondents with a checklist of the possible CT skills. It is possible that if 1 had
followed along similar lines, I would have gotten additional responses from my

participants which would have prompted their further engagement in the topic.

6.4.2 Research Question 2

What factors impact the development of CT in adult VE students?
As reported by my participants, the following are the major factors that impact the
development of CT in the adult VE students at the IPRO:

> Socio-economic status;

» Educational attainment and level of reading;
» Culture/religion;

» Attitudes.

Other factors that impact the development of CT to a lesser extent, according to my
participants are:

» Teachers’ instructional style;
» Teachers’ personality;

» Students’ expectations;

» Classroom climate;

» Design of the curriculum;

) - , o7 =30 T f. D) Ve - .,
gﬁ(é/« eZ((/m‘ ~ ",,,,/('méﬂ/zufy the c,,//ﬂ((m/m})’: 6/’//{(/((/ e‘j/z;ﬂ/“//fy 122 C)/('(f((/m/(((/ (((S(/(((*((/((r// 158



= = L P
@Ad/ﬁ/ﬁr O: \-%K/i//’(/é. %(I/I/)lr} and Wisewssion

> Institutional factors such as time and resource constraints.
» Students’ physical and mental barriers.

The initial Literature Review, extensive though it was, did not reveal that
culture/religion and students’ physical and mental barriers could affect the development
of CT. This prompted me to conduct further searches. These revealed that, Tsui (2000)
supports the claim that students’ cultural and religious backgrounds do impact the
development of CT in VE. Her research indicated that certain aspects of culture, do in
fact, influence CT. With respect to students’ physical and mental barriers, Elder (2004)
claims that CT is needed in order to teach students who possess these barriers.
Additionally, research done by Leshowitz, Jenkens, Heaton and Bough (1993) revealed
that after an instructional unit on CT, the overall performance of the students who had
physical and mental barriers “exceeded that of the control group composed of regular

education students who had not received instruction in critical thinking” (p. 483).

6.4.3 Sub-research Question 1

Why are CT skills in VE important in the 21 century?

Various responses for this question were provided by my participants. Although
heterogeneous in their nature, twelve responses were congruent with the theories and

related literature presented in earlier chapters of this document.

According to these participants, CT skills in VE are important in the 21% century

because:

» they enable persons to make intelligent and important choices in a world that is

more complex and intellectually challenging than it was previously;
» these skills are a necessity for economic and social survival;

» they enable individuals to be better prepared to seize opportunities today and be

equipped to deal with tomorrow’s uncertain challenges;

» they put the pressure on you, to keep up with foreign competition and

innovation;
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» they aid in the development of Flexible and Blended learning;

» they encourage you to keep abreast with modern technology;

» they aid in solving problems that were never before encountered;
» they ensure the sustainability of businesses; and

» they aid in the sustainability of the environment.

One participant — Moka, does not see the importance of CT in CVQ Levels 1 and 2.
He thinks that CT skills are necessary as a life skill, but he does not think that these
skills enhance or impact the development of VE (Levels 1 & 2) in any significant

manner.

Chris’ view of the importance of CT skills in VE in the 21* Century may enable us to

possibly extend our existing knowledge. He believes that:

» CT skills act as a bridging mechanism for persons who do not possess academic

qualifications.

As has been said, this view has neither been previously reported in the literature, nor has
it been supported by any of the theories mentioned. Subsequent research may prove to
be useful in determining whether or not CT skills can indeed act as a bridging

mechanism for persons who do not possess academic qualifications.

6.4.4 Sub-research Question 2

How effective are current instructional strategies (teaching styles/methods) in

facilitating the development of CT in VE students?

Nine of my participants think that our current instructional strategies are not effective in

fostering the development of CT in our adult VE students.

Many possible reasons for this situation have been supplied by my participants. The

common reasons cited are:

» teachers are not fully aware of techniques that should be used to teach adults;
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> teachers themselves do not know what constitutes CT;

» teachers do not know how to teach for the acquisition of CT;

» teachers’ focus is on content coverage and not the development of students’ CT;
» historically, we have not been a “questioning” society;

» Our perspectives on curricula are based on the transmission model.

6.4.5 Sub-Research Question 3

What are the roles and responsibilities of Vocational Instructors, Administrators and

Internal Verifiers in enhancing the development of CT in adult VE students?

Most of my participants are not fully aware of their role in fostering students’
acquisition and development of CT skills or on their creation of an entrepreneurial
mind-set; but they are all committed to students’ attainment of the CVQ. Here are the
roles and responsibilities of some of my participants in facilitating the development of

CT skills:

» Working with, observing and helping instructors incorporate CT skills in their

instructional practices;

» Using Bloom’s higher order objectives of analysis, synthesis and evaluation

when writing curricula;

» Ensuring that vocational instructors employ the use of Bloom’s higher order

thinking objectives in their lesson plans;

» Helping instructors to create real-life scenarios with problems for trainees to

solve;

» Engaging students in reflection, to enable them to see for themselves, where they

went wrong or where their performance could have been improved;

» Assisting in teachers’ professional development workshops that focus on

strategies that facilitate the use of CT skills;
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>

6.4.6

Helping instructors develop their students’ entrepreneurial skills — CT, problem-

solving and interpersonal skills;

Encouraging and facilitating the development of creativity in students.

Sub-research Question 4

What changes (if any) can be made to the design of the IPRO to ensure that

subsequent trainees are afforded ample opportunities to further develop their CT

skills?

Here are some of the recommendations made by my participants. In their opinion, these

recommendations would enhance the development of future trainees’ CT skills:

>

Debra - Indar -

Pairing a specialist with an instructor throughout the cycle;

Organizing debates, in-house competitions such as chess tournaments, or
projects for the students to execute such as a walkathon, a sale to raise funds for
a class project or a presentation to the Director explaining their rationale for an

increase in stipends;

Organizing professional development sessions that specifically deal with

strategies used to develop students’ CT;
Devising strategies to counteract the bias against students engaging in VET;

Utilizing some of the ‘train-the-trainer’ sessions to: 1) sensitize instructors to
the importance of developing CT skills in students; and 2) focus on strategies

that promote CT amongst students;

Administering a pre-test and post-test to students, to determine the effectiveness

of particular CT strategies employed by instructors;

Revising all curricula to ensure that higher-order thinking skills are infused

throughout;
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» Increasing the length of some courses to: I)facilitate more opportunities for
trainees to practice their skills; and 2)give instructors more time to focus on

trainees’ development of CT skills;

6.5 Summary

It was the intent of this chapter, to give “voice” to my participants. To achieve this, it
commenced with a summary of the findings that emerged from the data. The major
themes that pervaded my participants’ responses were then discussed. Since policy
attempts to structure and shape the specific areas of practice for persons in an
organization, my discourse proceeded with the theme — “Dilemma between policy and
practice”. It highlighted the dissonance between our programme’s policies and the

practices that abound in our classrooms.

Following this, the chapter addressed another salient theme that was apparent from my
analyses of the data — “VE’s Low Esteem”. Although VE’s low esteem was not
explicitly stated by my participants, it was undeniably conveyed through their
responses. This discourse commenced by highlighting the sources of VE’s low esteem
and it analysed my participants’ responses with respect to the relevant literature. It
outlined how some of my participants’ actions were in accordance with what was

predicted by previous literature, and areas of dissonance were also highlighted.

“Variations in conceptualizations and perceptions”, the third theme that emerged from
my analyses of data, was then presented. Since there are variations in the
conceptualizations of several pertinent issues of the research, the discourse proceeded
along the headings of variations in: a) Conceptualizations of CT in VE; b) Perceptions
of the Importance of CT in VE in the 21 Century; and c) Understanding of
Andragogical Theories and Practices. Through the analyses of my participants’
responses, again I was able to use previous research reported in Chapters 3 and 4 to

describe, explain and predict their actions and behaviours.

The final theme that was presented —‘Restrictive Responses to Factors that Impact the
Development of CT in Adult VE Students”, highlighted the restrictive nature of my

participants’ responses to this major research question. It also analysed the major factors
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(socio-economic status, educational attainment and level of reading, culture and
religion, and attitudes) that were perceived to impact the development of CT skills in

the trainees at the IPRO.

The final section of this chapter reported the factual matter of the results obtained from
the analyses of data. This was presented in the section “Responses to Research
Questions”. Whilst performing my analyses of the four themes, discussions on various

theories and perspectives contained in former chapters of this document were engaged.
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CHAPTER 7: CONCLUSION AND RECOMMENDATIONS

7.1 Overview

Citizens of the 21% century are subsumed by “a world where roles, traditions and
understandings are shifting at an unprecedented rate. In these postmodern times,
the only certainty left is that of uncertainty and risk” (Atweh & Bland, 2004, p. 6).
Young Park (2005) gives cognizance to the fact that we feel a sense of despair and
disempowerment: we tend to lose our optimism when we consider the multi-
dimensionality of the “unprecedented anomalies” wrought by 21 Century
advancements. We appear to have minimal control of our future, since past experiences
provide negligible assistance in coping with the dynamic issues of the 21 Century.
Traditional modes of academic education have failed to generate the kinds of thinking
required in this era of unprecedented global changes — changes which Wacker and
Taylor (1993) refer to as “audacious expressions of human ingenuity and endeavour”.
These traditional modes of education foster the development of reading, writing and
computing skills; however, teaching students specific facts that will surely be obsolete
by the time they are ready for the world of work is a waste of limited resources. Lundt
(2004) contends that our existing educational system is also “producing generations of
‘knowers’ - people beautifully prepared for a world that no longer exists” (Lundt, 2004,
p- 19). Although Young Park (2005) also believes that our current educational systems
are “oriented toward unlimited production and optimism, that belie the potential impact
of the macro anomalies”, it is my firm belief that, in spite of the seemingly catastrophic
consequences of these anomalies, education - one that goes beyond the mere acquisition
of information, knowledge and skills — one that requires CT and creative imagination,
can be seen as a vehicle through which our attempts at national development may be

attained and sustained.

The Caribbean Community Secretariat (2008) says that what is needed, is an education
system that is concerned with the prevention of obsolescence in all spheres of life: an
education system that teaches our students how to learn, not what to learn. Teaching
students how to learn will enable them to successfully adapt to the constantly changing

environment where they will be required to make critical decisions on a daily basis —
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decisions that require the skillful interplay of all aspects of CT. Although nurturing and
inculcating CT skills have been presumed to be the responsibility of academic
education, within recent times, the philosophy of education is being changed to one that
recognizes CT as a viable inclusion in VE; however, VE itself has persistently struggled

to assume its own identity as a viable, worthwhile and significant form of education.

This research has combined these two major concepts — CT and VE, into one holistic
research topic “Conceptualizations of CT in VE and Perceptions of Factors that Impact
the Development of CT in Adult VE Students in Trinidad and Tobago”. It was the
primary intent of this research to gain insights into the conceptualizations and
perceptions of Vocational Instructors, Administrators and Internal Verifiers of the [IPRO
at OrgX in T&T, regarding the development of CT in their adult VE students. Relevant
topics and discussions throughout chapters 1 to 6 revealed that my objective was

achieved.

Chapter 1 provided an overview of the need for CT skills in various parts of the world,
highlighting the importance of CT in VE with respect to adult students in the Caribbean.
It outlined my motivation for engaging in this particular project and it discussed how I
conceptualized the project’s significance and purpose. Chapter 2 provided the context. It
outlined the genesis of VE in the Caribbean and the rationale for the establishment of

both OrgX and the IPRO which operate in T&T.

My understandings of the terms CT and VE, did not emanate from any single research
endeavour: rather, they were based on the critical examination of findings from a range
of research studies, and in Chapter 3 - the Literature Review, prominent researchers’
perspectives on similar issues and previous research that were of direct relevance to my
research questions were presented. Since data generated through any research may be
applied to, described by, explained with or used to extend existing theory, the theories
which undergirded my study were presented in Chapter 4 - Theoretical Perspectives.
Basing my data on these existing principles and theories, renders credibility to my study

and makes it intelligible to readers.

In Chapter 5, I explored the justification for employing the use of decolonizing

methodologies, the philosophical parameters which undergirded my study, the rationale
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for conducting a Case Study in the Qualitative paradigm, the methods used to collect
and analyze data, and the issues of rigour and ethics that were observed throughout this

research.

Chapter 6, the most significant chapter in my thesis, illuminated the findings from my
research endeavour which are as follows:

a) Participants seem to have varied, narrow conceptualizations of what constitutes
CT in VE;

b) Participants seem to have inadequate knowledge of the full spectrum of factors
that impact the development of CT in VE;

c) Participants appear to encounter difficulties when attempting to articulate the
benefits of engaging in CT in VET;

d) Participants appear to have a limited understanding of andragogical practices
that facilitate the development of CT in VE;

e) VE is still erroneously viewed as a dumping ground for students who are
perceived to be incapable of successfully engaging in academic studies;

f) There is ambiguity with respect to my participants’ roles and responsibilities in
performing their two main functions which are: 1) ensuring that trainees acquire
the knowledge, skills, attitudes and competences relevant to particular
occupations; and 2) fostering an entrepreneurial mindset in trainees.

g) The majority of recommendations made for the enhancement of future trainees’

CT skills are geared towards the administrators of the programme.

A detailed analysis and discussion of my participants’ responses followed.

In this, the final chapter — Chapter 7, I have provided, thus far, a synopsis of what was
presented in the earlier chapters of this document. I shall now present the conclusions
that were drawn from the findings of this research. After reiterating the importance of
my research, and admitting to its limitations, I shall provide recommendations for future
research endeavours as well as recommendations for practitioners. This research
highlights the need for vocational instructors: a) to resist the urge to walk the beaten
path of conducting their classes on the archaic principle of teaching as primarily

transmitting knowledge; and b) to facilitate the learning process by nurturing the
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development of CT skills in its various manifestations in VE. This will serve as a
catalyst in the development of a meaningful, effective and sophisticated citizenry
capable of purposefully contributing to a globalized world that is characterized by

constantly accelerating changes.

7.2 Conclusions

In my opinion, one of the most significant conclusions that can be drawn from my
research is the fact that, in spite of constraints placed on the IPRO to accept only
trainees who are “socially deprived” and those for whom the formal educational system
has failed, CT in VE is still conceptualized in a manner that is similar to CT in the
academics. Although my participants were not able to articulate all the
conceptualizations of CT in VE that have been proposed for CT in the academics, their
explanations and synonyms, though limited, were consistent with those of the

academics.

Based on the findings of my research, several other conclusions can be drawn as

follows:

» Many of my participants focus on trainees’ acquisition of the knowledge, skills,
attitudes and competences that lead to the award of the CVQ or TTNVQ. Since
many of my participants have expressed the belief that CT is not necessarily
needed to acquire these competences, it is plausible to speculate that the
advancement of trainees’ CT skills and the development of an entrepreneurial

mind-set are unlikely to be developed to an optimum capacity at the IPRO.

» My participants’ responses revealed that there is ambiguity about what
constitutes CT in VE. If they themselves are not certain about the components of
CT and what CT in VE entails, they would not be aware of the areas to be
targeted for its enhancement; consequently, CT within the [IPRO may not be
advanced in any meaningful way. Additionally, participants were only
marginally able to articulate the numerous benefits to be derived from engaging

in VE. If there is ambiguity amongst vocational educators about the benefits of
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CT in VE, it stands to reason that these educators may encounter difficulties in
articulating these benefits to their trainees in any elaborative manner. It is
therefore highly improbable that there will be any meaningful change in

trainees’ development of CT skills.

» Implicit in my participants’ responses is the fact that VE is still regarded as an
inferior, less-demanding form of education - unworthy of serious attention.
Participants may therefore have low expectations of their trainees who are
engaged in VE courses. Since teachers’ expectations of students are oftentimes
reflected in their teaching practices, it is plausible to speculate that there will
continue to be teaching approaches that “are unlikely to develop more widely
transferable and generalizable CT abilities and dispositions” (Pithers & Soden,

2000, p. 239) within the IPRO.

» My participants’ responses allude to the fact that many of them lack experiences
in, and are not aware of specific instructional strategies that are appropriate for
meaningful learning in adult trainees. Unless this situation is addressed,
instructional practices may continue to be ineffective and our adult students’
learning will continue in a superficial and tangential manner. Teaching and
assessment approaches that encourage a surface, rather than a deep CT

approach, may continue within the programme.

» Since my participants are only partially aware of the numerous factors that
impact their trainees’ development of CT skills, they may be unable to
accentuate specific positive factors and minimize or eliminate the negative ones.
Trainees’ acquisition and development of CT skills may therefore remain in its

present state, without being propelled any further.

Although the latter conclusions paint a rather gloomy picture of the direction in which
CT at the IPRO is proceeding, it is my firm conviction that, as a result of this research
and recent engagements in the topic of CT, the passion and dedication which are
displayed by my participants will encourage them to further enhance our trainees’

acquisition and development of CT skills. The recommendations presented later in this
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chapter, if implemented, will also greatly assist in enhancing the development of CT

skills in the adult students of the IPRO.

7.3 Significance of this Research

To the best of my knowledge, relatively little substantial research has been conducted in
Trinidad and Tobago with respect to the development of CT skills in adult VE students
who possess the unique characteristics of those from the IPRO; therefore this study
attempts to fill a significant gap and bolster the available thin literature. It is also

expected to contribute to both a theoretical and practical knowledge base.

Although the research was conducted within the adult population (aged 25 to 60 years)
of OrgX, results may also be found to be applicable to the younger population of OrgX
(aged 15 to 35 years). My research therefore possesses the ability to ensure that the CT
skills of trainees of subsequent cycles of training conducted by the IPRO and OrgX are
heightened — thus securing the viability of both the IPRO and OrgX.

There are many other social sector programmes in T&T that offer similar adult
vocational training. Although the mandates of these programmes are different from
those of the IPRO, the results obtained from this research and the recommendations

provided, may also prove to be beneficial to these programmes.

7.4 Limitations of the Study

It is widely acknowledged that all research endeavours suffer from limitations, and this
section of my thesis focuses on the limitations and shortcomings that have the greatest

potential impact on my findings and research questions.

My participants had initially expressed concerns about their ability to fluently discuss
issues related to CT. In retrospect, an alternative strategy might have been to provide
them with a checklist containing various conceptualizations of CT from which they
could have selected the ones most applicable. In addition to enabling them to articulate
their responses, these conceptualizations would have provided them with a reference

point from which subsequent discussions could be engaged. Although I provided them
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with definitions of CT from three prominent authors, other definitions may have been
more applicable to them and this would have impacted their conceptualizations of CT in

VE. Subsequent research should take this factor into consideration.

Another limitation was the fact that data were collected during the months of March
2016 through June 2016 when many classes in the IPRO were finished or finishing, and
as such, I was only able to observe three out of the six vocational instructors. Although
the observations that were made merely corroborated facts that were stated in the
interview sessions, observations from the other three vocational instructors may have
proven to reveal varied results. This would have influenced the triangulation of data,
which in turn, could have impacted the study’s results. If subsequent research is
undertaken within the IPRO, observations should commence within one month of the
start of the cycle in order to facilitate observations from all vocational instructors,

without the risk of the classes coming to their closure.

This research sought the conceptualizations and perceptions of fifteen members of the
IPRO. Although the sample contained a wide cross-section of stakeholders, it still may
not have been representative of other members of the programme who perform similar
roles; hence the results obtained may not necessarily be generalizable within the
programme. Responses from other members of staff, as well as students, if included in
the research, may have produced a plethora of varied responses which may have

impacted the study’s results and findings.

In my opinion, the limitations outlined above do not diminish the usefulness of my
results because: with respect to the 1st limitation, participants were able to freely and
openly discuss the definitions given and this provided them with the confidence to
engage in subsequent discussions with me; with respect to the 2nd limitation, the three
observations that were done merely corroborated the findings from my interviews. For
instance, during the interview session that was held with Shari, she openly confessed
that she did not engage in any kind of higher-order thinking skills with her trainees,
since these were not mandated by the standards and in any case, according to Shari, her
trainees could not think for themselves. Her statements were corroborated during my

observation of her teaching session as follows: She had asked her trainees to gather
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around her desk to view a 15 minute You Tube video related to her subject matter.
Although there were instances where, in my opinion, the video could have been paused
and higher-order thinking skills could have been asked (e.g. How is this process similar
to/different from...? What problems might you encounter if ...? How would this
affect...? What do you think causes this...?), these questions were not utilized. At the
end of my observation, I enquired about these opportunities for the growth of her
trainees’ CT skills, but Shari said that she thought this would result in futility since her
trainees would not be able to respond appropriately. She also said that initially, when
the trainees had entered her class, she had tried various strategies to stimulate their
thought processes, but these had failed. She also flipped the pages of her standards,
smiled and reiterated what she had said in the interview — “The standards do not call for
that!” This is a clear example of how my participants’ responses and their actions were
in alignment — thus increasing the trustworthiness of my findings. Similar instances of
alignment between interviews and observations were also detected in the sessions

conducted with Morris and Moka.

With respect to the 3rd limitation, it is my firm belief that the responses given by the
wide cross-section of participants were truthful and not intended to be misleading in any

manner; again increasing the trustworthiness of the data.

The limitations mentioned above should be carefully noted and their implications

thoroughly considered if subsequent studies at the [IPRO are to be undertaken.

7.5 Recommendations for Future Research

This research has provided the platform for subsequent research endeavours as follows:

+ My research has focused its attention on the conceptualizations and perceptions
of Vocational Instructors, Administrators and Internal Verifiers. Subsequent
research may focus on other constituent groups such as directors, coordinators
and even students, regarding the acquisition of CT skills in VE. One such
research endeavor may attempt to investigate, “Adult students’ perceptions of

the factors that impact their development of CT skills in vocational classes”.
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Since students themselves are the ones whose CT skills are being investigated,

their input would undeniably be valuable.

= Subsequent research may also explore the degree to which factors unveiled in
this research, actually impact the development of CT. One such endeavor may
be entitled, “Investigating the impact of socio-economic status and educational

attainment on the enhancement of CT skills in adult VE students”.

+« This research also provides recommendations that are geared to foster the
development of CT. Subsequent research may attempt to ascertain the efficacy
of the recommendations on the development of CT in adult VE students in T&T.
For instance, one such research may seek to investigate, “The impact of
vocational instructors’ engagement in professional development sessions on
students’ acquisition of CT skills”. Another research may seek to unveil, “The

impact of an enabling environment on adult students’ acquisition of CT Skills”.

+ Comments made by two of my participants - Moka and Chris may prompt
research endeavours entitled, “Investigating the extent to which CT skills can
enhance the performance of adult students pursuing Levels 1 & 2 CVQ courses”
or “Investigating the extent to which CT skills can act as bridging mechanisms

for adults who do not possess academic qualifications”.

Other research endeavours along similar veins may be conducted to corroborate
findings from this research or to supplement the sparse educational literature on CT in
VE. These recommendations for future research endeavours indicate that there is much
scope for further educational research into this evolving phenomenon - CT in adult VE

within the T&T setting.

7.6 Recommendations for Practitioners

Any document that attempts to comprehensively address the salient matters pertaining
to a topic such as CT in VE, must make recommendations for its effective and efficient
delivery: the subsequent section satisfies this requirement. Endorsing the belief that

educational institutions “can be no better than the teachers and administrators who work
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within them” (Guskey, 2002, p. 381), the following recommendations which have been
based on the findings and conclusions of my study, are made primarily with vocational

educators in mind:

% Provide continued support and professional development programmes
specifically designed to educate refurning instructors on systematically
threading CT activities into their instruction;

Since the literature has demonstrated that some teachers lack knowledge in designing
CT lessons, and teaching for the transfer of learning is problematic due to the inability
of instructors to thread activities and concepts throughout the curriculum, this

recommendation may prove to be beneficial in assisting instructors in this regard.

% Organize additional pre-service and in-service training for new vocational
instructors to: 1) Increase their repertoire of strategies for effectively teaching
adults; and 2) Expand their knowledge of how to incorporate CT strategies into
their andragogical practices;

This research has demonstrated that educators lack knowledge of andragogical theories
and practices. In addition to reiterating/reintroducing these theories, this
recommendation will provide actual strategies for incorporating CT skills into

vocational educators’ andragogical practices.

% Devise strategies to improve vocational educators’ understanding of the concept
of CT;

This research has demonstrated that most of my participants do not have a clear
understanding of the conceptualizations of CT or what it entails. If educators are made
aware of the various facets/elements of CT, they will then be able to address its
component parts and there would be a more holistic approach to CT. For instance, most
educators equate CT to cognition. Relying exclusively on the cognitive component of
CT does not give a thorough and realistic view of the entire CT process (Cheung et al.,
2000). CT also incorporates dispositions. If educators are made aware of these two
dimensions of CT, they will be more inclined to strive for the advancement of both in

their students.
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% Provide opportunities for all vocational educators and students to practice and
demonstrate their use of CT skills by organizing in-house activities and
competitions that require the extensive use of CT skills. This could take the form
of chess tournaments and open debates — both of which have been proven to
enhance CT skills.

Once developed, CT skills must be practiced, since regression is quite possible. In order
to claim the status of being “a critical thinker” this skill must be practiced in all domains
of one’s life; therefore vocational educators and students need to be given ample

opportunities to practice this skill.

% Involve a wide spectrum of educators in key decision-making processes about
strategies to be used throughout the IPRO for the development of CT skills;
Participants have reported that they are not involved in key decision-making processes
with respect to what should and should-not be taught in the various skills, since these
are largely pre-determined by the standards and curricula. Involving a wide spectrum of
educators in the development of curricula, and in the selection of strategies to be used to

advance CT within the IPRO, would encourage these educators to accept ownership.

¢ Provide strategies to adequately boost and improve the status and attractiveness
of VE’s image, and sensitize stakeholders to the benefits of engaging in VE and
the importance of developing CT skills in VE.
It is anticipated that when stakeholders are fully aware of the benefits to be derived
from engaging in VE and the importance of inculcating CT in VE, they will ensure that

it is taught to their students.

% “Provide enabling VE environments and materials for teaching CT skills”
(Agboeze et al., 2013, p. 122). For CT in VE to survive, training, retraining and
“learning must take place in an environment where all the necessary tools,
machines, equipment and facilities are in place and resemble the real work

environment” (Uddin, p. 2013).
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CT skills in VE cannot be developed in a vacuum; they must be developed within the
context of the skills. Therefore, if CT skills are to be enhanced through the development

of skills, all the necessary resources must be available for the teaching of these skills.

% Align and design assessments that specifically measure competence in the skill,
as well as the development of CT thought processes. For example, if the
objective of a session is that students “will prepare and produce cakes”, then
assessments should not only entail the preparation and production of cakes: it
should also involve students explaining the thought processes in which they

engaged at each stage of the task.

Tsui (2002) believes that by simply modifying and “altering commonplace teaching
techniques rather than radically replacing them” (p. 758) there would be heightening
students’ CT. Some of these modifications and alterations include:

e applying “cooperative and collaborative learning techniques through peer
tutoring and students’ interactions” (Agboeze et al., 2013, p. 121) with activities
such as debates or group discussion;

® engaging students in purposeful and contextualized situations;

e asking students alternative, thought provoking, open-ended questions and
guiding them through the processes involved in answering them;

o “allowing efficient time for students to reflect on questions asked” (Agboeze et
al., 2013, p. 117), and providing opportunities for the transfer of learning to
occur;

e ‘“evaluating students on problems or situations that test their analytical abilities
and their creativity” (Agboeze et al., 2013, p. 117).

e asking challenging questions and allowing students to give evidence or reasons

for their conclusions and opinions.

Like Patrick (1986), I prefer to believe that all students, regardless of age, gender,
ethnicity, socio-economic status, religious or political affiliation, or presumed
limitations in their ambition or ability have the potential to acquire critical-thinking

skills. With respect to this research, these skills can be developed to the fullest by
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vocational instructors who remain invigorated, and who make a concerted and mindful
effort to strengthen the efficacy of their practices by embedding CT into all areas of

instruction.

7.7 Final Words

Although it would be naive of me to think that the development of CT skills in adult VE
students will solve the various ills that have plagued the Caribbean region for decades,
they will, in fact, go a long way in ascertaining that the students/trainees of the IPRO at
OrgX in T&T not only attain sound competencies essential for the successful
completion of a particular skill, but also gain satisfying and rewarding jobs as
employees or employers, and become well adjusted, economically productive,
responsible adults who will contribute positively to the growth and evolution of the 21st

Century.

7 ' , O R TNVl e,
Debra - Indar - ‘,,,,/(fmée/zugy the - Dwareness:  Critical e‘j/Z?/zlwgy in Olécational “Education 177



e(%;/{”/l’ﬂ/l(‘ﬁ)/

REFERENCES

Abrahamsen, R. (2007). Post colonialism. In M. Griffiths (Ed.). International relations
theory for the 21°" century: An introduction (pp. 111-121). Oxon: Routledge.

Adult Higher Education Alliance - AHEA. (2003). Extending the boundaries of adult
learning. Retrieved from
http://www.citeseerx.ist.psu.edu/viewdoc/download?doi=10.1.1.116.9463 &rep=
repl&type=pdf

Agboeze, M.U., Onu, F.M., & Ugwoke, E.O. (2013). Enhancement of critical thinking
skills of vocational and adult education students for entrepreneurship
development in Nigeria. Journal of Education and Practice, 4(17), 116-123.

Agbongiasede, E. E. (2012). The place of vocational education in self-employment
potentials in Nigeria. Retrieved from
http://www.globalacademicgroup.com/journals/knowledge%20review/THE %20
PLACE%200F%20VOCATIONAL%20EDUCATION.pdf

Alcadipani, R., & Hodgson, D.T. (2009). By any means necessary? Ethnographic
access, ethics and the critical researcher. Journal of Critical Organization
Inquiry, 7(3), 127-146.

Al-Fadhli, H., & Singh, M. (2006). Teachers’ expectancy and efficacy as correlates of
school achievement in Delta, Mississippi. Retrieved from
https://link.springer.com/article/10.1007%?2Fs11092-007-9032-9

Aliakbar, M., & Sadeghdaghigh, A. (2014). Investigation of the relationship between
gender, field of study, and critical thinking skill: the Case of Iranian Students.
Retrieved from

http://paaljapan.org/conference2011/ProcNewest2011/pdf/poster/P-11.pdf

) - i a =30 T f. D) Ve Ly i
gﬁ(}/’a eZ((/m‘ ~ ",,,,//'méﬂ/wfy the c,,//;((r(f//(‘/})’: 6///{(‘6{/ e%/é//{y on C)/(f(w//(r/z((/ %{/ﬂ(ﬂ/{m/ 178



e
e,((/lj(/(/*/«'(f//(i@’

Alleyne, H. McD. (1995). Nationhood from the school bag: A historical analysis of the
development of secondary education in Trinidad and Tobago. Retrieved from
https://www.educoas.org/Portal/bdigital/contenido/interamer/BKIACD/Interamer
/Interamerhtml/Alleynehtml/AllCh6.htm

Allison, J. (2014). Critical thinking: Critical choices. The Plymouth Student Scientist,
7(1), 1-2.

Alvunger, D. (2016). Vocational teachers taking the lead: VET teachers and the career
services for teachers reform in Sweden. Nordic Journal of Vocational Education
and Training, 6(1). Retrieved from
http://www.nordyrk.org/issues/2016/v6/i1/03/njvet_16v6ila3.pdf

Ames, C. (1990). Motivation: What teachers need to know. Teachers College Record,
91, 409-421.

Anonuevo, M., Ohsako, T., & Mauch, W. (2001). Revisiting lifelong learning for the
21°" Century. Retrieved from
http://www.unesco.org/education/uie.uie @unesco.org

Aring, M. K. (1993). What the ‘V’* word is costing America’s economy. Phi Delta
Kappan, 74(5), 396-407.

Atabaki, A. M. S., Keshtiaray, N., & Yarmohammadian, M. H. (2015). Scrutiny of
critical thinking concept. Retrieved from http://doi.org/10.5539/ies.v8n3p93

Atewh, B., & Bland, D. C. (2004). Problematics in young people as researchers:
Visions and voices. Paper presented at the Social Change in the 21°' Century

Confetence. Brisbane: Queensland University of Technology.

) - , o7 =30 T f. D) Ve - .,
gﬁ(é/« eZ((/m‘ ~ ",,,,/('méﬂ/zufy the c,,//ﬂ((m/m})’: 6/’//{(/((/ e‘j/z;ﬂ/“//fy 122 C)/('(f((/m/(((/ (((S(/(((*((/((r// 179



.
e,((/lj(/(/*/«'(*//(i@’

Babalola, J. B. (2003). Budget preparation and expenditure control in education. In J. B.
Babalola (Ed.). Basic text in educational planning. Ibadan: Awemark Industrial
Printers.

Ball, S. J. (1990). Self-doubt and soft data: Social and technical trajectories in
ethnographic fieldwork. Retrieved from
https://www.researchgate.net/profile/Stephen_Ball6/publication/233288669_Self
doubt_and_soft_data_Social_and_technical_trajectories_in_ethnographic_fieldw
ork/links/54575deb0cf26d5090a9b743/Self-doubt-and-soft-data-Social-and-
technical-trajectories-in-ethnographic-fieldwork.pdf

Ball, S. J. (2010). "New class inequalities in education: Why education policy may be
looking in the wrong place! Education policy, civil society and social
class". International Journal of Sociology and Social Policy, 30, 155-166.
doi: 10.1108/01443331011033346

Barnett, R. (1997). Higher Education: a critical business. Buckingham: SRHE and
Open University Press.

Bassey, M. (1999). Case study research in educational settings. Buckingham: Open
University Press.

Baumol, A. (1990). Towards a theory of entrepreneurship. Journal of Business
Venturing, 8(3), 183-195.

Baxter, P., & Jack, S. (2008). Qualitative case study methodology: Study design and
implementation for novice researchers. Retrieved from
http://www.nova.edu/sss/QR/QR13-4/baxter.pdf

Becker, G. (2002). Human Capital. Retrieved from

http://www.um.edu.uy/docs/revistafcee/2002/humancapitalbecker.pdf

) - , o7 =30 T f. D) Ve c X
_C”(é/a eZ((/m‘ ~ ‘,,,,/(fc(/'ﬂ/zufy the c,,//ﬂ((m/w})’: 6/’(/{(/((/ e‘j/717,/1/“//§y 122 C)/('(f((/m/(((/ (((S(/(((*(m(r/z 180



.
e,((/lj(/(/*/«'(f//(i@’

Becker, R., & Hecken, A. E. (2009). Why are working class children diverted from
universities? An empirical assessment of the diversion thesis. European
Sociological Review, 25(2). 238-250.

Beckmann, A., Cooper, C., & Hill, D. (2009). Neoliberalization and managerialization
of ‘education’ in England and Wales — a case for reconstructing education.
Journal for Critical Education Policy Studies, 7(2). 311-345.

Behal, A. (2011). Education, women empowerment and related issues. [International
Educational E-Journal, 1(1), 38-50.

Bentley, M. L. (2003). Critical consciousness through a critical constructivist
pedagogy. Retrieved from
https://web.utk.edu/~mbentle1/Crit_Constrc_AESA_03.pdf

Berkowitz, S. (1997). Analyzing qualitative data. In J. Frechtling & L. Sharp-Westat
(Eds.). User-friendly handbook for mixed method evaluations. Retrieved from
http://utminers.utep.edu/mtcortez/downloads/mixed %20methods %20evaluation
%20handbook %20from%?20nsf.pdf

Best, J. W., & Kahn, J. V. (1998). Research in education. Needham Heights, USA:
Allyn & Bacon.

Bestor, A. (1956). The restoration of learning. New York: Alfred A. Knopf.

Beyer, B. K. (1995). Critical thinking. Bloomington, IN: Phi Delta Kappa Educational
Foundation.

Biggs, J.B., & Tang, C.S. (2011). Teaching for quality learning at university.
Birmingham: Open University Press.

Billett, S. (2013). Towards a mature provision of vocational education. International

Journal of Training Research, 11(2), 184-194. doi: 10.5172/ijtr.2013.11.2.184

) - , o7 =30 T f. D) Ve - .,
gﬁ(é/« eZ((/m‘ ~ ",,,,/('méﬂ/zufy the c,,//ﬂ((m/m})’: 6/’//{(/((/ e‘j/z;ﬂ/“//fy 122 C)/('(f((/m/(((/ (((S(/(((*((/((r// 181



.
e,((/lj(/(/*/«'(f//(i@’

Billett, S. (2014). The standing of vocational education: sources of its societal esteem
and implications for its enactment. Journal of Vocational Education & Training,
66(1), 1-21. doi: 10.1080/13636820.2013.867525

Birbal, R. (2014). An inquiry into the perspectives and experiences of teacher educators
as they worked to integrate an electronic course management system into their
courses. Retrieved from
http://ethos.bl.uk/OrderDetails.do?uin=uk.bl.ethos.589369

Bishop, R. (1998). Freeing ourselves from neo-colonial domination in research: a Maori
approach to creating knowledge. Qualitative Studies in Education, 11(2), 199-
219.

Black, S. (2005). Teaching students to think critically. The Education Digest, 70(6), 42-
47.

Boghossian, P. (2012). Critical thinking and constructivism: Mambo dog fish to the
banana patch. Journal of Philosophy of Education, 46(1), 73-84.

Boodhai, N. (2006). Concept paper for the development of a CARICOM strategic plan
for the vocational education services in the CARICOM single market and
economy (CSME). Retrieved from: http://cms2.caricom.org/documents/9526-
concept_paper_vocational_education.pdf

Bourdieu, P. (1977). Outline of a theory of practice. United Kingdom: Cambridge
University Press

Bourdieu, P., & Passeron, J. C. (1977). Reproduction in education, society and culture.
London: Sage.

Braithwaite, L. (1960). Social stratification and cultural pluralism. Retrieved from

http://onlinelibrary.wiley.com/doi/10.1111/j.1749-6632.1960.tb46089.x/full

) - , o7 =30 T f. D) Ve - .,
gﬁ(é/« eZ((/m‘ ~ ",,,,/('méﬂ/zufy the c,,//ﬂ((m/m})’: 6/’//{(/((/ e‘j/z;ﬂ/“//fy 122 C)/('(f((/m/(((/ (((S(/(((*((/((r// 182



.
e,((/lj(/(/*/«'(f//(i@’

Brigham, C. (1993). Nursing education and critical thinking: Interplay of content and
thinking. Holistic Nursing Practice, 7(3), 48-54.

British Education Research Association. (BERA). (2004). Revised ethical guidelines for
educational research. Retrieved from https://www.bera.ac.uk/wp-
content/uploads/2014/02/ethical.pdf

Brizee, A., Case Tompkins, J., Chernouski, L., & Boyle, E. (2015). Post-Colonial
criticism (1990s-present). Retrieved from
https://fowl.english.purdue.edu/owl/resource/722/10/

Brookfield, S. D. (1987). Developing critical thinkers: Challenging adults to
explore alternative ways of thinking and acting. San Francisco: Jossey-Bass.
Retrieved from
http://dsmgt310.faculty.ku.edu/SuppMaterial/BrookfieldCritical Thinking.htm

Brookfield. S. (1991). On ideology, pillage, language and risk: CT and the tensions of
critical practice. Studies in Continuing Education, 13 (1), 1 — 14.

Brown, P. (2001). Skill formation in the 21st century. In P. Brown, A. Green, H. Lauder
(Eds.). High skills: globalization, competitiveness, and skill formation (pp. 1-
55). Retrieved from
https://books.google.tt/books?hl=en&Ir=&id=foZPJG4St38C&oi=fnd&pg=PR
7&dq=Brown,+P.+(2001).+Skill+formation+in+the+2 1 st+century

Bruner, J. S. (1996). The culture of education. Harvard: University Press.

Buffington, M. L. (2007). Contemporary approaches to critical thinking and the World

Wide Web. Retrieved from http://scholarscompass.vcu.edu/arte_pubs/3/

) - , o7 =30 T f. D) Ve - .,
gﬁ(é/« eZ((/m‘ ~ ",,,,/('méﬂ/zufy the c,,//ﬂ((m/m})’: 6/’//{(/((/ e‘j/z;ﬂ/“//fy 122 C)/('(f((/m/(((/ (((S(/(((*((/((r// 183



.
e,((/lj(/(/*/«'(f//(i@’

Business Coalition. (2001). Why business cares about education. The business coalition
for education reform. American Behavioral Scientist September. 48(1), 18-29.
doi: 10.1177/0002764204267246

Campbell, C. C. (1996). The young colonials: A social history of Trinidad and Tobago,
1834-1939. Retrieved from
https://books.google.tt/books?id=W2j6Qxk YnFOC&pg=PA3&Ipg=PA3&dq
content/uploads/2014/05/C ANTA-QA-Criteria-and-Guidelines-V 1-March-
2009.pdf

Caribbean Community Secretariat. (2008). CARICOM - Creative and productive
citizens for the twenty-first century. Retrieved from
http://cms2.caricom.org/documents/12063/creative__productive_citizens_for_th
e_21st_century.pdf

Carr, W., & Kemmis, S. (1986). Becoming critical: Education, knowledge and action
research. London: Routledge. Retrieved from
https://enotez.files.wordpress.com/2011/09/becoming-critical. pdf

Cartledge, D. (2011). Technical and vocational education voices for sustainable
economies — are we really listening ? Melbourne, Australia: Academic
Press.

Cassel, J. F., & Congleton, R. J. (1993). Critical thinking: An annotated bibliography.
USA: Scarecrow Press.

Castro, D. (2002). History of vocational and technical education. Retrieved from

http://www.answers.com/topic/history-of-vocational-and-technical-education

) - , o7 =30 T f. D) Ve - .,
gﬁ(é/« eZ((/m‘ ~ ",,,,/('méﬂ/zufy the c,,//ﬂ((m/m})’: 6/’//{(/((/ e‘j/z;ﬂ/“//fy 122 C)/('(f((/m/(((/ (((S(/(((*((/((r// 184



.
e,((/lj(/(/*/«'(*//(i@’

Chaffee, E.E. (1998). Listening to the people we serve. In W. G. Tierney (Ed.). The
responsive university: Restructuring for high performance (pp. 66-79).
Baltimore: Johns Hopkins University Press.

Chalk, M., & Devlin, C. (2012). Learning for life. [Power Point Slides Edition — Slide 14].
Retrieved from https://www.slideshare.net/mickle/learning-for-life-edited-18may12-
with-audience-extras-13069906

Chee Choy, S., & Kin Cheah, P. (2009). Teachers’ perceptions of critical thinking
among students and its influence on higher education. International Journal of
Teaching and Learning in Higher Education, 20(2), 198-206.

Chen, J.C. (2013). Teaching non-traditional adult students: adult learning theories in
practice. Retrieved from http://dx.doi.org/10.1080/13562517.2013.860101

Cheung, C., Rudowicz, E., Kwan, A.S.F., & Dong Yue, X. (2002). Assessing university
students’ general and specific critical thinking. Retrieved from
https://www.questia.com/read/1G1-96619957/assessing-university-students-
general-and-specific

Clemens, D. (2014). Here is how academics ruined the critical thinking movement.
Retrieved from https://www.jamesgmartin.center/2014/09/here-is-how-
academics-ruined-the-critical-thinking-movement/

Collier, K., Guenther, T., & Veeram, C. (2002). Developing critical thinking skills
through a variety of instructional strategies. Retrieved from
http://files.eric.ed.gov/fulltext/ED469416.pdf

Collins. J. (2011). Literacy as social reproduction and social transformation: The
challenge of diasporic communities in the contemporary period. Journal of

Educational Administration and History, 46(3), 306-325.

) - , o7 =30 T f. D) Ve c X
_C”(é/a eZ((/m‘ ~ ‘,,,,/(fc(/'ﬂ/zufy the c,,//ﬂ((m/w})’: 6/’(/{(/((/ e‘j/717,/1/“//§y 122 C)/('(f((/m/(((/ (((S(/(((*(m(r/z 185



.
e,((/lj(/(/*/«'(*//(i@’

Collins, R. (1979). The credential society: An historical sociology of education and
stratification. Psychology in the school, 19(2), 269-271.

Commonwealth of Australia. (2000). Employer satisfaction with graduate skills.
Canberra, ACT: Department of Education, Training and Youth Affairs.

Connolly, B. (1996). Community development and adult education: Prospects for
change. In B. Connolly, T. Fleming, D. McCormack and A. Ryan (Eds.).
Radical Learning for Liberation. Maynooth: MACE.

Coombs, J., & Daniels, L. R. (1991). Philosophical inquiry: Conceptual analysis. In E.
C. Short (Ed.). Forms of curriculum inquiry (pp. 27-41). Retrieved from
https://books.google.tt/books?id=EjKeKbs1kx4C&pg=PR7&lpg=PR7&dq=Jerro
ld+Coombs+and+LeRoi+Daniels,+%22Philosophical+Inquiry

Cordova, J. R., Sinatra, G. M., Jones, S. H., Taasoobshirazi, G., & Lombardi, D. (2014).
Confidence in prior knowledge, self-efficacy, interest and prior knowledge:
Influences on conceptual change. Contemporary Educational Psychology, 39(2),
164-174. doi: 10.1016/j.cedpsych.2014.03.006

Cornford, I. R. (1998). Schooling and vocational preparation: Is a revolution really
taking place? Australian Journal of Education, 42(2), 169-182.

Costa, A. L. (1991). The school as a home for the mind. Palatine, IL: IRI/ Skylight.

Cox, E. (2015). Coaching and adult learning: Theory and practice. New Directions for
Adult and Continuing Education, 148, 27-38.

Craig, T. (2011). Factors that influence teacher expectations of Hispanic, African
American and low-income students. Retrieved from
https://repository.asu.edu/attachments/56513/content/Craig_asu_0010E_10469.p

df

) - , o7 =30 T f. D) Ve c X
_C”(é/a eZ((/m‘ ~ ‘,,,,/(fc(/'ﬂ/zufy the c,,//ﬂ((m/w})’: 6/’(/{(/((/ e‘j/717,/1/“//§y 122 C)/('(f((/m/(((/ (((S(/(((*(m(r/z 186



e
e,((/lj(/(/*/«'(f//(i@’

Creswell, J. W. (1998). Qualitative inquiry and research design: Choosing among five
traditions. Thousand Oaks, CA: Sage.

Cuypers, S. E., & Haji, [. (2006). Education for critical thinking: Can it be non-
indoctrinative? Educational Philosophy and Theory, 38(6), 723-743.

Dalley-Trim, L., Alloway, N., Patterson, A., & Walker, K. (2007). Vocational education
and training in schools: Career advisers’ perceptions and advising practices.
Australian Journal of Career Development, 16(1), 28-49.

Darlington, Y., & Scott, D. (2003). Qualitative research in practice: Stories from the
field. Retrieved from
http://www.sciencedirect.com.sheffield.idm.oclc.org/science/article/pii/S136131
1102001000

Dei, G. J. S., & Asgharzadeh, A. (2001). The power of social theory: Towards an
anticolonial discursive framework. Journal of Educational Thought, 35(3), 297-
323.

De Lisle, J., Seecharan, H., & Ayodike, A.T. (2010). Is the Trinidad and Tobago
education system structured to facilitate optimum human capital development?
New findings on the relationship between education structures and outcomes
from national and international Assessments. Retrieved from

https://www.mona.uwi.edu/cop/sites/default/files/J%20De%?20Lisle.pdf

Denzin, N. K., & Lincoln, Y. S. (2005). The sage handbook of qualitative research.

Thousand Oaks, CA: Sage.

Dewey, J. (1916). Democracy and education. New York: The Free Press.

Dewey, J. (1933). How we think. A restatement of the relation of reflective thinking to

the educative process (Revised ed.). Boston: D. C. Heath.

) - , o7 =30 T f. D) Ve - .,
gﬁ(é/« eZ((/m‘ ~ ",,,,/('méﬂ/zufy the c,,//ﬂ((m/m})’: 6/’//{(/((/ e‘j/z;ﬂ/“//fy 122 C)/('(f((/m/(((/ (((S(/(((*((/((r// 187



.
e,((/lj(/(/*/«'(f//(i@’

Diaz, A. R. (2017). Dialogic pedagogy: the importance of dialogue in teaching and
learning, Language and Intercultural Communication. doi:
10.1080/14708477.2017.1287116

Dirkx, J. M., Kialbaso, G., & Smith, R. O. (2004). Epistemic beliefs of teachers in
technology-rich community college technical education programs. Community
College Review, 31(4), 25-47.

Diwakar, N., & Ahamad, T. (2015). Skills development of women through vocational
training. International Journal of Applied Research, 1(6): 79-83.

Dooley, L.M. (2002). Case study research and theory building. Advances in developing
human resources, 4(3), 335-354.

Doolittle, P. E., & Camp, W. G. (1999). Constructivism: the career and technical
education perspective. Retrieved from
https://www.ejournals.lib.vt.edu/JCTE/article/view/706/1017

Draft Plan for Educational Development in Trinidad and Tobago 1968-1983. (1974).
Educational Planning. Retrieved from
https://books.google.tt/books/about/Draft_Plan_for_Educational_Development_i
.html?1d=-rGSPAAACAAJ&redir_esc=y

Duffy, M., & Chenail, R. J. (2008). Values in qualitative and quantitative research.
Counseling and Values, 53(1), 22-38.

Dusek, J. B., & Joseph, G. (1983). The bases of teacher expectancies: A meta-analysis.
Journal of Educational Psychology, 75, 327-346.

Edwards, Z. (2007). Too many exams, too little creativity. Retrieved from

http://www.trinidadandtobagonews.com/blog/?p=327

) - , o7 =30 T f. D) Ve - .,
gﬁ(é/« eZ((/m‘ ~ ",,,,/('méﬂ/zufy the c,,//ﬂ((m/m})’: 6/’//{(/((/ e‘j/z;ﬂ/“//fy 122 C)/('(f((/m/(((/ (((S(/(((*((/((r// 188



.
e,((/lj(/(/*/«'(f//(i@’

Elder, L. (2004). Diversity: Making sense of it through critical thinking. Retrieved from
http://www.criticalthinking.org/pages/diversity-making-sense-of-it-through-
critical-thinking/489

Elder, L., & R. Paul. (1996). Critical thinking development: A stage theory with
implications for instruction. Retrieved from
https://www criticalthinking.org/resources/articles/ct-development-a-stage-
theory.shtml

Elder, L., & R. Paul. (2006). 25 days to better thinking & better living: A guide for
improving every aspect of your life. Upper Saddle River, NJ: Pearson.

Eliot, J. (1992). Action research for educational change. Milton Keynes: OU Press.

English, F. W. (2006). The unintended consequences of a standardized knowledge base
in advancing educational leadership preparation. Educational Administration
Quarterly, 42(3), 461-472.

Ennis, R. H. (2011). The nature of critical thinking: An outline of critical thinking
dispositions and abilities. Retrieved from
http://faculty.education.illinois.edu/rhennis/documents/TheNatureofCritical Thin
king_51711_000.pdf

Epperson, L. (2012). Bringing the market to students: school choice and vocational
education in the twenty-first century. Retrieved from http://ndlawreview.org/wp-
content/uploads/2013/05/epperson.pdf

European Commission. (2013). Work-Based learning in Europe: Practices and policy
pointers. Retrieved from
http://ec.europa.eu/dgs/education_culture/repository/education/policy/vocational

-policy/doc/alliance/work-based-learning-in-europe_en.pdf

) - , o7 =30 T f. D) Ve - .,
gﬁ(é/« eZ((/m‘ ~ ",,,,/('méﬂ/zufy the c,,//ﬂ((m/m})’: 6/’//{(/((/ e‘j/z;ﬂ/“//fy 122 C)/('(f((/m/(((/ (((S(/(((*((/((r// 189



.
e,((/lj(/(/*/f(*//(i@’

Facione, P. (1990). Critical thinking: a statement of expert consensus for purposes of
educational assessment and instruction. Executive Summary. “The Delphi
Report”. Retrieved from
https://assessment.trinity.duke.edu/documents/Delphi_Report.pdf

Facione, P. (1996). Critical thinking: What it is and why it counts. Retrieved from
https://www.nyack.edu/files/CT_What_Why_2013.pdf

Facione, P. A., Facione, C. C., & Giancarlo, C. A. (2000). The disposition toward
critical thinking: Its character, measurement, and relationship to critical
thinking skill. Retrieved from
https://www.google.tt/search?q=Facione%2C+P.+A.%2C+Facione%2C+C.+C.
9%02C+%26+Giancarlo%2C+C.+A.+(2000).+ The+disposition+toward-+critical +t
hinking%3A&oq=Facione%2C+P.+A.%2C+Facione%2C+C.+C.%2C+%26+Gi
ancarlo%2C+C.+A.+(2000).+The+disposition+toward+critical+thinking%3 A &a
gs=chrome..69157.4554j0j4&sourceid=chrome&ie=UTF-8

Falkus, P. (2010). Understanding learners and learning: How do I improve my support
of learning and learners in my school as head teacher? Retrieved from
http://www.actionresearch.net/writings/module/paulfalkusullmaMay 10.pdf

Feinkohl, I., Flemming, D., Cress, U., & Kimmerle, J. (2016). The impact of
epistemological beliefs and cognitive ability on recall and critical evaluation of
scientific information. Retrieved from http://doi.org/10.1007/s10339-015-0748-z

Fischer, G. (2000). Lifelong learning — More than training. Journal of Interactive
Research, 11(3/4), 265-294.

Fisher, T.D. (1995). Self-directedness in adult vocational education students: its role in

learning and implications for instruction. Journal of Career and Technical

7 ' , O R TNVl e,
Debra - Indar - ‘,,,,/(fmée/zugy the - Dwareness:  Critical e‘j/Z?/zlwgy in Olécational “Education 190



e
e,((/lj(/(/*/«'(f//(i@’

Education, 12(1). Retrieved from
https://ejournals.lib.vt.edu/JCTE/article/view/497/688

Fiske, S. T., & Taylor, S. E. (1984). Social cognition. New York: Random House.

Fletcher Jnr., E. C. (2006). No curriculum left behind: The effects of the no child left
behind legislation on career and technical education. Career and Technical
Education Research, 31(3), 157-174.

Flores, K.L., Matkin, G.S., Burbach, M.E., Quinn, C.E., & Harding, H. (2012).
Deficient critical thinking skills among college graduates: Implications for
leadership. Educational Philosophy and Theory, 44(2), 212-230. doi:
10.1111/5.1469-5812.2010.00672.x

Ford, K. (2014). Competency-based education: History, opportunities, and challenges.
(UMUC Center for Innovation in Learning and Student Success (CILSS)
Briefing Paper). East Adelphi, MD: CILSS, University of Maryland University
College. Retrieved from http://www.umuc.edu/innovatelearning/upload/cbe-lit-
review-ford.pdf

Freire, P. (1974a). Education for critical consciousness. Retrieved from
http://abahlali.org/wp-content/uploads/2012/08/Paulo-Freire-Education-for-
Critical-Consciousness-Continuum-Impacts-2005.pdf

Freire, P. (1974b). Pedagogy of the oppressed. Retrieved from
http://faculty. webster.edu/corbetre/philosophy/education/freire/freire- 1.html

Frijters, S., Dam, G., & Rijlaarsdam, G. (2008). Effects of dialogic learning on value-
loaded critical thinking, 18, 66-82. Retrieved from

http://doi.org/10.1016/j.learninstruc.2006.11.001.

) - , o7 =30 T f. D) Ve - .,
gﬁ(é/« eZ((/m‘ ~ ",,,,/('méﬂ/zufy the c,,//ﬂ((m/m})’: 6/’//{(/((/ e‘j/z;ﬂ/“//fy 122 C)/('(f((/m/(((/ (((S(/(((*((/((r// 191



.
e,((/lj(/(/*/«'(f//(i@’

Gall, M. (1984). Synthesis of research on teachers’ questioning. Retrieved from
http://www.ascd.org/ASCD/pdf/journals/ed_lead/el_198411_gall.pdf

Gall, M.D., Gall, J.P., & Borg, W.R. (2003). Educational research: An introduction (7"
ed.). Boston, USA: Allyn & Bacon.

Gall, M. D., Gall, J. P., & Borg, W. R. (2007). Educational research: An introduction
(8th ed.). Toronto, ON: Allyn & Bacon.

Ghadi, 1., Abu Bakar, K., Alwi, N., & Talib, O. (2012). Gender analysis of critical
thinking disposition instrument among university Putra, Malaysia
undergraduate students. Retrieved from http://www.wseas.us/e-
library/conferences/2013/Malaysia/EDUETE/EDUETE-03.pdf

Gillies, D. (2011). State education as high-yield investment: Human capital theory in
European policy discourse. Journal of Pedagogy, 22(2), 224-245.

Global Exchange. (n.d.). 10 top ten reasons to oppose the IMF. Retrieved from
http://www.globalexchange.org/resources/wbimf/oppose

Golding, C. (2011). Educating for critical thinking: Thought encouraging questions in a
community of inquiry. Higher Education Research and Development, 30 (3), pp.
357-370

Gonzalez y Gonzalez, E. M., & Lincoln, Y. S. (2006). Decolonizing qualitative
research: Non-traditional reporting forms in the academy. Retrieved from
http://www.qualitative-research.net/index.php/fqs/article/viewFile/162/360

Goodman, R. J. & Sprague, L. G. (1991). The future of hospitality education: Meeting
the industry’s needs. The Cornell Hotel and Restaurant Administration

Quarterly, 66-70.

) - , o7 =30 T f. D) Ve - .,
gﬁ(é/« eZ((/m‘ ~ ",,,,/('méﬂ/zufy the c,,//ﬂ((m/m})’: 6/’//{(/((/ e‘j/z;ﬂ/“//fy 122 C)/('(f((/m/(((/ (((S(/(((*((/((r// 192



.
e,((/lj(/(/*/«'(*//(i@’

Grauer, K. (2012). A case for case study research in education. In S. Klein (Ed.). Action
research methods: Plain and simple (pp. 69-80). Retrieved from
https://books.google.tt/books?id=mifHAAAAQBAJ&pg=PA77&lpg=PA77&dq

Gregory, A., & Halffb, G. (2013). Divided we stand: Defying hegemony in global
public relations theory and practice? Public Relations Review, 39(5), 417—425.
doi:10.1016/j.pubrev.2013.04.006

Guskey, T.R. (2002). Professional development and teacher change. Teachers and
Teaching, 8(3), 381-391. doi: 10.1080/135406002100000512

Gutmann, A. (2011, October). What makes a university education worthwhile ? Keynote
address at the Spencer Foundation Conference on Achieving the Aims of Higher
Education: Problems of Morality and Justice, Northwestern University,
Evanston, IL. Retrieved from http://www.upenn.edu/president/meet-
president/what-makes-university-education-worthwhile

Hager, P., & Kaye, M. (1992). Critical thinking in teacher education: A process
oriented research agenda. Australian Journal of Teacher Education, 17(2),
26-33.

Hall, T., Strangman, N., & Meyer, A. (2003). Differentiated instruction and
implications for UDL implementation: Effective classroom practices report.
Retrieved from http://aem.cast.org/about/publications/2003/ncac-differentiated-
instruction-udl.html

Halliday, J. (2000). Ceritical thinking and the academic vocational divide. The
Curriculum Journal, 11(2), 159-175.

Halpern, D. (1996). Thought and knowledge: An introduction to critical thinking.

Mahwah, NJ: Lawrence Erlbaum.

) - , o7 =30 T f. D) Ve c X
_C”(é/a eZ((/m‘ ~ ‘,,,,/(fc(/'ﬂ/zufy the c,,//ﬂ((m/w})’: 6/’(/{(/((/ e‘j/717,/1/“//§y 122 C)/('(f((/m/(((/ (((S(/(((*(m(r/z 193



.
e,((/lj(/(/*/f(*/m(&)’

Halpern, D. (2003). Thought and knowledge: An introduction to critical thinking (4"
ed.). Mahwah, NJ: Lawrence Erlbaum.

Hamdan A. K. (2009).Reflexivity of discomfort in insider-outsider educational research.
McGill Journal of Education, 44(3), 377-404.

Hammersley, M. (1995). On ethnography - storytelling or science. Current
Anthropology, 36(4).

Hatton, N., & Smith, D. (1995). Reflection in teacher education: Towards definition and
implementation. Teaching and Teacher Education, 11, 33—49.

Hiebert, B., & Borgen, W. (2002). Where to from here? Guidance and conselling
connecting with TVET. In B. Hiebert and W. Borgen (Eds.). Technical and
vocational education and training in the 21*" century. New roles and challenges
for guidance and counselling (pp. 131-147). Paris, France: UNESCO.

Hirose, S. (1992). Critical thinking in community colleges. Retrieved from
http://ericae.net/edo/ed348128.htm

Holmes, K., & Crossley, M. (2004). Whose knowledge, whose values? The contribution
of local knowledge to education policy process: a case study of research
development initiatives in the small state of Saint Lucia. Retrieved from
http://argo.library.okstate.edu/login?url=http://search.proquest.com/docview/203
966169

Home Learning College. (2012). Guidance for assessment and internal verification.
Retrieved from
https://charteredaccountants.homelearningcollege.com/assets/internal-

verification.pdf

5 - g , @ [ 7= T . . 0 , - .
Debra - Indar - L%m{'ﬁm/gy the - Dwareness:  Critical a,‘j/Z?/zlwgy in w%m/m//a/ Education 194



.
e,((/lj(/(/*/«'(f//(i@’

Horkheimer, M. (1972). Critical theory: Selected essays. Retrieved from
https://monoskop.org/images/7/74/Horkheimer_Max_Critical_Theory_Selected_
Essays_2002.pdf

Huitt, W. (1998). Critical thinking: An overview. Retrieved from
http://www.edpsycinteractive.org/topics/cognition/critthnk.html

Hutton, D. M. (2009). Competency-based education and training: Making strides in a
climate of support and opposition. Journal of the University College of the
Cayman Islands, 3, 4-26.

Hutton, D. M., & Dixon, R. A. (2016). Technical and vocational education and training
(TVET) and its integration into general education at the university level.
Caribbean Curriculum, 24, 100-126.

Hyslop-Margison, E. J. (2001). An assessment of the historical arguments in
vocational education reform. Retrieved from
http://files.eric.ed.gov/fulltext/EJ619133.pdf

Hyslop-Margison, E. J., & Armstrong, J. L. (2004). Critical thinking in career
education: The democratic importance of foundational rationality. Journal of
Career and Technical Education. 21(1), 39-49.

Hyslop-Margison, E. J., & Stroble, J. (2007). Constructivism and education:
Misunderstandings and pedagogical implications. The Teacher Educator, 43(1),
72-86.

James, F. (2010). Leading Educational improvement in Trinidad and Tobago. Retrieved
from
http://uwispace.sta.uwi.edu/dspace/bitstream/handle/2139/41196/Leading%20Ed

ucational %20improvement%20in%20TT%20FJames.pdf;sequence=1

) - , o7 =30 T f. D) Ve - .,
gﬁ(é/« eZ((/m‘ ~ ",,,,/('méﬂ/zufy the c,,//ﬂ((m/m})’: 6/’//{(/((/ e‘j/z;ﬂ/“//fy 122 C)/('(f((/m/(((/ (((S(/(((*((/((r// 195



.
e,((/lj(/(/*/«'(*//(i@’

James, F. (2013). The school improvement policy context in Trinidad and Tobago.
Retrieved from
http://uwispace.sta.uwi.edu/dspace/bitstream/handle/2139/41195/School %20Imp
rovement%?20Policy%20Context%20in%20TT%20FJames.pdf;sequence=1

Jermolajeva, E., & Znotina, D. (2009). Investments in the human capital for
sustainable  development of Latvia. Retrieved from
http://www.regionalstudies.org/uploads/Investments_into_ HRC_Jermolajeva_Z
notina.pdf

Johnson, M. (2006). Mind incarnate: From Dewey to Damasio. Daedalus, 135(3), 46-
54.

Johnson, S. D. (1996). Learning concepts and developing intellectual skills in technical
and vocational education. Retrieved from http://eric.ed.gov/?1d=ED389947

Jones, M.L. (2004). Application of systematic review methods to qualitative research:
practical issues. Journal of Advanced Nursing, 48(3), 271-278.

Jones, S.R., Torres, V., & Arminio, J. (2014). Negotiating the complexities of
qualitative research in higher education: Fundamental elements and issues. NY:
Routledge.

Kagan, D.M. (1992). Professional growth among preservice and beginning teachers.
Review of educational research. Educational Research, 62(2), 129-169. doi:
10.3102/00346543062002129

Kaniuka, T.S. (2009). NCLB, school-based instructional policy and decision making: A
proposed research agenda. College Student Journal, 43(3), 787-805.

Kanu, Y. (2003). Curriculum as cultural practice: Postcolonial imagination. Retrieved

from

) - , o7 =30 T f. D) Ve c X
_C”(é/a eZ((/m‘ ~ ‘,,,,/(fc(/'ﬂ/zufy the c,,//ﬂ((m/w})’: 6/’(/{(/((/ e‘j/717,/1/“//§y 122 C)/('(f((/m/(((/ (((S(/(((*(m(r/z 196



e
e,((/lj(/(/*/«'(f//(i@’

https://www.researchgate.net/publication/251585994 _Curriculum_as_Cultural _
Practice_Postcolonial_Imagination

Kearsley, G. (2010). Andragogy (M. Knowles). The theory into practice database.
Retrieved from http://tip.psychology.org

Kek, M. Y. C. A., & Huijser, H. (2014). The power of problem-based learning in
developing critical thinking skills: preparing students for tomorrow’s digital
futures in today’s classrooms. Higher Education Research & Development,
30(3), 329-341.

Kennedy, M. (1991). Policy issues in teaching education. Phi Delta Kappa, 91, 661—
666.

Kennedy, M., Fisher, M.B., & Ennis, R.H. (1991). Critical thinking: literature review
and needed research. In L. Idol & B. F. Jones (Eds.). Educational values and
cognitive instruction: Implications for reform (pp. 11-40). Retrieved from
https://books.google.tt/books?hl=en&lr=&id=1QFeAgA AQB AJ&oi=fnd&pg=P
All1&dg=Kennedy,+M.,+Fisher,+M.B.,+%26+Ennis,+R.H.+(1991).+Critical+th
inking:+literature+review+needed-+research&ots=MeuoyrClaw&sig=_as1 XhwO
0b8WyXELmUeVd8Wxa7A&redir_esc=y#v=onepage&q&f=false

Kenner, C., & Weinerman, J. (2011). Adult Learning theory: Applications to non-
traditional college students. Journal of College Reading and Learning, 41(2),
87-96.

Kerka, S. (1992). Higher order thinking skills in vocational education. Retrieved from

http://www.ericae.net/edo/ed350487.htm

) - , o7 =30 T f. D) Ve - .,
gﬁ(é/« eZ((/m‘ ~ ",,,,/('méﬂ/zufy the c,,//ﬂ((m/m})’: 6/’//{(/((/ e‘j/z;ﬂ/“//fy 122 C)/('(f((/m/(((/ (((S(/(((*((/((r// 197



.
e,((/lj(/(/*/«'(f//(i@’

Kerssen-Griep, J., Hess, J.A., & Trees, A. R. (2003). Sustaining the desire to learn:
Dimensions of perceived instructional facework related to student involvement
and motivation to learn. Western Journal of Communication, 67(4), 357-381.

Kilbourn, B. (2006). The qualitative doctoral dissertation proposal. Teachers’ College
Record, 108(4), 529-576.

Klee, C. (2002). A practitioner’s view of vocational education and training in schools.
Unicorn, 28(3), 48-54.

Knight, J., & Hunte, D. (2000). Techniques: The renewal of adults in an educational
setting: A vision beyond tradition. Journal of Adult Education, 27(2), 23-30.

Knowles, M. S. (1975). Self-directed learning. Englewood Cliffs, NJ: Cambridge adult
Education.

Knowles, M. S. (1980). The modern practice of adult education: From Pedagogy to
Andragogy. Chicago: Follett.

Knowles, M. S., Elwood, R., Holton, R. III., & Swanson, A. (1998). The adult learner:
The definitive classic in adult education and human resource development (Sth
ed.). New York: Heinemann.

Knowles, M. S., Elwood, R., Holton, R. III., & Swanson, A. (2011). The adult learner
(6th ed.). Burlington, USA: Elsevier.

Kuboni, O. (2002). Quality assurance in the delivery of TVET programmes via ODL.:
The case of a small island developing state. In A. K. Mishra & J. Bartram (Eds.).
Perspectives on distance education: Skills development through distance
education (pp. 93-104). Retrieved from
http://citeseerx.ist.psu.edu/viewdoc/download?doi=10.1.1.180.7824 &rep=rep1 &

type=pdf

) - , o7 =30 T f. D) Ve - .,
gﬁ(é/« eZ((/m‘ ~ ",,,,/('méﬂ/zufy the c,,//ﬂ((m/m})’: 6/’//{(/((/ e‘j/z;ﬂ/“//fy 122 C)/('(f((/m/(((/ (((S(/(((*((/((r// 198



.
e,((/lj(/(/*/«'(f//(i@’

Kuchinke, K. P. (2013). Education for work: A review essay on historical, cross-
cultural, and disciplinary perspectives on vocational education. Educational
Theory, 63(2), 203-220. doi: 10.1111/edth.2013.63.issue-2

Kuncel, N. R., Rose, M., Kingsley, E., & Yang, Z. (2014). Cognitive ability and socio-
economic status relations with job performance. Intelligence, 46(1), 203-208.
doi:10.1016/j.intell.2014.06.003

Lai, E. (2011). Critical thinking: A literature review. Retrieved from
http://images.pearsonassessments.com/images/tmrs/Critical ThinkingReviewFIN
AL.pdf

Langley, A., & Tsoukas, H. (2017). The SAGE handbook of process organization
studies. Retrieved from
https://books.google.tt/books?id=scSCDQAAQBAJ&pg=PA74&lpg=PA74&dq

Lauder, H. (2015). Human capital theory: the power of transnational companies and a
political response in relation to education and economic development.
Compare: A Journal of Comparative and International Education, 45(3), 490-
493. doi:10.1080/03057925.2015.1027515

Lawson, T. J., Jordan-Fleming, M. K., & Bodle, J. H. (2015). Measuring psychological
critical thinking: An update. Retrieved from
http://doi.org/10.1177/0098628315587624

Lehmann, W. (2009). University as vocational education: Working class students’
expectations for university. British Journal of Sociology of Education, 30(2),
137-149.

Leming, J. S. (1998). Some critical thoughts about the teaching of critical thinking.

Social Studies, 89(2), 61-66. doi: 10.1080/00377999809599826

) - , o7 =30 T f. D) Ve - .,
gﬁ(é/« eZ((/m‘ ~ ",,,,/('méﬂ/zufy the c,,//ﬂ((m/m})’: 6/’//{(/((/ e‘j/z;ﬂ/“//fy 122 C)/('(f((/m/(((/ (((S(/(((*((/((r// 199



.
e,((/lj(/(/*/«'(*//(i@’

Leshowitz, B., Jenkens, K., Heaton, S., & Bough, T. L. (1993). Fostering critical
thinking skills in students with learning disabilities: An instructional program.
Retrieved from https://www.ncbi.nlm.nih.gov/pubmed/8409746

Levinson, D. J. (1986). A conception of adult development. Retrieved from
http://dx.doi.org/10.1037/0003-066X.41.1.3

Lewis, M. V. (2000). Vocational education and the dilemma of education. Journal of
Vocational Education Research, 25(4), 575-584.

Lewis, T., & Cheng, S. (2006). Tracking, expectations, and the transformation of
vocational education. American Journal of Education, 113(1), 67-99.

Lin, A. M. Y. (1999). Doing-English-lessons in the reproduction or transformation of
social worlds? TESOL Quarterly, 33(3), 393-412.

Lincoln, Y. S., & Guba, E. G. (1985). Naturalistic Inquiry. Beverly Hills, CA: Sage.

Lipman, M. (1988). Critical thinking — What can it be? Educational Leadership, 46(1),
38-43.

Liu, C. C., & Chen, L. Ju. C. (2010). Evolution of constructivism. Contemporary Issues
in Education Research, 3(4), 63-66.

Liu, Z. K., He, J., & Li, B. (2015). Critical and creative thinking as learning processes
at top-ranking Chinese middle schools: possibilities and required improvements.
Retrieved from http://www-tandfonline-
com.sheffield.idm.oclc.org/doi/abs/10.1080/13598139.2015.1015501

Loomba, A. (1998). Colonialism/Postcolonialism. London: Routledge.

Louisy, P. (2001). Globalization and comparative education: A Caribbean perspective.

Comparative Education, 37(4), 425-438.

) - , o7 =30 T f. D) Ve c X
_C”(é/a eZ((/m‘ ~ ‘,,,,/(fc(/'ﬂ/zufy the c,,//ﬂ((m/w})’: 6/’(/{(/((/ e‘j/717,/1/“//§y 122 C)/('(f((/m/(((/ (((S(/(((*(m(r/z 200



.
e,((/lj(/(/*/«'(f//(i@’

Lundt, J. C. (2004). Learning for ourselves: A new paradigm for education: learning
should be taken out of the hands of antiquated school systems and put into the
hands of learners, argues a Professor and education consultant. World Future
Society. The Futurist, 38(6), 18-23.

Lunenburg, F. C. (2011). Critical thinking and constructivism: Techniques for
improving student achievement. National Forum of Teacher Education, 21(3).

Maclean, R. (2007, April). Vocational and higher education: Issues, concerns and
prospects. Paper presented the Fourth International Conference on Quality
Management in Systems of Education and Training. Retrieved from
http://www.unevoc.net/fileadmin/user_upload/docs/RMPaperCasablancaApril07
.pdf

Mandernach, B.J. (2006). Thinking critically about critical thinking: Integrated Online
tools to promote critical thinking. Insight: A Collection of Faculty Scholarship,
1, 41-50.

Mason, M. (2008). Critical thinking and learning. In M. Mason (Ed.), Critical thinking
and learning (pp. 1-11). Oxford: Blackwell Publishing.

Mawere, M., & Van Stam, G. (2016). Pillage, plunder and migration in Africa: On the
expatriation of riches and remittances. In M. Mawere (Ed.), Development
perspectives from the south: Troubling the metrics of [Under-] development in
Africa (pp. 43-76). Retrieved from
https://books.google.tt/books?id=1fXMDQAAQBAJ&pg=PA59&Ipg=PA59&d
q

Maxcy, S. (1991). Educational leadership: A critical pragmatic perspective. New York:

Bergin & Garvey.

) - , o7 =30 T f. D) Ve - .,
gﬁ(é/« eZ((/m‘ ~ ",,,,/('méﬂ/zufy the c,,//ﬂ((m/m})’: 6/’//{(/((/ e‘j/z;ﬂ/“//fy 122 C)/('(f((/m/(((/ (((S(/(((*((/((r// 201



e
e,((/lj(/(/*/«'(f//(i@’

McCluskey, A. (2007). From clockwork to webs of relationships: The relation between
policy and practice. Retrieved from http://www.connected.org/learn/policy-to-
practice.html

McGrath, V. (2009). Reviewing the evidence on how adult students learn: An
examination of Knowles’ model of Andragogy. Adult Learner: The Irish Journal
of Adult and Community Education, 99-110. Retrieved from
https://eric.ed.gov/?id=EJ860562

McGrath, S., & Akoojee, S. (2009). Vocational education and training for sustainability
in South Africa: The role of the public and private provision. International
Journal of Educational Development, 29(2), 149-156.

McGraw, L., Zvonkovic, A., & Walker, A. (2000). Studying postmodern families: a
feminist analysis of ethical tensions in work and family research. Journal of
Marriage and Family, 62(1), 68-77. doi:10.1111/j.1741-3737.2000.00068.x

McKowen, C. (1986). Thinking About Thinking. Los Altos, Calif.: William Kaufmann.

Mehrabian, A. (1966). Immediacy: an indicator of attitudes in linguistic communication.
Journal of Personality, 34(1), 26-34. doi: 10.1111/j.1467-
6494.1966.tb01696.x

Menzies, M. B. (2008). Recognizing scientific entrepreneurship in New Zealand. A
thesis submitted to the Victoria University of Wellington. Retrieved from
http://researcharchive.vuw.ac.nz/bitstream/handle/10063/8 10/thesis.pdf?&sessio
n-id=aff446¢c91f7e2d0226alfdde3c195fa0

Merriam, S. (1998). Qualitative research and case study applications in education. San
Francisco, CA: Jossey-Bass.

Merton, R.K. (1948). The self-fulfilling prophecy. The Antioch Review, 8(2), 193-210.

) - , o7 =30 T f. D) Ve - .,
gﬁ(é/« eZ((/m‘ ~ ",,,,/('méﬂ/zufy the c,,//ﬂ((m/m})’: 6/’//{(/((/ e‘j/z;ﬂ/“//fy 122 C)/('(f((/m/(((/ (((S(/(((*((/((r// 202



.
e,((/lj(/(/*/«'(f//(i@’

Micheletti, G. (2010). Re-Envisioning Paulo Freire's "Banking Concept of Education”.
Retrieved from http://www.inquiriesjournal.com/articles/171/re- envisioning-
paulo-freires-banking-concept-of-education

Midida, P. K., Gakure, R. W., & Orwa, G. O. (2013). Effects of organization leadership
on adoption of integrated human resource management information system for
service delivery in the civil service: A case study of civil service in Nairobi.
International Journal of Social Sciences and Entrepreneurship, 1 (8), 1-14.

Milburn, P.C. (2010). The role of programme directors as academic leaders. Active
Learning in Higher Education, 11(2), 87-95.

Miles, M., & Huberman, A. (1994). Qualitative data analysis. An expanded sourcebook.
(2nd ed.). Thousand Oaks, CA:Sage.

Miller, V. (2001). School-to-work education shortchanges academic knowledge. USA
Today, 130, 2674.

Mimbs, C. A. (2005). Teaching from the critical thinking, problem-based curricular
approach: Strategies, challenges, and recommendations. Journal of Family and
Consumer Sciences Education, 23(2), 7-18.

Ministry of Science, Technology & Tertiary Education - MSTTE. (2010). Framework
for sustainable development. Retrieved from
http://test.gov.tt/portals/0/Documents/Publications/TEWhitePaper.pdf

Mishra, V. (2015). Postcolonialism 2010-2014. The Journal of Commonwealth
literature, 50(3), 369-390. Retrieved from
http://journals.sagepub.com.sheffield.idm.oclc.org/doi/pdf/10.1177/0021989415

589357

) - , o7 =30 T f. D) Ve - .,
gﬁ(é/« eZ((/m‘ ~ ",,,,/('méﬂ/zufy the c,,//ﬂ((m/m})’: 6/’//{(/((/ e‘j/z;ﬂ/“//fy 122 C)/('(f((/m/(((/ (((S(/(((*((/((r// 203



e
e,((/lj(/(/*/«'(f//(i@’

Mohri, M. (2005). What is education: The view from space. In L. Wong (Ed.).
Globalization and Education for Sustainable Development: Sustaining the
Future (pp. 62-67). Nagoya, Japan: United Nations University Press.

Moore, R., & Ash, A. (2002). Reflective practice in beginning teachers: helps,
hindrances and the role of the critical other. Retrieved from
http://www.leeds.ac.uk/educol/documents/00002531.htm

Morris, H. A., & Powell, C. M. (2013). Delivering TVET at the secondary level: a
practical approach. Caribbean Curriculum, 21, 1-18.

National Training Agency. (2014). Assessor Training Manual. Trinidad and Tobago,
West Indies: Government Printery.

Nixon, J., Walker, M., & Clough, P. (2003). Research as thoughtful practice. In P.
Sikes, J. Nixon & W. Carr (Eds.). The moral foundations of educational
research: Knowledge, inquiry, and values (pp. 86-104). Buckingham, England
& Philadelphia: Open University Press.

Nussbaum, M. C. (2010). Not for profit: Why democracy needs the humanities.
Princeton, USA: Princeton University Press.

O’Connor, B. N. (2002). Qualitative case study research in business education. The
Delta Pi Epsilon Journal, 44(2), 80-90.

Oliver, H., & Utermohlen, R. (1995). An innovative teaching strategy: Using critical
thinking to give students a guide to the future. Retrieved from
http://files.eric.ed.gov/fulltext/ED389702.pdf

Onosko, J. (1991). Barriers to the promotion of higher-order thinking. Theory and

Research in Higher Education, 19(4), 341-366.

) - , o7 =30 T f. D) Ve - .,
gﬁ(é/« eZ((/m‘ ~ ",,,,/('méﬂ/zufy the c,,//ﬂ((m/m})’: 6/’//{(/((/ e‘j/z;ﬂ/“//fy 122 C)/('(f((/m/(((/ (((S(/(((*((/((r// 204



.
e,((/lj(/(/*/«'(f//(i@’

Orb, A., Eisenhauer, L., & Wynaden, D. (2000). Ethics in qualitative research.
Retrieved from http://www.columbia.edu/~mvp19/RMC/M5/QualEthics.pdf

Orum, A. M., Feagin, J. R., & Sjoberg, G. (1991). A case for the case study. Chapel
Hill, NC. University of North Carolina Press.

Palmieri, P. (2004). Approaches to the idea of the ‘good teacher’ in vocational
education and training. Retrieved from http://www.aare.edu.au/publications-
database.php/4415/approaches-to-the-idea-of-the-good-teacher-in-

Papastephanou, M., & Angeli, C. (2007) Critical thinking beyond skill. Retrieved from
https://www.researchgate.net/publication/230275338_Critical_Thinking_Beyon
d_Skill

Pappas, C. (2013). The Adult Learning Theory - Andragogy - of Malcolm Knowles.
Retrieved from https://elearningindustry.com/the-adult-learning-theory-
andragogy-of-malcolm-knowles

Pappas, C. (2016). The Transformative Learning Theory: What eLearning Professionals
Should Know. Retrieved from https://elearningindustry.com/transformative-
learning-theory-what-elearning-professionals-should-know

Partnership for 21% Century Skills. (2007). Learning for the 21*' century. A Report and
Mile Guide for 21°" Century Skills. Retrieved from
http://www.p21.org/storage/documents/P21_Report.pdf

Pascarella, E. T., & Terezini, P. T. (1991. How college affects students. Findings and
Insights from Twenty Years of Research. Retrieved from
http://www.wiley.com/WileyCDA/WileyTitle/productCd-1555423388.html

Patrick, J. J. (1986). Critical thinking in the social studies. Retrieved from

https://www .ericdigests.org/pre-924/critical.htm

) - , o7 =30 T f. D) Ve - .,
gﬁ(é/« eZ((/m‘ ~ ",,,,/('méﬂ/zufy the c,,//ﬂ((m/m})’: 6/’//{(/((/ e‘j/z;ﬂ/“//fy 122 C)/('(f((/m/(((/ (((S(/(((*((/((r// 205



.
e,((/lj(/(/*/«'(f//(i@’

Patton, M. Q. (1990). Qualitative evaluation and research methods (2nd ed.). Thousand
Oaks, CA, US: Sage.

Paul R. (1984). Critical thinking: Fundamental to education for a free society.
Educational Leadership, 42(1), 4 — 14.

Paul R. (1993). Critical thinking — what every person needs to survive in a rapidly
changing world. California: Foundation for Critical Thinking.

Paul, R. W. (1995). Critical thinking: How to prepare students for a rapidly changing
world. Santa Rosa, CA; Foundation for Critical Thinking.

Paul, R. (2005). The state of critical thinking today. New Directions for Community
Colleges, 130, 27-38.

Paul, R., & Elder, L (2006). The miniature guide to critical thinking concepts and tools.
Retrieved from https://www.criticalthinking.org/files/Concepts_Tools.pdf

Peacock, C. (n.d.). Postcolonialism and development: A critical analysis of “The
European Consensus on Development”. Retrieved from
http://lup.lub.lu.se/luur/download?func=downloadFile&recordOId=1759181&fil
eOld=1763175

People’s National Movement. (2008). Achievements. Retrieved from
http://www.pnm.org.tt/moreachievements.php?ach_id=%2773%27%20&session
-id=1476baa96de103ea2ae9bf21c4f7ea85

Peshkin, A. (2008). In search of subjectivity - One's own. Retrieved from
http://h1213.pbworks.com/w/file/fetch/58510211/Peshkin%20Article%20-

%20Subjectivity-1%?20copy.pdf

) - , o7 =30 T f. D) Ve - .,
gﬁ(é/« eZ((/m‘ ~ ",,,,/('méﬂ/zufy the c,,//ﬂ((m/m})’: 6/’//{(/((/ e‘j/z;ﬂ/“//fy 122 C)/('(f((/m/(((/ (((S(/(((*((/((r// 206



e
e,((/lj(/(/*/«'(f//(i@’

Petress, K. (2004). Critical thinking: An extended definition. Retrieved from
http://isites.harvard.edu/fs/docs/icb.topic265890.files/Critical_Thinking_File/06
_CT_Extended_Definition.pdf

Piaget, J. (1970). Science of education and the psychology of the child. New York:
Orion Press.

Pilanthananond, M. (2007). The development of critical thinking competency amongst
vocational administrators: The Vocational aspect of education. ~ Retrieved
from http://doi.org/10.1080/10408347308004001

Pithers, R.T., & Soden, R. (2000) Critical thinking in education: a review. Educational
Research, 42(3), 237-249. doi: 10.1080/001318800440579

Ponterotto, J. G. (2005). Qualitative research in counseling psychology: A primer on

research paradigms and the philosophy of science. Journal of Counseling
Psychology, 52, 126-136.

Ponzanesi, S. (2000). The past holds no terror? Colonial memories and Afro-Italian
narratives. Wasafiri, 31, 16-22.

Popay, J., Rogers, A., & Williams, G. (1998). Rationale and standards for the
systematic review of qualitative literature in health services research. Qualitative
Health Research, 8(3), 341-351.

Porsanger, J. (2004). An essay about indigenous methodology. Retrieved from
https://www.google.tt/#q=Porsanger, +J.
+(2004).+An+essay+about+indigenous+methodology

Predmore, S. R. (2005). Putting it into context. Techniques, 80(1), 22-25.

Pring, R. (2000). The ‘false dualism’ of educational research. Journal of Philosophy of

Education, 34(2), 247-260.

) - , o7 =30 T f. D) Ve - .,
gﬁ(é/« eZ((/m‘ ~ ",,,,/('méﬂ/zufy the c,,//ﬂ((m/m})’: 6/’//{(/((/ e‘j/z;ﬂ/“//fy 122 C)/('(f((/m/(((/ (((S(/(((*((/((r// 207



e
e,((/lj(/(/*/«'(f//(i@’

Pullagurla, A. (2014). 6 Top facts about adult learning theory. Retrieved from
https://elearningindustry.com/6-top-facts-about-adult-learning-theory-every-
educator-should-know

Quian, L. (2007). Critical thinking and educational ideal. Educational review, 4(1), 45-
49.

Quinlan, K., & O’Brodovich, K. (1996). Transitional support for adult vocational
learners: A review of instructional roles. Journal of Employment Counselling,
33, 174-190.

Rachal, J. (2002). Andragogy’s detectives: A critique of the present and a proposal for
the future. Adult Education Quarterly, 52(3), 210-227.

Ramsaroop, E.V. (2001). Vocational and technical education changes that are potential
contributors to the economic development of Trinidad and Tobago. Retrieved
from https://theses.lib.vt.edu/theses/available/etd-04272001-
131556/unrestricted/errols-abstract.pdf

Razzak, A., & Khaki, M. Z. (2015). Designing a model of vocational training programs
for disables in Pakistan. Retrieved from
https://www.tojned.net/journals/tojned/articles/v05i01/v05i01-04.pdf

Rear, D. (2008). Critical thinking and modern Japan: Conflict in the discourse of
government and business. Electronic Journal of Contemporary Japanese
Studies, 2, 1-25.

Riasati, M. J., & Mollaei, F. (2012). Critical Pedagogy and Language Learning.

International Journal of Humanities and Social Science, 2(21), 223-229.

) - , o7 =30 T f. D) Ve - .,
gﬁ(é/« eZ((/m‘ ~ ",,,,/('méﬂ/zufy the c,,//ﬂ((m/m})’: 6/’//{(/((/ e‘j/z;ﬂ/“//fy 122 C)/('(f((/m/(((/ (((S(/(((*((/((r// 208



e
e,((/lj(/(/*/«'(f//(i@’

Rieg, S.A. (2007). Classroom assessment strategies: What do students at-risk and
teachers perceive as effective and useful? Journal of Instructional Psychology,
34(4), 214-2209.

Riessman, C.K. (1993). Narrative analysis. Retrieved from
https://books.google.tt/books?id=9ffAwo Yi7EOC&pg=PR 1 &source=gbs_selecte
d_pages&cad=2#v=onepage&q=something%20said%20in%20a%20whisper&f=
false

Roberts, N. (2006). Disorienting dilemmas: Their effects on learners, impact on
performance, and implications for adult educators. In M. S. Plakhotnik & S. M.
Nielsen (Eds.). Proceedings of the fifth annual college of education research
conference: Urban and international education section (pp. 100-105). Retrieved
from
http://digitalcommons.fiu.edu/cgi/viewcontent.cgi?article=1249&context=sferc

Robson, C. (2002). Real world research. (2nd ed.). Blackwell: Blackwell Publishing.

Rodd, J. (1999). Encouraging young children’s critical and creative thinking skills: An
approach in one English elementary school (Report No. 75 no6). Childhood
Education, 75(6), 350-354. doi: 10.1080/00094056.1999.10522056

Rogal, S. M., & Young, J. (2008). Exploring critical thinking in critical care nursing
education: a  pilot study. Journal of Continuing Education in Nursing, 39(1),
28-33. Retrieved from: http://doi.org/10.3928/00220124-20080101-08

Roper, J. (2005). Symmetrical communication: Excellent public relations or a strategy
for hegemony? Journal of Public Relations Research, 17(1), 69-86.

Rosser, V. J., Johnsrud, L. K., & Heck, R. J. (2003). Academic deans and directors:

Assessing their effectiveness from individual and institutional perspectives.

) - , o7 =30 T f. D) Ve - .,
gﬁ(é/« eZ((/m‘ ~ ",,,,/('méﬂ/zufy the c,,//ﬂ((m/m})’: 6/’//{(/((/ e‘j/z;ﬂ/“//fy 122 C)/('(f((/m/(((/ (((S(/(((*((/((r// 209



.
e,((/lj(/(/*/f(*//(i@’

Retrieved from
http://www.jstor.org.sheffield.idm.oclc.org/stable/pdf/3648262.pdf

Rubie-Davies, C. M. (2010). Teacher expectations and perceptions of student attributes:
Is there a relationship? British Journal of Educational Psychology, 80, 121-135.

Rubie-Davies, C. M., Hattie, J., & Hamilton, R. (2006). Expecting the best for students:
Teacher expectations and academic outcomes. British Journal of Educational
Psychology, 76, 429-444.

Rubie-Davies, C. M., Peterson, E., Irving, E., Widdowson, D., & Dixon, R. (2010).
Expectations of achievement: Student, teacher and parent perceptions.

Research in Education, 83(1), 36-53.

Rubin, H. J., & Rubin, L. S. (1995). Qualitative interviewing. The art of having data.
Thousand Oaks, CA: Sage.

Rudd, R. D. (2007). Defining critical thinking. Techniques, 82(7), 46-50. Retrieved
from https://www.questia.com/magazine/1G1-170157748/defining-critical-
thinking

Ryan, R. M., & Deci, E. L. (2000). Self-determination theory and the facilitation of
intrinsic motivation, social development, and well-being. American
Psychologist, 55, 68-78.

Ryle, Gilbert. (1951). The concept of mind. London: Hutchinson’s University Library.

Said, E. W. (1978). Orientalism. In B. Ashcroft, G. Griffiths, & H. Tiffin (Eds.). The
post-colonial studies reader (pp. 87-91). Retrieved from

http://www.mohamedrabeea.com/books/book1_3985.pdf

7 ' , O R TNVl e,
Debra - Indar - ‘,,,,/(fmée/zugy the - Dwareness:  Critical e‘j/Z?/zlwgy in Olécational “Education 210



e
e,((/lj(/(/*/«'(f//(i@’

Salahshoor, N., & Rafiee, M. (2016). The Relationship between critical thinking and
gender: A Case of Iranian EFL Learners. Journal of Applied Linguistics and
Language Research, 3(2), 117-123.

Salling-Olesen, H. (2006). Caribbean Skills Enhancement Project — Coherence in
Education, Training and Informal learning. Background paper prepared for the
World Bank.

Sanavi, R. V., & Tarighat, S. (2014). Critical thinking and speaking proficiency: A
mixed-method study. Theory and Practice in Language Studies, 4(1), 79-87.
Retrieved from http://doi.org/10.4304/tpls.4.1.79-87

Santangelo, T., & Tomlinson, C.A. (2009). The application of differentiated instruction
in post-secondary environments: Benefits, challenges, and future directions.
Retrieved from http://www.isetl.org/ijtlhe/pdf/IITLHE20%283%29.pdf

Schafersman, S. D. (1991). An introduction to critical thinking. Retrieved from
http://www.freeinquiry.com/critical-thinking.html

Scottish Qualifications Authority. (2011). Internal verification: A guide for centres
offering SQA qualifications. Retrieved from
http://www.sqa.org.uk/files_ccc/Internal VerificationGuideforSQAcentres.pdf

Scriven, M., & Paul, R. (1987). Critical Thinking as Defined by the National Council
for excellence in critical thinking, 1987. Retrieved from
http://www.criticalthinking.org/pages/defining-critical-thinking/766

Sheared, V. (2002). The new knowledge-rich society: perpetuating marginalization and
exclusion. Retrieved from

http://umanitoba.ca/unevoc/2002conference/text/papers/baatjes.pdf

) - , o7 =30 T f. D) Ve - .,
gﬁ(é/« eZ((/m‘ ~ ",,,,/('méﬂ/zufy the c,,//ﬂ((m/m})’: 6/’//{(/((/ e‘j/z;ﬂ/“//fy 122 C)/('(f((/m/(((/ (((S(/(((*((/((r// 211



e
e,((/lj(/(/*/«'(f//(i@’

Sheared, V., & Sissel, P.A. (2001). Making space: merging theory and practice in adult
education. Connecticut, USA: Bergin & Garvey.

Shell, R. (2001). Perceived barriers to teaching for critical thinking by BSN nursing
faculty. Retrieved from https://www.questia.com/read/1G1-80745201/perceived-
barriers-to-teaching-for-critical-thinking

Shuttleworth, S., Somerton, M., & Vulliamy, D. (1994). Collaborative research for
social change: shared learning between workers and academics. Hull:
University of Hull Centre for Continuing Education Development Training.

Silva, E. (2009). Measuring skills for 21st-century learning. Retrieved from
http://iwebpx.saschina.org/theronmott/FRC/Articles_files/Measuring_Skills_for
_21st_Century.pdf

Sizoo, S. L., Agrusa, J. F., & Iskat, W. (2005). Measuring and developing the learning
strategies of adult career and vocational education students. Journal of
Education, 125(4), 527-531.

Skilbeck, M., Connell, H., Lowe, N. & Tait, K. (1994). The vocational quest: New
directions in education and training. New York: Routledge.

Skinner, B. F. (1968). The technology of teaching. East Norwalk, CT, US: Appleton-
Century-Crofts.

Smith, G. H. (2014). Ideas, human action, and social change. Retrieved from
http://www .libertarianism.org/columns/ideas-human-action-social-change

Southwest Consortium for the Improvement of Mathematics and Science Teaching.
(1995). Classroom Compass: Constructing knowledge in the classroom.

Retrieved from http://www.sedl.org/pubs/classroom-compass/cc_v1n3.pdf

) - , o7 =30 T f. D) Ve - .,
gﬁ(é/« eZ((/m‘ ~ ",,,,/('méﬂ/zufy the c,,//ﬂ((m/m})’: 6/’//{(/((/ e‘j/z;ﬂ/“//fy 122 C)/('(f((/m/(((/ (((S(/(((*((/((r// 212



.
e,((/lj(/(/*/«'(*//(i@’

Spindler, G. D. (1982). Education and cultural processes: Toward an anthropology of
education. NY: Holt, Rinehart & Winston.

Stake, R. E. (1998). The art of case study research. Thousand Oaks, CA: Sage.

Stanford Encyclopedia of Philosophy. (2005). Critical theory. Retrieved from
https://plato.stanford.edu/entries/critical-theory/

Stevenson, J. (2003). Developing vocational expertise: Principles and issues in
vocational education. Crow’s Nest, NSW: Allen & Unwin.

Stone 111, J. R., & Aliaga, O. A. (2005). Career and technical education and school-to-
work at the end of the 20" century: Participation and outcomes. Career and
Technical Education Research, 30(2), 125-144.

Subran, D. (2013). Making TVET relevant to a postmodern Caribbean. Caribbean
Curriculum, 21, 81-96.

Sumner, W. G. (1911). Folkways: A study of the sociological importance of usages,
manners, customs, mores, and morals. Retrieved from
https://archive.org/stream/folkwaysastudysO0Osumngoog/folkwaysastudysOOsumn
goog_djvu.txt

Sweet, R. (1995). Linking schools and workplaces: Lessons from Australia and
overseas. Retrieved from http://www.freepatentsonline.com/article/Australian-
Journal-Education/55618815.html

Tan, E. (2014). Human capital theory: A holistic criticism. Review of Educational
Research, 84(3), 411-445. doi: 10.3102/0034654314532696

Tang, N. (2002). Interviewer and interviewee relationships between women. Sociology,

36(3), 703-721. doi: 10.1177/0038038502036003011 3

) - , o7 =30 T f. D) Ve c X
_C”(é/a eZ((/m‘ ~ ‘,,,,/(fc(/'ﬂ/zufy the c,,//ﬂ((m/w})’: 6/’(/{(/((/ e‘j/717,/1/“//§y 122 C)/('(f((/m/(((/ (((S(/(((*(m(r/z 213



e
e,((/lj(/(/*/«'(f//(i@’

Tang, S. Y. F. (2000). Methodological and ethical issues in the use of qualitative
research methods: Illustration from a study of pre-training influences on student
teachers' learning to teach. Retrieved from
http://repository.lib.ied.edu.hk/jspui/handle/2260.2/11334

Tertiary Education and Skills Training — TEST. (2015). The future of tertiary education
and skills training 2015-2025. A national policy framework. Retrieved from
http://test.gov.tt/portals/0/Documents/Publications/TESTNationalPolicyFramew
ork2015-2025.pdf

Tesheira, K. (2009). Budget 2009/10. Trinidad and Tobago Guardian Newspaper. Sept.
8,2009, B1-B31.

Thomas, R.G. (1992). Cognitive theory-based teaching and learning in vocational
education. Retrieved from http://files.eric.ed.gov/fulltext/ED345109.pdf

Thippeswamy, H. T., & Reddy, G. V. S. (2015). Impact of continuing education
programmes on social transformation among scheduled castes. Retrieved from

https://books.google.tt/books?id=I8CcCgAAQBAJ&pg=PA19&Ipg=PA19&dq
Tikly, L. (2013). Reconceptualising TVET and development: A human capability and
social justice approach. In S. Majumdar (Ed.). Revisiting global trends in TVET:
Reflections on theory and practice (pp. 1-39). Retrieved from
http://www.unevoc.unesco.org/fileadmin/up/2013_epub_revisiting_global_trend
s_in_tvet_chapterl.pdf
Torff, B. (2006). Expert teachers’ beliefs about use of critical-thinking activities with

high-and-low-advantage learners. Teacher Education Quarterly, 33(2), 37-49.

) - , o7 =30 T f. D) Ve - .,
gﬁ(é/« eZ((/m‘ ~ ",,,,/('méﬂ/zufy the c,,//ﬂ((m/m})’: 6/’//{(/((/ e‘j/z;ﬂ/“//fy 122 C)/('(f((/m/(((/ (((S(/(((*((/((r// 214



e
e,((/lj(/(/*/«'(f//(i@’

Torff, B. (2011). Teacher beliefs shape learning for all students: Unless teachers hold
high expectations for all students, achievement gaps will continue to occur.
Phi Delta Kappan, 93(3), 21-23.

Torff, B. (2015). Across the divide: Parents’ and teachers’ beliefs about learning and
teaching. International Research in education, 3(2), 60-78.

Torff, B., & Sessions, D. (2006). Issues influencing teachers’ beliefs about the use of
critical-thinking activities with low-advantage learners. Teacher Education
Quarterly, 33(4), 77-90.

Torff, B., & Warburton, E. C. (2005). The impact of perceived learner advantages on
teachers’ CT-use beliefs. Retrieved from
http://doi.org/10.1177/0013164404267281

Trouilloud, D.O., Sarrazin, P.G., Martinek, T.J., & Guillet, E. (2002). The influence of
teacher expectations on student achievement in physical education classes:
Pygmalion revisited. European Journal of Social Psychology, 32(5), 591-607.

Tsui, L. (2000). Effects of campus culture on students’ critical thinking. Review of
Higher Education, 23(4), 421-441.

Tsui, L. (2002). Fostering critical thinking through effective pedagogy: Evidence from
four institutional case studies. Journal of Higher Education, 73(6), 740-766.

Tsui, L. (2003). Reproducing social inequalities through higher education: Critical
thinking as valued capital. The Journal of Negro education, 72(3), 318-333.

Tsvetkova, N. (2008). International education during the Cold War: Soviet social
transformation and American social reproduction. Comparative Education

Review, 52(2), 199-217.

) - , o7 =30 T f. D) Ve - .,
gﬁ(é/« eZ((/m‘ ~ ",,,,/('méﬂ/zufy the c,,//ﬂ((m/m})’: 6/’//{(/((/ e‘j/z;ﬂ/“//fy 122 C)/('(f((/m/(((/ (((S(/(((*((/((r// 215



.
e,((/lj(/(/*/«'(f//(i@’

Tuhiwai Smith, L.T. (1999). Decolonizing methodologies: Research and indigenous
peoples. London, UK: Zed Books.

Tushin, D. (n.d.). Sociology of education: How educational institutions divide us into
hierarchies & classes. [Slide 9] Retrieved from
https://www.canyons.edu/.../Fall%2013%202nd%20place %20part%202SOCI%?2
0101

Uddin, P.S.O. (2013). Viable technical vocational education and training as a means of
employment generation for Nigeria youths. Retrieved from
https://www.questia.com/library/journal/1G1-356354152/viable-technical-
vocational-education-and-training

Unah, J.I. (2012). University curricula in the global marketplace: Bridging the valley
between. Forum on Public Policy. Oxford Round Table Publication. Retrieved
from http://forumonpublicpolicy.com/vol2012.no2/archive/unah.pdf

UNESCO. (2001). Technical and vocational education and training for the twenty-first
century. UNESCO Recommendations. Revised recommendations concerning
technical and vocational education. Retrieved from
http://unesdoc.unesco.org/images/0012/001260/126050e.pdf?database=ged &set
=3D589C86_3_0&hits_rec=1&hits_Ing=eng

UNESCO. (2001). Technical and Vocational Education and Training for the
Twenty-first Century. UNESCO Recommendations concerning technical and
vocational education. Retrieved from
http://unesdoc.unesco.org/images/0012/001260/126050e.pdf

UNESCO. (2007). Caribbean regional conference on education for sustainable

development: New approaches for the future and launch of the United Nations

) - , o7 =30 T f. D) Ve - .,
gﬁ(é/« eZ((/m‘ ~ ",,,,/('méﬂ/zufy the c,,//ﬂ((m/m})’: 6/’//{(/((/ e‘j/z;ﬂ/“//fy 122 C)/('(f((/m/(((/ (((S(/(((*((/((r// 216



.
e,((/lj(/(/*/«'(f//(i@’

decade of education for sustainable development. Retrieved from
http://portal.unesco.org/fr/ev.phpURL_ID=28722&URL_DO=DO_TOPIC&UR
L_SECTION=201.html?&session-id=3728f27e5765807b58bfb9170b1d7523

Vacek, J. E. (2009). Educational innovations: Using a conceptual approach with concept
mapping to promote critical Thinking. Journal of Nursing Education, 48(1), 45-
48.

Vaughn, L. (2005). The power of critical thinking: Effective reasoning about ordinary
and extraordinary claims (3" ed.). Retrieved from
http://global.oup.com/us/companion.websites/9780195377927/student/chapter1/
summary/

Vision 2020 Tertiary Education Sub-committee on Science, Technology and
Innovation. Draft Report. (2002). Retrieved from
http://www.vision2020.info.tt/pdf/Policies %20and % 20Procedures/Policy%20Do
Cuments/Vision%202020%20Sub%20Comm%?20Report_Tertiary%20Educatio
n.pdf

Von Glasersfeld, E. (1995). A constructivist approach to teaching. In: L.P. Steffe and
Gale (Eds.). Constructivism in Education (pp. 3-15). Retrieved from
http://www.univie.ac.at/constructivism/EvG/papers/172.pdf

Wacker, W., & Taylor. J. (1993). The 500 year delta: What happens after what comes
next. New York: Harper Business.

Walsh Coates, P., & Sirrakos, G. Jr. (2016). Rethinking the Ed. D. to transfer classroom
teaching. In A. L. Elias (Ed.). Ed. D. Programs as Incubators for Social Justice

Leadership (pp. 77-102). Retrieved from

) - , o7 =30 T f. D) Ve - .,
gﬁ(é/« eZ((/m‘ ~ ",,,,/('méﬂ/zufy the c,,//ﬂ((m/m})’: 6/’//{(/((/ e‘j/z;ﬂ/“//fy 122 C)/('(f((/m/(((/ (((S(/(((*((/((r// 217



.
e,((/lj(/(/*/«'(f//(i@’

https://books.google.tt/books?id=Z5SRCwAAQBAJ&pg=PA87&Ipg=PA87&dq

Walsham, G.C. (1995). Interpretive case study in IS research. Nature and method.
European Journal of Information Systems, 4, 74-81. Retrieved from
https://pdfs.semanticscholar.org/04c5/06d4956bf2716b710a5eb83fbfcaeccc607cS
.pdf

Wang, V.C.X., & Torrisi-Steele, G. (2016). Philosophy and practice of career and
technical education practitioners in China and US: Some insights. The Reference
Librarian, 57(2), 143-163. doi: 10.1080/02763877.2016.1121063

Wang, X., & Zheng, H. (2016). Reasoning critical thinking: Is it born or made? Theory
and Practice in Language Studies, 6(6), 1323-1331. doi:
http://dx.doi.org/10.17507/tpls.0606.25

Watanabe, K. (2009). Problem Solving 101: A simple book for smart people. Retrieved
from https://books.google.tt/books?id=p6FIwG5H4QcCé&pg=PT8&dq=

Watson, J.B. (1913). The technology of teaching. Psychology as the behaviorist views
it. Psychological Review, 20(2), 158-177. Retrieved from
http://dx.doi.org/10.1037/h0074428

Watts, M. (1991). The science of problem-solving. Portsmouth, N.H.: Heinemann.

Weissman, R. (1990). Playing With Numbers: The IMF's Fraud in Trinidad and
Tobago. Retrieved from
http://www.multinationalmonitor.org/hyper/issues/1990/06/weissman.html

Wellington, J. (2000). Educational research: Contemporary issues and practical

approaches (2 ed.). Bloomsbury: Continuum International Publishing.

) - , o7 =30 T f. D) Ve - .,
gﬁ(é/« eZ((/m‘ ~ ",,,,/('méﬂ/zufy the c,,//ﬂ((m/m})’: 6/’//{(/((/ e‘j/z;ﬂ/“//fy 122 C)/('(f((/m/(((/ (((S(/(((*((/((r// 218



.
e,((/lj(/(/*/«'(f//(i@’

Wellington, J., Bathmaker, A-M., Hunt, C., McCulloch, G., & Sikes, P. (2011).
Succeeding with your doctorate. Thousand Oakes, CA; Sage Publication.

Willingham, D. T. (2007). Critical thinking: Why is it so hard to teach? Retrieved from
http://www.aft.org/sites/default/files/periodicals/Crit_Thinking.pdf

Winter, C. (2017). Curriculum policy reform in an era of technical accountability:
‘fixing’ curriculum, teachers and students in English schools. Journal of
Curriculum Studies, 49(1), 55-74. doi: 10.1080/00220272.2016.1205138

Winther, E., & Achtenhagen, F. (2009). Measurement of vocational competencies - a
contribution to an international large-scale assessment on vocational education
and training. Empirical Research in Vocational Education and Training, 1(1),
85-102. Retrieved from
http://www.ingentaconnect.com/content/sense/ervet/2009/00000001/00000001/a
rt00007

Yadav, U. (2013). Types of evaluation. Retrieved from
http://www.slideshare.net/upycon/types-of-evaluation-15926729

Yin, R.K. (2003). Case study research: Design and methods. Thousand Oaks, CA:
Sage. Retrieved from http://www.madeira-
edu.pt/LinkClick.aspx?fileticket=Fgm4GJW VTRs%3D&tabid=3004

Young Park, S. (2005). Teaching locally, thinking globally: A new educational
paradigm for a fractured world. Retrieved from
http://www.ecopeace.pe.kr/index.php?document_srl=928 &mid=ecopeace_archi

ves_articles

) - , o7 =30 T f. D) Ve - .,
gﬁ(é/« eZ((/m‘ ~ ",,,,/('méﬂ/zufy the c,,//ﬂ((m/m})’: 6/’//{(/((/ e‘j/z;ﬂ/“//fy 122 C)/('(f((/m/(((/ (((S(/(((*((/((r// 219



.
e,((/lj(/(/*/«'(*//(i@’

YTEPP. (2015). Vision and mission statement. Retrieved from
http://www.ytepp.gov.tt/about-us/vision-and-mission-statement/?session-
1d=0f36716592644bd31950831e72414204

YTEPP, (2017). History of YTEPP. Retrieved from
http://www.ytepp.gov.tt/history/?session-
1d=385ba49fe2fd7820741£85989¢ebfdc46

Zhang, D., & Lee, P. Y. (1991). Examination culture and mathematics teaching.
Proceedings of ICMI — China Regional Conference of Mathematical Education
at Beijing. 1, 8. Beijing Normal University: Beijing.

Ziderman, A. (1997). National programmes in technical and vocational education:
Economic and educational relationship. Journal of Vocational Education and
Training, 49(3), 351-366.

Zohar, A., & Dori, Y.J. (2003). Higher order thinking skills and low-achieving
students: Are they mutually exclusive? Journal of the Learning Sciences, 12(2),
145-181. Retrieved from

http://www.tandfonline.com/doi/abs/10.1207/S15327809JLS1202_1

) - , o7 =30 T f. D) Ve c X
_C”(é/a eZ((/m‘ ~ ‘,,,,/(fc(/'ﬂ/zufy the c,,//ﬂ((m/w})’: 6/’(/{(/((/ e‘j/717,/1/“//§y 122 C)/('(f((/m/(((/ (((S(/(((*(m(r/z 220



L%ym%ﬁj

APPENDICES

Appendix 1: Ethics Review Approval

Research
Office. 08 DEC 2010

Application to Read for a Research Degree
To be completed by the student and Depar t

Candidature Details:

Print Full Name & Address (to be used as return address label)

MeprA  INDAR
# 55 DASS BRANCIH TERRACE

Admissions Qualifications
vegres MitsTex  0F  Ebuc A Tion

Subject g‘-‘f{zp_.m;; Ulu iy

Pass/Honours & Class Prss

_ENTERPRISE _
& WAGLIANKS UnIversityUl a i £L QJWJ
TRINIDAD Year of Award

Pt1 "f E’A‘b of Sleffield

T certily that | have seen the original/certified copy of the Degree Certificate and ere applicable. | confitm that the Degree is equivdlent to

British Degree.
| Signature of Supervisor(s):
I am applying to read for the Degree of (v'tick as appropriate):
O mPhil O MMus O mp
] MPhil leading to PhD Oum O pose
[ MPhil leading to MD O phd a DMstni [ DEd CPsy
I MPhil leading to DDSc L PhD with In Studies [ EdD(EdPsych)
Department | Fa %
WEIDE ST ‘ - ?ﬁu caton jm 2P -
vtick as appropriate
D Full-Time D Part-Time D University Staff Candidate D Joint Location D Remote Location
Title of proposed research: .
1 r . - - ’
pfr'ousz 'ﬂm ﬁw&feneﬁf(,rl‘i’ltd ™ r%abf I/M’fwmﬂ ﬁfumj&bv
Ethics Approval Research Govern Fo rnpisﬂnn hy Faculty of M
Does the h require humwa};:nr?nhnal [ ethics approval? te be involved with any invasi. pmcedures or handling
of any unfixed human tissueP
Yes D No D D
If yes, when do you expect to apply for ethics approvalP (Research that Yos No
will involve human participants must be ethically medpﬁortoﬂ:air If yes, has the fidate had the -y Hepatitis B e’ Antigentﬁsls,
recruitment). Insert year/month here: [No 2010 " a heaf test for TB and a test for Rubella, Measles and Mumps
(please provide evidence of ethics approval at this time) antibodies?

|s this a healthcare research project as defined by the Department of i
Health Research Governance Framework®? If yes, a URMS record D Yes* (please attach evidence) D No
should be created and approved. Please note that these vaccinations do not authorise students to take

= E’Nﬂ blood as part of their research

D Yes, URMS no:[

Name of Supervisors @fsasepnmand!ndimm the supervisor with Signature of Head of Department
prfme sibility with Departmental Graduate Director/Postgraduate Tutor:

n{-lefr N&g‘, Prvf Pot Sibes

GOMPLETED FORMS SHOULD BE RETURNED TO THE FACULTY ADMINISTRATOR, GRADUATE RESEARCH RESEARCH OFFIOE, 231 GLOSSOP ROAD, SHEFFIELD, 510 2GW
Confirmation of Status — for Graduate Research Office Use Only:

Approved by the Faculty Official Stamp of the Apprwed subject to: Received by the GRO
Signature (Faculty Offjse) Graduate Research Office Ethical (initials of Faculty Rep.
approval granted by the
appropriate Ethics Committee/ 20 date)
[ urmsrecord approval
(evidence to be provided now
or in due course depending on
‘thle resaardl projeg:_t’s nature)
[0 compietian of the appropriate
) course of vaccinations
_,‘ D Other (please specify)
Date * Period of Registration for Fee Paying Purposes: 5,0
L '10 Time Limit for the Submission of the Thesi ~ St
ime Lim| e ion of st
Do .y L

This document is not valid without the signature of the appropriate Faculty Officer and Official Stamp of the Graduate Research Office. V8

. G . s > ; S
CDebra - Indar - L%wéem/y the Hivareness: Oritical gﬁ[iﬂé{?y in Mm‘(‘wm/ Edueation 221



L%ym%fzj

The
University
Of
Sheffield.

Debra Indar

Dear Debra

The
School
Of Education.

Head of School
Professor Jackie Marsh

Department of Educational Studies
388 Glossop Road
Sheffield S10 2JA

Telephone: +44 (0114) 222 8167
Fax: +44 (0114) 279 6236
Email: ta.earnshaw@sheffield.ac.uk

Thank you for your application for ethical review for the above project. The reviewers have now considered this and have
agreed that you can go ahead with your research project. Any conditions will be shown on the Reviewers Comments

attached.

This is subject to receipt of a signed hard copy of Part B (Declaration) of the School of Education Research Ethics
application form which is available at http:/fwww.sheffield.ac.ukfeducationfethics. This hard copy is then held on file and
ensures that we comply with university requirements for signatures.

Yours sincerely

Tracey Earnstaw

Tracey Earnshaw
Programme Secretary

CDebra - Indar - %Meﬂﬁy the - Svareness: Critical é[fﬂé{)g in 6%66{1?‘0/m/ Edueation 222



%}zde@

Appendix 2: DDP ePortfolio Approval

esearch

DDP ePortiolio Summary

Name: Registration No: Department:
DEBRA INDAR 070233473 EDUCATIONAL STUDIES

’ January 24v, 2017
Signature (Student)

Approved Z(ﬂ sifis F;z

by Supervisor or
PGR Tutor

You are required to submita short summary of your training and developmental activities to ilfusirate how you
have engaged with the DOP via this form. The purpase of this Is to provide you with the opportunity to reflect on
the professional skills you have developed duing your studies and for the University to be assured that you have
satisfied the Regulations for award of your degree.

If you have eompleted an ePortfolio of your DDP within PebblePad please tick this box youdo not then
need to complete the rest of this forn.

Otherwise, please include the following in your report, as appropriate:-
+Uist of training courses attondod (beth within and without tho University)
« List of completed and submitted items of work (e.g. Literature review)
«Ust of seminars and conferences attended and whether you presented at these
«List of any outreach activities undertaken
- List of any extracurricular aclivitios you wish to note

PLEASE RETURN COMPLETED FORM TO: epartfolio@sheffield.ac.uk . Failure to submit this form prior to the
submission of your thesis could result in yourawarac %Ing withheld. (You may scan this page after gaining alf
the necessary signatures and submit i electronically by emaif).

Astematively you can post the completed summaryto:
DDP Admin, Graduate Research Centre, RoomD17k, Dainton Building, University of Sheffield, Sheffleld, S3 7HF

For official use only: Approved by the Faculty

Signat
(Fgar::zltl‘;eLcad) /é’/ =LY

7, 2 o7 s o ~ ~ "
_@?ém) L/(;za/cz)f - eﬁ;(d'e/ul}zg the LZZ(!«/@/@&’:S.— Dritical -_/ﬁz')b{'i)zq o %/1’011«/ C(E(é{e(z{zbn 223



@
:,"/’,’Z/)(*//(//’(i(@’

Appendix 3: Ethics Application Form

University of Sheffield School of Education
RESEARCH ETHICS APPLICATION FORM

Documents to enclose with this form, where appropriate:

This form should be accompanied, where appropriate, by an Information
Sheet/Covering Letter/Written Script which informs the prospective participants about
the proposed research, and/or by a Consent Form.

Once you have completed this research ethics application form in full, and other
documents where appropriate email it to the:

Secretary for your programme/course if you are a student.

NOTE
e Staff and Post Graduate Research (EdDII/PhD) requires 3 reviewers
¢ Undergraduate and Taught Post Graduate requires 1 reviewer — low risk
¢ Undergraduate and Taught Post Graduate requires 2 reviewers — high risk

I am a member of staff and consider this research to be (according to University

definitions) : low risk

high risk

I am a student and consider this research to be (according to University definitions):
low risk

X

high risk
*Note: For the purposes of Ethical Review the University Research Ethics Committee
considers all research with ‘vulnerable people’ to be ‘high risk’ (eg children under 18
years of age).
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University of Sheffield School of Education
RESEARCH ETHICS APPLICATION FORM
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inform prospective participants about the project
(eg ‘Information Sheet’/’Covering Letter’/’Pre-Written Script’?:
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v Yes .
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I confirm that in my judgment, due to the project’s nature, the use of a
‘Consent Form’:

Is relevant Is not relevant

v Yes .
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Is this a ‘generic “en bloc” application
(ie does it cover more than one project that is sufficiently similar)

Yes No

- v" No

I am a member |:| of staff

I am a PhD/EdD student EdD

Tam aMaster’s [- | student
I'am an Undergraduate |:| student

I am a PGCE l:l student
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by my supervisor
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University of Sheffield School of Education

YR - X @78 =30 T f. D) Ve - .,
gﬁ(é/{/ eZ((/m’f ~ ¢ ",,,,//faéwlufy the c,,///f((/ﬂ//(‘/})’: 6///{(/((/ e‘)/z;///“//fy 122 (/)/('(f((//('/(((/ (((S(///(*((//(f// 225



)
:,(/’j/)})ﬁ//(?//'('ﬂj

RESEARCH ETHICS APPLICATION FORM

PART A

Al. Title of Research Project: Arousing the Awareness: Critical Thinking Skills
in Adult Vocational Education

A2.  Applicant (normally the Principal Investigator, in the case of staff-led
research projects, or the student in the case of supervised research
projects):
Title: Mrs.  First Name/Initials: Debra  Last Name: Indar
Post: Curriculum Development Specialist
Department: Ministry of Science, Technology & Tertiary Education
(Trinidad & Tobago)
Email: debbie indar@hotmail.com
Telephone: 1-868-485-8010, 1-868-671-7524

A.2.1. Is this a student project? Yes
If yes, please provide the Supervisor’s contact details: Dr. Tim Herrick -
t.herrick@sheffield.ac.uk

A2.2. Other key investigators/co-applicants (within/outside University), where
applicable:
Please list all (add more rows if necessary)

Title | Full Name | Post Responsibility | Organisation | Department
in project

A3.  Proposed Project Duration: 6 month for data collection; 2 years for
submission of final report
Data Collection - Start date: December 01, 2010  End date: June 01, 2011
Submission of Final Report — July 31, 2012

A4. Mark ‘X’ in one or more of the following boxes if your research:

Debra - Indar -

Involves children or young people aged under 18 years

Involves only identifiable personal data with no direct contact with
participants

x | Involves only anonymised or aggregated data

Involves prisoners or others in custodial care (eg young offenders)
Involves adults with mental incapacity or mental illness

x | Has the primary aim of being educational (eg student research, a project
necessary for a postgraduate degree or diploma, MA, PhD or EdD)
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University of Sheffield School of Education
RESEARCH ETHICS APPLICATION FORM

AS. Briefly summarise the project’s aims, objectives and methodology?

The aims of this project are as follows:

a) to explore perceptions of the factors that may inhibit the development of critical
thinking skills in adult vocational education students; and
b) to explore perceptions of the roles and responsibilities of vocational educators in
facilitating the development of critical thinking in Trinidad and Tobago.
Relatively little substantial knowledge has emanated from past research on critical

thinking with respect to adult vocational education students and teachers in Trinidad and

Tobago; therefore this study attempts to fill a significant void in the literature.

The major objectives of the project are:

1) to stimulate participants’ thought and dialogue, and arouse their awareness for
the need to develop critical thinking skills in their adult students;

2) to reiterate the need for administrators to formulate policies, develop
institutional structures, provide relevant in-service programmes for vocational
instructors, and implement strategies designed to complement vocational
educators’ current practices that facilitate critical thinking; and

3) to encourage vocational educators to systematically and reflectively explore
their roles and responsibilities as facilitators of students’ critical thinking skills.

The achievement of these objectives will aid our students in developing into critical

thinkers who possess the required knowledge, skills, attitudes and competencies that

will enable them to participate effectively and fully as citizens of our democracy.

The project will employ the use of an intrinsic case study methodology in the qualitative
paradigm. Various data collection methods will be used — in-depth interviews, direct
observations, physical artifacts and document analyses. Fourteen persons will be
selected to participate in the project: eight vocational educators who have been
purposefully selected along principles explained in A8 (i) 1, below; and six
administrators whose extensive knowledge of adult vocational education in Trinidad and

Tobago will provide ‘information-rich’ data — further explained in A8 (i) 2, below.

A6. What is the potential for physical and/or psychological harm / distress to
participants?
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The potential for physical and/or psychological harm/distress to participants is minimal.
As far as possible, interviews will be scheduled during normal working hours; however,
some participants may experience a degree of inconvenience if they are required to
remain after working hours for the purpose of being interviewed. Transportation will be
provided for such participants who do not possess vehicles.

Interviews with participants will be conducted in a considerate and professional manner.
Additionally, I shall avoid asking questions that seem to increase the level of distress or
discomfort of participants. Questions, answers of which are imperative to the study, will

be rephrased and only asked at the opportune moment.

A7.  Does your research raise any issues of personal safety for you or other
researchers involved in the project and, if yes, explain how these issues will
be managed?

All interviews will be conducted in the safety and security of the Ministry of Science,
Technology & Tertiary Education’s compounds. The issue of personal safety does not
arise, since transportation will be provided for all participants who are required to

remain after working hours for the purpose of being interviewed.

A8. How will the potential participants in the project be:
@) identified -

Although there are many stakeholders who can undoubtedly be identified as potential
participants in this project, two (2) major stakeholders will be selected:

1) Vocational Educators (Eight) - who play a pivotal role in their adult
students’ learning experiences and their holistic development. Two
vocational educators, from each of the four geographical regions into
which the Innovative Programme is divided, will be identified. These
persons have been perceived (by their Programme Managers) to be
‘effective’ trainers in their respective skills. Additionally, they possess
the linguistic competence in articulating their responses; and

2) Administrators (Six) - who have the ability to instil a sense of purpose
and confidence, to clearly articulate goals, and inspire, enable and initiate
change in others. The Innovative Programme is currently led by seven
administrators (the researcher included). It is intended that six of these
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administrators will act as participants, while I, the seventh administrator,
will be the Principal Researcher.

(ii) approached -

The details of the proposed project will be explained verbally to each prospective
participant and an Information Sheet will also be given to supplement the verbal
explanations. These persons will be given one week’s time within which to consider
whether or not they wish to participate in the research. They will be made to understand
the process in which they will be engaged, why their participation is beneficial, how
their information will be used and to whom it will be reported. Participation will then be
sought, prior to the commencement of the research, without any duress. Persons will
also be informed that they have the right to withdraw from the study for any or no
reason, and at any time. They will not be coerced and no form of duress will be put on

them to re-enter the study.

(iii)  recruited —
The nature of each participant’s involvement will be clearly explained, and questions

with respect to their involvement will be entertained. Participants will be advised that
they will be interviewed once for a period of sixty to ninety minutes. These interviews
will be taped and transcribed. Within two week’s time of the interview, each participant
would be presented with a copy of the transcript of his/her interview to ensure that
information has been accurately noted. Those participants who are vocational educators
will be advised that actual observations of one (1) of their teaching sessions will also be
made and photographs of physical artifacts may be taken. Participants will be advised of

their right to reject the use of devices such as tape-recorders and cameras.

A9. Willinformed consent be obtained from the participants?

Yes

No

A.9.1 How do you plan to obtain informed consent? (i.e. the proposed process?):
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The details of the project will be explained verbally to each participant. This will be
followed by a written information sheet. Participants will be informed that their
participation is entirely voluntary. Additionally, they will be advised that they can
withdraw from the research (at any time — no reasons required), and there will be no
penalty or loss of benefits for refusing to participate. Participants will then be given one
week’s time within which to consider whether or not they wish to participate. Persons
who are interested in participating in the research will be required to sign a consent

form. This form will be taken by the researcher to each individual for his/her signature.

A.10 How will you ensure appropriate protection and well-being of participants?

As far as possible, participants will be interviewed during working hours, in the safety
and security of the Ministry of Science, Technology and Tertiary Education’s offices.
Transportation will be provided to those participants who are required to remain after
working hours for the purpose of being interviewed; this will afford all participants a
significant measure of personal protection.

Since the Innovative Programme is a relatively small organization, the level of
anonymisation of the participants is critical. It is proposed that this will be achieved by
identifying participants by means of a 5 letter code. This code will consist of the first
letter of their: a) street name; b) mother’s maiden name; c¢) month of birth; d) father’s
first name; and e) gender. Participants will then be asked to reorganize the combination
of these letters according to their choice, and they would also be asked to identify the
gender by which they wish to be referred. This will ensure that there is no possible link
between the participants and their names. Descriptive data on each participant will be
masked, thus preventing the possibility of being identifiable by knowledgeable insiders.
With respect to the administrators who will be interviewed, no mention will be made of
their specific duties that may link others to their identities. With respect to vocational

educators, no mention will be made of their skill area or location.

A.11 What measures will be put in place to ensure confidentiality of personal
data, where appropriate?
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The data generated by the study will be analysed and kept by the researcher in the
privacy of her home library, where the necessary security procedures and precautions
can be adopted. The data will not be made public to anyone unless prior approval is
sought from and granted by the participant. In writing up the research, all data will be
anonymised, thus reducing the possibility of responses being linked to specific

individuals.

A.12 Will financial / in kind payments (other than reasonable expenses and
compensation for time) be offered to participants? (Indicate how much and
on what basis this has been decided.)

Yes

No

A.13 Will the research involve the production of recorded or photographic media
such as audio and/or video recordings or photographs?

Yes ¢

No

A.13.1 This question is only applicable if you are planning to produce recorded or
visual media:
How will you ensure that there is a clear agreement with participants as to
how these recorded media or photographs may be stored, used and (if
appropriate) destroyed?

The audio recordings of all interviews and the photographs of the artefacts will be used

only for the purposes of analyses. Unless approved by the participants, no other use

will be made of these and no one outside the project will be allowed access to the

originals.
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University of Sheffield School of Education
RESEARCH ETHICS APPLICATION FORM

PART B - THE SIGNED DECLARATION

Title of Research Project: Arousing the Awareness: Critical Thinking Skills in Adult
Vocational Education

Name of Applicant: Mrs. Debra Indar

I confirm my responsibility to deliver the research project in accordance with the
University of Sheffield’s policies and procedures, which include the University’s
‘Financial Regulations’, ‘Good research Practice Standards’ and the ‘Ethics Policy for
Research Involving Human Participants, Data and Tissue’ (Ethics Policy) and, where
externally funded, with the terms and conditions of the research funder.

In signing this research ethics application I am confirming that:
1. The above-named project will abide by the University’s Ethics Policy for

Research Involving Human Participants, Data and Tissue’:
http://www.shef.ac.uk/content/1/c6/07/21/15/Tissue.doc

2. The above-named project will abide by the University’s ‘Good Research
Practice Standards’: www.shef.ac.uk/content/1/c6/03/25/82/collated GRP.pdf

3. The research ethics application form for the above-named project is accurate to
the best of my knowledge and belief.

4. There is no potential material interest that may, or may appear to, impair the
independence and objectivity of researchers conducting this project.

5. Subject to the research being approved, I undertake to adhere to the project
protocol without unagreed deviation and to comply with any conditions set out
in the letter from the University ethics reviewers notifying me of this.

6. I undertake to inform the ethics reviewers of significant changes to the protocol
(by contacting my supervisor or the Ethics Administrator as appropriate

7. I am aware of my responsibility to be up to date and comply with the
requirements of the law and relevant guidelines relating to security and
confidentiality of personal data, including the need to register when necessary
with the appropriate Data Protection Officer (within the University the Data
Protection Officer is based in CICS).

8. I understand that the project, including research records and data, may be
subject to inspection for audit purposes, if required in future.
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9. I understand that personal data about me as a researcher in this form will be held
by those involved in the ethics review procedure (eg the Ethics Administrator
and/or ethics reviewers/supervisors) and that this will be managed according to
Data Protection Act principles.

10. If this is an application for a ‘generic’/’en block’ project all the individual
projects that fit under the generic project are compatible with this application.

11. I will inform the Chair of Ethics Review Panel if prospective participants make
a complaint about the above-named project.

Name of the Principal Investigator (or the name of the Supervisor if this is a
student project: Dr. Tim Herrick

If this is a student project insert the student’s name here: Mrs. Debra Indar
Signature of Principal Investigator (or the Supervisor): . 7., Ayt

Signature of student: Yt Ssir

Date: November 10, 2010

Email the completed application form and provide a signed, hard copy of ‘Part B’
to the course/programme secretary

For staff projects contact the Ethics Secretary, Colleen Woodward
Email: c.woodward @sheffield.ac.uk for details of how to submit
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Appendix 4: Original Participant Information Sheet

Participant Information Sheet

This information sheet, together with a signed consent form,
will be given to you for your record.

1. Research Project Title:

Arousing the Awareness: Critical Thinking Skills in Adult Vocational Education

2 Invitation paragraph

You are being invited to participate in a research project. Before you decide whether or
not you wish to participate, it is important for you to understand why the research is being
done and what it will entail. This Information Sheet provides such details. Please take
your time to read and discuss it with others if you wish. If you require further information
or clarification, please do not hesitate to ask. My contact details are given on page 7 of
this information sheet.

Thank youl!

3. What is the project’s purpose?

The purpose of this project is to explore perceptions of:
a) the factors that may inhibit the development of critical thinking skills in adult
vocational education students; and
b) the roles and responsibilities of vocational educators in facilitating the development
of critical thinking in adult vocational education students in Trinidad and Tobago.

To achieve education for sustainable development we need a thinking, enlightened
citizenry who posses expert critical thinking skills that will enable them to cope
effectively with accelerating technological changes, rapidly accumulating knowledge
and increasing global competitiveness. It is intended that the project will stimulate
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participants’ thought and dialogue, and arouse their awareness for the need to further the

development of critical thinking skills in adult vocational education students.

It is anticipated that data collection for this research project will be conducted during the
period December 2010 to June 2011. Presentation of the findings from the research will

be made available to you by October 2012.

4. Why have | been chosen?

You have been chosen because of: 1) the wealth of information that you possess with
respect to adult vocational education; and 2) your association with adult vocational

education students of the Innovative Programme.

5. Do | have to take part?

Your participation is entirely voluntary. It is up to you to decide whether or not you wish
to participate. If you do decide to participate, you will be given this information sheet to
keep (and be asked to sign a consent form). Even if you sign a consent form, you can still
withdraw at any time (no reasons required) without it affecting any benefits to which you

are entitled. There will be no penalty or loss of benefits if you refuse to participate.

6. What will happen to me if | take part?

If you agree to participate, you will be interviewed once for a period of sixty to ninety
minutes. If you are required to remain for an interview after working hours, transportation

to your home will be made available.
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The interview questions will all relate to your perceptions of various aspects of the
proposed research and you are required to answer as truthfully as possible. These
interviews will be audio-taped and transcribed. Within 2 weeks of your interview, you will
be given the written transcript to ensure that the information contained therein has been
accurately noted. Additionally, for vocational educators who have agreed to participate,
observations of one of your actual teaching sessions will be made. At these observational
sessions, | shall be able to gauge how critical thinking skills are being developed within a
range of vocational educators’ classrooms. Photographs of physical artefacts may also
be taken at these visits. You have the right to reject the use of devices such as tape
recorders (used during interviews) and cameras (used at vocational educators’ classroom
sessions). Data gathered during interviews and observational sessions will be strictly

used for research purposes and not for evaluating your professional competence.

Various steps will be taken to ensure your anonymity and the anonymity of your data. You
will be identified by means of a 5 letter code. This code will consist of the first letter of
your: a) street name; b) mother’s maiden name; ¢) month of birth; d) father’s first name;
and e) gender. You will then be asked to reorganize the combination of these letters
according to your choice, and you would also be asked to identify the gender by which
you prefer to be referred. This will ensure that there is no possible link between you and
your name. Your descriptive data will be masked, thus preventing the possibility of being
identifiable by knowledgeable insiders. With respect to the administrators who will be
interviewed, no mention will be made of your specific duties that may link others to your
identity. With respect to vocational educators, no mention will be made of your skill area

or location.

The data generated by the study will be analysed and kept by me in the privacy of my
home library, where the necessary security procedures and precautions can be adopted.
Your data will not be made public to anyone unless prior approval is sought from and

granted by you. In writing up the research, your data will be anonymised, thus
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reducing the possibility of your responses being linked to you. As has been previously
stated, your data will be strictly used for research purposes and not for evaluating your

professional competence.

7. Will | be recorded, and how will the recorded media be used?

The audio recordings of the interviews made during this research will be used only for
analysis and for illustration in conference presentations and lectures. No other use will be
made of these recordings without your written permission, and no one outside the project

will be allowed access to the original recordings.

8. What do | have to do?
No lifestyle restrictions will be placed on you as a result of your participation in the project.

You will be interviewed once for a period of sixty to ninety minutes. These interviews will
be taped and transcribed. Within two week’s time of the interview, you would be
presented with a copy of the transcript of your interview to ensure that information has
been accurately noted. Actual observations of one (1) of the teaching sessions of
vocational educators will also be made and photographs of physical artefacts may be
taken. You have the right to reject the use of devices such as tape-recorders and

cameras.

9. What are the possible disadvantages and risks of taking part?

Although various steps will be taken to ensure your anonymity (see number 6), this may
be unintentionally compromised because of the relatively small number of persons
directly involved in the Innovative Programme. However, given the lengthy steps taken
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to ensure your anonymity, the possibility of anyone linking your responses to your name

is minimal.

10.  What are the possible benefits of taking part?

The research project will provide you with the perfect opportunity to discuss and reflect

upon this significant dimension of our students’ development — critical thinking.

It is anticipated that the recommendations arising out of the research findings will, if
heeded, contribute to the enhancement of our adult students’ critical thinking. By enabling
the roles and responsibilities of vocational educators to be facilitated, and by ensuring
that trainees develop the critical thinking skills which will translate into economic
productivity, the viability of the continuity of programmes such as the Innovative

Programme is thus assured.

11.  What happens if the research study stops earlier than expected?

If the study is prematurely terminated, the reasons for this untimely termination will be
communicated to you. All data arising out of your participation in the project thus far will
be securely kept by me, if it is anticipated that the project will resume at a later date.
However, if it is not anticipated that the project will ever recommence, your permission
will be sought for the disposal of the data; alternatively, all data gathered from your

participation thus far, will be returned to you at your request.

12.  What if something goes wrong?

Should you wish to raise a complaint regarding my interaction with you as a participant
in this research, please contact my supervisor, Dr. Tim Herrick, at
t.herrick@sheffield.ac.uk
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If you still perceive that your complaint has not been adequately handled, please contact
Dr. Philip Harvey, the University of Sheffield's Registrar and Secretary, at
Registrar@sheffield.ac.uk.

13.  Will my taking part in this project be kept confidential?

Because of the relatively small number of employees at the Innovative Programme, your
association with this research project may be recognised; however, all data collected from
you during the course of the research will be kept strictly confidential. You will be given
the opportunity to review the accuracy of your data after it is collected. Neither you nor

your data will be identified in any report or publication unless authorised by you.

14.  What will happen to the results of the research project?

The published results of this research will be made available to you by October 2012.
Results of this research may be used in other research projects to explore the degree to
which the perceived barriers actually retard the growth of critical thinking. Subsequent
research projects may also use the findings of this research to ascertain the efficacy of
the recommendations contained therein, in advancing the development of critical thinking
skills in adult vocational education students in Trinidad and Tobago, and elsewhere. If
direct use is to be made of your data in these further research projects, you will again
have the right to grant or refuse permission.

15. Who is organising and funding the research?

This research is entirely funded by me, the researcher, and is being undertaken as partial
fulfilment of the Doctor of Education Degree at the University of Sheffield.
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16.  Who has ethically reviewed the project?
This project has been ethically approved by University of Sheffield’'s (School of Education)
Research Ethics Committee. The University’'s Research Ethics Committee monitors the

application and delivery of the University’s Ethics Review Procedure across the

University.

17 Contact for further information
For further information you can contact me at 671-7524, 485-8010 or
debbie indar@hotmail.com

or

my supervisor, Dr. Tim Herrick, at t.herrick@sheffield.ac.uk

Thank you for participating in this project!
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Appendix 5: Original Participant Consent Form

Participant Consent Form

Title of Project:
Arousing the Awareness: Critical Thinking Skills in Adult Vocational Education

Name of Researcher: Debra Indar

Participant Identification Number for this project:

Please initial
box

1. I confirm that I have read and understand the information sheet/letter
(delete as applicable) dated [insert date] for the above project and have had

the opportunity to ask questions.

2. Tunderstand that my participation is voluntary and that I am free to withdraw

at any time without giving any reason. Insert contact number here of lead
researcher/member of research team (as appropriate).

3. Tunderstand that my responses will be anonymised before analysis.

I give permission for members of the research team to have access
to my anonymised responses.

4. T agree to take part in the above research project.

Name of Participant Date Signature

Lead Researcher Date Signature
To be signed and dated in presence of the participant

Copies:

Once this has been signed by all parties the participant should receive a copy of the signed and dated
participant consent form, the letter/pre-written script/information sheet and any other written information
provided to the participants. A copy for the signed and dated consent form should be placed in the
project’s main record (e.g. a site file), which must be kept in a secure location.
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Appendix 6: Participant Information Sheet Given to Participants

Arising out of an email discussion on February 15% and 16" 2016 with my supervisor, Dr Tim
Herrick, the original title of this project - “Arousing the Awareness: Critical Thinking Skills in
Adult Vocational Education” and its purposes were amended. The revised title of this project is
“Awakening the Awareness: Critical Thinking in Vocational Education” and the following
Participant Information Sheet reflects other minor amendments.

Participant Information Sheet

This information sheet, together with a signed consent form, will be
given to you for your record.

1. Research Project Title:

Awakening the Awareness: Critical Thinking in Vocational Education

2. Invitation paragraph

You are being invited to participate in a research project. Before you decide whether or not you
wish to participate, it is important for you to understand why the research is being done and what
it will entail. This Information Sheet provides such details. Please take your time to read and
discuss it with others if you wish. If you require further information or clarification, please do not
hesitate to ask. My contact details are given at the end of this information sheet.

Thank you!

3. What is the project’s purpose?
The purposes of this project are to explore:
a) conceptualizations of critical thinking in vocational education; and
b) perceptions of factors that impact the development of critical thinking skills in adult
vocational education students.

To achieve education for sustainable development we need a thinking, enlightened citizenry who
posses expert critical thinking skills that will enable them to cope effectively with accelerating
technological changes, rapidly accumulating knowledge and increasing global competitiveness.
It is intended that the project will stimulate participants’ thought and dialogue, and awaken their
awareness for the need to further the development of critical thinking skills in
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adult vocational education students. The ultimate aim of this research is to enhance the critical
thinking skills of subsequent trainees of this vocational education institution, thus increasing their

opportunities for employment and self-employment.

4. Why have I been chosen?

You have been chosen because of: 1) the wealth of information that you possess with respect to
adult vocational education; and 2) your current position at the vocational institution in which this
research is to be conducted.

Youare therefore suitably qualified to provide conceptualizations and perceptions that are relevant

to critical thinking in vocational education.

5. Do I have to take part?

Your participation is entirely voluntary. It is up to you to decide whether or not you wish to
participate. If you do decide to participate, you will be given this information sheet to keep (and
be asked to sign a consent form). Even if you sign a consent form, you can still withdraw at any
time (no reasons required) without it affecting any benefits to which you are entitled. There will

be no penalty or loss of benefits if you refuse to participate.

6. What will happen to me if I take part?

If you agree to participate, you will be interviewed once for a period of sixty to ninety minutes. If
you are required to remain for an interview after working hours, transportation to your home will

be made available.

The interview questions will all relate to your conceptualizations and perceptions of various
aspects of the proposed research. These interviews will be audio-taped and transcribed. Within 2
weeks of your interview, you will be given the written transcript to ensure that the information
contained therein has been accurately noted. Additionally, for vocational educators who have
agreed to participate, observations of one of your actual teaching sessions will be made. At these
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observational sessions, I shall be able to gauge how critical thinking skills are being developed
within a range of vocational educators’ classrooms. Photographs of physical artefacts may also be
taken at these visits. You have the right to reject the use of devices such as tape recorders (used
during interviews) and cameras (used at vocational educators’ classroom sessions). Data gathered
during interviews and observational sessions will be strictly used for research purposes and not for

evaluating your professional competence.

Various steps will be taken to ensure your anonymity and the anonymity of your data. You will be
identified by means of a 5 letter code. This code will consist of the first letter of your: street name;
mother’s maiden surname; month of birth; father’s first name; and favourite food. You will then
be asked to reorganize the combination of these letters according to your choice, and you would
also be asked to identify the gender by which you prefer to be referred. This will diminish the
possible link between you and your name. Your descriptive data will be masked, again diminishing

the possibility of your identity being revealed to knowledgeable insiders.

The data generated by the study will be analysed and kept by me in the privacy of my home library,
where the necessary security procedures and precautions can be adopted. Your data will not be
made public to anyone unless prior approval is sought from and granted by you. In writing up the
research, your data will be anonymised, thus reducing the possibility of your responses being
linked to you. As has been previously stated, your data will be strictly used for research purposes

and not for evaluating your professional competence.

7. Will I be recorded, and how will the recorded media be used?
The audio recordings of the interviews made during this research will be used only for analysis

and for illustration in possible future conference presentations and lectures. No other use will be
made of these recordings without your written permission, and no one outside the project will be

allowed access to the original recordings.
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What do I have to do?

No lifestyle restrictions will be placed on you as a result of your participation in the project.

You will be interviewed once for a period of sixty to ninety minutes. These interviews will be
taped and transcribed. Within two week’s time of the interview, you would be presented with a
copy of the transcript of your interview to ensure that information has been accurately noted.
Actual observations of one (1) of the teaching sessions of vocational educators will also be made
and photographs of physical artefacts may be taken. You have the right to reject the use of devices

such as tape-recorders and cameras.

9. What are the possible disadvantages and risks of taking part?

There are no foreseen disadvantages to you participating in this activity; however, although
various steps will be taken to mask your identity (see number 6), this may be unintentionally
compromised because of the relatively small number of persons directly involved in the
Innovative Programme. However, given the lengthy steps taken to ensure your anonymity, the

possibility of anyone linking your responses to your identity is minimal.

10. What are the possible benefits of taking part?

The research project will provide you with the perfect opportunity to discuss and reflect upon this
significant dimension of our students’ development — critical thinking.

It is anticipated that the recommendations arising out of the research findings will, if heeded,
contribute to the enhancement of our adult students’ critical thinking. By ensuring that subsequent
trainees develop the critical thinking skills which have the potential to translate into individual and
national economic productivity, the viability of the continuity of the Innovative Programme is thus

assured.

11. What happens if the research study stops earlier than expected?

If the study is prematurely terminated, the reasons for this untimely termination will be
communicated to you. All data arising out of your participation in the project thus far will be
securely kept by me, if it is anticipated that the project will resume at a later date. However, if it
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is not anticipated that the project will ever recommence, your permission will be sought for the
disposal of the data; alternatively, all data gathered from your participation thus far, will be

returned to you at your request.

12. What if something goes wrong?

If something should go wrong, or should you become concerned during the research process,
please contact the researcher (name and contact information provided below). If there is failure to
resolve the issue in a manner with which you are comfortable, please contact the researcher’s
supervisor whose name and contact information are also provided below. If after taking these steps
you still feel that your complaint has not been satisfactorily dealt with, please contact Dr. Philip
Harvey, the University of Sheffield’s Registrar and Secretary, at Registrar@sheffield.ac.uk.

13. Will my taking part in this project be kept confidential?

All data collected from you during the course of the research will be kept strictly confidential. You
will be given the opportunity to review the accuracy of your data after it is collected. Neither you
nor your data will be identified in any report or publication unless authorised by you.

Although your name will not be mentioned anywhere in the thesis, your anonymity cannot be
guaranteed. Due to the relatively small number of employees at the Innovative Programme, the
possibility exists that knowledgeable persons will be able to discern your identity from the doctoral

thesis.

14. What will happen to the results of the research project?

The results of the study will be analysed and used for submission of a doctoral thesis. Copies of
this doctoral research will available at the University of Sheffield’s library and our CEO will also
be given a copy. It is possible that aspects of this research may eventually be published as articles

in educational journals.
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Results of this research may also be used in other research projects. These projects may use the
findings of this research to ascertain the efficacy of the recommendations contained therein, in
advancing the development of critical thinking skills in adult vocational education students in
Trinidad and Tobago, and elsewhere. If direct use is to be made of your data in these further

research projects, you will again have the right to grant or refuse permission.

15. Who is organising and funding the research?

This research is entirely funded by me, the researcher, and is being undertaken in partial fulfilment
of the requirement of a Doctor in Education (Ed.D.) at the University of Sheffield.

16. Who has ethically reviewed the project?
This project has been ethically approved by University of Sheffield’s (School of Education)
Research Ethics Committee. The University’s Research Ethics Committee monitors the

application and delivery of the University’s Ethics Review Procedure across the University.

17. Contact for further information

Should you require additional information, please feel free to contact the researcher:
Debra Indar

#55 Dass Branch Terrace

Enterprise, Chaguanas

Trinidad

Tel: (home) - 1(868)-671-7524; (mobile)1(868)-485-8010
Email: debrai@ytepp.edu.tt

or

Dr Tim Herrick

University of Sheffield

School of Education

388 Glossop Road,

Sheffield

S102JA

Tel: (office) (+44) 114 222 8109; (mobile) (+44) 787 262 5582
Email: t.herrick@sheffield.ac.uk

Thank you for participating in this project!
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Appendix 7: Participant Consent Form Given to Participants

Participant Consent Form

Title of Project: Awakening the Awareness: Critical Thinking in Vocational Education
Name of Researcher: Debra Indar

Participant Identification Number for this project:

Please initial box

1. I confirm that I have read and understand the information sheet/letter

(delete as applicable) dated [insert date] for the above project and have had

the opportunity to ask questions.

2. Tunderstand that my participation is voluntary and that I am free to withdraw

at any time without giving any reason. Insert contact number here of lead

researcher/member of research team (as appropriate).

3. Tunderstand that my responses will be anonymised before analysis.

I give permission for members of the research team to have access

to my anonymised responses.

4. T agree to take part in the above research project.

Name of Participant Date Signature

Lead Researcher Date Signature
To be signed and dated in presence of the participant

Copies:

Onice this has been signed by all parties the participant should receive a copy of the signed and dated peaticipant
consent form, the letter/pre-written script/information sheet and any other written information provided to the
participants. A copy for the signed and dated consent form should be placed in the project’s main record (e.g.
a site file), which must be kept in a secure location.
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Appendix 8: Interview Schedule

Schedule of Interview Questions

Introduction

Before we begin the formal part of this interview, I wish to express my sincere thanks to you for

agreeing to participate in this research. The objectives of my research were clearly outlined in this

Participant Information Sheet which was given to you; nevertheless, I shall remind you of my

primary reasons for conducting this research, why your participation is beneficial, how your

responses will be used and to whom it would be made accessible. If you are unsure about anything,

please do not hesitate to stop me and seek clarification.

» Refer to Participant Information Sheet.

1) Are you clear about everything that was explained?

2) This interview should last for approximately 90 minutes. I had indicated to you that your
responses will be taped and then transcribed. Do you still agree to this?

3) I’m reminding you also, that your responses will be kept confidential, and every attempt
will be made to protect your identity.

Opening Questions

1) Can you give me the 1% letter of your: street name; mother’s maiden surname; month of
birth; father’s first name; and favourite food.

2) These are the letters that represent your code (e.g. BDOJC). Please re-arrange these letters
if you so desire (e.g. DCBJO).

3) What was the highpoint of your day? OR Can you tell me about anything that made you
particularly happy, depressed or angry today?

4) Just to refresh my memory, how long have you been working with the IPRO?

5) Where did you work previously? In what capacity?

6) Have you done anything in your present or past occupations with respect to “Critical

Thinking”? If so, can you please explain?

(The interviews that were conducted with each participant were informal and semi-
structured, and while they followed a relatively “fixed” linear form of questioning as
indicated below, each conversation was unique since questions emanating from
participants’ responses were unplanned and spontaneously generated. The following
questions are therefore those that were asked at varying stages of the interviews depending

on the context of participants’ responses. )

O 2 . - - .
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Major Questions

1) What is critical thinking in vocational education?

2) What factors impact the development of critical thinking in adult vocational education
students?

3) Why are critical thinking skills in vocational education important in the 2 I°" century?

4) How effective are current instructional strategies (teaching styles/methods) in
Jacilitating the development of critical thinking? Can vou please elaborate?

5) What are yvour roles and responsibilities in furthering or enhancing the development of
eritical thinking in adult vocational education students?

6) What changes (if any) can be made to the design of the IPRO to ensure that subsequent
trainees are afforded ample opportunities to further develop their critical thinking
skills?

7) Is there anything which I have not asked, but which you think is worth mentioning?
Closing Remarks

1) Thank you once again, for taking time out of your busy schedule to facilitate this interview.

2) Just to recap, let me remind you of some of the major questions and your responses.

3) If necessary, may I call you to seek clarification whilst transcribing our interview?

4) Twould be finished with the transcription by (day of the week). Is it possible for us to meet
sometime after this date to discuss your transcript... probably around (specify a day),
depending on your availability?

5) Only for the six Vocational Instructors — Please remember that I’ll be coming sometime on
(specify a day) to observe you teaching a lesson.

6) As a token of my appreciation for your participation in this research, please accept this
small gift (wind chimes for females and manicure cases for men).

7) Hug participant or shake hand and say, “Thanks a million”!
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