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Abstract
Postconflict governments and counterparts havaloothted to provide skills training to
communities as a critical postconflict developm&nategy. In these undertakings, the
role of community members remains largely undefiridee purpose of this qualitative
descriptive case study was to understand the pwosospheld by rural community
members regarding the role they played in influeggovernment’s policy priority for
technical and vocational education and trainingETYas a local human development
strategy in postconflict Liberia. The conceptuahfiework was based on human capital
theory and concepts of motivation and achieventemirteen participants were
purposefully selected for the study. Data wereeotdld from interviews, focus group
discussion, and documents and analyzed using cartstenparison. Results indicated
that increasing human capital, restoring self-estencouraging civic participation, and
building peace were among the community membersiviattons for establishing a
skills training institution. Leadership, advocaand ownership were major roles
community stakeholders played in establishing tlosial skill training institution;
voluntarism and collaboration were found to betstyees for support to the local TVET
initiatives. Findings have positive social changglications for facilitating community-
initiated TVET programs for youth employment asIvaslinforming TVET policies in

countries transitioning from conflict to developrhen



Stakeholders' Roles in Prioritizing Technical armt&tional Education and Training in

PostConflict Liberia

by

Edward S. Forh

M.Ed, University of Liberia, 1998

B.Sc, University of Liberia, 1985

Dissertation Submitted in Partial Fulfillment
of the Requirements for the Degree of
Doctor of Philosophy

Education

Walden University

November 2014



Dedication
This dissertation is dedicated to the memory ofdayghter Nakita Diah Forh
who passed during the time of the editing of théselrtation, and to her siblings
Clementia, Edina, Edward-Suku, Edward-Zezu, andcEd@hank you for your

understanding when daddy was always at his desk.



Acknowledgments
This milestone would not have been possible withlbetadvice, patience, and
support from my professors at Walden and colleagtiéise University of Liberia.
Special recognition is given to Dr. Cheryl Keen, Dohn Johnson, and Dr. Ken
Kempner. Special thanks go to Dr. Velda Arnaud @acbl Koller for their assistance in
editing. | also thank Dr. G. Momolu Getaway, Dr.eB® Saydee, and Dr. Thomas Koon

for their encouragement and document sharing.



Table of Contents

LISt OF TADIES ...ttt e e e e e e e e Y
LISt OF FIQUIES ...t ereee e s s e e e e e e e e e e e e e eeeeennnnees v
Chapter 1: Introduction t0 the StUY ........ccoooeiiiiiiiii e 1
Background of the Study ... 3
Problem StatemMENt ...... ... 10
PUIPOSE Of the STUAY ...coeeiiiiiiiiii e e e e e e e e e eeeeeeeeeenenees 11
ReESEAICh QUESTIONS .. ...t e+ttt e e et s e e e e e e e e e e e ennnsa e e eeeenns 12
Conceptual FrameEWOrK ..........ooooiiiiiiiet ettt e e e e e e e e e e e eeeeeeeberennnaeerennnnes 12
NAtUre Of the STUAY ...evvveeiiiiiie s 15

D T 111 T0] o PR UURRPPPPPPPPPRRRPRPRPN 16
ASSUMIPTIONS ..ttt ettt ettt e e ettt ettt b e s e e e e e e e e e e aaeeeeeeesnnneeeeeeesnennnnnnns 19
Scope and DelimItatioNs .........coooiiiiiiiieereee e 19

[T T = Lo 1P UURRPPPPPPPPPRPRPRPR 20
Significance of the StUAY ... 22
SUMIMABIY <.ttt e e ceeeae et e e e e e eeeba e e e e ees st e aeeeesbanaaaaaaeaeeesnnnnaaeaaenes 23
Chapter 2: Literature REVIEW........ccooui it eeeeeeeeeeeeeeennnne 25
T goTo [FTox 1 o] o ISR 25
Literature Search Strategy..........ooeeiiiicecemmmiiiiiiie s 26

Conceptual Framework Regarding Human Capital Dg@remt ...............ccccevvveenens 27
TVET and Human Capital Development in Postconfliountries..................... 29



TVET and Capacity Building for Postconflict Recamstion .................c.o.cc... 31

Human Capital Development and Peace-Building araiab@ohesion ............. 31
Human Capital Development and Civic Participation.............ccccevveeeeereennnnnn. 33
___Application of the Human Capital TREOIY...... .o eeerrrmmmiiiiiaeaeeeeeeeeeeeeeeeiiiiininnns 34
__Historical Overview of TVET iN AffiCaA ......ociveemieiiii e e 37
B O ] A0 ) B 1AV = [PPSR SPPPR 40
__ Challenges to TVET as a Development Policy Strategy...........coeuvvvveveiiiiinnnnennn. 43
___Innovations in Education through TVET ..o 44
_Sustainability Of TVET PrOgQrams.............oeceeeeruumnaaaaeaaeeaaeaeeeeeeeesnsnnmmnnnneeee 50
__The Future of TVET as a Development POlCY . coeeeeeeeveiiiiiiiiieieiiieeeeeeeiiiiiiis 51
__Roles of Stakeholders in Fostering TVET in CommuBbievelopment .................... 53
_Summary and CONCIUSION ........iiiiieie ettt e e e e e e e e eeeeeeeeenneeeeeeees 56
Chapter 3: Research Method............ooo e 59
T goTo (3 Tox 1 o] o ISR 59
DeSigN Of the STUAY .....uueeieii s 59
The Qualitative FrameWOrK ............uuiiii e e e 60
The Case Study APPrOaCh .......oooiiiiiiiii e e e e eeeeees 61
Other Qualitative Research Approaches Considered...........ccccvvvveviiiiinnnnnnn. 62
Role of the RESEAICNEr .........uiiiiee e 63
(/L] { g Yoo (o] (oo |V PSR PPPPUPPPPRRRN 66
Data ColleCtion PIAN ........ooiiii e 66



Sampling Procedure and Strategy ...........cccceeeeerrrurmniiiieiee e eeeeeeeeeeeeieeevieens 66

SAMPIE SIZE... et e e e e e e e aaarae 67
INSTIUMENTALION ...t e ettt e e e e e e e e e e e e e e e e aeaeas 69
Ethical Procedures and Protection of Participanis...............uvviiiiiiiinieieeeeeeenn. 74
SUMIMABIY <.ttt e e eeeae et e e e e e ee et e e e e e ees st e aeeeeesanaaaaaaeaeessnnnnaaaaaeees 75
Chapter 4: RESUILS ... e+ttt s e e e e e e e e e e e e e e eeeeeaeeeeeeeeessennnes 76
T goTo (3 Tox 1 o] o ISR 76
Chapter 5: Discussion, Conclusions, and Recommemdat...............cccccveeeeeeeeeennnnnnnn. 105
RETEIENCES ... ettt e e e e e ea e e e e e e e e e e e e e e e eeeeeanenees 131
Appendix A: INtErVIEW ProtOCO ...........uuuimm oo 141
Appendix B: INterview QUESTIONS............. e e e e e e e e e e e eeeeeeearbb e 143
DISCUSSION POINES ...ceiiiiiiiiiiiieie ettt e e e e e e e e 146
Appendix D: Consent Form for FOCUS GroUP....ccccoooiiiiiiiiiiiiiiiiiiieee e 147
Appendix E: Consent Form for Interview PartiCipants.............cccceeeeiiiiieeeeeeeeneenn 150
CUITICUIUM VI ... eeeem ettt e e e e e e e e 153



List of Tables

Table 1.Interview PartiCIPAnTS ......... .o ceeemmiiiiiiiae e 68
Table 2.

FOCUS GrOUPAItICIPANTS ...ttt e e e e e e e e e e e e as 68
Table 3.Interview PartiCIPANTS ...........ooceeemeiiiiiiee e 78
Table 4.Focus Group PartiCiPantS.........ooccceeeeiiiiiee e 78
Table 5.Table of Participants and COdES ....cueeeeiiiiiiiiiiiiiiiiie e 79
Table 6.Summary Of FINAINGS.....coooiiii e 86



List of Figures

Figure 1. A model for community policy development of TVET Liberia. ................. 102



Chapter 1: Introduction to the Study

In this study, | sought to understand the rolealrsttakeholders play in
influencing the government’s policy for technicadavocational education and training
(TVET) as a local human and economic developmeategjy in Liberia as a postconflict
African country. | also sought to provide an unttamding of the different considerations
that informed national policies for the provisidrtlee rural community’s skills training
needs. For the purpose of this study, stakeholaééesred to local community people
including students, parents-teachers associatibA),Reducation workers, and
administrative heads, and elders or chiefs whordoemal local community heads.

My country, Liberia, is in a transition from a t&af emergency to a state of
development, having experienced over 13 yearsvifadnflict. According to a
demography and health survey conducted by the iaithestitute of Statistics and Geo-
Information Services (LISGIS), about 64% of thedulan population of 3.47 million
citizens lives below the poverty line, surviving less than one United States dollar per
day. Furthermore, 38% are undernourished, 60% hawaecess to clean drinking water,
over 39% are illiterate, and 85% are unemployedreédily, opportunities for college
education are limited, and even where availabla| dwellers have limited access due to
limited finances (LISGIS, 2007).

Overseeing a country endowed with natural and muresources, the Liberian
Legislature has passed bills devoting over US$Ridhiin capital and mineral

exploration investment with concession companies @&ans to recovery and
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development. The government of Liberia identifiediiision of youth, a major workforce
reservoir, as a critical priority for capacity ling in jumpstarting Liberia's
developmental processes coming out of conflict @oment of Liberia, 2013).
Accordingly, the Ministry of Youth and Sports hasluded TVET amongst several
strategies for youth development as well as a miansproving the livelihood of
community people, especially in the rural commuasiti{Government of Liberia, 2013).
At the policy level, several workshops and semimange been held to analyze the
developmental and social roles of TVET in communéigovery from conflict. Drawing
on the premise that TVET could play important rotethe development of postconflict
African countries, it is critical for governmentspmstconflict countries, as providers of
social services, to understand the premium th&ebktaders, as direct beneficiaries,
attach to TVET in livelihood development. Additidkyait could prove beneficial for
governments of postconflict countries exploring plagential of TVET to have a deeper
appreciation of critical issues impacting succdsEY(ET implementation.

The United Nations Education Scientific and Cwdturganization's Center for
Technical and Vocational Education and Trainin@loagued some of these critical issues
to include structuring TVET for postconflict reconsction, involving local community
people in TVET planning and implementation, assgs$VET institutional needs, and
increasing the effectiveness of TVET to meet l@mahmunities’ needs (Johnson,
Phillips & Maclean, 2007). My study contributestios body of knowledge.

Understanding the various roles of the key stalddrs| including community people and



local educational officers, can have social chamgeomes as it can inform policy
direction for successful TVET programs that wilhtbute to the promotion of the
livelihood and civic participation of community g#e. The current study, therefore,
explored stakeholders’ understanding of the rdiey tan play in promoting TVET for
the socioeconomic development of postconflict, tgyag countries, using Liberia as a
case.
Background of the Study

TVET play important roles in the human capital @ednomic development of a
nation. A trained and competent workforce is caitito the level of productivity of any
economic system, the human development of a nadiwhthe standard of living of its
people (Ayisi, 2001; Teferra & Altbach, 2003). Fram economic and human
development perspective, the Conflict and Educdiesearch Group (CERG) at the
University of Oxford, England, defined TVET as: féarning system in which both soft
and hard skills are developed within a joined-upegrated development and delivery
framework that seeks to improve livelihoods, proenotclusion into the world of work
and that supports community and individual ager{d@ghnson, Phillips, & Maclean,
2007, p. 2).

The relevance of TVET and the advantages it asadmendividuals, especially
the poor, rural dwellers, minorities, and disadaget groups, are well documented in
the literature (Akpan, Antia, Archibomg, & Ahmed)ID; Ayisi, 2001; Canavan &

Doherty, 2007; Compton, Laanan, & Starobin, 201&qi3, 2011; Lamb, 2011; Johnson,



et al., 2007). The adoption of TVET policies hasoabeen linked to sustainable
development for rural communities (Akpan, et al1@). For example, Gadio (2011)
reported that the government of Mali had considénecadoption of TVET as one of
many policy options in addressing different humaaedopment agendas including the
Millennium Development Goals (MDGs) and EducationAll (EFA). The benefits of
TVET human development have also been conceivegtnms of higher financial returns
for those who engage and improve social interacimhconditions for society at large.

The European Center for the Development of Voaalidraining (CEDEFoP)
divided the benefits of TVET into economic and abcategories (CEDEFoP, 2011). In
the economic category, benefits of TVET includedigamic growth, labour-market
outcomes, firms' performance, employees' produgtiemployment opportunities,
earnings, and career development” (CEDEFoP, 2012), pocial benefits range from
crime reduction to social cohesion, inclusion atabiéity, and individual satisfaction and
motivation.

Several regions in the world have reported suce#tbsTVET. In the United
States, for example, where community college stisdesmprise about 60% of all
postsecondary students, higher earnings have heemvwed for students completing
degrees in career and technical education (CTE)ather diploma holders and dropouts
(Compton et al., 2010). Organization for Economaof@eration and Development
(OECD) countries are beginning to adopt policiet thould make TVET a major

instrument for human capital development whileghatsame time, being responsive to
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global ecological and economic development treldallienborn, 2010). In a survey of
Pakistani experience with TVET as a developmerit tamjua (2011) reported that there
exists a positive correlation between skills tnagnand employment, recommending
skills training as a viable investment for the po&lso in Pakistan, technical and
vocational education has been positively linkethtweased productivity, economic
growth, increased employment, and poverty redudtianjua, 2011). The Pakistani
government, through several policy interventioras ised TVET as a tool for social
stabilization mainly in highly militant areas whexemmunity people see themselves as
being marginalized.

The concept of peace-building and social stahiitgritical and has been
highlighted in discussion of TVET in other conflenhd postconflict countries. Maebuta
(2011) reported efforts by the Solomon Islandsrtvile marketable skills to community
people affected by conflicts; enacting the Solorstend’s TVET Policy Framework of
2004. Referencing Johnson, Phillips and Maclea@7 2Maebuta reported that the
Solomon Islands’ policy was informed by reportst tt@nflicts have far-reaching
negative effects on people including high unemplegtrand poverty. Communities so
affected feel marginalized and experience highlegktension and agitations, thereby
having the potential to disrupt the peace. Theegfas a strategy for building peace, the
government of the Solomon Islands instituted progravhere TVET could be used to

create a culture of peace, emphasizing skillsitigirsocial stability and peaceful



coexistence; consistent with the social categoffAMET benefits as espoused by
CEDEFoP (2011).

TVET has also been used as a tool for nationadizain Kuwait, a major
objective for engagement in skills training wastfog promotion of the policy coined
Kuwaitisation: The term was coined and operatiaealias a movement to provide skills
so Kuwaitis could take jobs previously occupieddngigners (Bilboe, 2011). Kuwait's
experience with TVET also revolved around the negarovide a transition for high
school graduates who did not meet the requiredegpatht average for matriculation to
college. This category of Kuwaiti youths, accordio@ilboe, had limited to no
possibility of obtaining employment. Therefore, Kaitis approach to skills training was
for employment purposes.

In a series of studies, UNESCO linked TVET asrestrument to local
empowerment, poverty reduction, sustainable devedoy, livelihood, and civic
participation in postconflict African countries [wson et al., 2007). Southern Sudan and
Uganda were reported by Johnson et al. as couini@sting TVET policies in the
revitalization of war-ravished communities.

Johnson et al.(2007) also reported Liberia assé&cpaflict nation, which has
acknowledged the role TVET can play in the develephof ordinary people. Practical
steps undertaken by the government including latisis establishing several

community colleges are consistent with the phildsopf Liberian education, which
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amongst its many missions, as proclaimed by Pres\@liam V. S. Tubman in a major
policy speech on the development of educationedtat

Deep within the democratic heritage of the Libemation is embedded our

commitment to education and the necessity of ma&ingschool the chief and

most effective instrument of our political and sdaénstitution, in order that the
democratic ideal may not only be meaningful inphesent, but that it will
become the spearhead of economic, social, mordispintual reforms in the

lives of succeeding generations (Government of ri#h)d 965).

Since the end of the civil conflict, progress hasrtbmade in the primary and
higher education sectors of education in Liberize implementation of the free and
compulsory primary education, revitalization ofstig high schools and construction of
new schools, curriculum review, consistent witle tiew education law of Liberia (2011)
are major advancements Liberia has made (Governofi¢ieria, 2009, 2010, 2011).
Development of TVET, however, is proceeding onlgdyrally. The slow pace of the
development of the TVET sector and the difficula¢seform are due to the destruction
of basic social and economic structures and irfiragires brought about by over 13
years of civil conflict. For instance, some of Lilaés TVET structures destroyed
include: Clay Basic Crafts Training Center in Bdd@unty, the Liberia Opportunity
Industrial Center (LOIC) in Monrovia, the Agricutal and Industrial Training Bureau
(AITB) in Monrovia, the Booker Washington Agriculd and Industrial Institute (BWI)

in Margibi County, and three primary and secondaagher training centers.
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Against this background, Liberia began rebuildieg éducational infrastructure
as she transitioned from war to peace and thenaawent. Since the end of the civil
conflict, the government has identified TVET asriafity area in youth development and
poverty alleviation with special focus on rural coomities. Preliminary tangible steps,
including the creation of the necessary legal fraorés to govern the sector, were being
taken in furtherance of this priority.

As a critical first step in her TVET reform agentéeria developed and adopted
a working paper titled “Technical and Vocationalidtion and Training Policy
Framework for Liberia” (2009) and a conference repift Liberia through TVET
Reform”(2009). These two documents placed the TY&drm agenda into three basic
categories, namely: current status review, poliaras legislations, and prospects and
implementation. A concept paper on stakeholdenssattative forum on skills training,
under the theme empowering Liberian youths throliBT from the private sector
perspective, has also been developed. This copegetr also highlights the reform
objectives of TVET and associated challenges inempnting it. Other documents being
developed by the ministries of Education and Yant Sports but still in draft forms,
include (a) an assessment report of TVET institgim selected counties (Bomi,
Gbarpolu, Grand Cape Mount, and Montserrado); erhnical vocational education
training sector operational plan; and (c) the matid VET policy of Liberia.

In line with recommendations contained in UNESCfial report of the Third

International Congress on TVET in Shanghai, Chiviay( 14-16, 2012), the policy
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documents on TVET implementation in Liberia ideetifcritical roles to be played by
stakeholders, including policy makers, curriculuxperts, teachers, parents, learners,
higher education institutions, and employers. Téport also recommended an integrated
regional approach to skills development througheeixppainers’ exchange and experience
sharing. If the broad-based consultation and cotatiion as recommended by UNESCO
is to be implemented, it is expected that the reta TVET sector will reflect the
changing demands of the workplace and the neetlte &ociety, foremost of which is the
economic development of rural community people. papers, however, fell short of
maximizing the roles of stakeholders such as stisdmmd families who are the direct
beneficiaries of TVET as poverty alleviation progisa

Review of the literature on TVET implementationealed little information on
the roles local community stakeholders, includinglents, PTA, education workers,
administrative heads, and elders or chiefs, canipléhese endeavors, especially in
influencing national policy on TVET as a human asdnomic developmental strategy in
local communities coming out of conflict. Inste#tae focus of available literature on
TVET issues and concerns encompassed the relevatioe policy, shifting paradigms
of education to meet global and national changels;ypand implementation
compatibility, equity, social justice, financinguitiple delivery modes, and quality

assurance frameworks (Akpan et al., Z0C&DEFoP, 2011; Gire011;Johnson et al.,

2007). While the implementation of these and oftiections were placed mainly on

governing authorities and collaborating internagiigmartners, there seemed to be little
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reference to local community people who are theatlibeneficiaries of TVET programs.
There are scanty indications in the literature dratacommunity people could do to
benefit from TVET policies and take ownership o firogram. The purpose of this
study, therefore, was to derive understanding aitidcal community stakeholders and
local educational administrators perceived thdes@nd potential resourcefulness to be
in prioritizing TVET as a national strategy to fesstocal community human and
economic development in postconflict developingidsn nations, with emphasis on
Liberia.

Problem Statement

Living conditions in countries coming out of cigibnflicts are characterized by
fear, hunger, starvation, displacement, reducee@morent capacity, destruction of
infrastructure, brain drain, and a general redwstaddard of living. As governments
embark on a transition from postconflict to devehgmt and stability, several critical
problems and challenges emerge. Cardinal amonchiéiienges is capacity building of
citizens to rebuild their social and economic llfmavailability of adequate financial
resources also poses critical challenges givemtligple needs in postconflict situations.
Major conflict-resolving partners across the waieth as the African Union and United
Nations as well as other researchers have proghegqulrsuit of TVET by postconflict
countries as a human capital development toolni@roved employability opportunities
and livelihood improvement. Benefits of pursuingBVfor development and poverty

mitigation are also reported in the literature @yR001; Bilboe, 2011; CEDEFoP, 2011,
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Janjua, 2011; Teferra & Altbach, 2003). In additiorivelihood improvement,
Townsend and Delves (2009) proposed that techar@ghlocational education and
training could be employed to accommodate persagsating from urban to rural
communities.

Although these studies recognized the importand&/@&T in livelihood
development and the efforts of national governmantstheir international educational
partners in establishing and operating TVET instis, they have not identified tangible
roles community people can play in advancing TVETheir localities. In fact,
UNESCO alluded to several gaps in TVET implemeatgtrequiring further research.
These include structuring TVET for postconflict@astruction, assessment of TVET
needs, effectiveness of TVET to local communitgeds, and community involvement
in TVET implementation (Johnson et al., 2007). T8tigdy, therefore, sought to
contribute to this debate and to contribute totexgditerature in providing information
on why and how stakeholders think TVET could bedfieral to their human capital
development. Such information could be useful foriming policy makers advocating
TVET in postconflict recovery issues. More speadilig, this study explored the roles
stakeholders could play in informing and attractimg government’s priority of TVET to
their local community for local community sustenamnd economic development.

Purpose of the Study
The purpose of the study was to understand theeetises of rural community

stakeholders on the roles they may be able toiplayluencing the government’s policy
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priority for TVET as a possible local human andremnic development strategy in
Liberia. The central phenomenon of the study wasxfdore the understanding of
stakeholders on the importance of TVET to theimeeoic development that might guide
them in advocating for and contributing to the psan of skills training facilities in
their community. The qualitative method of inquirsing a descriptive case study design
(Creswell, 2007) guided the study.

Research Questions

The study explored three research questions:

RQ1: What do stakeholders perceive regarding tlatioaship of technical and
vocational education and training (TVET) developireamd the best interests of the
community population?

RQ2: What roles can stakeholders play in attracshgping, and implementing
government policies for TVET in their community?

RQ3: What do stakeholders perceive is the natuwldenel of government
support for local training needs?

Conceptual Framework

The role of the conceptual framework of a studipistegrate related concepts,
theories, and findings derived from previous stadie a particular topic to form the
basis for understanding similar concepts in curstétdies (Rocco & Plakhonik, 2009).
The conceptual framework used to guide this study laased on propositions from four

theories: human capital theory (Becker, 1993; Seh@B61), sociological contradictory
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theory (Brint, 2003), as well as Maslow’s (1987l aterzberg’s (1959) concepts of
human achievement, success, and satisfactionsidened these theories in light of their
value in understanding the African Union and UNES@licies on postconflict
reconstruction through TVET. | wove the theoried aoncepts into one overarching
framework that clarified theoretical perspectivestioe roles of local community
stakeholders in addressing poverty reduction thiakijls training, improving the
capacity of vocational and technical institutionslisadvantaged and neglected parts of
Liberia, and raising local community people’s seofself-respect and self-worth
through employment and other income-earning a@witThis conceptual framework
also guided collection of data as well as analgbibe study’s outcomes and assertions
in the literature.

Becker (1964) proposed a human capital theorygbsited society and
individuals derive benefits from investing in edtica and training and that the more
educated the workforce, the more successful th&everand the stronger the economies.
Becker further posited that the social and econaetiorns of individuals are directly
proportional to their level of education and tramiBecker’s prepositions were relevant
and applicable to this study in that skills-tragptends to improve learners’ chances for
employment, thereby contributing to their abilibydater to their welfare. In addition to
benefits to the individuals, skill training alsontobutes to the human resource
development of a nation and positively impactedsnomic development (Becker,

1964).
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Bouchard (1998) summarized Schultz’'s human cathitadry into seven
assumptions (pp. 3-6):
e human capital is an investment for the future;
e more training leads to better work skills;
e educational institutions play a central role in tlevelopment of human capital;
e employees need to improve their skills;
e training enhances employability;
e training can compensate for skill shortage; and
e employment and unemployment are economic concepts.
Schultz (1961) argued that the current observeel lefvdevelopment of Western nations
was directly related in their policy of “deliberatevestment” (p. 1) in human capital.
There have been some criticisms of the humanalapgory to the effect that
building human capital does not necessarily leadirect benefit to the learner. Grubb
and Lazerson (2004) described the “naive humanatapiea in reference to the concept
that education always leads to success in all wistances (Grubb & Lazerson, 2004, p.
164). Reconciling these two perspectives on the aod benefits of education, within the
context of technical and vocational education aanhing, this study drew on the
sociological contradiction theory (Brint, 2003).thre sociological contradiction theory,
Brint (2003) acknowledged Grubb and Lazerson’s gt that not all education leads
to learners’ success; neither does education gtesrdetter or higher earnings. Brint

(2003), however, confirmed the role of communititeasges in human capital
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development through skills training and recommentiedstrengthening of community
colleges in meeting this goal.

Nature of the Study

The method of inquiry for this study was the quaive method using a
descriptive case study approach (Creswell, 200#rita, 2008; Yin, 2013). | selected
the qualitative approach because qualitative rebeanlike quantitative, follows a
tradition which seeks understanding of phenomeatdbcur in particular settings, how
people are affected by said phenomena, how andoebple respond the way they do,
and how both the phenomena and their responséasc{oof) shape their future behavior
(Sherman & Web, 1988; Yin, 2013). Even though thalitative tradition leaves little
room for generalization of findings, it allows dégd investigation into the phenomenon.
Using the case study approach, | endeavored torstaael the roles local community
stakeholders played in attracting, shaping, andampnting government policies for
TVET in their community; community people’s perdeps of how and why government
policy makers select projects in the region; anthimwinity stakeholders’ perception of
the nature and level of government support forrtlegial training needs.

The case study method was suitable for the stedguse it involved a detailed
description of TVET activities and opportunitiestbé local community, as the case, in a
bounded system over time, as explained by Yin (203 case study method entailed

collection of rich data, specifically drawn fronakéholders’ experiences. By using the
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case study approach, | derived deeper understanfistgkeholders’ stance on TVET,
including their roles and possible contributionmplementation at their local level.

| purposefully selected participants for the stérdyn stakeholders in one rural
community in Liberia. They included students, PEAucation workers, and
administrative heads, and elders or chiefs whaordoemal local community heads, and
international educational partners to the local camity (identified through key
informants). Criteria for selection were based artipipants’ potential or actual
involvement, as key stakeholders, with technical aocational education and training.
Data for the study were collected from multiple ®@&s including interviews, focus
groups, documents, and observations. In Chaptdneje provided a detailed analysis of
participants, criteria for selection, and data gsialprocedures.

Definitions

Capacity building: In the context of this study, capacity buildimyolves a wide
range of activities including training, equippirand facilitating of individuals,
organizations, and institutions in community sefsimo enhance their ability to plan and
implement programs for the betterment of themsedwesthe community (Article 13,
2014).

Community/civic participation: The World Business Council on Sustainable
Development defined community participation asghecess of involving community

members in decision-making about issues that afffieen, including service planning,
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policy development, setting priorities, and addregsgjuality issues in governance and
the delivery of services (Article 13, 2014).

Peace building: In the context of the United Nations framewor&ape building
involves “a range of measures targeted to redueesk of lapsing or relapsing into
conflict by strengthening national capacities atealels for conflict management and to
lay the foundation for sustainable peace and dewvedmt” (United Nations Peace
Building Fund, 2009).

Postconflict countries. For the purpose of the study, | have adoptedtihdimi’s
Report 2000 definition which defined postconflicuatries as countries emerging from
conflict situations where open warfare has comantend but situations remain tense
with the possibility of relapse thereby requiritg testablishment of sustainable
institutions capable of ensuring long-term peaat sacurity. (“Defining conflict/post
conflict.” 2011).

Postconflict reconstruction and development: The AU defined postconflict
reconstruction and development as involving “a caghpnsive set of measures that seek
to address the needs of countries emerging frofflichimcluding the needs of affected
populations, prevent escalation of disputes, aw@@pse into violence, address the root
causes of conflict, and consolidate peace” (Canfffianagement Division, Peace and
Security Department, Commission of the African Uni2006).

Poverty: Poverty can be perceived from many perspectivies st may border on

moral and subjective questions, mainly referringri@cceptable hardships. In this study,
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| used the Copenhagen Declaration’s definitionafguty: a condition characterized by
severe deprivation of basic human needs, inclufiiod, safe drinking water, sanitation
facilities, health, shelter, education and informat It depends not only on income but
also on access to social services (Article 13, 2014

Social cohesion: The capacity to live together in harmony withease of mutual
commitment among citizens of different social cor@amic circumstances.

Socioeconomic development: In line with the AU vision, the 2004—-2007 Strateg
Framework of the African Union Commission, the NEPfamework document of
2001, and the Millennium Declaration (2000), soca®mic development is a
“multidimensional process that contributes to inya living conditions, improved
ability to meet basic needs (such as health, esuand food), the reduction of poverty
and inequality, and enhanced capacity of humangsdmrealize their
potentials”(Conflict Management Division, Peace &saturity Department, Commission
of the African Union, 2006. p. 5).

Sakeholders: In the context of this study, stakeholders rébgneople who affect
and are affected by the community, institutiongovernment. Depending on the
situation, they may include people both inside wismle the establishment so long their
actions and interests are mutually linked. Staka#drsl are people who are concerned
with the progress and wellbeing of the establishraed thus see their interest

intertwined with the community’s state of being.
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Sustainable development: The World Commission on Environment and
Development’s definition of sustainable developmsras a concept in human
development where humans’ present day needs areitheut negatively impacting the
ability of future generations to meet their ownaeeDevelopment is said to be
sustainable if equilibrium is maintained betweemhuns’ quests to improve their
livelihood and preserving the ecosystem that piteset future generations rely on
(United Nations Environmental Program, 2009b).

Assumptions

| conducted the study based on three assumptnss,. because they came from
conflict that destroyed their means of livelihoaakal community people desired skill
training to increase employability opportunitiesljeve poverty, and improve their
standard of living. The second was that commurtéiesholders were willing to
collaborate with local and national authoritiegahieving skills training and livelihood
improvement goals. The third assumption was thdtggaants were willing to respond to
guestions and give their experiences of livingastponflict conditions, their needs for
skills training, their expectation of the governmenproviding TVET to their
community, and possible roles they played.

Scope and Delimitations

Liberia is a postconflict, developing West Africaation covering 43,000 square

miles and having 15 political subdivisions or coest The scope of this study, however,

was restricted to one case, the Grand Bassa Comn@liege. The case site, Grand
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Bassa County, is basically rural in terms of ledatievelopment and infrastructure. It has
normal administrative governance structures heagetle county superintendent who is
appointed by the president. Under a quasi-federahgement, the superintendent
oversees all aspects of the county including sggurealthcare delivery, and education.
Citizens and residents of Grand Bassa County aiedily poor and unemployed and
live on subsistence farming. There is very higle dtilliteracy, reaching about 45%.
Healthcare is inadequate with the county having onke government hospital. There is
only one government high school expected to catére approximately 4,000 potential
high school applicants (LISGIS, 2007).

The study was also bounded in terms of the isthatsvere explored in the study.
TVET issues in Liberia are numerous and far-reaghlimey range from limited number
of institutions to meet the needs of local peofeyoor infrastructure, inadequate
facilities, inadequate TVET trainers, lack of funglj perceived low perception,
inequitable patrticipation, gender stereotyping, statkeholders’ participation. The study,
however, was limited to the role community stakdka played in the establishment and
management of TVET in their local rural communltframed the research questions
specifically to address those issues. Participagte restricted to local community
people who were or had been directly involved witlucation—the PTA, for example.

Limitations
A major limitation of the study could have been supjective biases based on my

working knowledge of TVET and my political stanceraember of the opposition party,
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my experience as a former instructor of the Bodaashington Agricultural and
Industrial Institute (a TVET institution in anothesunty), and my role as a current
member of the national legislature. Knowledge gawaile serving in these roles could
have served as sources of bias and subjectivitpia interpretation, thus questioning the
validity of the findings. Those possible threatvatidity were, however, mitigated
through member checking and my continuous, consaeareness that those threats
existed and needed to be minimized. Converselygliewy my current role as a legislator
provided me a unique opportunity to gain easy actestakeholders, which outsiders
may have found difficult. This study could have\ed difficult if conducted by persons
lacking cultural understanding and experiencesefpostconflict situations of Liberia. It
could, however, be replicated in other culturalisgs.

A second limitation of the study was associatedhwhe challenges of using the
case study method. Case studies involve prolongtidngagement by researcher, it is
costly, and it is susceptible to the researchads im data collection and analysis
(Merriam, 2008). In order to minimize those possithireats, | structured my field work
to take the minimum time possible. | travelledte tase site and collected most of my
data before returning to my home base. This wag do3 days. My decision to use only
one site for study also increased the validityhef findings about that site but decreased
the generalization of the findings to other seinQualitative studies in general share

this limitation, but the usefulness of the caselgtio readers is increased by the
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descriptive data and the proposals for social chatigitegies in the study setting (Yin,
2013).

Significance of the Study

Education is a service-based profession whereqagsi being of service by
educating students is perceived to be the parammativating factor for career selection
over pecuniary benefits. The human capital thetsy posits that education should serve
the common good of the individual and the sociEtgm the context of individuals
driving the development of a nation, human achiea@ncan be translated to societal
achievement.

As one of several strategies to recovery and devedmt, Liberia has identified
TVET as a strategy of recovery one of the meargewélopment of the livelihood of
local community people. While this study focusedliosrole of community people and
other stakeholders in TVET implementation in a raanmunity in Liberia, it had a
broader implication on the educational policy dii@t of the country on the one hand,
and a broader significance on raising the standfligiing of rural people. Beyond
Liberia, lessons learned from this study could $eful to other African countries
transitioning from conflict to recovery and devaiognt.

By critically analyzing the current status of TVHTLiberia and the roles of the
various stakeholders, especially rural communitypbe, governments may consider this
study’s outcomes in formulating possible TVET piggcthat could drive human and

social development of its people. | anticipated tha study’s outcomes will provide vital
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data on the rationale for engaging in TVET as atsgry for human capital development,
poverty alleviation, and social participation inspmonflict, developing nations.

Summary

Chapter 1 focused on the general background astifigation as well as the
research tradition and scope of the study. Manycpadict African countries are
challenged with the negative impacts of conflietisging from death and injury to
starvation, disease, displacement, breakdown o€ lsasial services, and the feeling of
incapacitation. At the professional developmenelemiddle-level technicians are in
short supply due to destruction of training fa@bt inadequate trainers, inadequate
funding and other major challenges faced by theaaly limited technical education, and
tertiary institutions in the process of rehabilt@atand reform. Daily sustenance remains
a major concern for rural community people. In heigg these crises as components of
postconflict reconstruction, nations adopt différetnategies including the use of TVET
as a tool for poverty alleviation and sustainalelihood. Liberia, as a postconflict
developing nation, has recognized the importanCBVMET as a strategy in its
postconflict reconstruction. The implementatiorsoth TVET strategy depends on the
total and collective inclusion and active partitipa of all stakeholders, including
community people who are the major beneficiariesd&nce across the literature is
limited on the roles community people could playv@ble TVET program in their
areas. In the wake of such limited precedentscpotiakers continue to analyze and

devise programs and approaches that would have dmateeand long-term effects on
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national development which might have been betitlr active community participation.
The successful conduct of this study has provideléarer picture of the current status of
TVET in the country, particularly in one county,datine roles of the stakeholders, as well
as provided important data that could inform thecadion policy direction of the nation,
especially those coming out of conflict.

In Chapter 2, the literature section of this studyriefly review the historical
highlights of TVET concepts and its benefits frootlbthe human development and
economic development perspectives. In the liteeateview, | also discuss the benefits
and disadvantages of TVET and the rationale fosyiag it as a policy for
reconstruction. | provide a detailed literaturelgsia of the major principles related to
the concept of applying TVET as a tool for posttichfeconstruction in terms of
employability, youth empowerment, rural communigtinable development, peace
building, civic participation, and social stabilitiyalso review literature on the negative
impacts of conflicts as well as the policy effastsational, regional, and international

institutions at restoring countries disrupted bgftots using TVET strategies.
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Chapter 2: Literature Review
Introduction

Through this study, | explored rural community pledg education
administrators’, and other stakeholders’ perspestin the contributions local
community people make in influencing the governrsepolicy for TVET as a local
human and economic development strategy in Lilsegia postconflict African country.
The study provided an understanding of the diffecemsiderations that informed
national policy strategies for the provision ofliskiraining for rural community people.

Postconflict African countries and the United a8 system and other
international organizations have identified TVETaastrategy for youth and community
economic empowerment through the provision of ntaiie skills, and they have
invested resources in developing the TVET sectauigjh conferences, workshops, and
research. Research ventures undertaken by UNES@Other researchers have yielded
many results encompassing: the rationale for thET®pproach as an important strategy
to national development including the developmératdministrative and operational
protocols in TVET administration; benefits of TVET individuals and states; roles of
governments as well as local and internationabbaltating organizations; and
partnerships with firms and industries (Aring et 2011; Johnson et al., 2007; Lannert,
Munbodh, & Verma, 1999; McGrath, 2011). Coming frdifferent perspectives, other

researchers have explored the significance ofsskdining programs to the development
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of the individual and nation, challenges inherent YET implementation, and
innovation and prospects for postconflict countries

Despite the many studies on TVET, which have heelpgrove the sector, the
role that community people could play in activetfluencing the establishment,
operation, and sustaining of TVET programs andifeed in their communities in
postconflict situations has been underexplored.

In this chapter, | consider several issues ifiteeture on TVET policies and
implementation. | began with a review of the contaapframework, followed by a
historical overview of TVET with emphasis on Afriddy analysis included the benefits
of TVET as a human capital development tool tovrtlials and nations, perceptual
challenges negatively impacting the TVET sectaticad financial and infrastructure
challenges in TVET implementation, and innovationaddressing these challenges.

Literature Search Strategy

| accessed all literature relevant to technical aocational education and training
and human capital development using libraries @atich engines. Specifically, |
searched Google and EBSCO (ERIC, Academic Searnip(@te, ProQuest Central,
Socindex, Education Research Complete, and Res8&aders-Education) in multiple
databases to identify most recent literature on TVihin the postconflict context. |
used Google Scholar extensively when | found EB$®i@tabases to be limited in TVET
literature on postconflict countries and to hattéelior no publications by the United

Nations or other international organizations. Seaecms used includetVET, technical
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education, vocational education, career education, human capital, postconflict, Africa,
Liberia, andsustainable development. Seminal studies older than my initial threshdi® o
years were very useful to the study as they hetpedeptualize the relationship between
TVET and human capital development.

Conceptual Framework Regarding Human Capital Develpment

The creation of human capital is thought to beoai to the growth and
development of a nation. This is more so in podtmtrdeveloping countries where
infrastructures are destroyed and funding and figélinstructors are in short supply. In
his human capital theory, Becker (1964) proposatighciety and individuals derive
benefits from investing in education and trainimgl #hat the more educated the
workforce, the stronger the economies. Succedssrventure of human capital
development therefore would largely require smenddted policies and strategies that
bear medium to long-term returns.

Schultz (1961) and Nelson and Phelps (1966) cdnaéped human capital
development as firms’ and nations’ capacities tapado changing technological
demands of the global economics. In his work on &ucepital development, Schultz
(1961) contended that people need to engage iis sldining and continuously improve
on acquired skills to increase employment oppotiesmiand attract higher earnings.

Schultz (1961) argued that skills training is a@ndactor responsible for the
level of development observed in Western natiomdike Schultz, Nelson and Phelps’

(1966) argument did not necessarily identify thedfiés individuals accrue from human
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capital development. They, however, asserted thanvemployees’ skills are
continuously upgraded by firms, through trainirgrieet demands of changing
technological advances, these firms are highhhike succeed. Becker (1964), however,
was more forthright on the rationale for engagm@piiman capital development and its
benefits to the individual, society, and firm. Li8ehultz, Becker argued that an increase
in human capital increases the level of produgtigitthe individual worker, thereby
attracting growth for the firm and higher earnifigisthe worker.

Even though these theorists viewed human capatadldpment from different
perspectives, their propositions aligned with tnr funderlining assertions of the human
capital theory (Becker, 1964; Nelson & Phelps, 1% 6hultz, 1961) on which this study
was grounded:

e the first is that the reason individuals inveseducation is to increase their
capacity to earn better wages;

e the second assertion of the human capital thedhaisan upward change in
education increased both individuals’ and firmsgusctivity, thereby rewarding
individuals with higher wages;

e the third suggests that education is an investitattgenerates a positive rate of
return; and

e the fourth assertion suggests that education matyibate to democratic

practices by reducing inequalities and promotingcatohesion.
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Within the context of this study, the four assers outlined provide the rationale
for the use of TVET as a vehicle for youth and adabnomic empowerment in areas
where opportunities are limited and individualsefaballenges pursuing long-term
higher education. Even though other researchers &iggued that not all education leads
to higher earnings (Grubb &Lazerson, 2004), thexditure is replete with experiences in
the TVET sector and TVET’s potential to lead totbeemployment chances with
potentially higher wages.

As indicated earlier, many international nongoveental organizations and
researchers have called for TVET as part of a dgweént strategy given its potential for
contributing to positive social change. Since TV&STan aspect or implementation
strategy for human resource development was theafdhe conceptual framework, the
next sections align positive implications of TVETthvhuman capital development.
TVET and Human Capital Development in PostconflictCountries

TVET seeks to accomplish two overall objectivegdéid to human capital
development. First, it promotes social stabilitg @ohesion; and second, it promotes
sustainable economic and social development (Wadlen 2009). Wallenborn made
these assertions in review of strategies desigmeefdérm vocational education systems
in selected European and Asian countries. Theegfies reviewed included (a) skills
development for poverty reduction (SDPR); (b) Na&ibQualification Frameworks

(NQF); and (c) human resources migration and deveént.
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The European Center for the Development of Voaalidraining (CEDEFoP),
which is the European Union’s reference centevémational education and training,
conducted analyses on the benefits of TVET in sg\European countries to derive a
European perspective. A qualitative study covere&@ropean countries, including the
Czech Republic, Denmark, Germany, Spain, Franaly, I€yprus, Lithuania, Hungary,
the Netherlands, Austria, Poland, Portugal, Rom&l@venia, Finland, Sweden,
Norway, Iceland, and the United Kingdom (CEDEFo®1 D). The study was based on
the analysis of comparative research results atwhsiary data from individual
countries; and covered the period 2005 through 2B®@lings indicated that although
TVET outcomes may vary with countries and regidingenerally had positive effects on
labor-market outcomes, enterprise performancesanidl interactions (CEDEFoP,
2011). The study also predicted that by the ye@028bout 50% of all jobs in European
Union countries will require medium-level qualifteans which can only be achieved
through TVET.

From the social development perspective withingbstconflict development
context, TVET promotes unity through peace-buildicigic participation of all
stakeholders, crime reduction, social cohesionpaateful coexistence of an erstwhile
hostile society, and satisfaction and motivatiomdividuals and communities
(CEDEFoP, 2011; Janjua, 2011). For example, inaaftitative analysis of data gathered
from three data sources (household surveys, comyncemsus, and a qualitative study

on skills and livelihoods), Janjua reported positbutcomes from technical and
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vocational skills development (TVSD) in terms ofgraved employment, poverty
reduction, and social and political stability inkizan.

TVET and Capacity Building for Postconflict Reconstuction

The United Nations Development Program’s (UNDRBjrfework for postconflict
governance capacity development, an initiativengyBureau for Crisis Prevention and
Recovery, identified four key areas of consideratroaddressing capacity building in
postconflict countries. These include (a) physiclabstructure, (b) institutional and
organizational revitalization, (c) psychosocial sseling, and (d) building social
relationships and trusts (UNDP, 2010). The ultin@ateduct of these capacity building
activities of postconflict states, using the TVEIpeoach, is the overall development of
the people including their social and economic begtig.

The African Union proposed that approach to dgualent through capacity
building and skills training must be pursued in émeergency (short-term), transition
(medium-term), and development (long-term) phaskse.scope of these activities
encompasses six indicative elements, namely: sgchtmanitarian/emergency
assistance, political governance and transitiocipggonomic reconstruction and
development, human rights, justice and reconadmtand women and gender (African
Union, 2006)

Human Capital Development and Peace-Building and $wl Cohesion

Peaceful coexistence is critical to the social a@homic development of

postconflict nations. Peacebuilding and social sarehave been suggested as one of the
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dividends of TVET engagement as a nation (Mael#@tad]). Analyzing the root causes
of conflict in the Solomon Islands and possibl@st® mitigate them, Maebuta (2011)
proposed the concept of educating for peace usutgjiTas the conduit. Given the
critical necessity of peace for development of @onaand the role TVET was perceived
to play in resolving postconflict issues like empteent and improved livelihood,
Maebuta recommended that peace building be includ@¥ET curriculum to enhance
postconflict reforms. The United Nations descripedce building as involving a series
of measures including strengthening national add/zidual capacities at conflict
management in order to avoid possible relapse (Eétebary-General’s Policy
Committee, 2007). Social cohesion thrives whenetiepeace as people strive to live in
harmony despite social and economic differences.

In terms of contributing to national and individleapacity building, therefore,
Maebuta (2011) proposed that TVET is a reliablé fmopeace education. The logic is
that providing employable skills to people will rease their chances for income
generation thereby improving their livelihood. Whegople develop confidence in the
political and economic systems in providing oppoities for a more productive
livelihood, it positively impacts their level of yeotism and improves their sense of
national identity and unity (Maebuta, 2011). Maebitierefore contended that TVET
should pursue a pedagogical structure that embtheesulture of peace and should
extend beyond the classroom into the community. T¥Rould go beyond providing

applicable skills and serve as a tool for peackling and social cohesion by
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“‘emphasizing the acquisition of skills, attitudasderstandings, and knowledge relating
to peaceful co-existence in turbulent environme(t&debuta, 2011, p. 158).
Human Capital Development and Civic Participation

A major cause of civic unrest has been the lagkdtision of people in matters
affecting them (Johnson et al., 2007). UNESCO abiddentified civic participation as
an indispensable ingredient in postconflict refar@emmunity participation involves the
process of involving community members in makingisiens about issues that affect
them. Some of the issues include service planmialicy development, setting priorities,
and addressing quality issues in the delivery pfises. Civic participation can be
achieved through and involved many positive actitias can evoke community input
and feedback including developing formal partngrshinviting public comment through
public meetings, forums and documents for consatiatonducting focus groups,
surveys, interviews and workshops; forming commueduncils, advisory and
consultative committees; developing networks ofstwners, careers and community
representatives; and appointing representativesatih and other social services
committees (Article 13, 2014).There is a range aysvto involve the community and
gain community input and feedback, such as: dewadojprmal partnerships; inviting
public comment through public meetings, forums, daduments for consultation;
conducting focus groups, surveys, interviews antkafmps; forming community
councils, advisory and consultative committeesettgping networks of consumers,

careers, and community representatives; and appgirgpresentatives to health and
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other social services. Postconflict countries sthdliis adopt pedagogical approaches to
TVET through curriculum review wherein the importarof inclusion is emphasized as a
necessary ingredient in building and sustainingegproviding the environment for
economic and social development of individuals stiade (Janjua, 2011; Maebuta, 2011;
UNDP, 2010).

Application of the Human Capital Theory

The application of the human capital theory in TV&vers almost every sphere
of life and the career area, encompassing eduedtioredical, business, and technical
and engineering professions (Becker, 1964). Sevesahrchers have reported positive
implications of the human capital theory on theelepment and wellbeing of both the
individual and the state. Many of these studiesjesof which are in the form of labor
force survey reports, looked at the comparativeaathges of apprenticeship education,
vocational education, and level of TVET qualificetj in terms of employability and
earnings (Bishop& Mane, 2005; Meer, 2007). Analgzitata from the U. S. National
Educational Longitudinal Survey of 1988, Bishop afahe (2005) reported positive
effects on income for those who had participatedoicational studies. Using the same
longitudinal survey report, Meer (2005) argued statlents in a technical education
track are likely to benefit from higher earningg that the level of earning may vary with
specific vocations.

Human capital theory has also been applied inrozgay the human resource

management of firms and industries as well asitrgistaffs for specific tasks by
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perceived poor countries (Aharonovitz 2011). Inwedg on the rationale for using local
technology and trainers, Aharonovits proposed aahwtiere trained workers can
supervise and train more workers in firms and itgles. Aharonovitz argued that when
poor countries use local capacities for human nessudevelopment, productivity
increases.

The application of the human capital theory esgBcio the development of
education has several implications for states aadl Ipeople involvement. States have
the responsibility to invest financially in the grams and infrastructures of vocational
institutions if the benefits as proposed by the &nrmapital theory are to be realized.
Such investments lead to expansion of educationukdtion of economic growth, and
overall national development. Community people, ah®the direct beneficiaries of
TVET in the context of this study, have to colladterwith state actors in tangible ways
to justify local TVET investments in the wake ofngpeting demands on state resources.
Unfortunately, investment in education in postcmhthations has been a serious
challenge due to other competing social and dewedopal needs and the lack of clear
policies supported by legislations and lack of adég funds (Johnson et al, 2007). On
the other hand, not to engage in TVET by not inmgsh education also has negative
implications including high youth unemployment, pay, low economic productivity,
poor civic participation and social cohesion, arghltrime rate (Janjua, 2011; Maebuta,
2011; Shah, Fazular, & Rahman, 2011).

Trends in Implementation of TVET in Postconflict Countries
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Research in TVET in conflict areas had mainly beemducted by the United
Nations (specifically UNESCO and the Food and Aglticral Organization of the United
Nations FAO) and other international organizatibkes the International Labor
Organization (ILO), African Union (AU), and Orgaairmon for Economic Cooperation
and Development (OECD). As facilitating and collediong partners, the objectives of
these international organizations in engaging ifeT\in postconflict situations had been
to seek means to stabilize conflict areas througgtgonflict reforms. Consequently,
TVET programs supported by these internationalneasthad been in the form of
projects, pilot programs, case studies, and conéere Research approaches, principally
in the form of surveys, generally focused on inggion into specific country programs
and their current TVET status and activities. Regeeeports had been in the form of
recommendations to organizations commissioningthey. Actions on
recommendations from these reports centered mairdgpacitating the TVET sector of
the referenced country or organization and theipiisg of the transferability and
replication of good practices and success staniggilar postconflict situations.

The strategy researchers adopted in these literegumiews consisted of the
analysis of key concepts derived from country-djieor program-specific studies for
the purpose of identifying common trends and pastéinat promote human capital and
economic development in postconflict countries ttretose to engage in TVET as a tool
for recovery. The rationale was that there seemdx tho common or standardized

approach to data collection in TVET (Hoeckel, 20@hce TVET issues were linked to
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human capital and economic development, data ¢afemethod and methodological
approaches to TVET research were based largelgeonature of the economic, human
capital, or developmental issues being address#dtedevel of destruction and their
inherent challenges in the case of postconflichtiwes (Hoeckel, 2008). Research
objectives were more or less focused on recommgndedmaps for implementation.
According to Hoeckel (2008) and Johnson et al. (20f@search in TVET continued to
be an ongoing activity consistent with changesieglobal economies, advances in
technology, new skills and competency requirementise workplace, and the seemingly
unending cycle of conflicts around the globe.

Beginning with a brief historical overview of TVEThis section of the literature
review cover key concepts in TVET implementatiocluding costs, benefits, challenges,
current status, and emerging innovative trendsM&T application.

Historical Overview of TVET in Africa

Technical and vocational education and training) been found to be an
important tool of preference to address issueson@emic development and provide
medium to long-term solutions of livelihood andatlsocial challenges in postconflict
countries (Dymock & Billet, 2010;Johnson et al.02}). The use of practical skills to
meet human survival needs is as old as humanligetf (Dewey, 1964, Friere, 1972). Its
roots may lie in other continents besides Africa.

The history of TVET in the New World can be tracedolonial times with the

passage of the Old Deluder Satan Act which requictonial masters to teach
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apprentices academic and vocational skills. Byetie of the U.S. civil war, TVET was
extended to African Americans. In 1862, the FirgirMl Act was passed granting land
to states for the educational benefit of all stusleagardless of color or class. With the
advent of the 20th century and the rise of the rfearturing industries, the focus of
TVET in the United States was on meeting labordakills requirements. To date,
improvement in the TVET sector is supported byuh®. Congress through the passage
of several legislations including the VocationauEdtional Act of 1963 (Gordon, 1999;
Gray & Herr, 1998).

Europe also has a long history of vocational etlocalating as far back as the
middle-ages when painting and arts were the tratipgpominence. Technical and
vocational education boomed in the mid-1940s withdadvent of the industrial
revolution. The objective for engaging into TVET ingividual European nations was
basically the same, that is, to create skilled woskor work in the industries. Their
approaches were, however, different and linkedhédr form of economic system. For
example, Great Britain practiced a liberal marketei controlled by firms and
industries, France practiced a more state-regulatadel, while Germany pursued a dual
corporate model (Wollschlager& Reuter-Kumpmann,£00

In Africa, TVET as an educational discipline galnpgominence during the last
5decades. Citing King (1971), McGrath (2011) agsktthat the roots of TVET
intervention in Africa can be traced to colonialianmd the emancipation of slaves in the

United States. According to McGrath (2011), a m&oerunner in vocational education
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as a human development concept was the U. S. gidgnic organization, the Phelps
Stokes Fund, established in the year 1911. PhetgeSperceived that the provision of
industrial skills to Africa was a viable approach feveloping African livelihoods to
remedy the negative effects of apartheid, colosnaliand slavery. Despite the value of
TVET as perceived by early proponents, the advenewly independent nations in
Africa saw a widespread new priority in educatiathva focus was primarily the
expansion of academic education (McGrath, 2011) Asnsequence, the debate on the
rationale for vocational education subsided dutiglate 1950s through the 1960s in
favor of the expansion of academic education.

The debate resurfaced in the late 1990s, leddtiited Nations organizations,
specifically UNESCO and the International Labor &rigation (ILO) (McGrath, 2011).
However, TVET in Africa still failed to take roat ithe educational priorities of African
countries due to the new priorities of internatigrmatners (UNESCO, ILO, and FAQO)
who were the major donors to education. The fodukese major partners was on
providing basic education and access. Programtsasgeh as education for all (EFA),
universal primary education (UPE), and the millemmidevelopment goals (MDGSs)
placed the debate on TVET in abeyance. Even aa$at®90 when the six targets for the
Education for All (EFA) were set at the Jomtien tiregg in which the third target related
to the provision of skills, the assessment repoydars later at the Dakar 2000 meeting
failed to include any data on the third target @i2011). The new focus on primary

education unfortunately had some observed negatigets on secondary and



40
postsecondary education manifested by increasedmtigrfor admission and inadequate
qualify staff to service the high entry.

Additionally, youth unemployment became high arsible as employment
requirements for firms and industries went beyoralenhigh school academic education
(McGrath, 2011). The advent of the new realitiethm global educational outlook, and
its relationship to employment and poverty reductiespecially in African countries in
conflict situations and in transition, created armmEmand for addressing poverty,
disease, and livelihood challenges brought abowubloylict given the relative
ineffectiveness of just a secondary academic egturcatith respect to employability.
UNESCO and ILO took the lead in establishing haiapproaches to education wherein
TVET became a major component for employment alfeesgployment (UNESCO,
2007). UNESCO was concerned with improving educatitomeet both global
technological advances and changing industrial deisalhe ILO, on the other hand,
was concerned with the provision of skills to impFre@mployment opportunities and
livelihood (African Economic Outlook, 2013).

Cost of TVET

TVET is critical in human development when deveh@mt is conceptualized
from the socio-economic context of empowering imtinals, communities, and industries
(Crook, Todd, Combs, Woehr, & Kenchen, 2011); Johret al., 2007; Shah et al.,
2011). However, who should pay for TVET has beamsmered by several researchers

(Crook et al). Government, nongovernmental orgdiuma, industry, and the learner are
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all possible sources of support for new TVET proggand schools. In an analysis of the
status of TVET in Punjab, Pakistan, Shah et abnteg the effectiveness of TVET
curriculum in helping learners gain employment esmbmmended closer collaboration
between TVET institutions and industries; takingpiaccount industry skills
requirements. In a meta-analysis of 66 studiehendlationships between developing
human capital by industries and industries' pertorce, Crook et al reported higher
performance in firms that engaged in staff trainimgpecific skills. They recommended
that firms engage in human capital developmentarove their productivity. The meta-
analysis also found, however, that the cost ohtngi remained a major factor
challenging the provision and pursuit of techneadl vocational education and training
both at the technical institutional and industiealels.

In a study of the cost and benefits of vocati@thlcation and training of OECD
countries, Hoeckel (2008) divided costs of TVEToidirect and indirect costs. Direct
costs included wages for apprentices, salariesdorers, infrastructure, equipment, and
training materials. Indirect costs include governtsibsidies, dropout costs, and
foregone earnings by unskilled workers under agpreship. In terms of actual monetary
cost, Hoeckel reported that the cost of vocatiedaication and training was
substantially higher than academic education aatia@wal training required more
sophisticated laboratories for practical trainiRgr example, in Germany, the dual TVET
system costs an average of EUR 10,800 per peramedr per year compared to EUR

4,500 for academic tertiary education per persaméd per year. In Australia however,



42
Hoekel clarified indirect costs as on-the-job-ress accepting lower wages, and
employee accommodating mistakes and wastages duainghg periods. Also, Hoekel
contended that indirect costs could include emm@sywillingness to pay a higher
production costs due to lower level of experientcganee-workers as well as the cost of
in-house training. In post-conflict African coumtsihowever, although costs seems to fall
within the global range, similar to Australia, theited States, and other countries, given
the universality of technology (Hoekel, 2008) tleéual costs for TVET in post-conflict
situations have not been scientifically determiagd remain an area for further research
as conflict situations vary with countries and cegi (UNESCO, 2007). However, | did
not find any study on the cost of TVET in post-dmtfcountries during the literature
review. Meanwhile, the inability for most natiomsdstablish and adequately support
TVET institutions due to limited finances and laxfkclear policies has greatly
challenged the attainment of the human capital ldpweent objectives of meeting basic
livelihood needs, promoting peace and social caimesind conserving the environment.
Akpan, Antia, Archibomg, and Ahmed's (2010) literat analysis focused on the
relevance of TVET to sustainable development cdlrAfrican communities in Nigeria,
where majority of rural people live below the pdydme and lack access to education.
Yet, the authors concluded that the benefit of gimgpin TVET far outweighs the cost
and barriers as vocational training usually targetgal areas of development and

provides opportunities for employment.
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In the wake of the costs to the different acttvesners, trainees, apprentices,
industries, a critical question, according to Had¢R008), had thus been 'who pays'?
This question is critical in that even though TVHEIplementation has numerous
challenges, not to engage has been found to hang negative implications including
high illiteracy and unemployment rates, and poonaeratic culture (Almendarez, 2010).
Hoeckel proposed a co-financing approach by indiaisl, the state, and employers.
According to Hoeckel, individual contribution to BV costs could be in the form of
tuition and agreeing to accept lower wages whilgobrtraining. The state's contribution
could be through subsidizing training institutiondjile employers' contribution could
take the form of training scholarships, on-the{@bning, and the risks of paying
unskilled workers in anticipation of training themmn the job.

Challenges to TVET as a Development Policy Strategy

Wallenborn (2010) reported that the implementadbmVET as a human capital
development strategy had several challenges. Ava@apment policy strategy,
Wallenborn identified three general constraintsuocessful TVET implementation: (a)
lack of clear, coherent policies; (b) poor quapgrformance with reference to labor
market requirement; and (c) inadequate and inéfiechanagement and training staff.
Orkodashvilli (2008) also reported challenges t&ElTMmplementation at the structural
and infrastructural levels. Orkodashvilli contendledt in implementing TVET as a
developmental policy, certain key issues, whichehidne tendency to negatively impact

possible positive outcomes, must be consideredrkost of these critical issues,
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according to Orkodashvilli, is the perception ofHWVas a low quality, low status route
to vocations for underperforming students. Sominefchallenges to TVET
implementation, also linked to perception problemslude the tendency to create
inequalities due to limited opportunity and acdesacademic and higher education by
the poor, and gender-stereotyping, ascribing pddio/ocations like sewing, cooking,
hairdressing, etc. to females. The perceived iffibty of skills acquired in a particular
vocation not being transferable to other job assgmts in the wake of changing labor
requirements and the inadequate number of qualifeeders are other challenges in the
TVET sector (Orkodashvilli, 2008).

Additionally, Wallenborn (2010) reported the lawfkadequate trained instructors
and administrators to supervise TVET institutioasanajor challenge in developing the
sector. Other challenges to TVET implementatiorude the lack of clear policies,
inadequate access, poor infrastructure and fad|itand inadequate and obsolete
equipment. There are also issues of inadequate ewaflrained staff curriculum and
method of delivery, and the relationship betweerET\and future employers
(Wallenborn, 2010).

Innovations in Education through TVET

In a drive to address livelihood, economic empaomestt, peace building, and
civic participation issues in post-conflict couatsj the World Bank, International Labor
Organization, and UNESCO championed the debatecading for TVET as the primary

approach. At the UNESCO 2012 Seoul Congress, thergkobjectives of TVET were
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set to include (a) education for all; (b) improustinable development; and (c) promote
and strengthen lifelong learning through skilltrag. The Jomtiem Declaration (1990),
and the Brahimi Report (2000) emphasized the inapod of peace building and the
positive role of TVET in the process. These confeeereports, amongst others,
recommended that United Nations member nationgpacate TVET programs into their
education systems for enhanced capacity buildieg¢@, and democracy. As a result, and
in line with their individual developmental objegts, many nations and institutions have
taken new innovative approaches to human capitedldement through TVET. For
example, according to the Rwanda education settdegic plan of 2006-2010, the
Tumba College of Technology (TCT) was establisme20d08 in Rwanda to help address
“critical needs for technical and entrepreneurskifled human resource. TCT's specific
objectives were twofold: (a) to produce techniciaith hand skills and proper work
attitude; and (b) to provide skills that are relev@ industrial and social needs. Ghana's
active policy pursuit of TVET was driven by two rmaaponcerns: (a) the demand of
skills training for the huge number of studentd tiesulted from the education for all
policy of the Jomtiem Declaration of 1990 (King,12) and (b) the concern of
unemployment among Ghanaian youths (Governmenhah&, 2009a). A major step in
this direction was the creation of the Council Technical and Vocational Education and
Training (COTVET), by an Act of the Ghanaian Pament in 2006. COTVET's terms of
reference included formulating national policieSIOfET implementation, and

producing competitive workforce for national dey@itent. Like Ghana, Kenya and
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Tanzania designed programs aimed at reducing potredugh skills training. Despite
the different program structures, a common stratdgperved in the Rwandan, Ghanaian,
and Kenyan programs was the integration of vocatitraining into their secondary
school curriculum (Palmer, Wedgwood, Hayman, K&d;hin, 2007). Skills provided
in these programs covered agriculture, construciwhother middle-level engineering
skills like automotive, electricity, machinery, aodmputer operation.

According to the AU's TVET implementation repoft2012, Liberia, the
Democratic Republic of Congo, and Burundi were usqgllot studies by the African
Union (AU) for accelerated vocational training prags during their respective periods
of recovery from civil conflict. The concept of aterated vocational training was
conceived to bridge the gap created by over-agathgalue to prolonged civil conflicts.
The principle was that if youths were provided aggille skills, they would contribute to
the reconstruction of post-conflict nations. Skilevided in the pilot programs in the
three countries included agriculture, auto repad maintenance, electricity skills, home
economics, welding, tailoring, small business garreurial skills, and information
communication technology (ICT) skills (COMEDAF \WQ12).

Success in UN and AU TVET interventions in postftiot and developing
countries can be gauged using several indicatolsdimg the number of youths trained,
the number of youths employed, and number of salfteyed youths. For example,
Johnson et al. (2007) reported that of the 11,78@rian children and youths

demobilized as combatants, 6,028 benefitted froendcy and skills training programs:
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48% in formal education, while about 50% joinedIskraining and apprenticeship
programs. Acknowledging the success of the pilogpams, the African Union
Commission and the government of India, throughAbelndia cooperation agreement,
have planned to establish 10 TVET centers in tHevitng Africa countries: Burkina
Faso, Gambia, Egypt, Libya, Rwanda, Ethiopia, Bdru@abon, Mozambique, and
Zimbabwe.

Australia's experience with TVET was more pronahafter the Second World
War. Programs such as the Commonwealth Technieahifig Scheme (CTTS) and the
Commonwealth Reconstruction Training Scheme (CRAI&S§ established to produce
qualified skilled Australians in relatively shornods. In furtherance of its human
capital development objectives through TVET, Adgirarganized national initiatives
such as “Skills for the Future in 2006, and WorkéFutures in 2009”, to meet the
challenges of changing skill requirements broudiaud by globalization (Dymock &
Billett, 2010, p. 469).

As an innovative approach to TVET developmentaAsand South Pacific
countries in proximity to Australia linked educatitor sustainability and democratic
practices to adult education and skills traininge3e countries, many in transition from
conflicts, include Indonesia, East Timor, Papua N&winea, Vanuatu, Solomon Islands,
Fiji, Tonga, and Nauru (Lysaght&Kell, 2011). Acdorg to Lysaght and Kell, the policy
of choice of these mostly post-conflict countrieaswhe holistic improvement of adult

education, focusing on the overall educationalmafthrough direct participation of the
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major stakeholders. Again, the principle of thesta approach to adult education, using
a pedagogical design that incorporated educatiohdman capital development, was a
major post-conflict policy targeting over-aged dde&rners and youths who could not
pursue their education due to prolonged conflittss model provided marketable skills
to adult learners and at the same time inculcatdtare of democratic practices critical
for post-conflict national stability and social asion (Lysaght & Kell, 2011).

Innovations in TVET development also involved tneation of relevant enabling
policies and legal framework. Bragg and Russmaf{R2@eported legislation passed by
the United States Congress that facilitated thabishment of collaborative relationships
between community colleges and external stakehatdeirtherance of TVET as a
vehicle for economic empowerment. The legislatimetuded:

e the Workforce Investment Act of 1998, which reqditeneficiary institutions in
the areas of adult education, literacy and vocatieducation to engage in a one-
stop delivery system in order to provide consobdatareer and service related
programs matching potential employees’ skills tgkayers’ needs;

e the Carl D. Perkins Technical Education Improvenitof 2006 requiring
beneficiary institutions to develop and implememtriculum that establishes
career pathways thereby encouraging and facilgagtndents’ transition into
college and entry into career,

e the lllinois Articulation Initiative (IAl) of 1992roposing the improvement of

undergraduate education in lllinois to enable l@@r@mic status and minority
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students to transfer from 2-year to 4-year colleyebto enhance time-to-degree;
and

e the Community College P-16 Accelerated Learning @pmity grant program
which provided for dual-enrollment, high schooleolege transition. Other
programs such as High Schools That Work (HSTW)hTreep, College and

Career Transitions Initiative (CCTI), and Projeeiad the Way (PLTW) were all

innovations in career and technical education refiorthe United States of

America.

These projects worked towards integrating acad@naigrams with vocational training as
a strategy to improve access and at the same louitchn capital.

The French experience with TVET focused on addrgdsgher education
graduate employability, where skills-focused unsiges were created to mitigate
dwindling employment opportunities for specializegher education graduates. The new
innovation with TVET had two objectives: (a) to piae skills specific to particular
sectors based on firms' requirements, and (b)datera partnership with firms to ensure
immediate employment of students upon graduatioret @011) reported several
actions by the French government in this directioduding the creation of new
programs, integration of TVET in higher educatiosograms, training of TVET trainers,
and establishing partnerships between universatelsemployers.

The examples above, though few, cover major agpexaand innovations in

TVET implementation. Even though the strategy foplementation varied based on
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country and programs, the objectives of providikifssfor livelihood improvement,
international economic competitiveness, peace Imgjdcand democracy remained
central.

Sustainability of TVET Programs

Thus far in this study and based on the literatuihave provided arguments on
the role of international organizations and noneggamental organizations in driving the
argument on the rationale for TVET, and funding apdrating TVET initiatives and
programs. The TVET sector however, like many ofitegrams in post-conflict
countries, has had many hurdles and issues inategement. A critical sustainability
challenge, at the country level, has been localifumof ongoing TVET programs when
foreign support to programs ends. Some of the prograssociated with TVET
sustainability, which international collaboratoes/e supported financially, included
maintenance of infrastructure (buildings, tradepsh@tc.), staffing, instructional
materials, funding, and remuneration (Akinyemi &sBay, 2012).

The second issue arising in TVET sustainabilityg wammunity participation. In
a study on the role of adult education in buildamgl sustaining democracy in post-
conflict communities, Lysaght and Kell (2011) prepd a participatory approach
involving local community people at all levels abpect planning and implementation
over direct foreign investment and control with rmaom input from central
governments. Johnson et al. (2007) reported thawoist countries where non-

governmental organizations (NGOs) had interveneftMBET through social change
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projects, there was little community participatiorcontinue the project when funding
seized at the end of the project cycle. This lediadtrators to either begin collection of
school fees or increase in fees thereby leadirgvicious cycle of affordability versus
community benefit. In a UNESCO International Ingdiin for Educational Planning
(IIEP) publication on analyses of three separase ciudy reports on partnership in
developing and implementing TVET programs in Huggtauritius, and India, Lannert
et al. (1999) emphasized the importance of locelgypation. While acknowledging the
role of foreign partners especially in the areéuofling, the studies concluded that local
participation, taking into consideration the cudtidispositions of the communities, was
critical to the sustainability of programs.

A third issue in TVET sustainability was the laafkclear legal and policy
frameworks. Inadequate funding of TVET had beekdihto several factors including
clear policies backed by legislations, and comgeti@mands on resources by other
sectors (Johnson, Phillips& Maclean, 2007). Itrisaal therefore that these challenges
be addressed if post-conflict countries are expkittesustain viable technical and
vocational education institutions and programs.

The Future of TVET as a Development Policy

The challenges negatively impacting the successipllementation of TVET in
post-conflict countries continue to keep the sestore at the conceptual than application
level. Over the past 3 decades, international oxgéions, including the ILO, UNESCO,

FAO, and the AU, had organized many TVET conferemleere concept papers,
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strategy reports, and plans of action had beenatell and adopted. Considering the
general conceptual framework on which these repegte based, and the diverse social,
economic, and political experiences of regions @atbns, a common recommendation
of the reports was that individual states and bolfating organizations domesticate the
protocols in line with their own peculiar experierend circumstance. Recognizing the
different approaches that countries and institwtiparsued based on their national
history and experiences, USAID (2011) report ontlgalevelopment strategies through
TVET proposed that best practices in TVET impleragah in developing and
developed countries have the following basic charatics:

e must have trained, open, and accountable leadership
e must be driven by demands;

e must be opened to all;

e skills learned must be portable and transferable;

e must have room for continuous improvement;

e must involve public-private partnership;

e must be financially sustainable;

e program must be replicable; and

must have measurable social and economic impact.
The process of domestication of these practicéscas agendas had been the
major challenge, especially at the point of polegking through legislations. The

literature revealed that those successful TVET m@amg, enumerated earlier, in the
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United States, Germany, United Kingdom, and otleentries in Asia, Africa, and South
America were based on clear policies supported d&tg Af the Legislature. In Africa,
however, especially in post-conflict countries,wiw countries, including Ghana,
Rwanda, South Africa, Nigeria, have adopted anilagd clear TVET policies and are
making progress at implementation (Johnson e2@07). UNESCO has made several
recommendations on TVET implementation. These UNB$€ommendations which
constituted integral parts of national TVET agengedicies and legislations focused on
additional funding, training of trainers, curricatiureview to reflect current
developmental realities, and collaboration withusities, among others.
Roles of Stakeholders in Fostering TVET in Communit Development

As stated earlier, for the purpose of the stuaynrceptualized stakeholders as
those who were affected by the program or projgminfnunity people), those who were
charged with the management of the program (goventnmcluding education,
personnel), and those who benefited from the prademmunity and country). This
study explored the roles rural community peoplenagr stakeholders played in
attracting and supporting TVET in their communikjae success of such programs
involving community people individual and colleaiwelfare, skill training in this
instance, therefore, depended on their collectifgte and willingness to perform
specific duties and roles.

In the literature that | reviewed however, rolesrgvnot specified in the context of

community participation in economic and social emeonent in post-conflict situations.
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Rather, stakeholders' roles were highlighted ugeeeral educational reform programs
by states through the process of decentralizatoincavic inclusion through community
participation.

From the analysis of the literature, the concégioonmunity participation
seemed to be embedded in education reform throegéndralization. According to
Sharma (2008) and Winkler and Gershberg (2003 rtealization of education in
Africa generally took the form of de-concentratmfrauthorities from central office to
regional offices with the central bureaucracy \aftylintact. Ginsburg, Megahed, and
Elmeski (2010) noted however that for communitytiggration to be successful,
educational reform should go beyond mere de-coraigon of powers to delegation and,
more critically, devolution. According to Ginsbutgegahed, and Elmeski, devolution
would entail complete transfer of power and managerof resources from central
authority to local administrators wherein local adistrators would make decisions
without having to seek approval from central auties.

Winkler and Gershberg (2003) reported many intésnal successes in
educational reform with varying forms of commurngrticipation, which, according to
them, Africa could learn lessons from. They citee tollowing examples:

e Argentina and Chile decentralized the managemeKtti? education to

municipal governments through elected parliameana:i governors, mayors,

and/or city councils. Under the decentralizationesoe, teachers were transferred

from central to municipal payrolls in the case ef@ntina. In both countries
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however, central authorities however retained #sponsibilities for all financial
allocations to municipalities;
e Brazil organized school councils at the local leyiging them oversight of
administrative and quality improvement of local @als. The local councils
comprised of parents, teachers, and studentseloabe of Armenia, members of
schools boards were elected by teachers and pafdmdoard is responsible for
maintenance of school infrastructure. In both Brazd Armenia however, the
central authorities retained financial oversighthase local school bodies; and
e New Zealand has almost completed decentralizafieclwols. Local school
boards, comprised of parents only have been deddheresponsibilities of
teacher recruitment, administrative and instru@iavaluation, and sourcing
funding outside of tuition. Like other instancetedi major financing of local
schools continue to rest with central authorities.
While these reports on educational reform throdetentralization, delegation, and
devolution hold important lessons on local inclmsad community people in local
productive activities, they gravitate more towagdsernment-driven programs as
opposed to community initiatives to support the#Ell needs and livelihoods which was
the general focus of this study.

In a report on the rationale for involving stakkeleoss in TVET implementation in
three countries in Africa, Asia, and Eastern Eurdyamnert et al, in a 1999 UNESCO

publication conceptualized partnership at the sydevel, institutional level, and
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cooperation between the school and potential enepdoy here was little reference to
possible roles of community people either at thenftive or operational stages of the
programs. Stakeholders' involvement in TVET proggarsually took the form of
partnership at the government and management léMadslack of tangible and clear role
of community people might be one of the reasonshiempoor sustainability record of
internationally funded TVET initiatives.

Summary and Conclusion

Post-conflict countries transitioning from conflio development are
predominately preoccupied with restoring lastingqee economic development, and
unity. This chapter began with the analysis oftibman capital theory that grounded the
conceptual framework. The human capital theory tvaa related to the rationale of
engaging in TVET as a tool for providing marketasitéls to individuals for increased
employment potential; promoting civic participatiand social cohesion; and improving
democratic culture and general economic developwiethie individual and country. The
chapter also provided a brief review of some his&bhighlights of TVET and the
rationale that drove its establishment in diffeneaits of the world. Further, the benefits
to individuals, society and countries from the hardavelopment and economic
development perspectives as well as the challengBgET administration were
discussed. These concepts discussed supporteatitheate for the pursuing of TVET as
a human capital development tool. The chapter@ssidered the benefits of TVET in

post-conflict reconstruction in terms of employépjlyouth empowerment, rural
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community sustainable development, peace buildivi; participation, and social
stability. The potentially negative impact post-fimh countries stood to incur for not
engaging in TVET was also discussed. Policy apgresby national, regional, and
international institutions at restoring countriésrdpted by conflicts using TVET
strategies and innovations of individual countaes institution in driving human capital
agenda through TVET were also reviewed. The chatse contained excerpts of the
conceptual framework of the study and how it al@ymath the findings of previous
researchers on the topic.

The literature analysis reviewed research on THEA its relationship to human
capital development concepts of costs, benefiteilag@ment, civic participation, social
cohesion, sustainable development, policies andl&ipns, innovations, and countries,
regional and national collaboration in TVET implarteion. Unfortunately, | did not
find any research was on the role community peoplgd play for viable TVET program
in their areas in post-conflict situations. Effaatssustainability of ongoing programs and
projects in post-conflict countries seemed to lbeagor challenge in the absence of
participation of community people who are the dit@eneficiaries of skill training. The
successful conduct of this study has contributedarnfying the current status of TVET
in Liberia and the roles of the stakeholders incig&community people. The study
provided recommendations from the analyzed datariianform the education policy

direction of other nations, especially those conoagof conflict.
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In chapter 3, | provide a detailed descriptionhaf research design including the
traditional inquiry approach, study population @athple, sample size, type of sampling
methods and criteria for selection, data colleciad management procedures, data
analysis procedures, the role of the researchdrgaality. The chapter concluded with
issues of ethics and protection of participants,data analysis and interpretation plan,

and the tools and procedures used.
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Chapter 3: Research Method
Introduction

The purpose of this qualitative case study wagék sin understanding of the
roles rural community people and education adnratists played in influencing
government policy for TVET in Liberia. In ChapterI3jive a detailed description of the
research design including the qualitative methomh@fiiry selected for the study, the
study population and sample, sample size, typamidting methods, and criteria for
selection. | also describe the different data ctibe and management procedures, data
analysis procedures, the role of the researchsressof quality, and protection of
participants.

Design of the Study

The study explored the following research questions

RQ1: What do stakeholders perceive regarding tlatioaship of technical and
vocational education and training (TVET) developireamd the best interest of the
community population?

RQ2: What roles can stakeholders play in attracshgping, and implementing
government policies for TVET in their community?

RQ3: What do stakeholders perceive is the natuwldenel of government

support for local training needs?
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The study was intended to address gaps on posshkdfits postconflict African
countries could accrue in actively involving comntympeople in building their
economic and social capacities through TVET.

A further rationale for the study was that sucadssfigagement in skills training
may lead to improved livelihood, employability, aactive civic participation, all of
which can contribute to social stabilization ofasfzonflict country. Against this
background, | explored understanding into how alrcommunity influenced TVET
policies in the wake of competing needs in othetas of development and the limited
finances resulting from social conflict. The cehgya@al of the study was to derive
understanding of the perspectives of rural dwelbershe role they played in building
their social and human capital through skills tiragn

The Qualitative Framework

| used the qualitative method of inquiry for thedy. In a qualitative method,
researchers observe and study phenomenon and pedipéér natural settings and
attempt to interpret and ascribe meanings to oeogsas. The qualitative method of
inquiry was best suited to explore the perceptmfrommunity people on their
understanding of their roles in lifting themsel¥esn poverty and hardships in their
postconflict settings through TVET for improved doyability and livelihood. The
qualitative method explores understanding of phesr@arthat occur in their natural

settings, how people are affected by the phenontevaand why people respond the
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way they do, and how both the phenomena and tbgmonses (or lack of) shape their
future behavior (Merriam, 2009).

The Case Study Approach

Creswell (2007) reported five approaches to qualganquiry and analysis,
including narrative, phenomenology, ethnographgugded theory, and the case study. |
selected the case study method because it inviieedetailed exploration of the
community, as the case, in a bounded system awer(Creswell, 2007; Yin, 2013).
Merriam (2009) described the case study as beirtgplaristic, descriptive, and
heuristic. The case study method was particularietimy study in the sense that it
focused on a “particular situation, event, progranphenomenon” (p. 29). It was
descriptive because my analysis of data took tha faf in-depth descriptions of the
community people’s perspectives of the TVET phermaoneunder study. The case study
method being heuristic, it informed strategiesdpplication as well as provided insight
into alternative perspectives on the significancermaging in TVET in lifting the
livelihood of community people. Additionally, thase study approach was best suited
for the study because it entailed collection ofi iiata, drawn from people’s experiences
(Yin, 2013). Using the case study, | analyzed thia dollected to derive answers to the
research questions and, at the same time, exppe®sible alternative interpretations and
meanings for the experiences of community peopiediin postconflict situations in
Liberia and stances they took to improve theirliheods and other social issues

associated with postconflict situations using TVET.
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Other Qualitative Research Approaches Considered

The next best approach | considered for the stualy/tive phenomenological
research approach. Phenomenology involves desgribénexperiences of individuals or
groups of individuals as they observe or live tigtoa phenomenon (Creswell, 2007).
The phenomenological researcher seeks to understamthe world appears to others
and how they, as a group interpret their experign@ed understanding of situations. The
phenomenological approach would have been thui$igastor this study because, in
context, community people, both individually andaasnit, tend to experience similar
phenomena brought about by conflict and may adajsative approaches in
understanding them. However, there were more sté¢tefs in the study than could be
addressed in the scope of the phenomenologicabagiptto research and the context of
the setting was too important to neglect. Caseysteskearch allows attention to the
context, as well as well as the individuals’ livexjeriences.

The other qualitative approaches, including theatae, grounded theory, and
ethnographic approaches, were not found to beldeitar the study because of the focus
of these approaches. The narrative approach iswised the study focuses on the
biography, autobiography, or life history of indivials. Such design is feasible if
individuals are willing to tell their stories or wh there is willingness, and perhaps an
imperative, to report personal experiences in aquéar setting.

The grounded theory approach was also not suitabt@is study. Grounded

theory seeks to generate theory through data tiolleand observation (Glaser and
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Strauss, 1967). The principle is that there israprgent theory that the grounded theory
approach seeks to clarify. The purpose of thisystuals not to generate a theory that
could be generalized, as there were already egisti@ories on human capital
development. Instead, the purpose of the studytavaaderstand what stakeholders
perceived their roles could be in attracting TVE&CTilities to their community. Further,
and based on available research done in otherqraBtt countries, the study explored
how stakeholders in Liberia could to utilize teatatiand vocational skills for their social
and human developmental benefits.

Finally, the ethnographic approach to qualitatiesign was not appropriate given
the stated purpose of the study. Wolcott (1994ponted that in an ethnographic study
the researcher describes and interprets the shackkbarned patterns of values,
behaviors, beliefs, and language of a culture-sgagroup. Unlike the case study,
ethnographic studies focus on groups sharing time ghnic, philosophical, or
geographical location. The focus of ethnographseaech therefore is to explore these
shared patterns, while this study only sought wstdading of a phenomenon of a
specific unit of analysis (Merriam, 2009; Yin, 2013

Role of the Researcher

A major characteristic of qualitative researcthat the researcher is the primary
instrument for data collection and analysis (Crds\2807; Merriam, 2009). The
researcher may play an insider role as a particHadnserver, or an outsider role chiefly

as an observer, or alternate between both durmgdhbrse of the study. The qualitative
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researcher may use observations, interviews, fgaugs, documents, and images to
gather data. The researcher is responsive to sipesitions of the participant and the data
collected, and sensitive to nonverbal situatioas #ne not apparent to the quantitative
researcher. Additionally, the qualitative researdtas a high degree of flexibility and
latitude to respond immediately to adverse fielddibons that might have the propensity
to negatively impact the study (Merriam, 2009; Y2013).

My role in this study encompassed all of the rezaents and expectations of the
gualitative researcher. | physically went into fieéd to collect data. | spent adequate
time in the field interacting with participants.nicoln and Guba (1985) cautioned
gualitative researchers to be conscious of the blegidmight develop between the
researcher and participants and the way it mightence the study. As an insider, |
brought into the study experiences gained as adftahother TVET institution, as well
as possible influence | had as a member of the éloLiRepresentatives. As an outsider,
| had no relationship whatsoever with the case ustlely. The president of the
community college was once a workmate of mine attaer university but our
interaction in this study was purely professiofaffact, the respondent from the college
was someone who was directly in charge of TVEhatimstitution.

| was less of an insider. | limited my participgtoole in the field so as not to
unduly influence the responses of participantsmdutine data collection process. | was
more of an outsider; observing participants’ nobaéfanguage, asking questions,

probing, and analyzing. In order to conduct a gcasgke study, the researcher must be
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knowledgeable in the procedures and techniquessefarch work (Creswell, 2007,
Merriam, 2009; Patton, 2002). | used experiencasegaduring previous work in
education and social work to guide my activitieshe study. | was constantly aware of
Patton’s (2002) and Creswell’'s (2007) caution thatresearcher’s knowledge, which
may be perceived as superior knowledge, coulddmiece of researcher’s bias and
threat to validity. Maxwell (2013) reported two sgie threats to validity: bias and
reactivity. The researcher’s bias is the tendencydsearchers to manipulate data to
conform to their conception, beliefs and assumpgtiointhe phenomenon being
investigated. Reactivity is the researcher’s doerimg influence on the setting and
participants due to prior engagement with the sgtiparticipant, or the phenomenon.
Researcher’s bias and reactivity pose threatsliditya In order to minimize these
possible threats, | approached the study with @mapind. | was mindful not to allow
my insider information as a legislator and fielgperences as an educator and social
worker to influence the collection and interpredatof data. As stated earlier, my role as
a researcher was more of an outsider using qusestiwobes, note-taking, analysis, and
interpretation. From time to time, and when neagsdahifted to the insider role,
engaging in discussion of the issues with the memts, providing prompts, adjusting
research questions where necessary, and readjpstiogdures as and when necessary in

order to further focus the study.
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Methodology

This section contains the kinds of data and dataatmn methods, a description
of the data sources, including a description ofgheticipants who are the key informants
and the sample and type of sampling methods. klades with the data analysis and
interpretation plan and the tools and procedurgsd@yad.
Data Collection Plan

| collected data for the study using intervieves;us group discussion, and
document analysis. | collected data over a sharbgdérom multiple sources. For
continuous comparison of data, | used extensiaagulation of data collection sources.
According to Yin (2013), data triangulation in casedy research provides the latitude
for the researcher to cross-check both data typgsaurces to increase credibility.
Sampling Procedure and Strategy

| used purposeful sampling strategy for this stiubriations of purposeful
sampling used included snowballing, maximum vasigtand convenience sampling
(Merriam, 2009). Using purposeful sampling method three of its variations, | selected
participants who had been engaged in educatioessgenerally, TVET issues
specifically, as well as persons having lived eigrere of the effects of conflict in the
context of striving to improve livelihood througkilts training. | used maximum
variation, convenience, and snowballing in selgcparticipants who demonstrated
different perspectives of the same issue undeygtdtton, 2002).Such heterogeneity of

participants aligned with the case under analysisiging on providers and beneficiaries
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of TVET. Knowledge, engagement, and lived experenere the major criteria for
selection of participants. In addition to knowledgel lived experiences in conflict
situations, other criteria | employed for selectadrparticipants included living in
settings under postconflict circumstances, studenggaduates of TVET institutions
living in or originating from the bounded case, aradional and regional education and
TVET administrators and policy personnel.

Sample Size

A sample of 14 participants for interviews and guoup were responsive from
a targeted sample size of 18.The sample providiidisat information-rich data that
reached data saturation. The purposeful selecfiparticipants, as key stakeholders, was
based on the criteria listed above. Participargided students, PTA, education
workers, administrative heads, and elders or chiis are informal local community
heads. Participants for interview were selectedilsct purposeful sampling while those
for the focus group involved some degree of snolvigal

The heads of the TVET division at the Ministry afU€ation and local TVET
institutions met the criteria for participation ytue of their professional background
and current engagement with TVET and education agdtnation in the country. This
justification for selection was also true for theudity Education Officer. The focus
group comprised mainly PTA members, youth repredimeis, women group

representatives, and elders or chiefs who are cartynpeople directly affected by



postconflict situations and endeavoring to findefethrough TVET. A summary of

proposed participants is specified in Tables 12nd

Table 1

Interview Participants

Category of Participants Proposed # of Participants
1 Heads of the Division of Technical and 1

Vocational Education at the Ministry of

Education
2 Heads of the Division of Technical and 1

Vocational Education at the Ministry of
Youth and Sports

3 Heads of local technical/vocational 1
institutions

4 County Education Officer 1

5 Students/graduates trained in TVET 2

(identified through key informant from
heads of local TVET institutions)
6 International non-governmental 1
organization (INGO) partners (identified
through key informants from MOE)
7 County superintendent 1

Total 8

Table 2

Focus Group Participants

Category of Proposed # of
Participants Participants

1 PTA 4

2 Youths Group 2
Representatives

3 Women Group 2
Representatives

4 Elders/Chiefs 2

Total 10
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Instrumentation

| used self-developed protocols and questiongh®interview and focus group
for the study (see Appendix A and B). These instnts were used to explore
participants’ understanding of the roles local camity stakeholders could play in
attracting, shaping, and implementing governmetities for TVET in their community;
community people’s perceptions of skills traininglahe best interest of the community;
and community stakeholders’ perception of the reatund level of government support
for their local training needs. Aided by continudrangulation, | modified probes and
follow-up questions during the interviews and fogusup discussion to generate
information-rich data.

| took several steps to ensure validity of thelgtinstrument. For example, |
ensured that the interview and focus group questigere based on the setting and lived
experiences of the case and that the interviewtiqgunasfell within the experiences of the
participants. | employed the maximum variationtstyg of purposeful sampling method
to ensure that the different perspectives and tseroeered in the research questions
were included. | shared the interview question$ wassearch instructors and two
professionals in the field of education in the doyrLiberia, in order to build consensus
that the questions reflected the objective of thdysthereby helping to establish validity
of the instrument

Interviews. Most interviews in the study were conducted facéatie and

afforded me the opportunity to observe and captorererbal reactions of the
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participants. In two cases, participants were unabkit face-to-face interviews. The
interviews were scheduled and held by cell phoniés an audio recording application.

Focus group.The focus group consisted of 8 of the 10 partiipaéargeted. The
main objective of the discussion was to determeelével of consensus community
people had on their role in local TVET creation adldhinistration. | explored detailed
in-depth information on issues general to educatiantivities of the community and
skills training specifically. | personally audioeaded the interview sessions and focus
group discussions and transcribed the responses.

Documents | also used document analysis in addition torinésv and focus
group to collect data. | reviewed several publicalailable documents on technical
education, identified relevant themes, and triaatpa these themes with responses from
the interviews and focus group discussion in otdeyain further understanding of the
roles of community people, and policy directiorgozernment in developing the TVET
sector in the country. Other documents which | alsalyzed, including Annual Reports
of government ministries and TVET institutions, yaded clarity on the challenges and
level of success of government in meeting TVET moissind goals.

Data Management and Analysis

In managing and analyzing data, | sought to acheegdibility and transferability
of findings. | used constant comparison as the ndata analysis technique for the study.
By comparing and triangulating data kinds and sesirtidentified emerging themes that

helped me clarified the research questions. | asdyzed publically available documents
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from the ministries of education, youth and spartenmission on higher education, and
few TVET institutions to confirm or disconfirm panpants' responses and enhance
understanding of the history, policy, legislatiomsestments, and programs of TVET in
Liberia.

| used the following sequences recommended byw@ie€2007) in managing
and analyzing all of the data collected: (a) | jaireyl and organized the data using texts
and images; (b) reduced the data into themes anthsemes through coding; (c)
condensed the codes into overarching themes oeptsjand (d) represented the data in
the form of figures, tables, and discussions (Ce#ls®007, p. 148). These steps are
further elaborated below.

The first phase of data management followed imatetli after | collected the
data in the field. | then prepared and organizeditita first with the aid of field notes
and memos created immediately after the interviand,focus group discussions when
the exercise was still fresh in my mind. | concldidiee first phase of data management
and analysis by transcribing participants' respgnse

During the second phase, | reduced the data threoggrging codes under each
of the three research questions. The codes wemeotiganized into themes, labeled, and
placed into files and folders for easy retrievaldoalysis.

In the third phase, | interpreted, described, dadgstfied the codes and condensed

the many themes into overarching themes and coscept
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During all of the three phases of data managenrehtiaalysis, | triangulated
themes generated from document analysis with thémesinterviews and focus group
in order to confirm or disconfirm participants' pesses. The results are presented in
chapter 4 using tables, figures, and texts.
Discrepant Data

Throughout the interview, focus group and docunagatysis, | looked out to
identify discrepant data or negative cases that meaylirectly relate to the assumptions
guiding the study or those that seem to contradefindings or seem to be at variance
with the general trend of the data. Such discrepasgs could also provide insight into
other perspectives of the same research probleinmilght not have been obvious at the
beginning of the study. However, | did not find adgta discrepant enough to have
altered the findings or present an alternative axgtion for responses. There was one
participant however who made reference to failéehapts made by government officials
to establish TVET in the case setting. But thisadwtd little impact on the study
outcomes as the focus was on the roles communaple@layed in establishing the
Grand Bassa Community College.

Issues of Trustworthiness

Quality and trustworthiness are critical ingredseot every research. They render
the results plausible and thus acceptable to relsemmmunity and peers. Threats to
guality and trustworthiness may derive from manyrses including researcher's

subjective and reflective biases, poor samplingd,iaappropriate data collection method
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and instrument. Other threats to quality may aisfase in the form of new unexpected
trends and themes that may emerge and have thententb alter the original course of
the study. Miles and Huberman (1994) observeddbtablishing quality and
trustworthiness of a qualitative study should thee cardinal principles into
consideration: credibility, transferability, depeatdlity, and confirmability. Credibility of
a study speaks to whether the findings are plagisibrepresent the logical outcome
based on the study objectives. Transferabilitypetiag to Lincoln and Guba (1985)
speaks to generalizability of the findings. Cres$\2011) posited that it is difficult to
generalize findings of case study research beaafube atypical nature of cases.
However, findings could be transferable to différemntext if the researcher provides
rich detailed description of the research sitetigpants, and procedure of selecting
participants. Transferability can also be assuiréltei research findings are presented in
rich details to provide readers room for evaluatidapendability of a qualitative
research refers to the consistency of the reseaethods and procedures. These include
the administration of the research instrument umfg across participants, the
management of researcher's bias and behavior aegsbarch site, and the level of
convergence of data from different data sourceslly, confirmability relates to the
objectivity of the researcher; whether the findiagsl conclusions were based on the
process and conditions of the study, rather thamebearcher (Lincoln &Guba, 1985).

| took several steps to address issues of trugtvwass of the study. | used

multiple data collection methods and sources taiensonsistency of findings. | was
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meticulous at selecting participants being cardfat they met the criteria for
participation in the study. | spent adequate peinathe field and collect information-rich
data. | conducted member checking and engagedanmzngulation throughout the data
collection process to verify responses. | repongdindings in detailed narratives and
easily understood tables.

Ethical Procedures and Protection of Participants

During the conduct of the research, | observedglicable ethical standards
relating to the use of humans in research congistiém IRB standards under IRB
approval number 05-30-14-0155183. | made full disate to the participants, in writing,
on the intent, objective, and conduct of the stiadlyoth the interview participants and
the focus group participants (See Appendix G aridrihformed consent forms). From
conversation feedback while soliciting participacwsisent, | ensured that they
understood the contents of the informed consemddhey signed. | assured participants
of their privacy and confidentiality of their panfpation where necessary. | apprised
participants of the form and manner in which thedmllection instrument would be
implemented. Even though | assured participantsthigae could be possible stress
and/or discomfort associated with the study, Irthtlobserve, neither was any hazardous
situation reported to me during the collection afaeq nor did any participant report any

bridge in confidentiality.
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Summary

The qualitative descriptive case study methoahqtiiry was used for the study.
Using several data collection methods includingmview, focus group and document
analysis, | explored the perspectives of commupetyple on how engaging in TVET can
contribute to improved employment opportunities welihood in a post-conflict
situation in Liberia.

Chapter 3 gave a detailed description of the rebadesign followed including
the traditional inquiry approach, study populataomd sample, sample size, type of
sampling methods and criteria for selection, datkection and management procedures,
data analysis procedures, the role of the reseigrahé issues of quality and
trustworthiness. The chapter concluded with theagament of data, data analysis and
interpretation plan, tools and procedures useddte collection and analysis, and issues

of ethics and protection of participants. Findiags presented in chapter 4.
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Chapter 4: Results
Introduction

Chapter 4 contains a restatement of the purpoeedtudy and the research
guestions and a detailed description of activiiedertaken in the conduct of the study.
These details include procedures in the collecana)ysis, and presentation of data. The
chapter also describes the case setting and panis’ demographics. | also discuss the
implementation of trustworthiness standards as enated in Chapter 3 in this chapter.
The chapter concludes with the presentation ofiffigglin line with the research
guestions.

The results are organized by themes developed ¢amtimg of responses to the
interview questions and analysis of documentsllécted data from interviews, focus
group discussion with participants and analysiguddlically available documents
relevant to the study. | analyzed the data withcthrestant comparison method and
triangulated the data based on themes generated.

Purpose of the Study

The purpose of the study was to understand theeetises of rural community
stakeholders on the roles they played in influegp¢ie government’s policy priority for
TVET as a possible local human and economic dewadop strategy in Liberia as a
postconflict developing country. The central pheeaon of the study was the

understanding of stakeholders’ perception on thgomance of TVET to their economic
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development as well as what guided them in advegdtr and contributing to the
provision of a skills training facility in their tal community.

Research Questions

The study was guided by three research questions:

RQ1: What do stakeholders perceive regarding tla¢ioaship of Technical and
Vocational Education and Training (TVET) developmand the best interest of the
community population?

RQ2: What roles can stakeholders play in attracshgping, and implementing
government policies for TVET in their community?

RQ3: What do stakeholders perceive is the natuldearel of government support
for local training needs?

Study Setting and Participants' Demographics

The study generally proceeded as planned witheeéerto participants and
justification for their inclusion in the study. Nsagnificant or adverse situation occurred
that had significant impact on the interpretatibthe results. Participants who responded
with enthusiasm during the interviews and focusigrshowed no significant sign of
withdrawal during data collection.

As indicated in Chapter 3, the 14 study participa@mprised two groups:

individuals whom I interviewed and patrticipantsaifiocus group (see Tables 3 and 4).
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Table 3

Interview Participants

Participants Proposed # of Participants  Actual #
Heads of the Division of Technical and 1 1
Vocational Education at the Ministry of
Education
Heads of the Division of Technical and 1 1

Vocational Education at the Ministry of
Youth and Sports

Heads of local technical/vocational 1 1
institutions

County Education Officer 1 1
Students/graduates trained in TVET 2 2

(identified through key informant from

heads of local TVET institutions)

International non-governmental 1 -
organization (INGO) partners (identified

through key informants from MOE)

County superintendent 1 -
Total 8 6
Table 4

Focus Group Participants

Participants Proposed # of Actual

Participants

PTA 4 2
Youths Group Representatives 2 2
Women Group Representatives 2 2
Elders/Chiefs 2 2

10 8
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As indicated in Chapter 3, study participants destiated the criteria for
inclusion: (a) knowledge of TVET sector in Liber{(a) knowledge of history of GBCC,
and (c) lived experience of educational systemostgopnflict settings. The focus group
participants were community people directly invalweith and affected by postconflict
situations and endeavoring to find relief througfET. They also demonstrated
justification for their inclusion in the study blye depth of information provided during
the interviews and focus group discussion. In otdemsure confidentiality, | substituted

participants’ names with pseudonyms (see Table 5).

Table 5

Table of Participants and Codes

Participants Number Gender Pseudonyms
1 National Government Officials 2 male Boss; Chief
2 Local Government Officials 2 male Peter; Paul
3 Community People 2 male James; John
4 Focus Group 8 3 females Jane; Mary; Martha
5 males Tom; Dick; Harry

Bob; and Bill
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Data Collection

| used three data collection methods for the studgrviews, focus group
discussion, and document retrieval. | conductedthdy on a single case: Grand Bassa
Community College (GBCC). With the aid of prepafedns and an audio recorder, |
collected initial interviews and focus group dat#he case site, Grand Bassa County. |
conducted the first four interviews over a 2-dayiguewith each session averaging 1
hour. Due to the Ebola viral disease (EVD) thagpkd my country during the data
collection period, two of these interviewees, Claiefl Boss, informed me that they were
indisposed for a face-to-face interview. They, hegreconsented to 30 minute telephone
interviews.

| conducted the focus group discussion on the eyl and it lasted about 70
minutes. All were audio recorded. Using preparethf) | took side notes where
necessary for future reminders during analysis.

During the interviews, the heads of MOE and MY Seagrto and subsequently
provided relevant publically available documentsIMET policy and administration in
Liberia. They provided some documents in hard cmy e-mailed others to me. Also, as
a member of the House of Representatives, | alrbadyin my possession publically-
available documents relevant to the study, inclgdiegislation on TVET and annual
reports of MOE and MYS. | triangulated and analyitezbe documents with interview
and focus group data to identify similar emergingnbes.

Documents collected and analyzed included:
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e National TVET Policy of Liberia (February, 2014);
e Capacity Development for TVET Sector in Liberia;
e Brief history of Grand Bassa Community College (GBC
e Records, minutes, reports, and speeches relateB@LC/TVET activities;
e Legislation creating local GBCC,;
e Annual reports of Ministry of Education;
e Annual reports of the Ministry of Youth and Sports;
e National budgetary allocation to the Ministry ofugdtion for TVET (2012-
2014); and
e National budgetary allocation to the Ministry of b and Sports for TVET

(2012-2014).

During the interview and focus group sessioneniinded participants of the
member checking aspect as contained in the infowoadent form and inquired if they
would be willing to peruse the transcriptions dgdithindividual responses and my
interpretation. All of the participants consentetlimgness to peruse the transcripts.
After completion of the interviews and focus groupegan transcribing and organizing
the data.

Member Checking and Member Validation

After the transcription and interpretation of tregal | traveled back to the case

site and engaged participants in member checkiwgslable to meet four of the six

participants interviewed and four of the eight menshof the focus group. Few
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clarifications were made but the participants gaityeagreed with the transcriptions and
interpretations of their responses. As earlierdathd, the copybook in which |
transcribed the responses, and my notes are beptgrkmy combination safe. | will
destroy them after 5 years.

Data Analysis

The data analysis strategy | employed for the statbgwed procedures for
gualitative data analysis as proposed by Cresw@07)and Merriam (2009). Creswell
summarized qualitative data management and anatysishe following four sequences:
(a) preparing and organizing the data; (b) reduthegdata into themes and subthemes
through coding; (c) condensing the codes into aclrag themes or concepts; and (d)
representing the data in the form of figures, tabbe discussions (Creswell, 2007, p.
148). Merriam proposed the constant comparison odedh data analysis to identify
common themes from different data sources andatdiiection methods for the purpose
of consolidating them into fewer overarching thenweslucidate the research questions.
Both Creswell and Merriam emphasized reducing nurabthemes and so | found the
two methods compatible to address the researchigogs

| began the first phase of data analysis at thetarfsdata collection. According
to Merriam (2009), “qualitative research is noiree&r step-by-step process” (p.
151).Data collection and analysis are simultane@masoccur throughout the execution of
the study. As such, during the first stage, whideducting interviews supported by face-

to-face interactions, and document analysis, | bggiing down critical recurring
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responses and trends that | triangulated with |stee interview responses and
subjected them to constant comparison in develoghieges and trends. | also analyzed
documents collected and, using triangulation antstamt comparison, compared
emerging themes in the documents with themes thatged from interview data.

The second and third phases of the analysis pravesised reducing data into
themes through the coding | had begun earlieviereed and analyzed these themes into
overarching results that clarified each of the émesearch questions.

In the results section, | capture the fourth andlfphase of the data analysis
process and discuss the thematic findings organinddr each research question.

Evidence of Trustworthiness

Quality and trustworthiness are critical ingredseot every research project. They
render the results plausible and thus acceptalvkstarch community and peers. They
speak to the general believability of the findimgsl conclusions by readers. The issue of
research quality thus sits at the core of qualastudies. Threats to quality and
trustworthiness may derive from many sources inolyithe researcher's subjective and
reflective biases, poor sampling, and inappropudata collection method and
instruments. In ensuring the trustworthiness aralityuof the study, my major focus was
to ensure that the findings and conclusions wolidph avith the methodology. | therefore
took care in selecting participants and followihg tlata collection plan. | constantly
reminded myself that threats to quality and trustiioess could derive from several

sources including selection of participants, dat&ction methods, data collection tools,
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and researcher's bias, and the actual data colegtocess. | therefore applied four
principles for qualitative research quality andstworthiness: credibility, transferability,
dependability, and confirmability (Lincoln &Guba985). | sought to minimize potential
threats to quality by ensuring that participantserselected based on criteria set; and that
the interview and focus group tools were appliegiststently with each interview.

During the interview process, no significant deraatfrom the participant and
instrumentation plan adversely affected the re$eantcome. In minimizing my bias, |
reminded each participant of the voluntary natdréheir participation and that they
could refrain from responding to any question &y tvished or they could even
withdraw from the study. | did continuous triangida of participants' responses and
document contents, refining the interview questwith each successive interview. |
made the transcriptions almost verbatim; and | nsdie notes on consistent responses to
interview questions from different participants.eEl consistent responses were evidence
of trustworthiness of data sources and instrumemdsind the side notes useful during
coding. | conducted member checking at two levielst, after transcription to ensure
that participants' responses were transcribed atdyr and secondly, at the point of
interpretation to ensure that participants' respsngere understood and interpreted
accurately by me.
Results
| have presented the findings of the study acogrth themes generated from

analysis of the interviews, focus group, and doaushésee Table 5 for summary of
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results). The three questions to which almostfathe participants were most enthusiastic
to respond to related to participants' experieff@ammunity motivation for establishing
the GBCC,; the role community people played in dithimg the Grand Bassa
Community College; and the nature and level of camity and government support to
the community college.

During the interviews and focus group, | recogniaeskquence in participants'
initial responses that deviated from the ordehefresearch questions as planned. After |
gave an introduction of the subject of the interwand focus group and an overview of
the research questions, | observed that particgpaied to discuss issues related to the
guestion | presented second. | therefore adjustedrobes accordingly and reordered
the questions during subsequent interviews.

Findings Related to Research Question 1: Stakeholde Perception Of The
Relationship Of TVET Development and the Best Integst of the Community

Participants' perceived that there was a posiglagionship between TVET
development and the best interest of the commuyaipulation. While the data originally
suggested six themes (see Table 5), | was ablendense those themes into three:

e increasing human capital,
e restoring self-esteem; and
e civic participation and peace-building.
| will develop each of these three themes, drawimghe words of the participants and

the documents.
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Summary of Findings
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Research Data Collection General Themes Summary of Thematic Areas
Questions Focus generated

RQ1 What do Community Improved Employability 1. Increased Human Capital
stakeholders motivation for  Improved Livelihood 2. Restoring Self Esteem
perceive establishing the Break from the cycle of 3. Civic Participation, Social
regarding the GBCC Poverty Cohesion and Peace building
relationship of Restoration of Dignity
TVET Limited Access
development and Affordability
the best interest
of the community
population?

RQ2 What roles can participants' Proactive 1. Leadership
stakeholders play experience of Initiative 2. Advocacy
in attracting, the role Engagement of 3. Ownership
shaping, and community Authorities
implementing people in Collaboration (with local
government establishing the firms and industries)
policies for Grand Bassa  Persistence/Commitmer
(Technical and Community (mass action, continuou:

Vocational College engagement)
Education and Leadership (organized
Training and orderly)

(TVET)) in their Contribution (time,
community? energy, resources)

RQ3 What do the nature and Contribution 1. Community Volunteerism
stakeholders level of Government budget 2. Community/Industries
perceive is the community Partnership Collaboration
nature and level support to the  Advocacy
of government community Volunteerism
support for local college Financial aid
training needs? Job Training

Increasing human capital. The need to increase human capital motivated the

community people to establish a community collegtheir area. Participants were

unanimous in citing the importance of breakingaiiele of poverty by reducing

unemployment and illiteracy as reasons for optorgskills training which they referred

to as 'marketable’. For example, Peter said theg tijective of prioritizing technical
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education was for poverty reduction”. James addatithe community needed the
community college in Grand Bassa County becauseilliteracy rate in our county is
very high. So to have equipped [human resourcethaeght that having a community
college that focused on technical and vocationatation would be a plus”. Participants
also spoke of the high illiteracy rate among tipairents. They attributed poverty to
illiteracy and vowed to combat poverty through Iskdining.

| found participants' concept of the communityl@gé objective to be dual-
tracked: providing skills to students for employapiand providing trained students with
competencies they would develop during the acadeonponent of the program so they
could pursue further education while employed. Retéocal TVET worker at the GBCC
put it like this:

We are doing academic education as well but owripyiis TVE for

employability and continuing education. If you getAA degree from the

community college and want to be employed you arpleyed. If you are

working you can continue your studies. That isnmary focus. We want to

reduce poverty in the land and technical and vonatieducation is the best.

Participants gave other reasons for why they nilaeléight against poverty a
priority, and why they thought skill training wdsetbest approach. John said that
"employment was becoming an impediment for the gopeople because when you
apply for a job, they will ask for special skillachyears of experience”. Paul gave an

example of the importance of a community collegeddy, as a graduate (of the
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community college), | am reliable now...making a gesathary of US$500 (monthly) and
above"

There was general consensus in the focus grotiphinaevelopment of human
capital motivated them to want a community collegtheir area. One of the focus group
members summarized it thus when asked: "how istsiihing important?"

Skill training is very important we need peopletskill training. Other people

want to improve their lives and this can only beed you have learned other

things like electricity and some other skill peopld be able to find little jobs for
themselves. But this can only be done when you Havschool here. Even high

school graduates, if they do skills training they @e able to find little jobs|[sic] .
Another participant added "... the importance oflgkaining is that you know how to do
something (work/self-employed) with your hands ameke money without being
indebted financially".

Restoring self-esteemA second motivation for establishing a communititege
in their area was restoring their self-esteem.i¢tpants felt that local community
members had low self-esteem because they weregpdarould not cater to their
family’s basic survival needs. They spoke of thaitg of the post conflict setting where
parents are unable to cater to their family, tegdmlose respect in the society especially
in a communal setting. This could lead to familgddtddown. | sensed it from the facial
expression and resignation in the voice of ondefelderly participants when he averred

that: "our young adults are married and have te tate of their wives". Several other
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statements alluded to the opportunities offered bycal community college as helping
community members to regain lost dignity as adaitd citizens. One said "The Bassa
people were doing menial jobs...if they (Bassa p@agdenot fit in their class (so-called
elites), they think you are nobody". Another sdd@&$sa has the second largest seaport in
the county and their lives were not being improeedn with all the companies”.

Civic participation and peace building.Increasing their participation in making
decisions on matters affecting them, and contnilguto peace building were other
motives of community people acting to empower thalues through skill training.
Throughout the interview and focus group, partinoigacontextualized their responses
from a post-conflict dimension. They made allusitmgheir parents being deprived of
'the good life' and feared such deprivation beeyeated during their lifetime.
Participants said that their parents were poortaatithe youths would endeavor to
'break the cycle of poverty'. Participants attrgalipoverty, illiteracy, and the class
system as major reasons for the 13-year civil adtrifi the country. Several talked of the
civil war, particularly the way it interfered withe young generation’s development.
James said:

we never had the opportunity to go to school thvemeyears and to fit the need

for experience (required by companies for employinémnd for us to jumpstart

the process, we chose a technical and vocatiosgdution that would train our

young people to empower them to do away with unegmpént.
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Participants believed that they had to be proadtiveatters concerning their wellbeing
and destiny. James explained that the youths "ddddlistically as a group [to] petition
the Legislative Caucus and the county authoriteslve] the major problem young
people were facing (lack of skill training)".

Community people insisted that they should beragdiahe decision-making
process when it came to their skill training ne&tlkile the county authorities argued
that primary education should be the county prgotihie community people countered
that vocational and technical education was mopeggpiate, coming out of war, as it
addressed several post-war issues including emg@oiymapacity building, livelihood
improvement, and sense of belonging and achiever@aingf said that the youths and
community people "fought hard and did all they cotd ensure that it (the Act to
establish the GBCC) passed through the Legisldtliree need to have their voices heard
added impetus to their resolve to be involved icislen-making through their collective
efforts. All of the participants felt that the aehement of their objective, establishing a
community college, had been possible through uiiitey spoke of how they had
insisted on being heard: "...we printed placards wstriptions that the community
college was belated..." was how John put it. Bo$s¢cal government educational officer
remembered: "it was based on this need (for skilhing) that the common people
advocated strongly with the county authority antiamal government for help."
Findings Based On Research Question 2: StakeholdéRole in Attracting, Shaping,

and Implementing Government Policies for TVET in Their Community
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Participants identified several functions whicimgounity stakeholders could
perform in prioritizing TVET in their local commuiin Liberia while recovering from
the war. As outlined in Table 5, these functionkich participants described in different
forms, included:
e being proactive;
e taking initiatives;
e engaging local and national authorities;
e collaborating with firms and industries in the coomity;
e demonstrating persistence and commitment; and
e contributing time, energy, and resources.
| reviewed participants' responses and reducee thestions into the following three
major themes representing roles community peoplgeul in attracting, shaping, and
implementing government policies for TVET in theemmunity:
e leadership;
e advocacy; and
e ownership.
| have developed these themes according to paatits' responses and document
review.
Leadership.All of the participants in the study alluded todesship as a critical
function of community stakeholders in prioritizitigeir welfare especially in postconflict

situations where resources are scarce and theomameeting needs for national
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government's support among communities. Participetceived leadership from the
contexts of organization, unity, assertiveness,@odctiveness. Describing their
experiences from a postconflict perspective, pigditts believed that community people
should be in the forefront of organizing and impéming matters that concerned their
livelihood. Participants believed that if they ptalya proactive role, external stakeholders
would be most likely to assist. Peter recalled thateeting of the Bassa Youth Caucus,
an umbrella body of youth organizations in Grand€aCounty, determined that the idea
of establishing a community college was long overaspecially Bassa being the second
largest county in the country. Peter remembereudthat backdrop, we convened a bigger
meeting and decided to meet as executives toqetitie Legislative Caucus and county
authorities. We the young people decided to enfyageaucus and officials of
government." By convening and organizing themseintsa working group, and
engaging local and national authorities, participdelt that they demonstrated
leadership. In demonstrating leadership, partidgpaaid that they did wide consultations
with relevant stakeholders. The President of Léoegcognized the power of community
people when they assume leadership in shapingdkstmy, as quoted in one of the
documents:

You, the people of Grand Bassa County — the coleaiyership, the educators,
the parents, but especially the youth — dreamedraf demanded, an institution
of your own — one that would, for the first tinfyild the capacity of young

people of this county beyond high school. It shalla dream come true, dear



93
friends... Many of us here know the genesis of thitege; it was established as
the result of the overwhelming cry by the youth§&scand Bassa to their county
leaders, to their legislators, to the adminisbrafior this institution of higher
learning.

Participants perceived that persistence, commitnaer tenacity of purpose were
critical in pursuing leadership roles. In their aggment with local and national
government leaders, participants stated that goat was clear and therefore they were
persistent in their demands. Chief, a national gowent education official, remembered
that every time there was a meeting with the lgoalernment officials and the county
legislative caucus and the community, "the isseepgople always brought up was the
establishment of the Grand Bassa Community Collégéien | asked participants why
there was no technical and vocational educatiaitui®n in their county prior to the
establishment of Grand Bassa Community Collegéiggaaints responded differently.
Peter said "l would attribute it to the war". Paald "probably our people never had the
thought or the youths never had the vision for ihgsitute to be established". Boss
attributed it to the educational priority of theopée and government at the time. Boss
contended that prior to the civil conflict Liberghardly pursued skills training but they
(Liberians) were instead interested in "white aojtdos”. Another reason provided by
Boss was that government's focus was on academaagdn, specifically the Education
for All (EFA) program. One member of the focus gralso said that even though

government had been forthcoming on primary educatiaiGrand Bassa County, the
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community was ignored by government in the earl§Qs9when the community
requested a community college. Another memberefdhus group felt that the ruling
elites deliberately denied the common people disskaining because the people would
become independent and would not remain undertadevto the ruling elites.

Advocacy.Participants believed that another role of the comity in attracting
social services is through advocacy. They saiddtan though it was government's
responsibility to provide services and it was theydf the elected legislators to represent
their views to government, self-advocacy strengtldethe efforts of the legislators and
pointed to government the seriousness of the peBples said that in one of several
meetings with Ellen Johnson Sirleaf, presidentibttia, the president inquired how the
community college would be funded if establishelde Brganizing committee informed
the president that the community had decided trate a portion of the county social
development fund to the project. Boss emphasizaidofised on this decision by the
county, the president accepted the formation ottdmamunity college.

Participants spoke of the different methods usdtieir advocacy for the
community college. They said that they began withstiltations and dialogue. But when
these processes seemed to have failed, they r@someass action including peaceful sit-
ins with placards and a hunger strike. Peter redall

We also met the superintendent and she assuréatushie had communicated

with the caucus and that they were willing to addreur plight. The then

superintendent received the petition and promisatighe will convey
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whatsoever information that was in that petitionhte caucus and then the county
leadership would have taken a step in the problaithe young people were
facing (in pursuing skills training). In the meané nothing was done. So we the
young people decided to engage our caucus, thestdimof Lands, Mines and
Energy, [and] the then Minister of Internal AffaiBut they were very slow [to
act]. In fact, they [the county authorities] wentone meeting and what we heard
was that they had preferred supporting the higlealdnstead of creating the
community college from money given by Mittal Ste@lt we said ‘no’.

Paul, Boss, and Chief also spoke of the many atebythe youths to engage county
authorities constructively on the need to estaldisommunity college but with little
results. The participants felt that if the commumiad to achieve their objective of
having a community, then their advocacy had to talléferent dimension. When asked
what the nature of the engagement was like, ppants described it in many ways
including:

"they were not yielding in the consultation so Wweught to resort to mass action;

the action was peaceful, nobody got hurt";

"every responsible Government should cater to desls of the people if you give them
power but we felt that they [past leadership] wasedoing it so we thought to hold the
bull by the horn and move forward";

"We had to put their feet to fire before she [thpexintendent] consented and said there

would be a community college”.
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Even Chief, a national government educational wori@mmented that "they
[the community people] fought hard and did all tlwewld to ensure that it [The Grand
Bassa Community College Act] passed through theslagre; the young people did not
rest..." When asked why community people thought suaks action was necessary, one
member of the focus group responded thus:

Strike was not necessary; it depends on the gravitg strike was peaceful and

we decided that no one put food in their mouthpne drink water until our

plight was put on the table. It was peaceful; somet we carried placards around

with wordings.

Ownership. In pursuing fulfillment of community skill traininggommunity
people perceived they must demonstrate ownerstagddition to leadership and
advocacy. Participants perceived that community[gdemonstrated ownership in
taking initial steps in identifying and contribugimesources, time, and efforts in the
establishment of the community college. Chief rernerad that the president of the
country challenged the community people’s detertionaand resolve in having a
community college. Chief recalled: "In a meetinghnstakeholders, caucus, and local
government officials the president [of Liberia] 8Baged the community that they [the
community] should start [so that the presidentsee] if the community was serious
before central government would come in". Partictpatated that the community

identified funding sources for the commencemenhefcommunity college. The
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community also provided the land for its constrmictiThe community also provided
temporary shelter pending the completion of thestroiction of the college campus.

A member of the focus group said that the comnyuwotlege project was not left
solely with the central government to support. €ammunity considered ownership of
the college as a private/public partnership. Jasaak "the college is not 100%
government-owned. It is public/private. So the dguwwns the college, | could say, up to
60-75%. So through our social development funct@amribute annually to the up-keep

of the college; and through the government budgetbotment and other grants; it adds

up".
Findings Based on Research Question 3: StakeholdePerceptions of the Nature
and Level of Government Support for Local Training Needs

Research question 3 related to stakeholders' ptewoe of the nature and level of
government support for local training needs. Pigditts were unanimous in their
perception of the nature and level of support feantral government to the community
college. Participants revealed that governmenppait was limited and irregular.
However, participants' responses were more ondhtibution of the community to the
GBCC and focused less on the support from govertirheaw their choice to focus their
responses on their community’s support to the gelkes a deviation from the planned
interview questions, which sought to understand3beernment of Liberia’s support to
the community college. Participants saw the comiguas the microcosm of government

from which development could be driven. Particigesdid that the community's
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endeavors to focus on what contributions they cowddte to the running of the
community college, rather than government's coutiolm, was partly in response to the
challenge posed by the President of Liberia, wihnenagsimonished the community to take
the lead in identifying sources of support for tiedlege before the government
intervened. From the responses to the intervievstiues and document review, | derived
two themes on how community stakeholders percdiveaollege, created by
community efforts, should be supported: commundlateerism and community-
industry collaboration.

Community volunteerism. The community people said that support to the
community college was gained through an informalngaship with the government.
There was no formal understanding between goverharehthe community in
supporting the community college budget. Fundiognfthe community was on an ad
hoc basis while funding from the government walkimp sums and not directly
responding to entire program needs. Participamdistsat the community college was a
private/public partnership venture (private mearthmgcommunity and public meaning
the government). One participant, James, ascril&d % community ownership to the
community. Even though he did not give basis ferpgkrcentage, responses to the
guestion | posed on how the community college resshlsupported seemed to make the
perceived private percentage of the community gelleigher than the public percentage.

Some of the participants’ responses included:
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e Arcelor Mittal has a cooperate social responsiptlit the county and they give
US$1M (One million US dollars) annually; so thelydtcounty development
management committee] decided to grant $400,0J600 hundred thousand
United States dollars] for the commencement otthikege;

o After two semesters, the enrollment rose from @35,500 students. Students
came from other counties also and the governmesitcaastrained to contribute
US$600,000 (six hundred thousand United Stateamdlannually;

e We would actually need over 1 million US dollargtm the college but it is not
forthcoming from government;

e The college is not 100% government. It is publisse. The community owns
the college; | could say 60-75%;

e The land was provided by the people; and

e ... [When] the Act [legislation] was passed and thenmunity college was
established. The next thing was where to hosttiests. So they started in an
old basketball court.

In addition to direct funding, participants saidttkitizens supported the
community college through scholarships and findraids to students. Participants said
that all of the efforts of the community peopl@nfr mobilization of resources for
organizational purposes to allocation of land, a#i as preparation (cleaning) of the

initial site of the community college, were purghluntary. In a speech delivered by the
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president of the college, he recounted the volyrtantributions many stakeholders
made to the establishment and initial operatiotinefcollege.

Community-industry collaboration. | observed that all interview and focus
group responses and document reviews identifiedmamty collaboration with firms
and industries located in Grand Bassa County athansource of support for the
community college. When | asked for participanisivs on the nature and level of
support to the community college, there was unagimihighlighting the roles of
industries through collaboration with the commun#i} of the participants referenced
the corporate social responsibility between themamy Arcelor Mittal and the
community in which Mittal donated one million Urtt&tates dollars to the community;
and from which the initial US$400,000 was usedténtshe college. Participants said that
through collaboration with industries, the commuyibllege students benefitted from
on-the-job training. Some students were even engplday companies providing further
job training experiences after graduation. TecHrataf members of some of these
companies served as volunteer lecturers at thegmlMWhen | asked participants to
elaborate of the nature and level of community/stducollaboration, these were some
of the responses: Peter said

Mittal Steel had been instrumental one way or tineothrough their contractor

company, Odebrecht Construction International, Wwiias left. When Odebrecht

was here, every 3 months they took students froamBassa Community

College for job training. Those that performed wedire even employed.
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Paul said "Yes but they (companies) go beyondftfaiming]. They usually organize
career day programs, [to sensitize students on]tbqwioritize certain areas that would
be marketable. Some employees give free instrualteervice".

The president of the community, in a speech, guateection of a memorandum
of understanding between the community, the comiywoilege, and the Odebrecht
Construction International, Inc. (OCII) thus:

Closer interaction between the private sector eaidihg institutions has been

recognized worldwide as one of the most effecteraaches to bridge the gap

between the skills taught in education centerstaadkills required by the job
market. Specifically, training centers and commydlleges are encouraged to
work closely with local businesses and industresrtsure that their coursework
is relevant to the needs of employers in the comiyun
Interview and focus group participants said thdfaboration with companies was
helpful in supporting the initial operation of tbemmunity college when government
was not forthcoming and community support was iqadée.
Summary of Findings

The study centered on three research questionerexitihrough interviews, focus
group, and document retrieval. The result of thelwtrepresented by themes provided
understanding to three central phenomena: commuarotyvation for establishing the
GBCC; participants' experience of the roles comityymeople in establishing the Grand

Bassa Community College; and the nature and ldv@mmunity and government
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support to the community collecTable 5contains a summary of the findings. Th
themes were identéd for research question 1 on community motivatisrestablishing
the GBCC: increasing human capital, restoring-esteem, and civic participation a
peace-building. firee themes were identified for research question @articipants
experience oftte roles community people in establishing the GBasisa Communit
College: leadership, advocacy and ownel. And two themes were identified
research question 3 on the nature and level ofrgavent and community support
local community skill trening efforts: communitygovernment partnership, a
community volunteerism and commut-industry collaboration.

From analysis of the results, | found that the ifigd are interrelated and forn
broad concept representing a sequence of what-motivated postonflict rural
community can achieve in taking charge of theibpgms. | have therefore develope
visual presentation dhese findings ita model depicting the processes of commt
people engagemerits prioritizing and taking hold of thecommon need skill training

in this case (see Figuis.

Human Capital

Community

Leadership partnership

Self Esteem
Advocacy .
. . Volunteerism
Civic
Participation

Ownership

Collaboration

Figure 1.A model for community policy development of TVET litberia.
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Conclusion

The purpose of the study was to understand theeetises of rural community
stakeholders on the roles they may be able toiplayluencing government's policy
priority for TVET as a possible local human andremnic development strategy in
Liberia as a post-conflict developing country. Teatral phenomenon of the study was
to explore the understanding of stakeholders omtipertance of TVET to their
economic development that might guide them in adiing for and contributing to the
provision of skills training facilities in their é@al community. The study was based on a
single case: Grand Bassa Community College (GBe&icipants for the study were
drawn from the community, including youth groupgmen groups, elders, and national
and local educational workers involved with skidibing. From these groups, | selected
14 participants and divided them into two dataexilbn groups: interview group and
focus group. | used three data collection method#he study: interviews, focus group
discussion, and document retrieval.

Research questions regarded community motivatioadtablishing the GBCC;
clarifying participants' experience of the role coonity people in establishing the Grand
Bassa Community College; and the nature and ldv@mmunity and government
support to the community college. Results wereegnesl in the form of themes
generated from data collected. Increasing humaitatamestoring self-esteem, and civic
participation and peace-building were found to bemunity people motivation for

establishing skills training institution. Leadegghadvocacy, and ownership were
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determined to be major roles community stakeholdkged in establishing local skill
training institutions in post-conflict situational/ith reference to the nature and level of
support to local community skill training effortspmmunity-government partnership,
community volunteerism, and community-industry abbration were identified as major
strategy approaches in supporting and sustainicag Bkill training institutions.

| will discuss the findings of the study as thehate to current literature and

present recommendations for action and furtherareben Chapter 5.
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Chapter 5: Discussion, Conclusions, and Recommigmsat

This study was conducted to explore and underdtangerspectives of rural
community stakeholders on the roles they may be t@bplay in influencing the
government’s policy priority for TVET as a possilideal human and economic
development strategy in Liberia as a postconflestedoping country. The central
phenomenon of the study was stakeholders' unaeliapof the importance of TVET to
their economic development and how it guided themdvocating for and contributing
to the establishment of skills training facilitiestheir local community. There were 14
participants in the study. | used interviews, augroup, and document retrieval to
collect data.

Findings were presented by themes generated freeareh questions which were
based on the following: community stakeholders'ination for establishing the GBCC,
community stakeholders' experiences on their rolestablishing the Grand Bassa
Community College, and the nature and level of comity and government support to
the community college.

Increasing human capital, restoring self-esteem,canc participation and peace-
building were found to be the community people’simation for establishing a skills
training institution. Leadership, advocacy, and evship were found to be the major
roles community stakeholders played in establishitacal skill training institution in
post-conflict situations. With reference to theunatand level of support to local

community skill training efforts, community-goveremnt partnership, and community
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volunteerism and community-industry collaboratioargvidentified as major strategy
approaches in supporting and sustaining local shilhing institutions.

Interpretation of the Findings

This section contains discussion, analysis, atetpretation of findings in light of
the conceptual framework that grounded the studyfiaudings from previous research
on relevant TVET and community participation.

Interpretation of Themes Related to Research Questn 1

Research question 1 related to the motivatioroofraunity people for
establishing a skill training institution in théacal community. The following three
themes were derived: increasing human capitalnest self-esteem, and civic
participation and peace-building.

Increasing human capital.Increasing human capital was a motivation for
establishing a skills training institution in trechl community from a post-conflict
perspective. This finding aligns with propositiafdhuman capital theory as reported by
Becker (1993) and Schultz (1961). Amongst othepgséions, human capital theory
posits that human capital is an investment foiftigre and that community colleges
played central roles in skills training as a meaindeveloping human capital. In the
National TVET Policy document of Liberia (GOL, 2Q14hich | reviewed, the
Government of Liberia identified TVET as a majaagtgy for addressing youth
unemployment. Participants also identified TVETaaseans to their human capital

development. Finding of this study also alignechveitstudy by the UNDP Bureau for
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Crisis Prevention and Recovery of the United NatiDevelopment Program (UNDP),
which reported that TVET was an important strategyost-conflict capacity building
and reconstruction (UNDP, 2010). Also providing foonation of the role of skill
training for increasing human capital, the Europ€anter for the Development of
Vocational Training (CEDEFoP) (2011) reported pwsibutcomes of TVET on
labormarkets, enterprise performance, and sodiatdations. The CEDEFoP's prediction
that about 50% of all jobs in the European Unioanrtaes will be TVET-based by the
year 2020 illuminates and confirms community pesgbersistence for establishing a
skill training institution to build employment, avéo the point of staging mass actions.

In post-conflict settings, where fear, hungem\staon, and displacement
pervaded the population, the major preoccupaticaffetted people has been the
provision of livelihood sustenance and improveahagéad of living. Post conflict
situations also have resulted in reduced capatigpwernment to adequately provide for
its people especially where there was widespreattuddion of infrastructure and brain
drain as was the case of Liberia. The UNESCO-spedstapacity development
document for the TVET sector in Liberia acknowledi¢fee destruction of TVET
facilities throughout the country and recommendsmbnstruction and rehabilitation of
TVET facilities as one of the primary focus in nefong the TVET sector in Liberia
(UNESCO, 2012-2013). With such low capacity for gamment to cater to the numerous
concerns of national, social, and economic devetynthe Liberian citizens | listened

to became motivated and took steps to cater to shistainability needs. According to the
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human capital theory, when people acquire skiieythave a better chance of being
employed, thereby are enabled to cater to theggmad wellbeing. Schultz (1961)
contended that educational institutions play vergartant roles in developing human
capital. The rural community members agreed th#éh@sonduit for capacity building, a
skill training institution in the Grand Bassa rucaimmunity became critical, as it was
perceived to provide access to education for looaimunity people who could not
afford migrating to urban cities.

Schultz (1961) also asserted in his human capi¢airy that more training leads
to better work skills. In the changing global mdr&kills requirement and constantly
improving technology, community people perceiveglytbtood a better chance of being
employed through new skills. In a study of postftonPakistan, Janjua (2011) also
reported a positive relation between skills acquisiand employability. While Janjua
(2011) found little relationship between employmand informal skill training, there
was evidence of individuals with formal skill traag going into self-employment in the
informal sector. UNESCO (2012-2013) reported higiplyment and self-employment
of skilled Liberians prior to the conflict, 197049@. Self-employment accounted for
persons trained in the formal skill-training sector

Restoring self-esteemConflicts and wars lead to dehumanizing conditiohthe
human person (Freire, 1972). This is more so timis of civil conflict perceived
themselves as persecuted because of their sod@&acmomic status. In this study, |

found that community people perceived that theyewtsliberately denied education so
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that they would remain subservient to the rulinges! They thus saw their ability to cater
to their wellbeing through skill training as a meant regaining their pride and esteem.
This view was confirmed by McGrath (2011) when taeéd the advent of TVET in
Africa, in the 1920s to debates by the Phelps-Stékend and other philanthropic
organizations on "negro education" after the engatmn of slaves in the United States.
These discussions led to initiatives by Phelps-&aand others to develop industrial
schools in Africa. Phelps Stokes Fund perceivetttieprovision of industrial skills to
African would help remedy the negative effects drgheid, colonialism, and slavery.

Civil conflict in Liberia also led to brain draiitherefore, in the experience of
community people, there was a high tendency foestars to import needed skills to run
the industries. In a rural community setting, tgortation of skilled manpower denied
local citizens of employment and the ability to gag their families. Referencing
conflicts in Sub-Saharan Africa, specifically LierUganda, and Southern Sudan,
Johnson et al (2007) argued that the lack of mabtetskills and economic opportunities
by citizens in post-conflict settings has negaitnapacts on individuals and the livelihood
of the society. They further contended that th& @ancome affects the "selfimage [of
youths] and the ability to find a partner and suppdamily” (p. 4).Participants in this
study interpreted their unemployed status and itagion of foreign workers as exposure
of their lack of self-worth as they were incapat@spiring to the fullest of their
potentials in their own community. Ego seemed thilné¢ and self-esteem reduced. The

capacity development document for TVET in Libeeéerred to citizens in such situation
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as a “lost generation who have largely missed awdazess to education and therefore
have not developed basic literacy and numeracisskibr benefited from the other less
tangible benefits of formal education” (UNESCO, 2@D13).Therefore, restoring self-
esteem became a major motivation for clamoringfskill training institution in order to
acquire skills. Restoring community people's settem as a motivation of community
aligned with Maslow's (1987) and Herzberg's (1968pries of human achievement,
success, and satisfaction. Maslow and Herzbergiaded self-esteem needs with
strength, reputation, and prestige. When thesesnaedsatisfied, community people feel
a sense of competence, achievement, and recogriRemognizing their inadequacies
and the effects it had on their self-esteem theeederved as motivation for community
people to establish a skill training institutiontireir community. When rural people
acquire skills, gain employment, and can catehédlivelihood needs of their families,
their sense of self-esteem increases and theygspectability.

Civic participation and peace-building. Active community participation in
decisions on their welfare was critical to commygibhesion and peace-building and
constituted a major motivational factor for comntyrskill training program in this
study. Linked to human capital development, teclraad vocational training promoted
social stability and cohesion as well as sustagmabbnomic and social development in
post-conflict settings (Wallenborn, 2009). The @difNations and African Union

Commission acknowledged that a major cause of cinrest was the lack of inclusion of
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people in matters affecting them and declared @uaiticipation as an indispensible
ingredient in post-conflict reforms (Johnson et 2007).

According to the United Nations Peace Building é({@2009), a major concern of
people in post-conflict situations was devising svapd means on how to maintain peace
and strengthen civic cohesion. Participation of camity people and all stakeholders in
decision-making on issues that affected them had betermined to be an important
strategy in peace-building and post-conflict retautdion and development (Conflict
Management Division, Peace and Security Departncemimission of the African
Union, 2006).Community people perceived that thesea of the civil conflict in Liberia
included unequal distribution of the nation's weailliteracy, nepotism, and
discrimination. The conflict led to poverty, whithey embarked on reversing through
skill training. In rural communities where opporitigs for self-growth and development
were limited, prioritizing the provision of insttians and structures for capacity building
of the people to make them independent, contribtdgxbace-building. Involving
stakeholders in discussions concerning their welédso gave the community a sense of
inclusion in local and national development. Whemmunity people participated in
decision-making along with government as estabtishehis study, there was cross-
fertilization of ideas, which invariably resultadthe most suitable problem-solving
option. Even though documents | reviewed on TVETiberia spoke of TVET as a
strategy for peace building and social cohesiogy thade little reference to civic

participation as a dividend of youth developmentdigh TVET.
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The capacity assessment document for TVET in iabeferred to unemployed
youths as a "time bomb" and a recipe for relapgeaanflict. It recommended the
implementation of short-term skill training programspecially in rural communities to
promote youth employability and self-employmeniniprove sustenance and peace
building (UNESCO, 2012-2013).As a means of peacea&tibn in post-conflict
development, Maebuta (2010) confirmed that techmiod vocational education
contributed to productive livelihood, national ynéind a sense of nationalism,
rehabilitation of former combatants, and accelerat@ining for other victims of conflict;
i.e., young adults who had passed school-goindMgebuta, 2010). Reporting
outcomes of a study on peace-building in the Solomsland, Maebuta argued that
acquiring marketable skills also created a sensatdnalism through employment in
jobs formerly occupied by foreigners. The commumtyny study perceived that they,
rather than foreigners, should have been in coofrtfle local productive sectors of the
economic and social wellbeing of their societyyéiy creating a sense of patriotism in
them. Bilboe (2011) reported on the similar proadssuwaitization in which Kuwaitis
were provided skills and financial incentives tkga@ver jobs generally held by
foreigners. In the context of this study, and &srn of civic participation, community
people perceived that providing skills to Liberiaas also help to promote the
Liberianization policy of Liberia(GOL, 2014) simil#& Kuwaitization. Janjua (2011)

also confirmed the potential for increased cividipgation through skill training. Janjua
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reported that TVET contributed to social stabiftyd peace-building in the Punjab region
of Pakistan through increased employment in batm&b and informal sectors.
Interpretation of Themes Related to Research Questn 2

Research question 2 related to the roles commpeibtyple played in establishing
skills training institution in their area. The folling three themes were identified:
leadership, advocacy, and ownership.

Leadership. Grand Bassa community perceived that exercisindeleship was an
important role they played in establishing the @r&assa Community College in their
area. They recognized that national governmentavasged primarily with the
responsibilities of providing basic social servicgscurity, and improved standard of
living of its people through job creation. Howevierthe post-conflict period in Liberia,
where there were inadequate financial support apdat to the community tended to be
subordinated to general national goals, commumdtiyetolders exercised leadership in
ensuring that their needs were met.

Sharma (2008) reported that in a bid to strengthemuality of school
management in Nepal, the government of Nepal tearext the management of schools
to local communities. Sharma proposed that commumvolvement with school
management could follow different approaches indgdhared responsibility of central
and local government but managed locally. Sharea enany examples of countries
including Brazil, Japan, Austria, and Spain wheigosl managements wasdecentralized

to the community level. While Sharma'’s study conéd the importance of community
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involvement in school management, it spoke momewblution of authority to local
communities than to local communities' innovatine gelf-driven actions to take control
of problems confronting them as explored in thiglgt

Drawing on the premise that education should b®vegit to the needs of students,
society, and community, Sharma proposed argumertts\&hy it was important to
decentralize school administration to involve tbenmunity. Sharma contended that it
was the community that provided the school envirenihand so an environment
conducive for learning was largely impacted bydbenmunity. Involving community in
school management also helped build relationsrepsden school and community with
many possible benefits. For example, through conitypurnvolvement, teachers got a
better understanding of students from parents vettbletter knowledge of their children
than teachers. Sharma also reported that commuaribivement could provide support
to school including voluntary work, finances, adgog, and voluntary expert services.
Community involvement also improved schools' finahand academic accountability.
Even though Sharma's study did not involve comnmsiih post-conflict conditions, and
my study concentrated on technical and vocatiodata&tion and training in post-conflict
communities, the same principles of community ireohent with academic institutions
applied.

From this study, | found that the decision of commity people to organize to
address their skill training needs was spontanaadssituational as there was little

evidence of such high level of community-initiatedolvement in addressing other
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social issues. The decision for community peoplertite under such informal leadership
structures seemed to have been prompted by thefidaion of mutual challenges and
needs which the community found difficult to addrésrough the normal government
structure. This level of organization among comrupéeople was recognized by the
President of Liberia and the President of the GiBassa Community College in reports
and speeches made during the formative stage® @btihmunity college. Such demand-
driven cooperation was also confirmed by AringlgR811) in studies on South Africa,
Indonesia, Georgia, and Morocco on their engagemeRVET. In this study, Grand
Bassa community people perceived that sometimpesticonflict cases, demand-driven
leaderships could be deemed antagonistic to thessgao when the community resorts
to mass actions in attracting government's attarttdheir problem. In order not to be
perceived as being unduly antagonistic, stakehsl@gproach to solving their problems
in this study was characterized by constructive roomity-government engagement,
information sharing, and collaboration. In thisdstucommunity leadership structures
were based on voluntary membership to working catess.

There are several issues regarding local TVET atnation local stakeholders
could have addressed in the interviews or focusgrtn assuming leadership,
community stakeholders could have organized disous®n the needs and benefits of
TVET institutions, the challenges associated witaklishing one, the cost of running a
skill training institution, and strategies to susténe institution. Outcomes of these initial

community discussions could then be shared witlegonent and other external
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stakeholders for direct involvement through aseisteor partnership. In this study, the
community stakeholders indeed demonstrated leaigesting these lines. After the
initial advocacy and in collaboration with the Couhegislative Caucus, the community
drafted the legislation establishing the collegs thias later forwarded to the Legislature
for passage. The decision to allocate initial fagdior the college from the county social
development fund was also captured in a speechimgtlithe history of the Grand Bassa
Community College.

Advocacy.Another role of the Grand Bassa community peopkesitablishing
skill training in their local community was advoga€losely linked to leadership,
community advocacy involved the process of draviirgattention of relevant external
stakeholders to important social change concemthé&benefit of the community. It
involved defining the social change issues, devetpp strategy for communication with
the intended audience, and soliciting their suppatt a view of influencing positive
change in policy and programs.

While it may be plausible to conclude that comnypeople usually engage in
advocacy for support to their common problemdelig recorded in the literature,
especially when it comes to post-conflict commuuigyelopment. In a study that
conceptualized a holistic approach to TVET planrand programming in Sub-Sahara
Africa, Johnson et al (2007)) explored the rol&WET in civic participation, integration
of affected persons into society, TVET in post-dichfeconstruction, and case studies of

TVET implementation in Liberia, Uganda, and South8udan. The study however
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focused on TVET implementation as a vehicle to @ndlict rather as a sustained human
resource development strategy requiring adequatenpig and funding inputs. Also, the
interventions seemed to have come from foreign #x@&d not driven from the
communities. In their report on ending conflict3nb-Saharan Africa and improving
livelihood, they stated that:

If adolescents fail to gain vocational and lifellskithey risk becoming caught up

in a cycle of dependency, delinquency, aggressioioa depression and

hopelessness. They may turn to, or be forced mii@ary activities or

prostitution either because they are in searclasidsustenance, or because they

lack sufficient protection to avoid being pressett isuch activities.

Lannert et al. (1999) also revealed very littléerms of community advocacy in their
study on stakeholders' involvement in TVET in Huyg#Mauritius, and India. Their
study focused more on partnership at the systesl &wphasizing practices from other
countries. In short, the study was more expertetirithan community driven.

While available policy documents on TVET in Likeerecommended advocacy at
governmental level for external support, it spakéelof advocacy by community people
in support of their local skill training initiativé-or the local skill needs, participants in
this study were clear and convincing in their acdgyc They demonstrated knowledge
and understanding of the importance of skill tragnand were pragmatic in strategy
proposals. Community stakeholders even went begdrdcacy and led by example.

They demonstrated seriousness through their acfidresseriousness of the community
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stakeholders in this study was expressed by thed thorganization, the quality of
leadership, willingness to provide voluntary seegicand their resolve and persistence.
The community reached out to all external staketrsldhcluding, their local leader,
legislators, relevant ministries and agencies @egament, and even as far as the
president of the state.

Ownership. Community people also identified demonstrationwhership as a
role they played in establishing the Grand Bassa@onity College. Community
ownership in context referred to community peopteking together for their common
good, volunteering resources, time, and effortshénpost-conflict setting described in
this study, community people experienced adverséitons and blamed their rather low
societal status and poor standard of living onctlig conflict and the quality of national
governance. From documents available to me instinidy, the concept of ownership
seems to be silent as even policies for TVET adstrigiion are yet to be finalized and
implemented. According to the capacity assessmanurdent of TVET in Liberia, 43%
of all TVET institutions are private-owned, 14% pap15% mission, and 13% NGO
(UNESCO, 2012-2013). There are no indications anplfor community-based,
community-owned skill training institution. In thesudy however, participants indicated
that the community realized the need to take ovimesf establishing their skill training
institution if they must improve their human capitastore their self-esteem, and

participate in local and national decisions th&ctfthem.
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The realization by the community in post-confBettings to take ownership of
their destiny is usually preceded by a cultureegaehdency on external stakeholders and
collaborators for solutions to community problersh(nson, Phillips & Maclean,
2007)).Communities usually later find out that sdefpendent-driven supports were not
sustainable and were not even practical to bedin (@ohnson et al). According to this
study, when the Grand Bassa community reachedtbssroad, they stopped blaming
others for their living conditions and realizedtttieey had the potential to make the
necessary change. It is the community that is sdteby the condition and would
eventually directly benefit from the solution. Bgiaffected by the condition, it is the
community people, who upon consultation and collaton identified solution to their
problems. Participants believed that although eslesupport may come through
advocacy, the sustainability of the solution w#l purely the responsibility of the
community people.

When community people in the study took ownersififheir social change
programs, they worked together and pulled resouthey arrived at solutions that were
practical and sustainable, and they achieved soglasion with a sense of fulfillment.
Interpretation of Themes Related to Research Questn 3

Research question 3 related to the nature antddéeemmunity and government
support to local skill training institution. Thelli@wving two themes were derived:

importance of community volunteerism and commumgustry collaboration.
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Community volunteerism. When community people identify the need to address
post-conflict and other developmental conditiond are thus motivated, and define their
roles in addressing these needs, they must putrtiies into action. Even though I did
not find any research in the literature on commuwaunteerism in establishing skill
training institutions in their local community, piaipants in this study said that the
decision of community stakeholders to become proaetas preceded by their
realization that their wellbeing rested on them Hredsteps they may choose to take.
They observed, however, that, the allocation ankediture of national finances were
not within the domain of any given community in &ra. Therefore, a major source of
support to community-based initiatives is theirwotion in the cause and their spirit of
volunteerism. In the case where communities arestged by central authorities to
exhibit seriousness of a community's cause, comystakeholders must lead by
mustering personal resources, and volunteer tine& &nd service. In the case of the
Grand Bassa Community College, the community pexvian old basketball court and
the premises of the Bassa High School as the atigpace of the community college
until they find another community facility to hdsiem. The college holds classes in the
afternoon after the high school dismisses. Thesmigses were cleaned through cleanup
campaigns held by the community. The main camppsasently under construction. The
land on which the college is being constructed prasided by the community. Initial
funding for the running of the college was alsovmted by the community from the

community social development fund. These are pstéxamples of how a motivated
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people can positively contribute to their own depahent with little reliance on external
support.

Another demonstration of volunteerism was the avwg of scholarships to
students. This action provided needed funds foruhaing of the college as well as
subsidized students' training. Community persoraified in different technical fields
could also provide pro bono teaching services ¢ thstitution. Such voluntary
innovations of financial support through scholgpstinds and instructional support
though pro bono services are a clear demonstrafibow community people can
support their self-driven initiatives outside otemal stakeholders' support.

Collaboration. Collaboration between community and industriesbesen found
to yield positive mutual dividends. In a meta-asayof 66 purposefully selected studies
on the relationship between human capital and fiemiormance, Crook et al., (2011)
reported that firms that engaged in staff traim@gorted high performance. Communities
like Grand Bassa County, which have huge foreighlacal investments, have a critical
advantage for economic growth and social developrmidrese foreign investors as
external stakeholders invest in communities wigotgces and services needed for firms’
success and as such firms have corporate resplirestio such communities in which
the firms are located. A natural partnership tfeeeeexists between firms and
community. These firms could serve as valuabletagsat community people can tap

into through proper engagement and collaboratiomfgtual benefits.
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Benefits to industries and community could be peed in two contexts from a
community-driven, community-run skill training intsttion perspective (Sharma (2008).
The first is that firms and industries serve agptal employers of community people
with the requisite skills and training. Shah et(2011) recommended that community
college curriculum should be reviewed in collabmmatvith industries to reflect basic
skills need of industries as they serve as potestigployers of graduates. Crook et
al.(2011) also drew a positive relationship betwepgrading of employees' skills by
industries and high industry performance.

The second context from which to view the beneédithat locally based
community college serves as potential reservoimorkers in these firms (Shah et al.,
2011). Therefore, it is crucial for skill trainimgstitutions in such community to consider
the skill and training requirements when desigraagrses (Schultz, 1961). When such
collaboration is forged, several benefits accrumm@unity colleges produce trained
human resources who are potentially employed loysfinn this study, these community
people receive salaries and wages and are abigprove the livelihood of their families.
The chances of restoring their self-esteem anasdipely contribute to the society are
increased. On the other hand, benefits firms addstries receive from such community-
industry collaboration is principally found in camgdve operational environment and
security provided by the community as enshrinecbirporate social responsibility
documents between the community and firms. Andbeeefit of the firm is the fact that

they are privileged to operate in a community trest skill training institutions in the first
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place. According to the proposal of the human eafiieory, employees need to improve
their skills to meet the changing skills need duertproving technology; and training
can compensate for skills shortages (Schultz, 1¥dgdause of the need for skills
improvement, industries provide on-the-job trainiaggmployees and incur expenses in
these endeavors. But with meaningful collaboralietween industries and community,
the community college can constantly review itsgpaon and make it relevant to the
skills needs of the industry while receiving furgliior such service. This trend results in
a mutually beneficial cycle, confirmed by Aharoris(2011), as persons thus trained
and employed by industries could render pro bomaes to the institution. Aharonovits
argued against perceived poor countries tryingtmvent the wheels. Aharonovits
proposed a model where trained workers could sigeand train more workers in firms
and industries.

In a UNESCO International Institute for EducatioRé&nning (IIEP) publication,
Lannert et al. (1999) identified several motivasidar involving stakeholders in TVET
management in Maritius, Hungary, and India. Theaeshers presented stakeholders’
involvement as forging partnership. At the broddeel, motivations for forging
partnership was to increase the efficiency andcétfeness of TVET systems in securing
funding, qualify trainers, and facilitating lifelgriearning and transition from school to
work (Lannert et al., 1999). Their study howeveplered partnership at the system and
policy levels rather than the institutional and coamity levels. It provided arguments for

devolving authority to coordinating boards to oeer3 VET in the different countries
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through appropriate government policies and letiesia. Lannert et al.’s study
confirmed community motivations and roles in TVE&magement but fell short of
describing community people drive to reverse pasifiicts experiences through their
own skill training initiatives.

In separate studies on Ghana, India, Kenya, Rwarateania, South Africa,
Palmer et al., (2007) proposed more general eduncttnding by multilateral
organizations for more transformative outcomesf@dng learning, skills training, and
poverty reduction. While these studies did not kgeacommunity participation in skills
training in post-conflict countries, they confirméuht skill training was a strategy for
poverty reduction among rural community people.

Recommendations for Future Research

Research on TVET is an ongoing activity and as shefe still exist several gaps
in the literature for further research. Also durthg course of the study, | discovered
several gaps that were critical to successful t&TWut which fell outside the scope of
the study. According to policy and assessment decdsron Liberia TVET that |
reviewed, some of the issues identified includedggtion issues, access, affordability,
policy, management, staffing, and funding. Socgesil consider skill training as a
vocation choice for underperforming students amid.gAs for access and affordability,
participants perceive that the very few operatiMET institutions are mainly in the

urban areas that participants consider unaffordaineto poverty and unemployment.
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Staffing, financing, and managing TVET institutiand_iberia is still at the stage of
policy formation. | however propose three questifmmguture research:

e What impact will integration of academic educatwith skill training have on
post-conflict development, continuing educatiory #re perceived negative
perception of TVET?

e What are the implications for government fundingiioommunity-operated
TVET institution?

e How can skills training needs assessment enharsigveocommunity college

outcomes, based on perspectives from communitgsfiand/or government..

Limitations of the Study
According to Creswell (2011) and Lincoln and GUl®&0b), threats to
trustworthiness may derive from poor sampling, prapriate data collection instrument
and procedure, researcher's bias, and new unegeetels and themes that may emerge
and have the tendency to alter the original coafske study. During the study however,
| did not observe any limitation that had any adeezffect on the study findings.
However, the study was for one community and cautiould be wise in applying the

findings to other settings.

Implications for Positive Social Change

Rural communities in post-conflict countries aomstantly faced with numerous

challenges brought about by the conflict. In Libegome of the negative experiences of
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conflict include poor health and sanitation, a lemolkeducational system, poverty, hunger,
loss of self-esteem, and fear of relapse into adnilVhile the central government
embarked on national development, it is continuibed with problems of reduced
capacity, destroyed infrastructure, and brain dr@everal strategy approaches had been
considered to jumpstart development in post-cantiozintries. One such approach is
illiteracy and unemployment reduction especiallyoag youths who had overgrown
school-going age as the result of the civil warth@ wake of these challenges,
community stakeholders in this study were motivatethke appropriate actions to
improve their livelihood, reverse poverty, and oestlost dignity.

Findings of the study have many implications fosifive social change. It may
inspire community people on how, when motivated amited, they can take positive
actions to solve problems confronting them whertreégovernment or other statutory
bodies perceived by the community to be reneginthein duties. The study can also
create awareness that community people can breatutture of dependency on foreign
and other external support and forge partnershigtead. Through motivation,
leadership, advocacy, volunteerism, and collabmnatommunity people were
successful in having the community college esthblis Community people can take
ownership of their institutions and benefit fronmsees provided individually and
collectively. Other communities can learn from éxperiences of the community people

in this study and organize for their common good.
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Beyond the direct benefits to communities, howether study had a broader
implication on strategic policy approaches Libexwald adopt in alleviating poverty in
rural areas and reducing unemployment among yoB#ngond Liberia, lessons learned
from this study could be useful to other commusitieother post-conflict countries in
recovery and development through community cohessaaership, and advocacy.

Implications for Future Research

The study also has implications for conductingecstsidy research that involves
listening to people. During the study, | experieghoae situation that could have had
social change implications from the findings of gedy. The study focused on three
principle questions regarding community people’siwadion for establishing the GBCC,
the roles the community people played in estabigiihe Grand Bassa Community
College, and the nature and level of governmenpeupgo the community college.
However, when it came to the nature and level #egament support to the community
college, respondents opted not to follow the stmgcof the questions but instead
enumerated their community-based support rather gbgernment's as designed in
research question 3. | found this an intriguingdgsof how stakeholders perceive
problems and solutions. | however adjusted my p @&l reframed the questions
consistent with the natural trend of the interviawd focus group. It is important
therefore for persons involved in such a reseatahtgon to be flexible to accommodate
the way respondents perceive problems that defrmtethe research plan and how

researchers frame the problem.
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Recommendations for Action
The government of Liberia is at its initial stagehe reform of its TVET sector.
National policy-makers and international partn@sognized several challenges facing
TVET in Liberia. Policies currently being set irethational TVET Policy document of
Liberia focused mainly on creating necessary lagmhs and setting up regulatory
bodies for the TVET sector. In the context of fimgs from this study however, some
actions could be taken at the local community aradgyoots leadership levels to assist
government in organizing community skills trainimgpgrams. | therefore propose the
following recommendations for action, directedhoee potentially resourceful categories
or institutions, namely: the policy makers, thelegé administration, and the community
people. These recommendations are derived fronmfysdbased on participants'
responses, documents retrieval, and my interpoetati the findings.
Policy makers
e Set policies and legislations that encourage teldaon to TVET management
to local communities through community-governmeantmpership;
e Encourage the organization of strong grassrootielships in communities
through the Ministry of Internal Affairs; and
e Establish more community colleges to increase acces
Community College Administration
e Forge partnership and collaboration with firmsltaral skills training support

through counterpart funding and human resourcarsfjaand
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e Organize search committees to identify relevantityueitizens of local
communities in the Diaspora for possible trainiegvge to their communities.
Grassroots Community Stakeholders
e Conduct regular community meetings to continuoitdytify and analyze
community needs;
e Set up volunteer committees to implement deciseomed at advancing possible
solutions to community problems; and
e Organize community service projects where commuypetyple can regularly
render voluntary services to college in areas $ipedoy community and college
administration.
Conclusion
A truly motivated community tends to remove itdedfim patronage by
government and other external stakeholders andvaibkn for solutions to their
problems. Johnson et al. (2007) referred to suttopage as the "hand-out culture
associated with the influx of AIDS in post-conflmintext" (p. 4). They contended that
such "alternative value bases" undermine developmepost-conflict communities. A
striking demonstration of this shift in post-cooflculture was the community
stakeholders' enthusiasm to enumerate their supgptité community college rather than
government's support as was designed in the stidy.paradigm shift, from the "hand-
out culture”, in stakeholders’ attitude, in reaigithat the ultimate identification of and

solution to community problems lie within the commity, is advancement in the
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community’s perception that they could accelerat@munity-based post-conflict
development.

While governments have statutory and constitutioegponsibilities to provide
security and social services for its people, thellef success of any given community
depends largely on the unity and cooperation ottremunity. Community leadership,
advocacy, and collaboration are critical roles staitders can play in complementing
external stakeholders' assistance to the commurtig.is even more critical in post-
conflict settings where there is reduced techniofiastructural, and financial capacity at
both national and community levels. A key benefit@mmunities organizing to take
charge of their problems is the potential for Sohs to be sustainable. In the case of
infrastructure, long-term plans for maintenance i@pairs continuous conducive
learning environment of the institution are possiamples of benefits of positive
engagement by the community.

Practical needs assessment for the training urisiit can be more easily realized
when there is continuous engagement by commurakebblders. Being motivated to
establish community institutions, community stakdbeos perceive themselves as owners
and thus realize that the sustained operationeoirn$titution remains within their
domain. With such conviction and passion, commusti#&keholders can take practical

actions for the effective running of their liveleir institutions, and their communities.
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Appendix A: Interview Protocol
Research Topic: Stakeholders’ Roles in PrioritiZimghnical and Vocational Education
and Training in Postconflict Liberia
Name of Case/interviewee (pseudonym):

Major Themes for Interviews

Background of Key Informants (Education engagenmenbmmunity not demographic)
Governance/Administrative Structure of Local Comityn

Community Participation in Local Social Service Wson

Community Involvement in Education

Skills Training and Employment Opportunities

Other topics to be discussed:

Documents obtained from interviewee (where apple&ab
Post interview comments by interviewer:

Introductory Protocol

Thank you for agreeing to share your experiench wustin this study. You were selected
because we feel that you have useful informatioméw project.

In order to facilitate our note-taking, we woulkldiyour permission to audio tape our
conversations today. Information recorded will obé/available to persons working on
this study and contents will be kept strictly coefntial. The tape will be destroyed after
transcription and text will be treated with anonggmPlease sign this release form to

indicate your agreement.
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Also, as part of our protocol and procedure, yauraquired to sign another document
indicating your agreement as a human participamts @ocument basically states that: (1)
all information will be held confidential, (2) yoparticipation is voluntary and you may
stop at any time if you feel uncomfortable, (3) yoay not answer any question you are
uncomfortable with and (4) we do not intend toictfany harm.
Thank you for your cooperation.
This interview is planned to last for one hour &nday be necessary to speed up some
of the activities when time is running out. Thisulmbinclude interrupting you at some
points. Introduction
As stated earlier, you were selected because wéheteyou have useful information for
our project. The purpose of this interview is rotdst your knowledge or competency
but to understand your perspectives on the rolebktadders play in skill training in their
communities.

Shall we begin?
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Appendix B: Interview Questions
RQ1: What roles can stakeholders play in attractingshaping, and implementing
government policies for (Technical and Vocational Bucation and Training
(TVET)) in their community?

Related Interview/Focus Group Questions

a. In your experience are there ways that the commuyeiople in your area
have gotten involved in establishing or providigial services?
Probes
I.  Can you tell me what you observe (probe for heaithication, if
they don’t mention it)

ii.  Can you tell me if you are aware of the Grand B&&samunity
College? What experiences do you have with thiege?

ii.  If you are familiar with the origin/history of tH@rand Bassa
Community College can you tell me your observations
memories?

iv.  What role did the community play in establishing tlocational
school?

b. Can you tell me about your impressions of how d&lcommunity go
about making the final decision and relating iatahorities?

Probes
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i. How did the community communicate that decisiondotral
government?
RQ2: What do stakeholders perceive regarding the tationship of TVET
development and the best interest of the communityopulation?

Related Interview/Focus Group Questions

a. What, do you think, motivated the community to figgta vocational
school?
b. Why do you think vocational school (name of theaghis important for
your community?
Probes
i. Which local stakeholder(s) was more influentiabimging about
the school?
ii. How?
c. Could you please name some of the benefits of ahi@ vocational
school in your area?
d. Do you think living conditions would have been bewff if the vocation
school were established, say, twenty years agof? Befre the civil war?
Probes
i. In what ways, if | may ask, would living conditiohave better?

ii. Why do you think so?
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e. Infact, if I may just go further, what do you tkirs the relationship
between education, vocational training, and the?war
RQ3: What do stakeholders perceive is the nature ahlevel of government
support for local training needs?

Related Interview/Focus Group Questions

a. What do you think are the needs for local skilintrag? Have you had a
chance to collaborate with others in developing¢hdeas?
i. Probe: Could you explain to me how, for instance,eamployers
involved in determining these needs?
ii. Probe: What about government?
b. What do you think are the relationships among #réral government and
local government and educational institutions?
Probes
i. If you are you aware, could you explain to me amyp®rt schools
receive from central government?
ii. From local stakeholders?
lii. What can you tell me about support to the (GranssBa
Community College?)
iv. Why do you think there was no vocational schogtanr
community up to the time this one was established?

v. Why do you think so?
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Appendix C: Protocol for Focus Group Discussion
Research Topic: Stakeholders’ Roles in PrioritiZimghnical and Vocational Education
and Training in Postconflict Liberia

Introductory Protocol

Thank you for agreeing to share your experiench wustin this study. You were selected
because | feel that you have useful informatioadwtribute to the study.

As Indicated in the consent form that you signkd,ihterview will last for one hour and
will be audio-recorded. | wish to also remind ybattyou are at liberty to withdraw from
the study at any point if you so desire.

Let us begin with self-introduction (Name and origation affiliation)

Discussion Points

1. Stakeholders' role in attracting, shaping, and @m@nting government policies
for TVET in their community;

2. Community peoples' perceptions of how and why gavent policy makers
select projects in the region;

3. Stakeholders' perceptions of the nature and levgbwernment support for local
training needs;



147

Appendix D: Consent Form for Focus Group

Date:

Greetings:

| am a PhD student in Education at Walden Univeisgiecializing in Higher Education.
| am pleased to invite you to take part in a redeatudy on 'Stakeholders’ Roles in
Prioritizing Technical and Vocational Education ahdiining (TVET) in Postconflict
Liberia’.
You were chosen to take part in this study becabsdieve that as a stakeholder in your
community, you have one way or another contribtivedr benefitted from skills training
programs in a local rural community.
Background Information of the Study
The purpose of the study is to understand the roteamunity people can play in
influencing government's policy priority for TVETsaa local human and economic
development strategy in Liberia. More specificallyy this study, | intend to seek
understanding of the following questions:
e What roles can stakeholders play in attractingpstta and implementing
government policies for Technical and Vocationali&tion and Training
(TVET)) in their community?
¢ What do stakeholders perceive regarding the relsitipp of TVET development
and the best interest of the community population?
e What do stakeholders perceive is the nature ared thgovernment support for

local training needs?

Procedure
If you agree to take part in this study, you wil &sked to:
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e Take part in a group discussion with other comnurstakeholders in the
community town hall. The discussion will last foh@ur 30 minutes.

e Give permission to have your views and commentthertopics audio-taped and
transcribed;

e Take part in a follow-up group discussion if neeegs

e Meet with me, the researcher, to review your views comments to confirm that
they were correctly interpreted.

Voluntary Nature of the Study
Your participation in this study is voluntary. Ilimespect your decision of whether or
not you agree to participate in this study. You rdagide not to comment on any point
raised during the discussion. You are also fregitiodraw from the group discussion or
terminate your involvement in the study at any timgu so decide.
Risks and Benefits of Being in the Study:
There are minimal risks through participation imstetudy. Your comments and views
will be kept confidential. Should there be an inadent breach of confidentiality, you
will be informed immediately. But | assure you tkath very unlikely inadvertent breach
will not expose you to any risk. Findings and reaoendation from this study may
positively impact national policies on vocationdueation in Liberia and other parts of
the world.
Compensation:

There is no compensation provided for participatiothis study.

There will also be no financial cost to you shoybdl agree to participate.
Confidentiality:

All comments and views expressed by you during thecussion will be kept
confidential. 1 will not use your name, persondbmmation, or your views for any other
purpose outside of the study. Data will be keptctyr under Walden University
regulations.

Contacts and Questions:
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You may ask any questions you have now. Or if yanehguestions later, you may
contact me via phone at (phone number) or e-matiatard.forn@waldenu.edu. If you
want to talk privately about your rights as a maptnt, you can call Dr. Leilani Endicott.
She is the Walden University representative whodiacuss this with you. Her phone
number is (phone number) or email address irb@waléelu. Walden University’s

approval number for this study is IRB will entepapval number herand it expires on

IRB will enter expiration dateYou will receive a copy of this form for your reds.
Statement of Consent

| have read the above information and | feel | ustdad the study well enough to make a
decision about my involvement. By signing beJdwinderstand that | am agreeing to the

terms of the study described above.

Printed Name of Participant

Date of consent

Participant's Signature

Researcher's Signature
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Appendix E: Consent Form for Interview Participants

Date:

Greetings:
| am a PhD student in Education at Walden Univesgiecializing in Higher Education.
| am pleased to invite you to participate in a agske study on 'Stakeholders’ Roles in
Prioritizing Technical and Vocational Education ahdiining (TVET) in Postconflict
Liberia'. You were specifically invited to partieife in this study because | believe that as
a stakeholder, you have, one way or another, ¢dnn&d to or benefitted from the process
of TVET in a local rural community through your dies as an educational worker or
affiliation with a TVET institution.
Background Information of the Study
The purpose of the study is to understand the petises of rural community
stakeholders, including community people and ledlicational administrators on the
roles they can play in influencing government'sigyolpriority for TVET as a local
human and economic development strategy in Lib&t@e specifically, by this study, |
intend to seek understanding of the following quest
e What roles can stakeholders play in attractingpstta and implementing
government policies for Technical and Vocationali&tion and Training
(TVET)) in their community?
e What do stakeholders perceive regarding the relsitip of TVET development
and the best interest of the community population?
e What do stakeholders perceive is the nature ared thgovernment support for
local training needs?

Procedure

If you agree to be in this study, you will be asked
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e Participate in a 1 hour long face-to-face interviesth me at your office or a
place mutually agreed upon. The interview couldalranged to be held by cell
phone should you be indisposed for the face-to-iiategview.

e Provide relevant documents on TVET programs. Whapplicable, such
documents will include:

i. Legislations relating to your involvement in skiliaining
program;

I. Institutional policies on skills training;

lii. Annual reports of your institution;

iv. National budgetary allocation to your institutiorpesifically
targeting skills training;

e Give permission to have your responses audio-tapddranscribed:;

e Take part in a follow-up interview if necessary;

e Meet with me, the researcher, to review your respsrio confirm that they were
correctly interpreted

Voluntary Nature of the Study
Your participation in this study is voluntary. Illnespect your decision of whether or

not you agree to participate in this study. You rdagline to answer any question(s) as
you wish or terminate the interview or your invatvent in the study at any time if you

so decide.

Risks and Benefits of Being in the Study:

There are minimal risks through participation irstetudy. Your responses to questions
during the interview will be kept confidential. SHd there be an inadvertent breach of
confidentiality, you will be informed immediatel\But | assure you that such very
unlikely inadvertent breach will not expose you #mny risk. Findings and
recommendation from this study may positively intpaational policies on vocational
education in Liberia and other parts of the world.

Compensation:

There is no compensation provided for participatiothis study.

There will also be no financial cost to you shoybdl agree to participate.

Confidentiality:
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All responses during the interview will be kept tidantial. | will not use your name,
personal information, or your responses for angopurpose outside of the study. Data
will be kept strictly under Walden University regtibns.
Contacts and Questions:
You may ask any questions you have now. Or if yanehguestions later, you may
contact me via phone at +231886551436 or e-maidiatard.forh@waldenu.edu. If you
want to talk privately about your rights as a maptnt, you can call Dr. Leilani Endicott.
She is the Walden University representative whodiacuss this with you. Her phone

number is (phone number) or email address irb@waléelu. Walden University’s

approval number for this study is IRB will entepapval number herand it expires on

IRB will enter expiration dateYou will receive a copy of this form for your reds.

Statement of Consent

| have read the above information and | feel | ustdad the study well enough to make a
decision about my involvement. By signing beJdwinderstand that | am agreeing to the
terms of the study described above.

Printed Name of Participant

Date of consent

Participant's Signature

Researcher's Signature
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Catholic Relief Services (CRS/Liberia Program)

PRINCIPAL
Frank M. Reid, Jr. Christian School
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1992 — 1995

1989 — 1992

1985 - 1988

1984-1985

Others
2006-Present

2013-Present

154
Camp Johnson Road, Monrovia, Liberia

DEAN OF INSTRUCTION
Monrovia College & Industrial Training School, Inc.
Monrovia, Liberia

INSTRUCTOR (BIOLOGY/CHEMISTRY)
Monrovia College & Industrial Training School, Inc.
Monrovia, Liberia

SCIENCE LABORATORY COORDINATOR &
INSTRUCTOR, Booker Washington Agricultural&
Industrial Institute
Kakata, Margibi, County.

STUDENT LABORATORY DEMONSTRATOR
Department of Biology
University of Liberia

REPRESENTATIVE
District 16, Montserrado County

STATUTORY MEMBER
Board of Trustees, University of Liberia
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