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ABSTRACT

Teachers, like all professionals, need continuous professional development and learning to
keep improving on their practice. However, teacher continuous professional development and
learning can be elusive if the modalities to provide it are not well thought out and provided for.
In the context of this research study, the modalities for continuous professional development
have included a few hours, half a day, one day to three or so days. Thereafter, teachers return
to their schools and classrooms. As there is evidence that this modality has not led to significant
impact on teacher practice in the classrooms, this study was aimed at developing a proposal for

a framework for continuous professional development for teachers rooted in action research.

The thesis presents a conceptual framework of teachers as professionals, learners, researchers
and reflective practitioners. Teacher efficacy, transformative learning, social constructivism
and action research theories underpinned this research study. All have influence on teacher
continuous professional development but with different impacts. The research study, framed in
a qualitative case study, situated in Bikita District, Masvingo Province in Zimbabwe, collected
data using semi-structured interviews, focus group discussions and document analysis. The
participants were purposively selected from school inspectors, head teachers and teachers who
took part in a pilot project that trained participants and supported them in using action research
to better understand and appreciate the dynamics in their schools and classrooms. To make

sense of the data collected, NVivo software was used.

The research findings confirm the benefits in existing literature about action research in
addition to indicating further benefits novel to the case study. The benefits of engaging in action
research include empowering the teacher on several fronts such as problem identification and
resolution, professional growth, reflective thinking, self-critique, solution-oriented thinking,
self-criticism and taking responsibility for their actions. Training in action research expanded
the teachers’ pedagogical repertoire and enabled them to collect their own data to use in making
decisions about their schools and classrooms. When the competence based curriculum was
introduced, the action research trained teachers reported that they had confidence to face the
challenges as solution seekers. Research participants suggested making action research school-
based, anchored in collaborative Communities of Practice and crucial to enhance the promotion

of action research, followed up on in the Narrative Supervision Instrument for the Teacher.



These findings speak well to the proposed Action Research Continuous Professional
Development Framework (ARCPDF) for primary school teachers.

Key terms: professional learning, professional development, continuous professional

development, teachers as learners, teachers as researchers, action research, reflective teaching
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CHAPTER 1

INTRODUCTION TO THE STUDY

11 INTRODUCTION

The aim of this research was to investigate the use of action research training as a professional
development strategy for primary school teachers in the Bikita District, Masvingo Province,
Zimbabwe as a case study. The study emanates from two triggers.

The first trigger is in the findings from studies compiled by Burns (2007:11), which suggest
that short period in-service training workshops for teachers have little impact and rarely lead
to improved classroom practices of teachers and improved learning outcomes. The in-service
Continuous Professional Development (CPD) practices in Zimbabwe and many other countries
use short courses lasting one to three days where participating teachers are introduced to new
ideas and practices. At the end of the training, the teachers return to their schools where they
are expected to use the new ideas in their teaching as well as inform other teachers. The
conclusion by Burns (2007) questioned the effectiveness of the short training workshops.

The second trigger arises from the experiences | encountered in a project that sought to train a
group of teachers in action research over a period, 2005-2008, in the Bikita District, Zimbabwe.
The training in action research was an attempt to influence the teachers in being reflective about
their own classroom practices. According to Harber and Stephens (2010:84), the use of action
research on own classroom practice has proved to have longer lasting changes to classroom
practice for improved learning outcomes of learners. My experiences seemed to offer an

approach that had a more positive impact on professional development and training of teachers.

These two triggers lead to the main aim or purpose of this research study, which is to propose
an Action Research Continuous Professional Development Framework (ARCPDF) for primary
school teachers. Such a framework can engender continuous professional development,
reflective practices and improved learning outcomes. The study explored, with a focus on a
group of primary school teachers in Bikita District, Zimbabwe, the proposed framework. The
group of teachers in the research study were trained in action research and they used it in their
continuous professional development for four to eight years prior to the study, in the period
2006 to 2013.



1.2 BACKGROUND TO THE STUDY

In Zimbabwe, as in many countries in Africa at present, there is a model of Continuous
Professional Development (CPD) used to improve teacher professional practices and address
concerns of the type of teaching and learning taking place in classrooms. The model consists
of a two to three-day workshop or training comprising sessions of a few hours, after which the
teachers return to their schools, ostensibly to put into practice what they have learned during
the training. The question arises about whether these short training sessions are effective
enough to equip teachers improve on their classroom practices for improved learning outcomes,
even though research has indicated that such an approach is unlikely to influence teacher

practice or student achievement (Wei, Darling-Hammond & Adamson, 2010).

The concern with improved learning outcomes can be traced from a number of angles in the
recent past. In 2000, the World Education Forum held in Dakar issued the Dakar Framework
for Action on Education for All: Meeting our Collective Commitments communiqué at the end
of the World Conference on Education for All that had met to review achievements and
challenges since the World Education Conference held in Jomtien, Thailand in 1990. In the
communiqué, UNESCO stated that literacy rates had not improved significantly from the levels
they were in 1990 in many countries (UNESCO, 2000). In other words, UNESCO was
concerned that there was little learning taking place in the classrooms despite the increase in
enrolment since the World Education Conference held at Jomtien, Thailand in 1990 (UNESCO,
2000). UNESCO (2004) stressed the quality of learning outcomes as requiring attention and

action.

Another concern on the learning outcomes was made in an evaluation study by Johannessen
(2000:72) of the Save the Children Norway Basic Education programme. The evaluation study
in thirteen developing countries found evidence of little learning (as measured by end of
primary school examination pass rate) taking place in classrooms where Save the Children had
interventions helping communities build classrooms and provide short term training for
teachers on child-centred teaching methodologies. In this study, the developing countries for
the Save the Children Norway study were in Africa, Asia and Latin America and included
Angola, Niger, Mozambique, Uganda, Zambia and Zimbabwe in Africa (Johannessen, 2000).
The evaluation study found that the infrastructure upgrade and teacher training interventions

did not necessarily result in improved learning outcomes as measured by the final examination



results at the end of the primary school education (Johannessen, 2000). This scenario begs the

question: What was missing in these interventions to improve learning outcomes?

The Southern African Consortium for the Monitoring of Educational Quality (SACMEQ) | and
Il studies conducted with 15 Ministries of Education in Southern and Eastern African regions
with Grade 5 learners assessed in reading proficiency. As per the SACMEQ | and |1 studies,
the five aspects of reading tested were phonics, phonemic awareness, vocabulary and reading
comprehension (Murimba, 2005). The results of the reading tests established poor reading
levels (Murimba, 2005:75-89) with the majority of children found to be operating at lower
levels than their grades in the primary school. Findings from the SACMEQ Il studies showed
that about 50% of pupils could barely read at the expected minimum level, identifying a mere
seven out of 46 words from the test. The studies further established that on average, only 18%
percent of the Grade 6 learners had acquired desirable readings skills (Murimba, 2005). The
SACMEQ studies, in a way, raised the question that the continuous professional development
strategy for teachers was not effective enough to improve learning in schools. Again, this
finding leads to the question: What form of CPD strategy will enhance the capacity of teachers

to improve the learning outcomes?

The table below, published by the Ministry of Primary and Secondary Education (MoPSE),
illustrates the extent of the problem of low learning outcomes as measured by the national pass
rate of Zimbabwe for end-of-year of primary school examinations, the provincial pass rate
and the district pass rate, for the period 2007 to 2012.

Table 1.1: Zimbabwean national, provincial and district pass rates 2007-2012

Year National Masvingo Province Bikita District
2007 70.5% 68.2% 57.6%
2008 51.5% 50.1% 49.0%
2009 39.7% 35.0% 35.6%
2010 42.0% 41.2% 47.6%
2011 45.7% 46.2% 49.8%
2012 49.6% 48.6% 55.1%




Source: Ministry of Primary, Secondary Education Annual Statistical Report (MoPSE,
2013:92)

The table above depicts the slow decline in the pass rates of end-of-year primary school
examinations over six years with the national pass rate ranging from a high 70.5% in 2007 to
a very poor low 39.7% in 2009. In the Bikita District, the picture on learning outcomes has
remained poor with the lowest results (35.6%) recorded in 2009; however, there has been a
steady improvement from 2010 (47.6%), 2011 (47.6%) and 2012 (55.1%). Of concern though,
is that despite the investment in short term CPD activities designed and facilitated by school
inspectors, a large number of Grade 7 learner results in the national examinations indicate low

learning outcomes. The key question is: What could be contributing to this scenario?

As previously indicated, studies compiled by Burns (2007:11) concluded that short-term in-
service training for teachers rarely lead to improved classroom practice of teachers and
improved learning outcomes. The CPD training, like those in Zimbabwe, use short courses
lasting one to three days where participating teachers are introduced to new ideas and practices.
At the end of the training, the teachers return to their schools where they are expected to use
the new ideas in their teaching as well as inform other teachers. These short-term teacher in-
service interventions lead to little or no improvement in classroom practices as teachers return
to their old habits and practices before such training (Burns, 2007:11; Johannessen, 2001:75).

The scenario presented above and examples given, show that there is a problem that needs to
be addressed in the kind of model used to provide continuous professional development (CPD)
for teachers. There is no doubt that teachers are at the frontline on improving quality of learning
in the classrooms, as any education system is as good as its teachers. Teachers need to be
learning continuously. But, what model of CPD can have a greater chance to influence teacher
classroom practices so that they are reflective of their classroom practices? This is the central
question of the research study on the use of action research training provided over a four-year
period to a group of primary school teachers in Bikita District.

13 PROBLEM STATEMENT

While teachers need to be learning continuously, the use of short-term training sessions lasting
one to three days rarely leads to improved teacher classroom practices. The recent MoPSE

(2018) formative evaluation report on the implementation of the new curriculum for Zimbabwe



found that many teachers felt they were not fully capacitated by the short-term training sessions
on how to teach the new curriculum. The short-term training sessions in the name of continuous
professional development do not really make an impact in developing teacher confidence and
thus classroom teaching. This problem persists due to the shortcomings of the current strategy
used to build capacity teachers, which aligns with the studies mentioned above. Short-term
training sessions without a strategy for continuous support for teachers lead to little impact on
classroom practice. Thus, there is a major question mark on their effectiveness to improve the
quality of teaching and learning, which begs the questions: What strategy for continuous
development of teachers can engender reflective and effective primary school teachers? Could
building capacity in action research in the continuous professional development be part of the

answer to contribute to effective classroom teaching?

1.4  RESEARCH QUESTIONS

The primary research question of the proposed study was: How can action research training
be used as a professional development strategy to enhance effective classroom practices of
primary school teachers? The research study examines action research training as a CPD
strategy used to engender reflective and effective primary school teachers over a period 2006-
2013.

To respond to this question, the research study examines action research training used as a
Continuous Professional Development strategy used to engender reflective and effective
primary school teachers over a period of four years, 2006-2013 in the Bikita District, Masvingo
Province in the south-eastern part of Zimbabwe. The research study is limited to Bikita District
in Masvingo Province, south-eastern part of Zimbabwe and is further limited to primary
schools in that district. In addition, the research engages primary school teachers, school heads
and school inspectors in that district who participated in action research training as a

professional development strategy to improve on classroom effectiveness.

The following sub questions were derived from the main research question and formulated

towards addressing that question:

1. How has action research training of primary school teachers empowered them?
2. How have primary school teachers applied action research knowledge to deal with the

Competence Based Curriculum?



3. What challenges do primary school teachers face when applying action research and
supporting other teachers in learning and practising action research?

4. What strategies can be used to promote action research among primary school teachers?

1.5 PURPOSE AND OBJECTIVES OF THE STUDY

The aim of the research study is to obtain evidence to justify the proposal of an Action Research
Training Professional Development Framework (ARTPDF). This framework will propose a

strategy to empower primary school teachers to become competent and reflective practitioners.

In order to achieve the overall aim of this study, the following specific objectives formulated

for the purpose of conducting this research study are:

- To explore how action research training of primary school teachers empowered them
in their continuous professional teacher development and promotion of reflective

practices;

- To establish how primary school teachers applied action research knowledge to deal
with the Competence Based Curriculum introduced in 2016 and rolled out to all school

grades thereafter;

- Toexplore challenges that primary school teachers face when applying action research,

and supporting other teachers in learning and practising action research; and

- To use the literature review and findings from the research study to inform the
development of an Action Research Continuous Professional Development Framework
(ARCPDF) routed in engaging in action research to improve on classroom practices

and learning outcomes among primary school teachers.

This research study has two main expected outcomes. The first outcome is to learn from the
processes through which the primary school teachers in Bikita District, Zimbabwe constructed
new meaning to their practice of teaching as a result of action research training in their CPD.
This involves an exploration of the perspectives, changes and developments that the teachers,
trained in action research, ascribe to the training received on their exposure to and practice of
action research. The area of using action research as a tool to engender reflectiveness in
teachers has not been researched in the public domain in Zimbabwe, and hence is quite grey

with not much known of its effectiveness as a strategy. The second outcome is proposing an
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Action Research Continuous Professional Development Framework (ARCPDF) for primary
school teachers. This framework is a contribution to promoting reflective teachers in their

continuous professional development.

1.6 RATIONALE FOR THE STUDY

This research study was premised on the view that teachers should identify the problems in
their classrooms by themselves and not be told by others ‘what is wrong with them’. It is not
unusual in Zimbabwe for school inspectors, during their school supervision exercises, to
identify ‘gaps’ which they recommend to be addressed through short-term training for teachers
lasting a few hours to a few days, for example, two or three days. However, no matter how well
meant, Nagel (1992; 2008) argues that this top-down approach leads to resistance by the target
group of teachers. The teachers do not own what is externally identified for them. Identifying
training needs for teachers externally is probably the reason why so much short-term training
seem to be wasted time and ineffective, since the participants have not acknowledged the need

for such training (Burns, 2007).

It is in these circumstances that the advantage of engaging teachers in action research on their
work helps them identify for themselves the changes they need to effect in their teaching so as
to make improvement and thus ensure effectiveness of classroom teaching (Hopkins, 2002;
Koshy, 2010).

Education is about human growth and knowledge construction processes (Nagel 1992; 2008).
Teachers should learn from their work experiences, constructing new meanings from the
challenges and success they have in their work. Hence, developing as a reflective teacher is
important to achieve quality education and improved learning outcomes. One possible way to
do this is through Continuous Professional Development (CPD) where teachers learn to take
the responsibility for the learning, as well as the failure of their learners but developing the
necessary reflective teaching skills. It should give teachers the opportunity to build the trust in
themselves so that they can make the required change on their own. Engaging in action research
offers teachers an avenue to become reflective in their practice so as to bring about the needed

change in the education system in search of quality education and improved learning outcomes.

Action research is part of a growing movement in CPD of teachers. Hendricks (2006) describes

action research as a form of long-term teacher professional development with the potential of



enabling teachers to be transformed in their practice. Elliot (1991) sees action research as being
transformative to the culture of teachers and making them creative in dealing with challenges
faced in the classroom. A similar message on transformation of practice, perceptions about own
practice was made by the teachers in the Bikita District action research project snap evaluations
reported by Brock-Utne, Banda, Matafwali and Dirwai (2014:9-10) and Harber and Stephens
(2010:13). Through conducting action research, the teachers uncovered the complexity of

teaching and that this process leads them to improve the quality of their learners’ performance.

MCcNiff (1993) explored what action research consists of as well as its importance on whole
school development. McNiff (1993) argues that action research makes the individual teachers
adopt an investigative attitude towards their work in that they will seek to improve their practice
in the classroom. This attitude enables the teacher to produce research-based evidence to
support whatever claims they may make about their professional knowledge and the expertise

they develop.

Hopkins (2004) presents a case where action research makes teachers become researchers, and
that this is fundamental to improving their competencies as they constantly seek to improve
their teaching and thus, the outcomes of their learners. Thus, conducting classroom-based

research enables the teachers to enhance their own work.

1.7 RESEARCH METHODOLOGY

Creswell (2013), as well as Brennen (2017) define a research paradigm as a broader view or
perspective that guides the direction of a study. Qualitative research methodology was
specifically chosen for this research study as it was considered helpful in understanding the
reality of teachers’ practice and their ‘lived experiences’ in their schools and classrooms. This
was important as in the interpretivist approach, social actors create social reality through social
interaction (Bogdan & Biklen, 2007). In a nutshell, interpretivism promotes the use of
qualitative data and values the uniqueness of a particular situation and places particular

emphasis on contextual depth (Bryman & Bell, 2015).

This study embraced the interpretivism paradigm and adopted the inductive approach to
reasoning. Denzin and Lincoln (2000) define qualitative research as a method of studying the
significance that people attach to a phenomenon. In this regard, a major justification for

qualitative research, provided by Punch (2005), is that it is ‘naturalistic’ and it endeavours to



study people, things and events in their ‘natural settings’. Qualitative research is primarily used
to gain an understanding of underlying reasons, opinions and motivations. As posited by Glaser
and Strauss (2017), it provides insights into the focus of the study and it helps to develop in-
depth appreciation of the perceptions of the participants in the research on action research and

its use in the continuous professional development of teachers.

Thus, in this study, | used a qualitative research methodology focusing on a case study
comprising teachers, school heads and school inspectors who undertook training in action
research in the Bikita District, Masvingo Province, Zimbabwe. This group of teachers
undertook action research training and used it to improve own practice over a period of eight
years prior to commencement of the study. Using qualitative research methodology provides a
way of investigating and understanding meaning that individuals or groups assign to a social
phenomenon (Creswell, 2006:25). A good justification for the qualitative research
methodology, in the case study of action research training as a professional development
strategy for primary school teachers in the Bikita District, is that it is naturalistic and it strives

to study people and events in their natural settings (Punch, 2005:141).

In this regard, taking the case study approach enabled understanding of the phenomenon in its
context. Thus, the qualitative approach is key in giving a holistic understanding of the thought
processes the group of teachers, trained in action research, developed as a consequence of that

training on their professional development.

A case study design was considered most appropriate for this study. McMillan and Schumacher
(2010) define a case study as a design that examines a single case, which employs various
sources of data found in the natural setting. A qualitative case study design was deemed most
appropriate for this study because case studies are known to give rich and vivid description of
events supported by several sources. It also supports the researcher in obtaining implicit and
explicit data from documents used for the study and from the participants as well. Moreover,
it enables the researcher to construct criteria for building credibility and trustworthiness in the
process of data gathering (Creswell, 2012). The case can be an organisation, a programme, an
event, an activity or a set of individuals bounded in time and place (Cohen, Manion &
Morrison, 2007). In this study, data were collected using interviews, focus group discussions

and document analysis.



A constructivist phenomenological approach was used in carrying out the research (Van
Niekerk, 1995 in Higgs, 1995). Social constructivism is a sociological theory of knowledge
according to which human development is socially situated and knowledge is constructed
through interaction with others (Howell, 2013). In this regard, the constructivist approach seeks
to interpret, understand as well as explore socially constructed phenomena in its context. Thus,
in data collection for the research study, | had extended contact with the group of teachers,
school heads and school inspectors who were trained in action research so as to elicit their
perspectives and interpretations of their world of work. This approach helped obtain a rich
description from the research participants that assisted in uncovering and explicating the ways
in which the teachers come to understand, account for and take action as they manage their
day-to-day situation in their work environments (Boglan & Biklen, 1982:20; Chisaka,
2007:25). The focus was on understanding and developing deeper insights into perspectives,
feelings and opinions of the teachers, school heads and school inspectors developed from their
training in action research. In the process of this research study, | developed a proposed
framework of CPD based on action research. Emerging from the findings were strategies,
which assisted in developing the proposed Action Research Continuous Professional

Development Framework (ARCPDF) for primary school teachers.

1.8 LIMITATIONS AND DELIMITATIONS OF THE STUDY

The research study was limited to a selection of participants of an action research training
programme carried out in Bikita District, Masvingo Province, Zimbabwe. The participants
were of similar experience in terms of training in action research to improve their own
education practice. They underwent the training together as a strategy for Continuous
Professional Development and each undertook an action research project focusing on their own
challenges experienced in the classroom or work at their specific level.

The participants were primary school teachers, school heads and school inspectors located at
the Bikita District, Masvingo Province during the Save the Children Norway programme which
supported the Bikita Quality Education Project (QEP). The research study was limited to
collecting data on the ‘lived experiences’ of the participants during the training in action
research, carrying out an action research project during and after the project. The research study

was limited to one geographic area, one district in Masvingo Province. It was limited to primary
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school teachers, school heads and school inspectors in Bikita at the time of the Bikita Quality
Education Project (QEP).

1.9 DEFINITION OF KEY TERMS AND CONCEPTS

Action research is a process of systematic inquiry that seeks to improve social issues affecting
the lives of people every day (Koshy, 2010). Historically, ‘action research’ has been associated
with the work of Kurt Lewin who viewed it as cyclical, dynamic and collaborative in nature.
Action research has repeated cycles of planning, observing and reflecting. Individuals and
groups engaged in action research, can implement changes required for social change and
improvement. Other notions of action research are that it can be collaborative or participatory
(Koshy, 2010).

Professional development is the continuous process of acquiring new knowledge and skills
that relate to one’s profession, job responsibilities or work environment. The primary role of
professional development is to maintain trained, informed and motivated employees
(Hendricks, 2006:188). In the context of teaching, professional development encompasses the

development of pedagogic content knowledge (PCK).

Professional learning refers to both formal and informal learning opportunities to deepen

knowledge and refine skills and practice for the benefit of learners (King, 2019).

Reflective teacher is a teacher who thinks over their classroom practice, analysing how
something was taught and how practice might be improved or changed for better learning
outcomes (Hendricks, 2006:41; Hopkins, 2006:104-105).

Teacher as a researcher can be characterised as a practitioner who attempts to understand
their practice and its impact on the learners by researching the relationship between teaching
and learning (Hendricks, 2006:34-35 citing Lawrence Stenhouse, 1984)

Lived experiences are the experiences that occur in one’s direct acquaintance with different
set ups and, scenarios. It can be considered the interaction between a person and their life
experiences (Bogdan & Biklen, 2007:63-64; Hopkins, 2004:31).

1.10 ORGANISATION OF THE STUDY
The thesis is organised in seven chapters as follows:
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Chapter 1 provided an introduction and overview of the research topic. This chapter covered
the background to the problem, statement of the problem, research questions, aim of the study
significance of the study, research methodology overview, limitations and delimitation of the
study, definition of key terms, summary and conclusion.

Chapter 2 presents and integrates two related issues for the research study: the theoretical
framework and the conceptual framework. The conceptual framework comprises the concepts
professional development, professional learning, reflection and reflective practice, teacher
professionalism and teachers as researchers. This section of this chapter offers a commentary
on the shortcomings of the dominating approach to professional development for teachers in
the context of the research study circumstances in the Bikita District, Masvingo Province in
Zimbabwe. On the theoretical framework, the chapter explores four theories: teacher efficacy
theory, transformational learning theory, social constructivist theory and the action research
theory.

Chapter 3 reviews the conceptualisation of continuous professional development of teachers
as outlined in the Statutory Instrument (SI) of 2000 and the Better Schools Programme of
Zimbabwe (BSPZ) at the time of the study. The chapter covers the search for effective
alternatives to the status quo on continuous professional development; for example, the Bikita
Quality Education Project (QEP) that promoted action research, similar work done in Namibia
and South Africa and the initiatives to put in place continuous professional development policy
frameworks in Malawi and South Africa.

Chapter 4 presents the research methodology. This chapter describes the research paradigm,
research design, study population, sample and sampling, research tools and data gathering
procedures. The ethics of the research are outlined to protect the identity of participants and
their confidentiality.

Chapter 5 presents the findings from the data analysis. In addition, the chapter presents the
emerging themes, sub-themes and substantiating statements in accordance with the research

sub questions. The NVivo software programme was used to make sense of the data collected.

Chapter 6 presents a discussion of the research findings as well as a synthesis of the main
issues emerging around the research sub questions. The discussion captures the findings that

reflect the literature and theoretical frameworks reviewed in the study and points out the new
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issues emerging from the study that make a contribution to extend frontiers of knowledge on
the main research question and proposed framework for action research continuous
professional development for primary school teachers. In the discussion of the findings, an
endeavour is made to point out where the findings speak to the methodology discussed in
Chapter 4, the theoretical frameworks discussed in Chapter 2 and practice of action research
within the proposed Action Research Professional Development framework in Chapter 7.

Related questions and issues to the research study are pointed out for further research.

Chapter 7 is the final chapter of the research study. In the chapter, the proposed Action
Research Continuous Professional Development Framework (ARCPDF) is given and situated
in the theoretical framework that is outlined in Chapters 2 and 3. Action research skills and
practice are emphasised for continuous professional development and empowering of the
primary school teachers. The teacher is central to the proposed framework for Continuous
Professional Development and needs the school-based staff development sessions to keep

learning alongside fellow teachers in collaboration, especially on similar challenges.

1.11 CONCLUSION

This chapter presented the proposed topic and provided a rationale and background for the
study. It also presented the main research question, sub questions and the objectives of the
study. A brief discussion of the challenges with the Continuous Professional Development
strategy for teachers was given, the challenges and shortcomings given. The question was
raised for the need to have a Continuous Professional Development strategy that engenders
reflective and effective primary school teachers. The chapter indicated the use of the qualitative
research methodology for the case study design. The research study focused on the case of the
Bikita Quality Education Project (QEP) that took place in Bikita District, Masvingo Province
in south east Zimbabwe. The Bikita QEP was active, with the support of Save the Children
Norway Zimbabwe Country Office in training teachers, school heads and school inspectors
during the period 2006 and 2013 (Save the Children International Zimbabwe, 2014). In 2010,
Save the Children Norway Zimbabwe Country Office merged with Save the Children UK
Zimbabwe Office to form the Save the Children International Zimbabwe Country Office and
currently works in the education, health, child protection and emergency response sectors. The

chapter ended with an outline of chapters comprising the study.
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CHAPTER 2

AN INTEGRATED CONCEPTUALISED THEORETICAL FRAME

2.1 INTRODUCTION

This chapter has two distinct but complimentary sections, which comprise the conceptual
framework (section 2.2) and the theoretical framework (section 2.4). Both frameworks inform
and contribute to the research study. The first section (2.2) introduces a review of existing
scholarly literature and debates around the concepts of professional development, continuous
professional development, and the idea of professionalism as a ‘restricted’ or ‘extended’
practice. These concepts form the anchor of the thesis Action Research Training as a
Continuous Professional Development Strategy for Primary School Teachers — A Case Study
of Zimbabwe. The concepts are defined, explained and linked to the thrust of the research study
and the conceptual framework. The literature reviewed forms the basis to inform action

research training as a professional development strategy for primary school teachers.

In reviewing the available literature, | made an attempt to establish gaps not previously focused
on in Continuous Professional Development (CPD) of primary school teachers in Zimbabwe
and to some extent in the neighbouring countries in Southern Africa. This chapter, therefore,

focuses on the variables at play as teachers continuously undergo professional development.

The second part (section 2.4) of the chapter explores four theories with a bearing on teacher
professional growth and development. These are the teacher efficacy theory, the transformative
learning theory, the social constructivist theory and the action research theory. While there are
some subtle differences in these theories, they have relationships and overlap to some extent
including forming a continuum in teacher professional growth and development (Rhodes &
Houghton-Hill, 2000).

2.2 CONCEPTUAL FRAMEWORK

This section comprises a number of sub-sections in an attempt to develop a conceptual
framework. Teachers as professionals is presented in sub-section 2.2.1 and teachers as
researchers in sub-section 2.2.2. Professional learning is outlined in sub-section 2.2.3 which

lead onto reflection and reflective practices being described in sub-section 2.2.4. Professional
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development is discussed in sub-section 2.2.5 and thereafter shortcomings of a specific

continuous professional development model are argued in sub-section 2.2.6.

2.2.1 Teachers as Professionals

In Zimbabwe, the majority of the primary school teachers are trained at teacher training
colleges. The fifteen teacher training colleges are part of the Scheme of Association with the
Department of Teacher Education, Faculty of Education of the University of Zimbabwe
(Department of Teacher Education Handbook, 2015). In the Scheme of Association, the
University of Zimbabwe provides quality control, monitors and supports the teacher education
curriculum leading to the awarding of the Diploma in Education. The teacher education
programme consists of four main areas, namely, theories of education (philosophy, psychology
and sociology of education); professional studies, including teaching methodologies, main
teaching subject and a research project (Chiromo, 2007; Department of Teacher Education
Handbook, 2015). A teacher qualifies when he/she satisfies internal and external examiners in
the four areas (Department of Teacher Education Handbook, 2015). This is the initial teacher
education programme leading to the certification of primary school teachers and foundation for
teacher professionalism.

Once placed in a teaching position at a school, the novice teacher begins his/her practical
development as a teacher and depending on his/her competency and performance, can be
slotted into three broad overlapping categories of teacher professionalism, as described in the
works of Davies, Harber and Schweisfurth (2005:35-39). The three categories are
unprofessional, restricted professional and extended professional with the overlapping
categories presenting a continuum of ideal and real classroom behaviours of teachers. A teacher
categorised as unprofessional shows characteristics of lack of caring for the learners and their
learning, while other characteristics include absenteeism, unplanned lessons and prone to be
hostile to the children. The restricted professional meets the mere basic expectations of a
teacher, remains routine, and hardly questions themselves for purposes of improving. The
restricted professional teacher is concerned with the mastery and exercise of technical skills in
the classroom. The teacher is concerned with basic competence, is teacher-centred and tends
to blame children for not learning. There is unimaginative or routine teaching, occasional use
of corporal punishment and psychological punishment with the teacher being rigid and

instrumental.
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In contrast, the extended professional teacher goes beyond the call of duty, is reflective and
seeks to be at his/her best in the teaching and learning situation. The extended professional
teacher uses autonomous and independent judgement to reflect on what they are doing. This
teacher does not follow rules but takes active responsibility for his/her teaching, is child-
centred, uses a variety of methods, is collaborative, trusting and uses no corporal punishment.

He/she is adaptive, flexible and is aware of the need for continuous professional development.

Harber and Stephens (2010) suggest that the three categories overlap, forming a continuum
where teachers move up or down as they develop their practice to ensure quality education.
Quality education is not to be defined as a set of inputs into the education system; it is more
than new buildings, furniture and resources or identified learning outcomes. Quality is
concerned with the interaction between the teacher, learner and the curriculum (Harber &
Stephens, 2010). Nagel (1992:31) defined quality as:

It is in the pedagogical meeting between the teacher, student and the content that
quality is constituted. This meeting must have such a character that it ‘vibrates
with energy’, to such an extent that those involved are absorbed in what they are

talking about or are doing.

While Nagel (1992) stresses the role of the interaction process in teaching and learning, there
is growing evidence that suggests learning outcomes are a key indicator of the quality of
education as well (UNESCO, 2003). Hence, it is prudent to see quality in terms of both the
teaching-learning processes and the learning outcomes. In this regard, quality is a combination
of both, the interaction process and learning outcomes.

There is evidence that teacher education could be part of the problem of poor quality in
education (Harber & Stephens, 2010) and shares the responsibility of the state of teaching and
learning in schools. It is argued that teacher education perpetuates traditional and unreflective
practice focusing on teacher-centred pedagogy (Harber & Stephens, 2010), thus sending
teachers to the schools, most of whom lack reflection skills and as such, do not question

themselves on what they do and do not do well in the classroom.

Harber (1997), Stringer (2008) and Hine (2013) identified that there was a gap between what
teacher educators say and do and the perception of student teachers they train. In teacher
education, Harber (1997) and Hine (2013) found that teaching is largely lecture-based with
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most of the teaching following the transmission style with delivery of content, and then
questions and answers. This scenario is at odds with the principles of participatory, learner-
centred and enquiring pedagogy found in curriculum documents of teacher education
institutions and expected in schools. Schweisfurth (2002), in reviewing the Multi-Site Teacher
Education Research (MUSTER) Project in Ghana, Malawi, Lesotho and South Africa, found
predominance of the lecture-method, transmission teaching with emphasis on recall and very
little independent learning and reflective practice. According to Schweisfurth (2002), student

teachers were found to say ‘project work’ was difficult and group work was ‘less helpful’.

The MUSTER findings showed that classroom observation confirmed transmission-orientation
with little emphasis on independent learning, critical analysis, creative thought and learning to
exercise professional judgement. The interaction between student teachers and their
lecturers/tutors during lectures involved a question and answer approach and in addition,

questions were found to be restrictive, which did not allow for independent thinking.

The MUSTER findings relate to what Lewin and Stuart (2003) saw as a distinction between a
teacher as a ‘technician’ and as ‘reflective practitioner’. A ‘technician’ teacher has a restricted
role, seeing to role to deliver the curriculum as prescribed, whilst the reflective practitioner
plays a more extended role that includes developing the curriculum to suit the context,
employing a wide range of methodologies, working on improving own practice and supporting

and mentoring other teachers.

The discussion above demonstrates the importance and need for teachers to continuously
develop themselves as professionals to improve their classroom practice in order to move up
the continuum to extended professionalism, to move from being classroom technicians to

professionals who see and understand the need for continuous learning.

2.2.2 Teachers as Learners

The concept of professional learning is central to this research. Teachers, once qualified need
to continue to develop in their profession. This sustained professional learning is what makes
it a continuous growth. When teachers come together, they form what are called professional
learning communities. Thus, a learning community is a group of people who share common
goals and attitudes, meet from time to time to collaborate on their work in the classrooms.

According to Pirtle and Tobia (2014), the use of such learning communities has the potential
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to offer an effective, learning-focused process that can foster improvement in teaching and

learning.

Burns (2012) presents the argument that competent teachers are learners; they need to be
continuous learners and that professional development should be teacher-centred. Burns (2012)
further says that a lack of awareness that teachers, like their learners, are also learners,
represents the greatest impediment to improved professional development for teachers.
Improvement in teacher professional development for teachers needs to adopt a new approach
and as their learners, they need the same high-quality instruction advocated for their learners
with learning opportunities that are teacher-centred (Koshy, 2010). Thus, both Burns (2012)
and Koshy (2010) advocate for teacher-centred professional development. According to Burns
(2012), teacher-centred professional development compliments the learner-centred instruction
in that it is grounded in research on effective professional development and adult learning with.
five characteristics of teacher-centred professional development being identified (Burns,
2012).

The first characteristic is that teacher-centred professional development recognises that
teachers, like their learners, are unique in how they learn. Thus, teacher-centred professional
development aims to provide teachers with the same high-quality learning that learners receive.
Burns (2012) says that teacher learning, like learners in classrooms, works well when it focuses
on the needs of teachers as learners, and connect to teachers’ work. Teacher learning, to be
effective, should include scaffolding and support by a trained support person and should be

differentiated and active (Garet, Porter, Desimone, Beirman & Yoon, 2001).

The second characteristic is that teacher-centred professional development should recognise
that instruction for teachers, as for learners, must begin with where the teacher is and targets
interventions to meet this reality. This is important to avoid resistance to any new ideas and
build towards new ideas by starting from where the teachers are (Burns & Dimock, 2007). The
third characteristic is to recognise that teachers, like their learners, need ongoing support to
implement and internalise what they have learned (Burns & Dimock, 2007; Hendricks, 2006).
The most successful professional development programmes support teachers so they can
transfer learning from the training to the classroom (Burns & Dimock, 2007). Burns and
Dimock (2007) found this kind of support led to a 98% of teachers in their research group in
Indonesia implementing the guidance and support for an Education Development Centre
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(EDC) mathematics and science professional development programme project. The
participating teachers’ take-up rate in implementation was higher than in another research
group within the same context. Burns and Dimock (2007) attributed the success to changes in
the beliefs of the teachers in the more successful group of teachers.

The fourth teacher professional development characteristic recognises that teacher learning,
like learners’ learning, must move teachers along a continuum of higher-level thinking (Burns,
2012). Burns (2012) drew this characteristic from another study she carried out where a teacher
study group, which focused on improving learners’ writing skills, deepened the teachers’
understanding of the writing process, moving from a simple belief that writing is something
assigned and grounded in mechanics and grammar to a deeper awareness that writing must be
nurtured and that good writing often involves hard-to-teach skills like voice and flow. In
writing themselves, many teachers discovered that they, like their learners, did not like to write,
nor were they particularly good at it. This reflection on writing, grounded in teachers becoming
writers themselves, resulted in greater empathy for struggling student writers, greater
understanding of the complexities involved in writing well and subsequent re-evaluation and

revision of many writing assignments (Burns, 2012).

The fifth characteristic of teachers’ continuous professional development recognises that
teachers, like their learners, learn best as part of a community. Burns (2011) says that the most
powerful learning opportunities occur when teachers form communities in which they
collaborate, share knowledge and support one another in the implementation of new learning.
Thus, in her argument, a teacher-centred professional development approach combines
sufficient time for team or group learning, a collaborative structure where the teacher moves
through stages of community development. The stages are from communities of interest where
teachers first connect to one another via a shared professional interest to communities of
learning where teachers discuss instructional practices or analyse work to the final stage of
a community of practice in which teachers plan together, teach together and work together
(Burns & Dimock, 2007; Burns, 2011).

On reflection, the five stages discussed above, support teacher learning and make the concept
of teacher-centred professional development important to ensure that it is situated in a

framework that promotes teachers’ collegiality and working together. Further, this is done in a
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way that builds teachers’ confidence regardless of the time spent, cost involved to be relevant
and useful to the teachers (Burns, 2011; Burns, 2012; Burns & Dimock, 2007).

McKay and Kember (1997) have pointed out that the purpose for which teachers engage in
learning has a bearing on the approach they take to continuous professional development. The
argument by McKay and Kember (1997) was that the outcomes of engaging in teacher
continuous learning and professional development depended on what purposes they attached
to it. McKay and Kember (1997) suggested two categories of teacher learning as something
new to improve on what they already do or something to help them think differently about
some aspects of their practice. The two categories they proposed are either simply learning
something new so that they are efficient, which they called ‘surface learning’ or a more long-
term approach that leads to modifying practice and underlying what is called ‘deep learning’.
Similar thoughts on the purpose of further teacher learning were echoed by Piggot-Irvine
(1998). Piggot-Irvine (1998) says that surface learning is concerned with implementing actions
to make change with minimal effort. It is an efficiency approach. One example is where a
teacher chooses to go to a two-hour course on questioning skills to improve the way they
communicate with learners in teaching and learning. Another example is where the same
teacher informally asks a colleague for some ideas that will help to address issues that they

have on a particular problem, such as classroom communication (Piggot-Irvine, 1998).

However, in contrast, deep learning, focuses on gaining understanding in substantial and long-
term ways, which modify both practice and underlying values. It is an action research approach
to professional development (Kemmis & McTaggart, 1988). An example is where a teacher
gathers data to determine what currently happens with the ways he/she communicates with
learners in the classroom, then implements several strategies to bring about change and
evaluates how effective these have been. In all phases of this process, the teacher reflects on
actions and their outcomes. In this regard, the element of reflection is crucial in the action
research process. In this, the teachers are conscious of what they are doing, why they are doing
it and then asks about the actions that they take and the decisions that they make (Hendricks,
2006; Kemmis & McTaggart (1988). Achieving deep learning, which leads to change through
action research, involves discrete processes, like information gathering and reflection, which

need to be taught and modelled by another expert.

21



2.2.3 Teachers as Researchers

Teachers have been discussed as professionals, as learners and now teachers as researchers is
considered. One of the eminent educationists, Lawrence Stenhouse proffered the concept of
‘teachers as researchers’ in the 1960s and 1970s, a concept that has remained in the education
arena. In essence, Stenhouse argued that good teachers should be researchers. Researchers ask
questions; they are not satisfied with the status quo - they want to understand the phenomena.
They want to interrogate and understand what is happening in their classrooms in order to have
a positive influence. Research is, therefore, a basis of ‘good teaching’ and continuous learning
and development. Through research, a teacher comes to understand what works and what does
not work, and with what effect. Thus, being a researcher is a necessity in order for the delivery

of quality education.

Ruddock (1998:30) explains that Stenhouse’s work became popular during the days of the
‘Humanities Project’ in the United Kingdom (UK) in the 1960s and 1970s. Stenhouse
contributed to a debate about knowledge and control as well as the structure of curriculum
development and professional learning of teachers. Stenhouse believed that education has an
emancipatory role for the learner. He believed in the liberation of young learners from
uncritical dependence on the teacher and other authority figures. He wanted teachers to instil
in learners the importance of doubt. Similarly, Stenhouse extended this notion to the teachers
as well. His view was that the school should not give learners their political ideals or religious
faith but the means with which to discover it for themselves, and thus the scepticism to develop
the ability to doubt and not just accept things at face value. Hence his concern to liberate
learners from a disempowering dependency on authority figures in the school ran parallel to
his interest in liberating teachers from dependence on ‘academic researchers’ and from a view
of themselves as ‘mere practitioners’. Stenhouse believed that the teacher is central to the
educational enterprise. The teacher should have ‘doubt’ and therefore should seek to find out
for himself/herself. The teacher should be inquisitive, asking questions and seeking more

understanding. Thus, he/she should be an investigative teacher.

Stenhouse worked in the era of large-scale externally funded curriculum development projects,
such as the Humanities Project in the UK. He did not subscribe to top-down models that
characterised many curriculum projects. To him, curriculum development is not a means of
regimenting teachers in a set of routines but a way of extending their individual and communal

power (Ruddock, 1998). A new curriculum framework was not a solution worked out by others
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and offered to teachers to merely apply it. A new curriculum framework is a diagnostic and
experimental tool designed to help teachers examine some of the fundamental issues in the
curriculum. Hence, this is an opportunity to try out and evaluate new approaches in a spirit of
continuous professional learning. Ruddock (1998) said Stenhouse had a strong belief that
teachers, not curriculum packages, are the agents of change and the function of a new

curriculum framework was to service the professional learning of teachers.

In this regard, Ruddock (1998) as well as Kemmis, MacTaggart and Nixon (2014), following
Stenhouse ideas, take the view that teachers have an opportunity to learn from one another
among themselves in the context of their own classrooms. Ruddock (1998) suggests that each
teacher turns their classroom into a laboratory as he/she becomes part of an inquiring
community, investigating what works and what does not work, trying out different ways to
make things work and catalyse learning. Within the same context, Kemmis et al. (2014)
encourage teacher collaborative research for mutual benefit. This approach to the work of the
teacher places the curriculum framework provided by curriculum developers under scrutiny as
teachers investigate what they are supposed to be doing in the classroom. Teachers thus become

co-developers of the curriculum and learning.

The notion, introduced by Stenhouse, of a teacher as a researcher in their own classroom has
found favour and support in many quarters. There is a strong relationship between research and
teaching, as engaging in these aspects creates an environment of continuous learning and
development for the teacher. In an article on understanding the relationship between research
and teaching, the United States of America (USA) National Council for Accreditation of
Teacher Education (NCATE, 2010) introduced the view that research does and should
influence teaching. However, the National Council for Teacher Education (NCTE) notes that
even though the gulf between the two aspects of research and teaching is wide, it can be closed.
As classrooms are multi-dimensional and dynamic places because of the many influences that
shape learners’ learning, these various dimensions are better understood through research and
the dynamic classroom environment is better appreciated when the teacher carries out a

systematic process to understand the situation for informed and sound decisions.

In essence, research serves the purpose of informing the teacher on how to handle complex and
varied backgrounds and particularly the needs of learners. In addition, research can stimulate

rich conversations amongst teachers, administrators and policy makers. In this way, research
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findings and evidence can lead practitioners to question assumptions, reaffirm or challenge
convictions and even raise new questions. On reflection, the ideas by Stenhouse laid the basis
for a paradigm shift in that teachers can develop the capacity to contribute to a generation of
knowledge as opposed to remaining consumers of what has been researched elsewhere.

2.2.4 Teachers as Reflective Practitioners

Desta, Chalchisa, Mulat, Berihun & Tesera (2009) pointed out that Schon (1983, 1987) and
Kolb (1984) were the prominent philosophers who brought Dewey’s idea of reflective practice
into the field of adult education. To extend the discussion in this section of the chapter, it is
important to briefly discuss the terms reflection, reflective practice and critical reflection.
Reflection is a broad term, which refers to approaches in understanding what is happening in
one’s life and experience. Moon (2013) says that reflection is a systematic enquiry into one’s
own practice and deepens what one understands of it. Thus, reflection is a deliberate action.
This makes reflective action an active persistent and careful consideration of any belief or any
form of knowledge in light of the grounds that support it (Calderhead & Gates, 2005). This
understanding takes us to reflective practice. When all this is considered, reflection is about
becoming aware of one’s own thinking processes, actions and being able to conduct self-
assessment. For a practitioner, reflection is an integral part of the continuous learning process.
To the researcher, the practitioner is able to identify mistakes and correct them through being

a reflective practitioner.

Fook (2007) argues that critical reflection is a subset of reflective practice. In other words,
reflective practice is a process where learners examine and re-evaluate their cognitive,
emotional and experiential learning, linking them with the personal, social, cultural and
professional origins (Fook. 2007). In essence, critical reflection leads to reflective practice
(Fook, 2007; Moon, 2006). Smith (2008) goes on to say that critical reflective learning allows
the practitioners to examine individual uniqueness and specific identities that encourage them
to perform in their own way in a particular context. One of the perceptions of critical reflection
implies that it is thinking that occurs beyond the already established and accepted social
procedures. For example, reflective knowing attests to the already-established professional
practices to enquire why trained experts have particular ways of doing. This in turns aids in
identifying what specific areas of training should be included in professional development
(Leitch & Day, 2000:189).
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As has been pointed out by Moon (2006), critical reflection contributes to professional
development in adult education. Thus, the critical reflection path should be carefully planned
to encourage the practitioners to take a critical approach towards their own work and position
themselves in relation to the performance they exhibit (Leach, Neutze & Zepke, 2001:12). In
this sense, reflection includes not only questioning how to perform, but it is also about critically
analysing the status of the performance, the degree of achievement and identifying gaps in the
way forward to find solutions. Schon (1991 as cited in Pockett & Giles, 2008) describes this as
a level of reflection that promotes professional capability and professional progress. Smith
(2011:203) made a point that critical reflection supports the practitioners in becoming
constructive learners when they give criticism on and emphasis to personal and social

influences on their actions.

The definition of critical reflective thinking indicates that assimilation, accommodation-
reframing and learning occur during the process of critical reflection. According to Dewey’s
definition (cited in Illeris, 2009:23), experience as a learning process happens when habitual
acts and thinking are disturbed and result in inquiry. Then, the inquiry grows into an
investigative enquiry in which ideas, hypotheses, perceptions and theories are used as
instruments, leading to creative and potentially inventive action. On the other hand, in
constructivist theory, knowledge is always viewed as a socially constructed phenomenon.
Therefore, it is linked to the people and the social contexts where it is created or modified
(Foucault, 2002:69; Hsiung, 2008:214). The constructivist theorists suggest that reflection
enables the professionals or the learners to construct new knowledge from what they have
experienced (Sybil & Nahida, 2012:47). Thus, critical reflection is considered as a thorough
process which considers methodical responsiveness to personal, interpersonal and contextual

aspects influencing practice, action and performance in a particular context (Smith, 2008:39).

However, critical reflection, as a learning theory, is criticised for certain aspects related to
implementation. Smith (2011:211) identified an important aspect about critical reflection on
its potentially unconstructive self-regulatory role. For example, in portfolios, learners
emphasise the circumstances and impacts of personal knowledge, perceptions, skills and
behaviours. This implies that their reflection is largely self-critical. Under such circumstances,
learners become overly critical of their own performance rather than adopting a reasonable
critical perspective of their opinions and actions within theories and social contexts to which

they belong (Johnson & Cassell, 2001:785). As a consequence, to such self-criticism, learners
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may develop negative feelings about their own performance. This in return can create barriers

to learning, disfigure critical thinking and weaken the will to continue learning from reflection.

However, from another angle, this is also the reason that Mezirow (2009:126) considers critical
reflection as a contributor to transformative learning, which promotes mental readiness for
change. Critical reflection provides learners and practitioners with the opportunity to examine
and question their beliefs, opinions and values. Here, reflection involves observation, asking

questions and putting facts, ideas and experiences together to derive new meaning.

Turning to continuous learning of teachers, reflective teaching is a self-assessment of teaching,
wherein the teachers examine their pedagogy, articulate reasons and strengths for their
strategies and identify areas for revision or improvement (Hendricks, 2006). Teachers who
explore their own teaching through critical reflection develop changes in attitudes and
awareness, which they believe can benefit their professional growth as teachers, as well as
improve the kind of support they provide their learners. In this regard, reflective teaching is a
process where teachers think over their teaching practices, analysing how they taught their

learners and how the practice might be improved or changed for better learning outcomes.

The idea of reflection and reflective practice, as espoused by Schon (1983) and Elliot (1991),
is crucial in Continuous Professional Development (CPD) in a wide range of professions
including the teaching profession. The key point is that reflection and reflective practice
contribute to continuous learning and change for the better. In essence, reflective practice is
related to how a professional thinks and acts in action (Elliot, 1991; Schon, 1983).

Lewin and Stuart (2003) make the distinction between a teacher as a ‘technician’ and a teacher
as a ‘reflective practitioner’. A reflective practitioner is more than a technician whose actions
are largely routine. However, a reflective practitioner has the ability to reflect on one's actions
S0 as to engage in a process of continuous learning and in order to improve (Lewin & Stuart,
2003). According to Kolb (1984), reflective practice involves paying critical attention to the
practical values and theories, which inform everyday actions, by examining
practice reflectively. Kolb sees this as cyclical with reflections on observations on concrete
experiences, forming abstract concepts, generalising them to practice and testing implications
and reviewed ways of doing things in new situations. The diagram below (Figure 2.1) illustrates

the cyclical format of reflective practice.
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Figure 2.1: Experiential learning cycle (Kolb, 1984:38)

Following diagram above, the practitioners make observations and note the patterns emerging.
They reflect on them and in so doing, form abstract concepts and generalisations on what is
happening. Related to the concepts and generalisations, they develop proposals on how to
address the situation leading to ways of testing the proposals. Consequently, this leads to
concrete actions and experience within the practice. At this point, the cycle is completed but

then it has the ability to repeats itself with further cycles.

Schon (1983) introduced the concepts of ‘reflection-on action’ and ‘reflection-in-action’.
These concepts have helped to explain how practitioners deal with challenges with which they
are faced in their work. In essence, these concepts lead the practitioners to improve on practice.
While Schon brought these concepts into the limelight, John Dewey, according to Elliot (1991)
was amongst the first thinkers to write about reflective practice and thereafter the work of Kurt
Lewin and Jean Piaget pursued similar thinking by developing human learning theories that
promote reflective practice. Koshy (2010) and Hendricks (2006) argue that even in ancient
religious thought, such as that of Buddhists, reflective practice was promoted and encouraged.

Thus, reflection is an age-old practice used in the process of learning and developing.

From the foregoing, reflective practice and reflective theory are based on the view that theory
and practice are integrated. There is a cyclical pattern of experience and consciousness of a

practitioner applying lessons learnt from their practice and experience. From the 1970s and
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1980s, literature has focused on experiential learning and the development of reflective practice
(Hendricks, 2006). This means that reflection-in-action and reflection-on-action have been
important human activities for many years wherein practitioners recapture their experiences
for learning by thinking about it, mulling over it and evaluating it; in other words, employing
implicit learning. Thus, when a practitioner rethinks events, actions, emotions and ideas and
compares them to the intended purpose of the actions with the results of those actions, this is

stepping back from the action and contributing to critical reflection.

Schon (1983) built on the notions of ‘reflection-on-action’ and reflection-in-action’ around the
recognition and correction of a perceived fault or error in one’s practice. Reflection here makes
the practitioner learn from the first attempt to review strategies when a situation arises and then
to modify or change them in order to improve on practice. In this regard, Schon took the
position that the notions of ‘reflection-on-action’ and ‘reflection-in-action’ enable the
practitioners to respond to problematic situations, solve problem and draw on practical
knowledge gained form experience. This view of reflective practice resonates well with views

expressed by John Dewey (Elliot, 1991).

The notions of ‘reflection-in-action” and reflection-on-action’ are fundamental to the thought
processes for practitioners (Schon, 1983). Reflection-in-action can be described as the ability
of a practitioner to ‘think on his or her feet’. This means that when faced with a professional
issue, the practitioners immediately take a step back, and connect with their prior experiences
of a similar nature to attend to the situation. On the other hand, reflection-on-action, is the idea
that after an experience, the practitioners take some time to analyse their reactions to the
situation, explore reasons around it and examine the consequences of the actions. This kind of
reflection goes beyond just looking back on experiences but explores the reasoning behind the
actions taken. According to Schon, these two notions show the practitioners’ ability to think
through, explore, examine and deal with problematic situations and/or experiences in problem

solving, based on practical knowledge and experience.

Thus, according to Schon, professional growth begins when practitioners start to view their
practice with a critical lens. The practitioners doubt their actions and question the way they act.
However, through a process of careful thinking and questioning the actions taken, they affirm
their knowledge of the situation, think of possible ways to resolve the problems and take the

right action for a positive outcome. This is what has come to be called reflective practice. The
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concept of reflective practice is now widely used in both teacher education and teacher
professional development (Hendricks, 2006; Koshy, 2010). Many initial teacher education
programmes espouse reflective practice and critical thinking ensuring that teachers as
classroom practitioners, employ reflective practice by studying their own teaching strategies,
determining what works best for their learners and considering consequences of their teaching
procedures and practice in the classroom. In this regard, reflective practice is a form of

metacognition.

Schon’s point of view has not been taken without criticism. According to Hendricks (2006),
the phrase ‘reflective practice’ may carry diverse meanings and there is no consensus at times.
In addition, teaching and learning are complex processes, and there is no one right approach as
it were. This criticism however, does not take away the fact that reflecting on different
approaches to teaching and understanding, past and current experiences, can lead to
improvement in teaching practices. Nevertheless, Schon’s reflection-in-action can help
teachers make choices and incorporate them in the professional knowledge they gain from their

experience as they practise reflection-in-action and reflection-on-action.

One benefit of reflective practice is that teachers move from their knowledge of distinct skills
to a stage where they are able to modify their skills and practices to use in specific contexts or
situations. In implementing the process of reflective practice, teachers will be able to move
themselves and their practice from existing theories to more effective strategies. Elliot (1991)
and Hendricks (2006) argue that teachers should resist maintaining a classroom culture without
reflective practice, continuous engagement in critical reflection and dynamic practice. Elliot
(1991) as supported by Hendricks (2006), recommends that continuous learning from practice
and experience is key to making teachers accountable in their practice, which results in them
being poised to be reflective, objective and accountable for their practice.

Reflective practice and critical thinking are equally espoused in Continuous Professional
Development programmes. This section of the chapter will tie together the concepts of
professionalism, professional learning, and reflective practice with continuous professional
development of teachers in order to develop characteristics of an ‘extended professional’ and

move up the continuum of CPD.
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2.2.5 Teachers and Continuous Professional Development

Professional development starts from the principle that an effective teacher is a developing
teacher (Kennedy, 2005). Professional development helps teachers meet the challenges of their
work and achieve the goals of their work. In this regard, professional development incorporates

the idea of reflective practice.

Harding (2009) describes four characteristics of CPD. The first characteristic is that
professional development is continuous. Professionals should always be looking for ways to
deal with challenges they meet and improve on their performance. The second characteristic is
that it is the responsibility of teachers to identify their own needs and find ways to meet those
needs. The teachers need to be creative or innovative in dealing with challenges they meet on
the job. The third characteristic is that CPD is evaluative. Here, teachers should be evaluative
of themselves, asking questions around their practice to help fully appreciate the impact of the
actions taken in the course of duty. The fourth characteristic is that CPD is essential to
professional life, it is not extra. In addition, CPD helps to build professional relationships

among co-workers by developing a collegial relationship.

According to Kennedy (2005), the area of teachers’ continuing professional development is
receiving a much attention. In exploring this important area for education systems, Kennedy
(2005) identified nine models of how the continuous professional development is being
handled which include training, award-bearing, deficit, cascade, standards-based, coaching or
mentoring, community of practice, action research and transformative. She found that in
practice, characteristics of two or more models were brought together to define how teacher
continuous professional development is offered and conducted. It is important to note that the
models are neither exhaustive nor exclusive. In this section of the chapter, I turn to these models
and explore the theoretical underpinnings for them as well as their pros and cons.

According to Kelly and Williamson (2002), the training model has been the dominant form of
continuous professional development for teachers. This model is skills-based and has a
technocratic view of teaching. In this model, the teacher is provided periodically or when
necessary with an opportunity to upgrade their skills in order to improve their competence
(Kennedy (2005:237). In this model, the training is delivered by an expert, and in many cases
the training is delivered ‘off-site’ away from the school or the work place. In this regard,

Kennedy (2005) points out that because of the off-site training, this model lacks connection
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with the classroom context where the teacher is based most of the time. Despite its weakness,
the training model is seen as effective and quick to introduce new knowledge and skills to
practitioners (Hoban, 2002). However, it falls short on how that knowledge and skills are
implemented in practice, as teachers are passive recipients of that new knowledge and skills
(Kennedy, 2005).

The award-bearing model is focused on providing participants with awards achieved through
engaging in a study over a period of time leading to an academic award or recognition
(Kennedy, 2005). This route has met the criticism of academic work undertaken, for example
in universities, without the much-needed practice-based element gained in work-based
continuous professional development (Matthew, 2017). The deficit model is when professional
development is designed to address a perceived deficit or weakness in performance of the
practitioner (Kennedy, 2005). One key criticism of this model is its presumption that the
individual teacher’s weaknesses are remedied by targeting him/her and yet there could be
systemic issues that need improving at the work place or the school (Boreham, 2004; Rhodes
& Beneicke, 2003). Thus, the weakness of the deficit model is its failure to recognise the
interdependency of practitioners in a workplace and the management of the work place.

The cascade model involves teachers or practitioners attending training and then going on to
train other teachers or practitioners (Kennedy, 2005; Marker, 1999). This model is used largely
where resources are limited, and therefore it provides an efficient use of limited resources.
Nevertheless, it has its challenges, as articulated by Day (1999) and Nieto (2003). Day (1999)
reports on a case study where teachers involved in a cascade model learn new knowledge and
skills but do not experience the principles of participation, collaboration and ownership which
should characterise their learning. In addition, the cascade model involves skills and knowledge
focusing on the ‘what” and ‘how’. Nieto (2003 cited in Kennedy, 2005:240) indicates that there
is need for the additional question of ‘why’ the new skills and knowledge influence attitudes

and professional practice.

The standards-based model relies on the behaviourist theory of learning and it begins with
defining and setting standards to be achieved in the professional practice, which is in the
teaching (Kennedy, 2005). However, Beyer (2002) raises a criticism of this model for
narrowing the expectations for teachers to the standards set, as professional practice is complex

and has many dynamics that require flexibility. Kirk, Beveridge and Smith (2004) note that
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focus on standards can be limiting in that they encourage uniformity which may not be the best
in a complex learning environment. The sixth model is the coaching or mentoring model. The
defining characteristic of this model is the one-to-one relationship (Kennedy, 2005), which
depicts the model as skills-based, with a counselling element between the mentor and the
mentored (Rhodes & Beneicke, 2003). The model provides for collegial support for each other
with continuous dialogue between practitioners. In this model, continuous professional
development depends on good interpersonal relationships and a high level of confidentiality
((Rhodes & Beneicke, 2003).

The seventh model is the community of practice (CoP) model. According to Kennedy (2005),
this model is linked to the coaching or mentoring model. In the coaching or mentoring model
there are two practitioners helping and supporting each other, while in the community of
practice model there are more than two people working together in a mutual engagement,
understanding their practice and developing a repertoire of practices for improved performance
(Wenger, 1998). The strength of the model is the value of learning in communities and the
richness of the connections between individuals in the community. Wenger (1998) sees the
strength of this model in its capacity to promote transformative practice, but warns of the

possibility of the community promoting dominant uncritical discourse among the members.

The eighth model is the action research model, built on the understanding of action research as
a study of a social situation with the view of improving practice within that situation (Weiner,
2002). Weiner (2002) goes to say that this model works well in a community of practice where
there is a high level of collaboration among practitioners. This model leads to research-based
professional development, making it relevant to practitioners to improve their practice
(Kennedy, 2005). Further to this view, Burbank and Kauchack (2003) point out that
collaborative action research in the community of practice ensure that practitioners are active
in their continuous professional development as opposed to the passive role they have towards
their development in other models discussed above. This is what makes the action research
model have capacity to transform the practice of teachers and give them professional autonomy
(Kennedy, 2005).

The transformative model is the ninth and last one to be discussed in this section of the chapter.
This model of Continuous Professional Development combines a number of aspects that are

drawn from other models but with the distinct characteristic of contributing to transforming
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practice (Hoban, 2002). In this model, teachers, as part of a community of inquiry, have their
practice transformed through a balance between teacher-centred, skills-based and knowledge-
focused models and action research oriented, collaborative and partnership-based formations
(Hoban, 2002; Kennedy, 2005). The discussion of these models has a bearing on the proposed
framework for this research study as it builds on the characteristics of these models, in
particular those that promote transformative learning such as the type of knowledge acquisition
the model promotes (transformative). The models focus on collaborative learning as opposed
to individual development. They focus on accountability as one of the pillars of the professional
development, supporting professional autonomy, and transforming or facilitating
transformative practice. These characteristics make a case for a progressive continuous
professional development where teachers, as practitioners, keep learning and improving
practice (Kennedy, 2005).

In addition, these characteristics complement what Harding (2009) stressed for continuous
professional development and underlined as essential in professional work. Thus, CPD ought
to be part of every teacher’s practice. In this, continuous learning, evaluating and developing
as a professional, becomes the norm. Hence, CPD ought to be designed to move the teacher up
the continuum from a non-professional to an extended professional (Davies et al., 2005). This
study explored and proffered a model for Continuous Professional Development that can
engender teachers who go beyond the call of duty and exhibit extended professionalism for the
benefit of the learners and creating quality learning environments. The centre of CPD is the

notion of improving the quality of teaching and learning (Harding, 2009).

2.3 REFLECTIONS ON THE CONCEPTUAL FRAMEWORK

This first part of the chapter examined some of the key concepts on which this research study
is anchored. These are the teacher as a professional and the continuum of teacher
professionalism, the teacher as a learner, the teacher as researcher, reflective practice and the
development of the reflective practitioner leading to the concept of continuous professional

development.

One other key aspect discussed earlier is the continuum in which professional practice falls.
Davies et al. (2005) presented three categories of professional practice: unprofessional,
restricted professional and extended professional practice. Effective CPD should strive to

support teachers with moving along the continuum into extended professionalism. This is
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where Nagel (1992:19) talks of quality teaching and learning “vibrating” with both learners
and the teacher being engaged. Extended professionalism does not just happen, it is a
characteristic that develops and grows in teachers through CPD. It is in this context that this
study sought to explore and propose a model that could contribute to achieving extended

professionalism and improve the quality of teaching and learning in the schools.

The first sections of the chapter also explored other concepts in the realm of CPD from the
work of Donald Schon and John Elliot. Both Schon (1983) and Elliot (1991) encourage teachers
to develop reflective practice, which will make them, move away from being ‘technicians’.
Schon (1983; 1991) used the terms ‘reflection-in-action’ and ‘reflection-on-action’. The
benefit of being reflective of one’s work is that it scaffolds practice from a conscious learning

on reflection-in-action and reflection-on-action.

Harding (2009) provided four characteristics of CPD which should empower practitioners to
improve on performance, deal with emerging challenges creatively, evaluate own practice, ask
questions around own practice and build relationships with colleagues. This ensures that CPD
becomes part of every teacher’s professional life and work. Teachers, through CPD, build

professional learning communities as they come together to share the learning from their work.

This chapter also made reference to the importance of initial teacher education in laying the
foundation for effective CPD. Initial teacher education needs to engender an inquisitive mind;
a questioning mind in the teacher. This calls for a move towards teacher education using
approaches that make teachers more questioning of their own practice and seek to learn and
improve on their work. To sum up, a conceptual presentation of the continuous professional

development framework for teachers as professionals is offered in Figure 2.2.
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- Leadership
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Figure 2.2: Proposed Conceptual Framework for Continuous Professional Development
(Mukabeta, 2020)
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24  THEORETICAL FRAMEWORK

The second section of this chapter explores four theories that provide a theoretical framework
that informs this integrated conceptualised theoretical frame for this study. The four theories
which underpin this study are teacher efficacy (2.4.1), transformative learning (2.4.2), social
constructivist theory (2.4.3) and action research theory (2.4.4). These theories carry
philosophical assumptions and world-views about teaching and learning and how a teacher
develops professionally. The theories were considered appropriate for this study and have the
potential of helping to understand the professional development of teachers and the impact on
teacher learning and professional development. As such, an attempt to explain what the theories
suggest and offer in understanding professional development of teachers was made, as well as
how these theories influence the study. This section of the chapter therefore provides some
background that will be useful to understand, explain and interpret data that is gathered in the
study on teacher professional development.

2.4.1 Teacher Efficacy Theory

Bandura (1997) defined self-efficacy as the belief about one's own capabilities to organise and
execute a certain task. Teacher self-efficacy is a construct that has developed within the context
of Bandura’s social cognitive theory. Teacher self-efficacy is important because it refers to the
teachers' confidence in their ability to bring about success from all learners, resting on a belief
that when teachers believe, learners can achieve (Zee & Koomen, 2016). Tschannen-Moran,
Hoy and Hoy (1998) refer to teacher efficacy as the extent to which teachers believes that they
have the capacity to affect learners’ performance. Teachers believe that they can influence how
well learners learn, including learners who may be difficult or unmotivated. According to Zee
and Koomen (2016), a number of studies have shown a strong linkage between teacher self-
efficacy and learner outcomes. In this regard, Tschannen et al. (1998) argue that learner

motivation and performance is a significant reinforcement for teaching behaviours by teachers.

Bandura (1977) identified teacher efficacy as a cognitive process in which people, in this case
teachers, construct their beliefs about their capacity to perform to a given level of attainment.
Teacher efficacy relates to teachers’ beliefs to perform and influence the performance and
attainment of their learners (Goddard, Hoy & Hoy, 2000). However, one could query what
contributes to the development of strong and positive teacher efficacy. Thus, one needs to

investigate and uncover the knowledge and beliefs inherent in teachers’ roles and the
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expectations that are important in the construction of those teacher beliefs. Teachers’ sense of
efficacy is related to a number of variables which include school climate, school leadership,
school-community relations and decision-making structures in the school (Tschannen et al.,
1998). The importance of these variables is that they create an environment for the development
of efficacy. Research study reviews conducted by Zee and Koomen (2016) as well as by
Tschannen et al. (1998) have found that when teachers work to find ways to address learning,
motivation and behaviour problems of their learners, they are likely to enhance their feelings
of efficacy.

Bandura (1977) refers to the concept of self-efficacy where individuals believe in their own
ability to do what is expected of them to produce the specific performance or outcomes, which
IS an important trait for teacher quality (Bandura, 1977, 1986, 1997). Bandura found that where
there is low efficacy in teachers, there is low performance of learners and the opposite is true
in that where teachers’ sense of high efficacy has proved to be a powerful construct, this links
to learner achievement outcomes. In addition, teachers with a strong sense of efficacy are open
to new ideas and are more willing to experiment and try out new initiatives. Bandura (1986;
1997) has identified four sources of teacher efficacy: mastery experiences, physiological and
emotional states, vicarious (mediated/indirect) experience and verbal persuasion. These four

sources assist the teacher in developing self-perception.

Mastery experiences are a powerful source of teacher efficacy as the feeling that performance
has been successful, raises belief in efficacy and contributes to the expectation of proficient
performance. Teacher beliefs are strengthened when success is achieved. However, Tschannen-
Moran et al. (1998) warn that not all successful experiences encourage efficacy. For instance,
efficacy is not enhanced when success comes as a result of extensive external assistance. The
feeling that one’s performance has been a failure lowers efficacy and results in an assault on
efficacy. Nevertheless, mastery of experiences is a strong driver of teacher efficacy (Gavora,
2010). In actual teaching situations, teachers recognise their strengths and weaknesses as they

manage, instruct and evaluate a group of learners.

The level of the emotional and physiological state the teachers finds in a teaching situation
contributes to teachers’ self-perceptions of their teaching. Where the teachers feel relaxed and
have positive emotions, this is a signal of not just assurance but anticipation of future success.

Emotions, such as increased heart beat and respiratory rate that the teachers experience, create
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negative feelings due to being anxious and under stress, depending on the circumstances. When
teachers watch others teach, this experience enriches impressions about the nature of teaching
and they learn to what extent they can make a difference with their own teaching. The mediated
or indirect experiences such as observations of classroom practice and modelling of teaching
helps teachers realise that the teaching task is manageable and it can influence their teaching

styles. Observing others make them believe they too can do it and succeed.

Verbal persuasion, which can be general or specific, provides information about the nature of
teaching. It can give encouragement and offer strategies that can be used to overcome any
obstacles and challenges. Verbal persuasion can be used to give teachers feedback on their
performance, which helps in the developing of further skills that form part of the teaching
repertoire. New skills learnt or acquired this way may not necessarily lead to improved teacher
practice but when these are successfully used to enhance student learning, verbal persuasion in
the form of feedback from supervisors, fellow teachers and even learners become a potent
source of information to enhance teacher performance. However, harsh feedback may lower
teacher performance; however, focused and constructive feedback may help build confidence
and lead to improving learner performance (Bandura, in Zee & Koomen, 2016).

Research by Bandura (1997 cited in Tschannen- Moran et al., 1998) has warned that producing
positive changes in established teacher efficacy beliefs requires compelling feedback that is
able to challenge one’s existing capabilities. This is even more difficult when the teachers are
in-service. This view has been found to be even more important on teacher efficacy to
implement inclusive education practices in their classrooms. Sharma, Loren and Forlin (2012)
found that teachers with high teacher efficacy, in implementing inclusive practices, would
believe that a student with special learning needs can be effectively taught in a regular
classroom situation. Alternatively, teachers with low efficacy would believe that there is very
little that they can do to include a student with special learning needs in a regular classroom
and in this regard, may be disinclined to try. Teachers with high self-efficacy were found to
persist with low achieving learners using more appropriate teaching methods and strategies,
better questioning techniques that allows each student to learn more effectively and less
criticism for incorrect answers. On the other hand, teachers with low self-efficacy tended to
use less effective methods and strategies that hinder student learning. Other researchers, such
as Chan and Lam (2010 cited in Sharma et al., 2012) found that teachers, with high efficacy
used more hands-on approaches and were more humanistic. Thus, high efficacy is a key
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ingredient to create successful inclusive classroom environments. In this regard, it can be
argued that CPD that fails to address and develop teacher efficacy is unlikely to be effective.
In western countries, there is research (for example, Sharma et al., 2012; Zee & Koomen,
2016), to show the relationship between teacher efficacy and improvement of learner
achievement. These studies have demonstrated that teacher efficacy affects the success of
routine classroom activities in creating an inclusive classroom environment that is supportive

of all kinds of learners and their diverse backgrounds.

2.4.2 Transformative Learning Theory

In this section of the chapter, I turn to the transformative learning theory and explore its
relationship with the theoretical framework of the study. The work of three notable researchers
are explored in terms of the theoretical framework they provide, Jack Mezirow, Robert Boyd
and Paulo Freire. Mezirow’s transformative learning theory (1991) follows a process of
transformative learning through three key stages. The first stage is psychological and
understanding of the ‘self’. The second stage is conviction following a revision of one’s beliefs
while the third stage is behavioural where changes in one’s lifestyle are seen (English & Irving,
2012). This scenario helps to appreciate the understanding of transformative education as a
process of using prior interpretation to develop a new or revised understanding of the meaning
of one’s experiences, in order to guide or influence future action. Prior experiences inspire

shifts in viewpoints or perspectives.

According to Mezirow (1991), transformational learning has a transformative pedagogy which
combines the elements of constructivist and critical pedagogy that empowers teachers to
examine their beliefs, values and knowledge. This examining develops a reflective knowledge
base and gives teachers a different perspective on their work in teaching in the classroom and
brings about transformative learning where education transforms the learner and brings about
social transformation (Freire, 2000). According to Freire (2000), learning is a process of using
prior interpretation to develop a new or revised understanding of one’s experience in order to

guide or influence the future. In this lies what Freire termed transformation.

Mezirow (1991) argues that transformative learning explains one’s expectations as framed
within cultural assumptions and presuppositions that directly influence the meaning attached

to experiences. The meanings are acquired often uncritically from childhood through the
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process of socialisation with parents, siblings, mentors and teachers. The meanings become

perspectives that are ingrained in the psyche.

Mezirow (1991:58) identified ten phases of perspective transformation based on a study carried
out with women who had returned to academic studies after exiting at some point. The stages

Were:

- Adisorienting dilemma,

- Self-examination with feelings of guilt or shame,

- Accritical assessment of assumptions,

- Recognition that one’s discontent and process of transformation are shared and that
others have negotiated a similar change,

- Exploration of options for new roles, relationships and actions,

- Planning of a course of action,

- Acquisition of knowledge and skills for implementing one’s plans,

- Provisionally trying out new roles,

- Building of competence and self-confidence in new roles and relationships, and

- A reintegration into one’s life on the basis of conditions dictated by one’s new

perspective.

There are three common themes emerging from this realisation by Mezirow (1991). These are
firstly, the importance of experience, secondly, the importance and role of critical reflection
and thirdly, rational discourse in the process of meaning restructuring and transformation. This
IS SO because experience is a social construct and it can be deconstructed. In this regard,
according to Mezirow (1991), transformative learning is an outcome of adult development. It
is a process where meaning is continually revised and clarified. Transformative learning is the

very essence of adult education.

Boyd (1991) offers yet another perspective on transformative learning theory. He says that
transformation to the individual occurs as a fundamental change to one’s psychological
development. According to Boyd, the individual only transforms when they have realised their
unconscious self and then are able to change and adopt new perspectives. This happens when
the individual has explored the unconscious self and conducts dialogue with the unconscious

self so that transformation is possible.
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Paulo Freire (2000), which was first published in 1970, was a radical education reformist
working in Brazil. He portrayed a practical approach to emancipation through education. His
major interest was adult learners who had limited literacy skills. His work in teaching these
adults consisted of a method where he motivated them to constantly reflect and act on the
transformation of their world, their experiences. It is on encouraging social transformation that
he differed with Mezirow (1991) who encouraged personal transformation. Freire’s
methodology has come to be linked to and called emancipatory transformation. In his own
words, Freire sought to make the adult learner enter reality, know it better, and then he could
transform it. Freire was more radical in that he wanted the adult learner to confront his world,
enter into dialogue with it, and then seek to change it, thus improving it for the better. He called
this process conscientisation of the ‘oppressed’ to realise their socio-political and economic
contradictions which then enabled them to take action against the oppressive elements. For

Freire, education is never neutral; it has certain values that are passed on.

Like Mezirow, Freire emphasised the importance of critical reflection but he went further to
say the more that learners develop critical awareness, the more they are able to transform
society and their reality into something different. In contrast, Mezirow (1991) suggested that
transformation is a personal experience that empowers a person to act on their world if they
choose to do so. However, Freire, from his methods of engaging the adult learner, attacked the
‘banking approach’ for encouraging memorising facts without serious processing. According
to Freire (2000), the banking approach is where the teacher gives information and expects this
to be given back in tests and exercises. Freire was critical of this approach for making learners
passive and uncritical of what they learn. To this, he proposed a liberation approach achieved
through a dialogic approach that encourages reflection and acting on one’s circumstances and
experiences. Problem posing would encourage a questioning mind and continual search for
new interpretations, and as a result, Freire’s philosophy has been seen as fostering

emancipatory transformation.

The transformative pedagogy that Freire encouraged leads learners to critically examine their
beliefs, values and knowledge with the goal of developing a reflective knowledge base and an
appreciation of multiple perspectives (Huber, Fruth, Avia-John. & Lopez-Ramirez, 2016).
Thus, the transformative pedagogy contributes to our understanding of how learning and

professional development of teachers take place. Finally, professional development of teachers
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should be viewed in light of what we know about adult learning theory, usually referred to as

andragogy.

2.4.3 Social Constructivist Theory

The key concept in the social constructivist theory is constructivism. Constructivism is a theory
of knowledge that argues that human beings generate knowledge and meaning from an
interaction between their experiences and their ideas. Some of the key thinkers associated with
constructivism include John Dewey, Maria Montessori, Jean Piaget, Lev VVygotsky and Jerome
Bruner. Dewey emphasised learning by doing which is important for acquiring and developing
practical skills (Hendricks, 2006). Montessori is famous for the Montessori Method which
encourages hands-on learning and collaborative play among young learners with appropriate
teacher guidance (Hendricks, 2006). Piaget is well known for his cognitive development theory
where he argued that children pass through four levels of cognitive development (sensorimotor,
preoperational, concrete operational and formal operational). Teachers need to be aware of
these development stages that are part of their learners’ biological maturation, taking
cognisance of these stages and building on them for effective teaching and learning. At a formal
stage, learners construct meaning during the interaction with their environment (Archer &
Hughes, 2011). Both Vygotsky and Burner are well known for their ideas on scaffolding and
social constructivism. Scaffolding, which helps learners become problem solvers (Archer &
Hughes, 2011; van de Pol, Mercer & VVolman, 2018), refers to instructional techniques that are
used by the teacher to move learners progressively toward a stronger understanding and

eventually greater independence in their own learning.

One common thread amongst these thinkers is that through processes of accommodation and
assimilation, learners construct new knowledge from their experiences. This means that people
construct their own understanding and knowledge of the world through experiencing things
and reflecting on those experiences. In principle, when we encounter something new, we
reconcile it with our previous ideas and experiences. Sometimes we change what we believe
or we discard the new information as irrelevant. This makes us active creators of our own
knowledge. In doing this, we ask questions, explore and assess what we know. In terms of
assimilation, we incorporate the new experience into an already existing framework while on

accommodation, we reframe the way we see the world working.
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In Singapore, Nie, Tan, Liau, Lau and Chua (2012) reported on their implementation of
instructional innovation. They examined roles of teacher efficacy in implementing innovative
constructivist instruction. The results of their study showed that there is a strong correlation
between teacher efficacy and constructivist instruction. The study showed that policy makers
and school leaders should try to improve teachers’ efficacy beliefs so that teachers can
effectively implement innovative instruction. Singapore has a competitive edge over many
nations in several spheres. Since 1997, Singapore implemented a programme named Thinking
School, Learning Nation (TSLN), which prepared learners for a more competitive and
innovation-driven future. This approach sought to enable teachers to use a student-centred
constructivist approach. Learners were encouraged to learn independently with school
curricula being designed to allow and facilitate learners to think, explore, innovate and reflect
S0 as to develop mindsets and skills to cope with the growing complexity and ambiguity in the

nation/world today.

It has increasingly been recognised that teacher-centred didactic approaches to instruction have
not maximised learners’ potential to be active, creative and reflective, self-directed learners.
As an alternative, Nie et al. (2012) have observed that student-centred constructivist
approaches have been suggested in educational reforms worldwide. This is so because of
several empirical studies which have shown the strengths of using constructivist instruction in
improving learners’ learning as a motivational strategy (Zehetmeir, Andreitz, Alercher &
Rauch, 2015). In practice, however, teachers who are trained in, and familiar with, traditional
pedagogy have found it a challenge to switch to constructivist pedagogy (Edwards-Groves &
Kemmis, 2016). It is in this purview that Bandura (1997) explains the role of teacher efficacy

in influencing the implementation of constructivist instruction.

Nie et al. (2012) suggest that teachers are challenged in implementing constructivist
instruction. In the last few decades, constructivism has received a great deal of attention
globally. Over the years, psychological theories of learning have influenced instructional
practices and constructivism is emerging as a dominant learning theory. Using constructivist
notions, many educators have suggested that instruction should engage learners in knowledge
construction in real-world situations. Consequently, these notions encourage instructional
innovations that move away from the traditional didactic teacher-centred, knowledge

transmission approaches to learner-centred knowledge construction approaches.
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To date, a constructivist approach has been proposed (Perkins, 1999 in Nie et al., 2012).
However, there are some common threads and aspects in the approaches. Learners are treated
as active learners, social learners and creative learners. Constructivist-oriented programmes
emphasise deep understanding of knowledge, substantive and elaborated communication to
make connections with real-world situations. Nie et al. (2012) note that it is a challenge for
teachers to adopt a more constructivist approach if they have been using traditional didactic
approaches and as a result, they resist the change as they experience a shift of their roles in
teaching and learning.

Nie et al. (2012) report on a study they undertook on understanding teacher efficacy and
instructional motivation for teachers. They carried out a study that sought to enrich
understanding of the relationship between teacher efficacy and different instructional practices
of teachers. The study found that teachers used didactic instruction more frequently than
constructivism instruction. A reason for this was that it was found to be more challenging for
teachers to adopt constructivist instruction over didactic instruction as teachers are required to
change their approaches and mindset if they employ constructivist approaches. However, the
same study reported a willingness amongst teachers to adopt the constructivist approach to
teaching and learning. Hence, teacher efficacy does influence the use and implementation of
innovative instruction. Teachers with a high sense of efficacy tended to adopt and use

constructivist instruction.

This research has some implications for policy, teacher training and teacher capacity building.
It is important for teachers to realise that maintaining the old traditional practices and beliefs
would not be adequate to prepare learners for the future. While there are many programmes
and activities to promote constructivist instructional practices, there are many obstacles to
implementing these practices. It therefore seems important to understand the conditions and
antecedents that underpin the teachers’ choice and use of instructional practices. Nie et al.
(2012) have amply illustrated the issues around teacher efficacy, the beliefs that the teachers
has and carry into their work. The study showed that teachers with high efficacy are more likely
to adopt a constructivist rather than a didactic approach to instruction. Hence, it is important
for school leaders to promote learning that is beyond rote memorisation of facts towards a
system that makes learners think, understand and communicate, which is advocated in
constructivist instruction. Schools should look into ways to enhance teacher efficacy (Nie et
al., 2012:74). These findings have implications for professional development activities, and
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more so for continuous professional development, which is the core of the present study. The
main reason for this position is that CPD has a dual function, that of facilitating instructional

skills development and fostering teacher efficacy.

Nie et al. (2012) demonstrated a strong relationship between teacher efficacy and constructivist
instruction. The higher the teacher efficacy, the higher the frequency of teacher use of
constructivist instruction. Thus, to promote constructivist instruction, policy makers and school
leaders should seek to improve teacher efficacy beliefs by having a balance between didactic
and constructivist instructional approaches in practice. On the other hand, learning is an active
process in which learners construct new ideas or concepts based upon their current/past
knowledge. Vygotsky (1978) called this process scaffolding on previous and new experiences.
Hence professional development requires the teachers to be active in their learning process as

they construct own meaning from their experiences.

2.4.4 Action Research Theory

In this section of this chapter, | introduce and describe action research. | give an overview of
its processes and principles and situate it within a praxis paradigm that has a close link with
continuous professional development of teachers, practitioners. The phrase ‘action research’
corresponds to phrases such as ‘participatory research’, ‘collaborative inquiry’, ‘emancipatory
research’, ‘action learning’ and ‘contextual action research’ but each name carries its own

variation.

In action research, a researcher or a group of people identify a problem, do something to resolve
it, see how their efforts have been, and if not satisfied, they try again (Kemmis & McTaggart,
1988). O’Brien (1998) believes that action research is learning by doing and Hopkins (2002),
Hendricks (2006), Hine (2013) and Bolghari and Hajimaghsoodi (2017) all put across the view
that action research is a process of a systematic inquiry that seeks to improve everyday practice
for better results. According to Hine (2013:151), the term action research has been associated
with the works of Kurt Lewin, among others, who saw action research as cyclical, dynamic

and collaborative in nature.

Action research has been part of educational work in the United States of America (USA),
United Kingdom (UK), Australia and other western countries for over 50 years (Cohen &
Manion, 1996). A widely accepted definition of action research is given by Kemmis and
McTaggart (1988:5):

45



... action research is a form of self-reflective inquiry undertaken by participants
in social situations in order to improve the rationality and justice of their own
social or educational practices and the situations in which these practices are

carried out.

In this regard, action research bridges the gap between practice and research in transforming
an educator into a teacher-researcher (Cohen & Manion, 1996; Hendricks (2006); Hine, 2013).
The teacher-researchers seek for solutions to their challenges, questions or problems by means
of a research cycle, which has four key stages: planning around the challenge, question or
problem, acting on the plan, generating data on the actions and reflecting on the outcomes
and/or processes. This process of action research ensures that the role of a teacher-researcher

leads to professional development which is effective (Hendricks, 2006).

While the four stages given above may suggest a very neat cyclic approach and process,
Hendricks (2006) and Hine (2013) suggest that the process may not be that neat where teacher-
researchers proceed step by step. In reality, the process may require backwards and forwards,
repeating and/or revising procedures, rethinking interpretations and sometimes taking radical
changes in different directions. The planning stage includes considering the involvement of
other people and the role they would play, as well as deciding on the research procedures and
instruments. The planning stage involves carrying out a scholarly review of available studies.
The generation of data involves the use of appropriate instruments such as interviews,
observations and/or focus group discussions. The fourth stage, which is central to action
research (Shumba & Zireva, 2013) and is embedded in all the stages, involves evaluating the
experiences in all the stages to identify the strengths, weaknesses, opportunities and threats in
integrating new knowledge learnt from the actions taken. The evaluation is a reflection, which
will lead to a new way of doing something, clarification of an issue, development of a new

skills and /or resolving a problem.

According to O’Brien (1998:2), certain attributes of action research ensure that this

methodology differs from everyday common problem-solving as action research

aims to contribute both to the practical concerns of people in an immediate

problematic situation and to further the goals of social science simultaneously

... Pp 2).
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When researchers accomplish these twin goals, which require active collaboration between the
researcher and research participants, this stresses the importance of co-learning and having
sound theoretical considerations. What separates action research from everyday problem
solving is that action research is marked by emphasis on a scientific, systematic problem
research (Kemmis, 2006). In addition, the action researchers willingly apply what they have

learnt.

Kemmis (2006) developed an action research model that is cyclical in nature with key steps of
planning, action, revised planning, action with observations and reflections to inform the next
steps. Others such as Susman, (1983 cited in O’Brien, 1998) have shared a five-step action
research cycle. It begins with diagnosing or identifying and defining a problem. The second
step involves developing an action plan, which calls for considering alternative courses of
action research. The third step is taking action after selecting a course of action. The fourth
step is evaluating and studying the consequences of an action and the fifth step consists of
identifying general findings and specifying new learning. Both suggestions by Kemmis (2016)
and Susman (1983) present the unique principles of action research, which are reflexive
critique, dialectical critique, collaboration in nature and continuous transformation. Action
research makes one reflect on issues and processes through a back and forth process in trying
to understand relationships between phenomena and constituent elements of an action.
Ultimately, what emerges from the action research informs practice, helps to refine theory and
enhances theoretical knowledge and justifications for actions.

Logical positivism, based on objective reality, is knowledge that is gained from making sense
of the data that can be directly experienced and verified by independent observers. According
to O’Brien (1998), this has been the main research paradigm for the last two centuries and
relies heavily on quantitative measures where relationships among variables are shown and
verified with figures. However, over the last century, a new research paradigm has emerged
especially in the social sciences and is generally called the interpretivist paradigm. This
paradigm is characterised by a belief in a socially constructed reality, one that is influenced by
culture and history (O’Brien, 1998). Nonetheless, this paradigm contains the ideals of

researcher objectivity and interpreter of data.

However, what is more important in action research, is that it brings up the paradigm of praxis,

meaning that it is acting on conditions in order to change them for the better. This is not
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knowing something for its own sake but for a purpose to better the situation. Here, knowledge
is derived from practice and practice is informed by knowledge. This is the cornerstone of
action research, which is used in real situations and it is applied by practitioners (Kemmis,
2006) as its primary focus is solving problems. Practitioners thus, who apply action research

improve understanding of their own practice.

Kurt Lewin is one of those generally considered as the ‘father’ of action research (Zehetmeir
et al., 2015). He was a German social psychologist who was concerned with social problems
and thus focused on participative group processes to address conflict, crises and bring about
change. He first coined the phrase ‘action research’ in a paper written in 1946 (O’Brien, 1998).
In his research, Lewin used several spiral steps for investigations. Each step consisted of circles
of planning, action, fact-finding about the result of action. Thomas Dewey, the great American
educational philosopher in the 1920s and 1930s, is credited as being amongst the first
professional educators to become involved in community problem-solving (Hine, 2013). Over
the years, this thrust has led to the creation of communities of professionals working to address
challenges in their work and improve on their practice. Hence, action research has grown to be
a methodological approach to solving social and work-related problems with a clear

epistemology on knowledge creation.

In a study conducted by Zehetmeir et al. (2015) in Austria, the impact of professional
development programmes for teachers was investigated. They used the concepts of action
research, constructivism and systems theory as their theoretical framework to analyse the
professional development for teachers. They found that professional learning requires
experience in acting in complex practical situations. They also found that professional action
and professional learning coincide and go together. As professional learning occurs in practical
situations, these processes require reflection and further development, knowledge and skill

development.

Zehetmeir et al. (2015) argue that professional development has four inter-dependent
dimensions of action and reflection, which they cite, from the work of Krainer (1998). The
dimensions are autonomy, action, networking and reflection. Autonomy suggests that teachers
have self-initiative, are self-organised and take self-determination to work on a situation faced
in their work. Action implies that teachers are driven by the attitude they have towards their

work and the situation faced. Thus, they are goal-directed and seek to try out new ways to deal
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with the situations faced. Networking implies that teachers are prepared to communicate and
cooperate with others in their working space and joint learning with others. The dimension of
reflection carries an attitude towards a competence in self-criticism of one’s own actions and
experiences. One major finding was that for sustainable impact, professional development
programmes for teachers need to be built on the four dimensions of autonomy, action,
networking and reflection to promote sustainable teacher professional development Zehetmeir
et al. (2015).

The idea of reflective, critical professionalism can be traced back to the work of Stenhouse
(1975), which demonstrated that central to the three elements of classroom pedagogy,
curriculum, learning and assessment, are the teacher and the learners (Wood & Butt, 2014).
Hence, classroom practitioner action research revolves around teachers and their learners with
reflective practice being the foundation of all action research. The planning of action research
is more open-ended in order to accommodate any emerging outcomes that could not be
foreseen at the stage of planning and executing the action research. Wood and Butt (2014)
argue that action research has the characteristic of applying a broader and holistic open-ended
view of research. This perspective by Wood and Butt (2014) buttresses the view of action
research, promoting practitioner development, focused on promoting a generative process,
which brings change through reflection. Such change has a high chance of being sustainable in

practice.

In a study conducted by Wood and Butt (2014) on exploring the use of complexity theory and
action research as frameworks for curriculum change, a contextualised framework for
innovative pedagogy emerged for the Geography General Certificate Secondary Education
(GCSE) pilot programme. Wood and Butt found that learners became more active partners in
their learning with their teachers with three clear benefits emerging. Firstly, the learners were
more active participants in their own learning as they worked individually or in groups and
arranged the learning as they wished. Secondly, the focus of the curriculum and learning
became more process-driven and this emphasised the development of understanding as
opposed to cramming of facts. Thirdly, the process-driven learning led to higher order thinking
in the learners and the development of metacognition through meaningful discourses or
discussions. Wood and Butt (2014) found that this awakening led to innovative pedagogy on

the part of teachers and understanding and learning for learners. Consequently, teachers in the
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pilot programme encouraged the inclusion of an action research mechanism to be built into the

GCSE curriculum.

The discussion above shows the benefits of using action research in continuous professional
development. Hopkins (2002), Hendricks (2006) and Hine (2013) argue that the benefits of
using action research makes the teachers research-minded, which means that teachers will
continually look for practical solutions to their problems, as well as informing and improving
their practice. The results of their research improve them professionally and ensure that their
work environment is conducive for purposeful teaching and learning. Further to this, Hine
2013) points out that action research is practical in that it queries how to perform better, is
relevant and it is practised in the teacher’s environment. In addition, Rhodes and Houghton-
Hill (2000) argue that engaging in action research does not only support continuous
professional development, but enables teachers to contribute to development of theory and
knowledge to enhance practice as well as building a collegial network with other teachers in
their setting and beyond. Thus, action research has the benefit of helping to improve
professional practice, promote professional growth, expand teachers’ pedagogical repertoire

and makes him/her in charge of their practice.

While there are clearly well-documented benefits of action research in continuous professional
development, it is also important to note that the use of action research has been resisted.
Romano (2006) and Zireva (2017) point out resistance to change and lack of questioning one’s
practice in that teachers look for placing blame elsewhere rather than looking inward for

solutions.

In winding up this section of the chapter, action research refers to investigative and
analytical research designed to diagnose problems or weaknesses, whether organisational,
academic or instructional, and help teachers develop practical solutions to address challenges
quickly and efficiently (Hendricks, 2006). From the literature reviewed above, action
research is a powerful tool that can improve the quality of a professional’s performance. In the
case of the teaching profession, there are threetypes of action research which
include individual teacher research, collaborative action research, and school-wide action
research. Engaging in action research, educational practitioners contribute to assessment and

improvement of their own practice. Thus, action research is a tool that helps teachers reconsider
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their teaching methods or adapt in order to solve problems for the benefit of their learners and

improve their practice.

2.5 REFLECTIONS ON THE THEORETICAL FRAMEWORK

In the second part of the chapter, | explored four theories that provide a theoretical framework
that informs the study. The four theories, teacher efficacy (cf. 2.4.1.), transformative learning
(cf. 2.4.2.), social constructivist theory (cf. 2.4.3) and the action research theory (cf. 2.4.4),
carry some philosophical assumptions, world-views about teaching and learning and
professional development of teachers. The theories which underpin this study have basic ideas
on how teachers continue to develop on the job. I have attempted to explain what the theories
suggest and offer in terms of understanding professional development of teachers. In this
regard, these theories inform the study and have the potential of helping to understand the
professional development of teachers, have an impact on the way teachers views themselves as

regards their teaching and consequently, the way they view their professional development.

These four theoretical frameworks influence teachers in different ways. Thus, each teacher can
react in different ways and with different impact on learners. Each theoretical framework can
cause teachers to deal with learners in different ways. For example, teachers can use moderately
difficult or challenging tasks so as to encourage and support learners who are struggling.
Teachers can use ‘peer-to-peer’ approaches to build confidence within the learners, build on
the interests of learners, always encouraging learners to try, giving frequent and focused
feedback and capitalising on learners’ interests. These approaches can support the struggling
learners gain confidence and improve. But the key to this is that teachers need to believe in

themselves, have own self-efficacy and exude confidence to improve own performance.

26  CONCLUSION

This chapter has presented two complimentary sections, one outlining the conceptual
framework and the other outlining theoretical framework informing and underpinning this
research study. In the context of the research study, teachers are professionals as they are
certificated following a rigorous period of study with internal and external examination
(Department of Teacher Education Handbook, 2015). However, once they enter the profession
and practise as teachers, three overlapping categories of teacher professionalism can be

observed depending on the continuous professional development they engage in. Davies et al.
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(2005) described the stages as unprofessional, restricted professional and extended
professional. One extreme is the unprofessional where the teacher shows lack of caring for the
learners and their learning, while other extreme is the extended professionalism where the
teacher goes beyond the expected to support learners. This expended professionalism occurs
when teachers continually present as lifelong learners, researchers and above all reflective
practitioners (Fook, 2007).

The theoretical framework for this research study is informed by four theories that talk to how
learning take place. The theories have implications to continuous professional learning and
development for teachers. The teacher self-efficacy theory emphasises teachers building
confidence in their ability to support the learners to achieve (Bandura, 1997). In this regard,
self-efficacy is critical to the teachers’ professional responsibility and commitment to
understanding the effects of their teaching and enhancing learners’ learning (Chan & Lam,
2010). The transformative learning theory leads to a transformative pedagogy that empowers
teachers to critically examine their beliefs, values, and knowledge with the goal of developing
a reflective knowledge base and an appreciation of multiple perspectives (Hopkins, 2002). This
is especially important for teachers in their professional development to question their beliefs
and values. The social constructivist theory of learning proffers that social interaction is critical
in constructing and scaffolding knowledge and meaning from experiences (Vygotsky, 1978).
Thus, teachers are continually learning by constructing own meaning from their experiences in

their professional practice.

The action research theory is the fourth theoretical framework informing this research study.
In engaging in action research, teachers investigate and analyse their teaching with a view to
understanding strengths, weaknesses, challenges in a systematic manner and seeking solutions
to improve (Elliot, 1991; Hopkins, 2002). Thus, teachers, individually or as a community of
practice with others, use action research develops practical solutions to challenges they meet
or face in their work (Hendricks, 2006; Hopkins, 2002).
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CHAPTER 3

CURRENT AND NEW APPROACHES TO CONTINUOUS
PROFESSIONAL DEVELOPMENT

3.1 INTRODUCTION

This chapter outlines the conceptualisation of Continuous Professional Development (CPD)
(cf. 3.2) implemented by the Ministry of Primary and Secondary Education in Zimbabwe
through the Better Schools Programme for Zimbabwe (BSPZ) (BSPZ, 1995; Chiome, 2011)
and through the Quality Education Project (QEP) (cf. 3.6). The BSPZ is a professional
development programme very strong at district, cluster and individual school levels (Chiome,
2011). A cluster of schools consists of six to eight schools where teachers and school head
teachers meet periodically to work together on professional development matters. The Quality
Education Project (QEP) was implemented in the Bikita District in Masvingo Province in the
southern part of Zimbabwe district with the support of Save the Children Zimbabwe Office
during the period 2005 to 2013.

This chapter carries a critique of both the BSPZ (cf. 3.3 and cf. 3.4) and the QEP approaches
(cf. 3.6) to continuous professional development and seeks to lay a foundation for developing
and proposing a model for CPD that will enhance the notion of a teacher as a researcher and a
strong foundation for a teacher who is always learning (Kemmis et al., 2014). In addition, the
chapter examines CPD policy frameworks and practices in some of the countries in Southern

Africa, such as Malawi, Namibia and South Africa.

3.2 PUBLIC SERVICE COMMISSION REGULATIONS AND CONTINUOUS
PROFESSIONAL DEVELOPMENT

The Ministry of Public Service in Zimbabwe introduced a general Public Service Regulations
document, known as the Statutory Instrument (SI) of 2000 (Ministry of Public Service, 2000),
which covers teachers who are considered part of the public service sector. The Statutory
Instrument (SI) of 2000 provides for professional development for public service workers,
granting ‘manpower development leave’ defined as leave that is granted to a member of the
Public Service to engage in study or training. The study or training is through the medium of

any of the following reasons: work exchange programmes, work entitlements, short courses,
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professional training, academic courses, examinations above the secondary level of education

and training, and development seminars and conferences (Ministry of Public Service, 2000).

The purpose of the training engagements is to enhance the efficiency, effectiveness and/or
motivation of the public service. Members who intend to undertake training and courses to
develop themselves, apply for leave through the head of their ministry. The Public Service
Commission considers and grants such leave when they are convinced that this will add value
to the performance of the member. Teachers have used this avenue to advance themselves and
study for first degrees and postgraduate qualifications such as Master’s degrees. However, in
instances where such leave is granted, it is only a small number of teachers who are granted
leave to study and the Public Service Commission bonds them to return and serve for a
specified period. The bonding period is generally two to three years before they can resign and
leave the Public Service, should they wish to do so. The Ministry of Primary and Secondary
Education (2016) annual national education statistics report indicates that 350 teachers out of
a teaching force of 127 000 were granted leave to embark on staff development for first degree
courses. This batch consisted of 0.28% of the teaching force, which was granted external
funding through the Global Partnership Education (GPE) programme for Zimbabwe during the
2015-2019 period (Ministry of Primary and Secondary Education Annual Statistics Report,
MoPSE, 2016).

While this provision for capacity development of the Public Service including teachers is
appreciated, there are obvious challenges. Those who benefit from the professional
development in terms of numbers, will remain small and insignificant and are unlikely to make
a major impact in the classrooms of many schools. In addition, the kinds of professional
development opportunities offered under the manpower development for public service
workers are long-term and carried out in environments outside the classroom and the school
(Kennedy, 2005). As Kennedy (2005) points out, this model of professional development leads
to awards or certification more for academic purposes rather than impacting classroom practice.
It is argued in this study that teachers need more opportunities to keep learning on the job,
continually developing both their knowledge and their skill to improve their classroom
professional practice. In this regard, a search for an alternative approach to continuous
professional development that reaches out to the majority of teachers in their classrooms

becomes relevant.
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3.3 SCHOOL CLUSTER AND SCHOOL-BASED CONTINUOQOUS
PROFESSIONAL DEVELOPMENT

In the communique at the end of the World Conference on Education for All in Jomtien,
Thailand in March 1990, officials of education ministries, United Nations (UN) international
agencies and Non-Governmental Organisations (NGO) working in the educations sector agreed
on action plans to ensure that every person, child, youth and adult should be offered the
opportunity to basic learning (UNESCO, 1990). The focus of the communique aimed at
overcoming inequality and offering opportunities for eradicating poverty (UNESCO, 1990).
The communique not only aimed to offer access to basic education, but also to improve the
capacity and performance of schools (UNESCO, 1990). The action plan was to provide the
highest quality of education to the learner within the context of shrinking resources and
increased demands on education personnel for the delivery of improved teaching and learning.
Such decisions needed concrete actions for follow-up. In October 1990, the Commonwealth
Ministers of Education and the Commonwealth Secretariat elected to collaborate and share
information and strategies on common issues and problems in the education sector. In their
discussions, they targeted the head teacher as the Ministers of Education in the Commonwealth
believed that the head teacher needed this professional support most particularly as it is the
responsibility of the head teacher to create an environment conducive for effective teaching

and learning (Commonwealth of Learning Secretariat, 1993).

One outcome of the Commonwealth Ministers of Education meeting in 1990 was the
establishment in 1993 of the Commonwealth Training and Support programme for school head
teachers in Africa (Commonwealth of Learning, 1993). Zimbabwe, then a member of the
Commonwealth of Nations, launched a chapter of this programme. Materials to support the
professional development of head teachers were developed, prepared, printed and distributed
to head teachers with the support of the Commonwealth Secretariat. The school head teachers
studied in groups and in school clusters providing peer support to each other. It did not take
long for the countries in this programme to realise that addressing the needs of the school head
teachers partly reduced the systemic problems, but an even larger need remained to be
addressed, namely the professional development of the teacher at classroom level. It was
critical to address the teacher if the real solution in search of quality learning was to be achieved
(BSPZ, 1995).
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The Commonwealth Secretariat was again instrumental in bringing together member countries
and international agencies to create the Teacher Management and Support Programme (TMS)
(BSPZ, 1995). In Zimbabwe, the Better Schools Programme for Zimbabwe (BSPZ) was
established to spearhead school improvement programmes including continuous professional
development support for teachers for improved performance of teachers and quality of learning
and achievement by learners. The BSPZ took on board the TMS, in addition to the school head

professional development programme.

34 THEBETTER SCHOOLS PROGRAMME (BSPZ)

In the aftermath of the newly independent Zimbabwe in 1980, the main thrust of the educational
policy was establishing schools and increasing enrolment at all levels of the education sector.
With massive expansion at primary and secondary school levels and increased enrolment, the
teaching workforce had to be expanded so that the numbers of teachers matched the escalating
enrolment (BSPZ, 1995; Chiome, 2011). However, in 1990, the government shifted its focus
from quantitative expansion to quality and relevance of education (Chiome, 2011). Hence,
Zimbabwe, as a signatory of the Jomtien Conference 1990 communique, renewed its
commitment to education in terms of providing basic education, removing disparities, focusing
on learning and learning outcomes, strengthening partnerships between national, regional and
local education authorities as well as increasing the participation of stakeholders in educational
decision-making (Zvobgo, 1986). It is critical to note that in the midst of this new thrust, the
concept of quality and relevance is complex, multi-dimensional, relative and at times
controversial (BSPZ, 1995). A system of education, emphasising quality and relevance, has
some of the following attributes: learners acquire basic knowledge, skills and relevant attitudes
to make them better citizens and all students, both the gifted and non-gifted, realise their full
potential. Consequently, there is a close match between what schools produce and the

expectations of the public, private sectors, parents and teachers (UNESCO, 1990).

The theory underlying the BSPZ concept is drawn from research on effective schools (Chivore,
1994). Effective schools have the characteristics of motivated and task-oriented leaders,
teachers and learners (Townsend & MacBeath, 2011). They have a unique culture that drives
both teachers and learners to successful teaching and learning, effective teacher-student

interaction in the classroom and teachers and school heads who are committed to continuously
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improving their knowledge of subject matter, of students and of effective teaching practices
(Chivore, 1994; Townsend & MacBeath, 2011).

The theory that underlines the BSPZ is that the external and internal environment affect teacher
and head teacher morale, motivation and performance (Chiome, 2011). Within the external
environment, teachers need to be well-rewarded for their services, and work in a situation
where they have the necessary resources as well as support. However, these variables are to a
large extent, beyond the control of teachers and school heads and represent the extrinsic and
material conditions for the teacher’s work. On the other hand, the internal environment is
equally important. This environment is made up of in-school professional support. The
personnel, made up of teachers and the school head, work best when they can deal with
problems with which they are faced either among themselves or within their community
(Chivore, 1994). This partly explains the differences in effectiveness of schools that have
similar external environments. “Teachers feel good in a good school environment” (BSPZ,
1995:21). These factors, found in the external and internal environment, affect the attainment

of teaching and learning and the objectives of the entire education system.

The BSPZ has two major components comprising the Heads Training and Professional Support
(HTSP) and Teacher Management and Professional Support (TMPS). The objectives of the
BSPZ are to improve the effectiveness of the education service nationally, locally and at school
level (BSPZ, 1995). The BSPZ strives to improve the quality of teaching in the schools and the
learning experiences available to students and develop competencies of teachers and school
heads that will enable them to assume greater responsibility concerning school management
and professional development. The BSPZ does this through the national, regional, district and
school cluster centres where teachers and head teachers access resources and professional
support to improve their teaching (Chiome, 2011). The resource centres provide professional
support, create opportunities for professional self-development that includes school-based
activities such as self-study, peer group study as well as distance learning (Chiome, 2011).
School and cluster-based management and staff development teacher learning activities
provide a foundation for improving the school tone, its learning environment and it enhances
the skills of its teachers (BSPZ, 2000).

The purpose of school clusters, with formation and operation being guided by the Chief

Education Officer Circular 1/94 (MoESAC, 1994), was to localise professional support to
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schools in a specific area. Visits to schools by Cluster Management Committees made up of
selected head teachers and Cluster Resource Teachers were to assess management practices,
assist teachers in the schools and assess the school’s progress in fulfilling its objectives, targets
and then suggest corrective measures where necessary. Within clusters, workshops for staff
development were organised and these were funded by the schools from BSPZ levies on
learners (BSPZ, 2000). This approach made school-based training needs-driven as the initiative
to engage in staff development comes from the teachers themselves. In principle, the BSPZ
was an intervention to support teacher professional development in the work place setting, in
the schools (Chiome, 2011).

3.5 THE NEW COMPETENCE-BASED CURRICULUM

Zimbabwe, through the Ministry of Primary and Secondary Education (MoPSE), began the
implementation of The Curriculum Framework for Primary and Secondary Education 2015 —
2022, a competency-based curriculum, in 2017 for primary and secondary schools (MoPSE,
2015a). This curriculum introduced new learning areas such as Visual and Performing Aurts,
Mass Displays and Family and Heritage Studies in the primary school (MoPSE, 2015a) and as
a result, there was a need for new textbooks and other teaching and learning materials. The
curriculum change has also resulted in the introduction of Teacher Professional Standards
(TPS) (MoPSE, 2015b).

The TPS have been elaborated extensively with the outlining of the three key domains, sub-
domains, expected professional standards, their descriptors and examples. The three domains
outlined are academic and professional knowledge and understanding, professional skills and
abilities and professional values and personal commitment. Each domain has sub-domains; for
example, the sub-domains for professional skills and abilities are teaching and learning,
curriculum organisation and management, learner assessment and professional reflection and
communication (MoPSE, 2015b). The outlining of these standards has come with proposed
action for improvement when the standards are not achieved or found lacking in the teacher
during teacher supervision of lessons. It was at this point that the TPS document introduced the

notion of action research by teachers and brought this into teacher professional development.

One of the sub-domains under academic professional knowledge and understanding is
curriculum with one of the expected standards under this domain being “the teacher is

competent in the use of appropriate language and can confidently teach his or her subject areas”
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(MoPSE, 2015h:3). The teacher is expected to demonstrate knowledge and understanding of
effective teaching strategies with the standard being “the use of appropriate teaching and

learning strategies including ICT to engage learners in their learning” (MoPSE, 2015b:3).

Another standard under the domain curriculum is “the teacher has research skills relating to
teaching and learning and a critical appreciation of the contribution of research, including
teacher classroom-based action research to education in general” (MoPSE, 2015b:3). The
descriptor to this standard is that teachers can confidently use research to inform their own
practice. An example of this standard is that the teachers’ solutions to challenges in their
teaching and learning are evidence based. Thus, the teacher should exhibit evidence of self-
introspection and reflective teaching. The teacher’s schemes of work and lesson plans should
be adjusted or show adjustments to meet the existing challenges. Thus, the teacher is expected
to exhibit reflective thinking with the proposed action when the standard is not achieved,
engaging in action research and other research to help reflect on practice in order to make

improvements.

The Curriculum Framework for Primary and Secondary Education 2015 — 2022 and the
recently elaborated Teaching Professional Standards are very positive and encourage teachers
to engage in action research as part of their Continuous Professional Development in order to
improve their classroom practice (MoPSE 2015b:6). This is a positive step; however, the
documents elaborating the Teaching Professional Standards, do not provide teachers with
guidance on how to develop and enhance their action research capacity. The TPS document
(MoPSE, 2015b) presents the notion of a reflective teacher, which is both encouraging and
promising because of what it means for teaching and learning. However, the TPS document
(MoPSE, 2015b) does not explain how a teacher becomes reflective, nor, does it provide means
and ways in which teachers can develop reflective teaching. In this regard, it is not clear how
at school level, reflective teaching should be encouraged, as well as developed. The long and
short of it is that including reflective teaching in strategic documents and guides for the new
curriculum is not sufficient. There is a need to go beyond and put staff development
mechanisms in place to support the professional growth of teachers in reflective teaching and
reflective practice. | argue that a Continuous Professional Development (CPD) model holds a
promise to support teachers’ use of action research to improve their practice in the classroom.

To achieve this, there is a need to have a clear model that can be useful to catalyse teachers to
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work collaboratively in their schools, in their school clusters to help each other develop

reflective teacher skills.

In the next sections of this chapter, | explore an attempt through the Quality Education
Programme (QEP) to use the Better Schools Programme (BSPZ) of Zimbabwe structures to

foster reflective teacher skills and trace the impact this has on both CPD and learning outcomes

3.6 THE QUALITY EDUCATION PROJECT (QEP)

Between the years 2006 — 2013, Save the Children International Zimbabwe Country Office
initiated the Quality Education Project (QEP) in conjunction with the Ministry of Primary and
Secondary Education and the University of Zimbabwe, Department of Teacher Education
(DTE). Save the Children is an International Non-Governmental Organisation (INGO)

committed to “improving the quality of education for all” (Chisaka, 2016:3).

The QEP project, implemented in the Bikita District in Masvingo Province in the southern part
of Zimbabwe, was designed to promote reflective teaching in teachers, lecturers and school
inspectors. The project provided training to a group of practicing teachers, education inspectors
and teacher educators training in and using action research skills and reflective professional
practices in their work (Harber & Stephens, 2010). The main objective of developing reflective
teachers was to address the issue of quality in basic primary education through improving

teaching and learning in the classrooms.

To inform the Bikita Quality Education Project interventions, Save the Children Zimbabwe
Country Office sponsored a study in 2003, which established that teachers generally use
traditional methods and approaches to teaching, with little or no reflection (Chisaka &
Mavundutse, 2003). Similar findings on teacher practice were made and reported in other
countries such as Ethiopia, Mozambique, Zambia and Zimbabwe (Chisaka, 2016). The
approaches that teachers were found to be using promoted mechanical routines where learners
were treated as passive recipients of knowledge and skills. Chisaka (2016:4) described these
approaches, as informed by philosophies of teaching, as associated with “shaping” and
“transferring” where learners were seen as “malleable” and could be “shaped” into a particular
mould: they are empty vessels that need to be filled up with knowledge and content (Chisaka,

2016:4). These approaches to teaching and learning often resulted in negative effects on the
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learners as these approaches are limited and in addition, do not promote reflection and positive

action in teachers’ practices.

The QEP project was set up to address the situation revealed by Chisaka and Mavundutse
(2003) in their study. The project sought to improve the instructional strategies of teachers
through training in action research and using this approach to promote reflective professional
practices on their work in the classrooms. Reflective professional practice in teachers borrows
from the theories of “travelling” where the learners are treated as novice fellow travellers,
exploring the terrain of “knowledge” alongside a more experienced traveller, who is the teacher
(Chisaka, 2016:5). This approach to both teaching and learning makes learning a more
pleasurable pursuit of sharing the inquiry process and making discoveries together with the
teacher. In this teaching and learning relationship, the teacher takes on the role of a gardener
and the learner takes on the role of a plant that requires both cultivation and nourishment to

support its independent growth and development (Chisaka, 2016).

The Quality Education Project (QEP), piloted in four countries, Ethiopia, Zambia,
Mozambique and Zimbabwe, focused on both in-service for practicing teachers and pre-service
for student teachers, targeting teachers in schools and teacher education college lecturers.
Through teacher educators, the project also reached student teachers in pre-service teacher
training. The pilot project involved teachers, school heads, school inspectors and teacher
educators (lecturers in teachers’ colleges). In the case of Zimbabwe, the QEP started with 40
participants (six from the Ministry of Education at inspector level, nine from teachers’ colleges,
six primary school heads and 19 cluster resource teachers). The Cluster Resource Teachers
(CRTs) have a professional leadership role in their clusters in terms of supporting the rest of
the teachers to deal with the challenges they meet in their day-to-day work in the classrooms.
The CRTs, in the original design of the BSPZ programme, occupy a central role in cultivating
a spirit of continuous professional development in teachers within the settings of their day-to-
day work with their role being envisioned as leading and supporting professional development

activities of the teachers in their clusters in a collegial manner (Harber & Stephens, 2010).

The QEP placed emphasis on the role of the teacher in the teaching and learning process. Thus,
the QEP focused on helping teachers acquire knowledge and skills to reflect on their own
practice, attitude and beliefs and determine the extent to which their attitudes and beliefs

impacted positively or negatively on the learning of their pupils. Then they worked on
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positively changing the status quo. When learning was not taking place, the action research
focused on questions such as ‘What can I do to create learning opportunities for my pupils’ or
‘What is it that [ am not doing to create learning opportunities for my pupils’ or ‘How can |

improve on creating learning opportunities for my pupils?’

The importance of this new direction of questioning meant that the teacher focused on their
own practice and not on what was wrong with the learners. Such questioning often leads to a
‘blame game’, blaming shortage of teaching and learning materials or blaming the school for
not making the teaching and learning materials available. The QEP approach helped to develop
innovative minds so that the teachers looked into themselves more in order to become
proactive. This project promoted ‘inward looking’ for solutions in a challenging environment
in order to ensure that effective teaching and learning was taking place (Harber & Stephens,
2010). Thus, the approach pushed teachers to feel challenged to create learning opportunities

for their learners, and not to look for solutions from outside.

This project was not all smooth sailing as it required the participating teachers, lecturers and
Education Officers to self-introspect; it required them to learn about action research and what
it involves and then implement it in their classrooms and teaching practice (Chisaka, 2016).
This project required a paradigm shift and took some continuous engagement with facilitators
conversant with qualitative research and action research over a period of four years. Alongside
the external facilitation, the teachers engaged in action research and learnt from each other
through the planned project activities, which brought them together for learning episodes

periodically until the termination of the project.

According to Harber and Stephens (2010), the QEP project yielded positive results following
five years of QEP implementation with a group of teachers, school heads and school inspectors
in Bikita District, Masvingo Province. The findings showed lessons learnt with positive
changes and interactions in the classroom and offering a great potential for empowering
teachers with action research skills and promoting reflective practices. In addition, Harber and
Stephens (2010) proposed that the QEP was a positive strategy for Continuous Professional
Development (CPD), facilitated by the powerful tool of action research.

The Quality Education Project resulted in a change of teachers’ attitudes, beliefs and classroom
practices. Teachers adopted learner-friendly instructional approaches, which improved

learning opportunities for the learners. QEP, in a way, empowered teachers to take ownership
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of their teaching behaviour, reflect on own practices and take action on their everyday practical
situations through action research (Chisaka, 2016). In all the four countries where QEP was
piloted, teacher participants learnt the basics of action research methodologies, reflection and
focused on the ‘self’ as they conducted research on their own work, practice and performance

in the classroom.

While this finding was positive and encouraging, a key question of whether reflective practice
would continue to grow and become the main characteristic of teacher practice and the epitome
of classroom practice for the teachers in the pilot project, remains to be asked. The current
study seeks to explore and understand the classroom practice of teachers trained during the
QEP period and thereafter. It seeks to follow up on some of the teachers involved in the pilot
project and explore whether they still draw inspiration from what they had learnt and
experienced during the pilot project to deal with the current circumstances and challenges in
the classroom experienced in their day-to-day work. Above all, it seeks to draw inferences from
this project, lessons that could be used to develop and propose a model for Continuous

Professional Development based on the use of action research to improve own practice.

Research has been conducted on the QEP project, and the emerging evidence of the effects and
impact of the training of teachers in action research has been reported in three studies. These
studies were commissioned by Save the Children to document the project and evaluate its
impact and potential. The first study, conducted by Harber and Stephens (2010), encompassed
the six years of the life of the QEP. The overall purpose of the evaluation was to assess if
participatory action research, as applied in QEP, is an effective method to achieve sustainable
change and improvement in the quality of education in the classroom. More specifically, the
purpose was to assess if the QEP has resulted in reflective practice by teachers and teacher
educators and improved teaching and learning, and help Save the Children understand if, how

and why changes are taking place, and if not, why.

Harber and Stephens (2010) report that the evaluation found that teachers were becoming more
professional and that children were learning in more teacher-supportive environments. The
project led to capacity building in teachers in relation to developing skills that are more
reflective. Teachers who wanted to, and could, improved their classroom practice. There was

evidence that QEP could improve the quality of teaching and learning, as well as learning
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outcomes and teachers developed more strongly towards what the evaluators called extended

professionalism.

The strength of QEP was in its ability to work within the existing staff development structures
of the Ministry of Education and the schools (Harber & Stephens, 2010). The involvement of
school inspectors and school heads helped to integrate the QEP philosophy and the
participatory action research approach into the schools through routine interaction and
monitoring. In addition, the project worked within the Scheme of Association between the
University of Zimbabwe and the teachers’ colleges and teacher educators, which enabled the
teacher educators to work with teachers in the schools on this approach. These structures were

to ensure sustainability beyond the project.

Harber and Stephens (2010) found that the project had led to teachers enhancing their skills,
confidence and assertiveness. This finding is very encouraging as the Save the Children
supported intervention was to train teachers in action research and empower them with skills
to look into their own practice for the purpose of improving their teaching. However, Harber
and Stephens (2010) warned that the change found in the evaluation could be superficial rather
than a change in reality, and therefore this finding needs to be followed up on.

On another positive note, Harber and Stephens (2010), found the project influenced teacher
training curriculum review and action research was included in the training of pre-service
teachers for Zimbabwe. Above all, Harber and Stephens (2010) noted that if there was
consistent support and follow-up for teachers and other educators following the initial training
in action research, there was consensus that teacher behaviour and practices would change in

the longer term for the better.

This study sought to explore if the findings presented by Harber and Stephens (2010) are still
relevant. If reflective practices are still being practised by the teachers who were in the pilot
project, this will be critical to developing a CPD model built on action research as a critical

skill for the teacher. Thus, this study, in part, was an attempt to follow up on this finding.

The second study was carried out by Brock-Utne et al. (2014) resulting in a report called From
Blaming to Reflecting. An evaluation of the Quality Education Project (QEP) in Zimbabwe and
Zambia. The findings on the QEP Zimbabwe implemented in Bikita District in Masvingo

Province are reported and reflected on below.
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The Brock-Utne et al. (2014) report found that the Bikita Quality Education Project fell into
the Cambridge Action Research network format. The Cambridge Action Research network was
inspired by the work of Lawrence Stenhouse and that of John Elliot and informed by the view
that educational action research was concerned with training teachers in looking at their own
classrooms and the classrooms of their colleagues in a critical manner. In classic work from

Stenhouse (1975) and Elliot (1991), the ‘teacher as researcher’ became an important concept.

The Brock-Utne et al. (2014) report tested the effects of QEP on learning outcomes with a
number of hypotheses. One of their hypotheses was ‘pupils who have been taught by QEP
trained teachers, will perform at the same level as pupils who have not been taught by QEP
trained teachers’. On this hypothesis, they examined results in Grade 4, Grade 6 and in national
examinations in Grade 7, respectively. Grades 4 and 6 pupils were tested in English and
Mathematics whereas the Grade 7 results from the National Composite Examinations were
obtained from the schools. In their study, for the purpose of consistency in the trend analysis

therefore, they considered results covering the period 2008 to 2012. These results are found in

Figure 3.1 below.

Figure 3.1: Grade 7 results trend analaysis 2008 — 2012 (Brock-Utne et al., 2014:28)

The results of Grade 7 examinations supported the notion that schools, which had more QEP
trained teachers and formally known as QEP schools when the programme was being piloted,
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performed better than those in schools with non-QEP trained teachers. The perceptions of both
QEP trained and non-QEP trained teachers but who were familiar with the QEP philosophy, is
that the progression, retention, completion and achievements rates in the QEP schools, were
better than those in the non-QEP schools.

The Brock-Utne et al. (2014) study followed up on a number of the teachers, school heads and
education officers who took part in the QEP pilot and were trained in action research and
carried out action research on their work. The study found that they had become great
promoters both of the QEP philosophy and action research as a research paradigm. This group
went on to train 124 more teachers and school heads in their school clusters in the Bikita
District (Brock-Utne et al., 2014.

The Utne-Brock et al. (2014) report also compared pupils taught by QEP-trained teachers
located in a sample of schools in Bikita with a sample of schools in a nearby district, Zaka, in
more or less similar settings. The researchers treated the sample of schools in the Zaka District
as their control group. They observed teaching and learning, as well as conducting focus group
discussions (FGDs) with both teachers and learners. In the Bikita District, Brock-Utne et al.
(2014) observed teachers who were QEP trained and interviewed school heads, teachers as well
as learners who were taught by QEP trained teachers. Brock-Utne et al. (2014) found that in
the Bikita District, QEP-trained teachers exhibited more self-critique than non-QEP trained
teachers. The learners had positive comments on their teachers in the Bikita district as being
very supportive, encouraging and going the extra mile to ensure they learn. In the Zaka District,
they found that some teachers through their networks, had picked up on ideas related to action
research and teachers as researchers being practised in the Bikita district. The likely
explanation for this influence was as the QEP pilot was being implemented in Bikita, a
neighbouring district to Zaka, news of the pilot had filtered through to school clusters.

The Brock-Utne et al. (2014) study found that other organisations and agencies, such as
UNICEF Zimbabwe, were sponsoring continuous teacher professional development activities
on child friendly schools (CFS). They were encouraging teachers to investigate ways to
improve on their classroom practice, though not entirely based on the action research
philosophy. The overall conclusion in the Brock-Utne et al. (2014) study was that QEP had

some positive impact in supporting the continuous professional development of teachers in the
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Bikita District and that it had the potential to continue doing so as it was rooted in school

clusters.

The third study was reported in the Chisaka (2016) report. Chisaka (2016) engaged teachers
who had participated in the Quality Education Project (QEP), learnt action research and used

it to improve their teaching. He reported that teachers felt that:

- Action research makes practitioners to look inward (self) for solutions to own
challenges. ‘There are big differences in my classroom as a result of action
research. In most cases we used to externalize problems we encountered .... The
first change is to recognise the problems in our own and not to externalize them
and blame others. These are problems related to my practice ... I resolve
problems through utilising the action research I have learnt’ Chisaka, 2016:6)

- Action research gives practitioners self-confidence and love for own work and
seeing its worth. ‘When I joined action research training way back in the first
group of teachers to be trained, | was not ok with the profession. In fact, | was
planning to quit, but after the participation in action research training, | saw a
new light about my work as a teacher ... I was very autocratic, I am now
sensitive to how | treat children when they face challenges in learning, and
grasping concepts’ Chisaka, 2016:7)

- Action research makes practitioners develop interest in research and develops
research skills in them. ‘Children are now motivated to learn, because we now
handle them differently and according to their needs ... now I go to familiarise
with the children to investigate why the children were absent from class.’ ‘I
have learnt a lot form QEP. | have learnt to do action research. We practise it
now. We are practising it and resolving problems we encounter ... problems
cannot be externalized any longer’ (Chisaka, 2016:7).

- Action research improves attitudes of practitioners towards learners and their
work. ‘I can now see learners’ problems from different directions. I have learnt
to think about myself, my methods and my teaching. My relationships with other
teachers have changed. We discuss our job and challenges and learn from each
other’ (Chisaka, 2016:8).

- Action research improves quality of education and quality of professionals.

‘From a personal point of view, the benefits that accrue from action research
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project are that | have developed to be a critical analyst and reflect on whatever
1 do in class with learners ... this is a paradigm shift from the old practices, for
me’ (Chisaka, 2016:9)

- Action research develops practitioners into quality leadership. ‘7 have gained a
lot of skills in my educational practices, both in curriculum, instruction and
administration. | have also gained a lot of respect due to the impact | make in
staff development meetings.’ ‘Because of action research training and practice,
[ feel my performance as education Inspector has improved in the office ... I
have moved from the blame game syndrome to the self-introspection’ Chisaka,
2016:10).

- Action research increases knowledge base of practitioners, their practical
research experiences and improves interpersonal relationships. ‘Action research
has given me practical experience in research. It has created ideas on how to
handle challenges | encounter in my profession. I also improved my relationship
with other key stakeholders’ (Chisaka, 2016:10).

According to Chisaka (2016), other themes that emerged included the argument that action
research and reflective practice promoted personal and professional growth. Action research
assisted teachers in improving their work performance and build leadership qualities. Action
research transformed the teachers and developed a self-consciousness about their beliefs and
values. Consequently, it can be argued that action research contributed to a positive
transformation of the QEP project participants and led to a change in their personal
philosophies, values and beliefs with regard to their perspectives on teaching and learning.

Given the findings of the three studies, it is argued that the Quality Education Project (QEP)
pilot proved a success. In as far as the participants of the pilot project, the project made some
contribution towards the revolutionising of their classroom practices. It made the participants
interrogate and reflect on their self-perceptions, self-beliefs, attitudes and behaviour. Hence,
with this as the background, | argue in this study that this kind of perception begins when the

practitioner doubts their traditionally held values and practices.

One main weakness of QEP was that it was a project with a clear timeline (Harber & Stephens,
2010). As a project, the threat of it dying as soon as the funding ended was strong. However,
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this was mitigated by infusing action research into pre-service education for teachers, teacher

education curriculum and Continuous Professional development of teachers in service.

In the following section, Continuous Professional Development (CPD) programmes for
teachers in South Africa and Namibia are explored which will assist in informing the
development of a model for Continuous Professional Development based on the use of action

research to improve own practice.

3.7 DEVELOPING REFLECTIVE TEACHERS IN NAMIBIA AND SOUTH
AFRICA

In recent years, there has been interesting work done in Namibia and South Africa with
initiatives to build on action research as a tool to improve the quality of teaching and learning

in schools.

In Namibia, this work is reported in the National Report of Action Research initiative in 28
case study schools that focused on pre- and lower primary grades (Steukers & Weiss, 2014).
The action research initiative in 28 case-study schools was implemented by UNESCO, the
University of Namibia and the Ministry of Education through a grant from the China Funds-
in-Trust. The project brought together the education community, who at times work in
isolation, and involved educators to investigate and create a shared vision for improving

primary education teaching and learning.

On making changes in classroom practices, the project encouraged knowing and understanding
existing practices. These practices were subjected to a cyclical action research model based on
the work of Coghlan and Brannick (2005) to support the research process. Essentially, this was
an action research project to empower teachers, University of Namibia lecturers and ministry
officers and enhance young children’s learning, build trust among professionals and learn from
experiences. The participants in this research case study had an excellent opportunity to
acquaint themselves with the situation on the grounds that it allowed an opportunity to rethink
their classroom practice in response to learners’ needs. The participants worked together,
learning from each other as they took part in the project, collected information, analysed it and

made recommendations for change in teacher classroom practices.

The Namibian case study, apart from empowering teachers, university lecturers and ministry

officers, revealed capacity gaps in the participants. Research had not been an integral part of
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their work and practice; hence, this case study became a personal capacity building one for the
participants (Steukers & Weiss, 2014:11). The main conclusions of the case study were the
need to establish and promote a community of practitioners to facilitate discussion and joint
learning from their practice and experiences with the objective of improving classroom
practice. The project created a ‘virtual space’ for continuous professional development

activities for teachers.

Ono and Ferreira (2010 citing Tatto, 1997), noted that professional development of teachers
had always followed the traditional paradigm in South Africa. This professional development
consisted of in-service education or staff development where the approach is ‘trainer-of-
trainers’ (ToTs). The teachers who took part in the ToTs and then cascaded the information to
others. The traditional paradigm of professional development has four categories: for
certification of unqualified teachers; to upgrade teachers; to prepare teachers for new roles; and
curriculum-related dissemination of certain information or offering refresher courses. The
traditional form of continuous professional development is done through workshops, seminars
or conferences. Ono and Ferreira (2010) cite a range of sources where these efforts have been
found to be fragmented, incoherent encounters that are out of context and isolated from real

classroom situations. Ono and Ferreira (2010:60 citing Fullan, 1991) stated:

Nothing has promised so much and has been so frustratingly wasteful as the
thousands of workshops and conferences that led to no significant change in
practice when the teachers returned to their classrooms.

Ono and Ferreira (2010) report that this dissatisfaction was observed in the research on
professional development of teachers in developing countries. They found that in many
developing countries in-service professional development of teachers is done using the cascade
model or what has been called the ‘multiplier’ approach. The cascade model is used to transmit
information from the top to groups of teachers. This approach often begins with a ‘trainer-of-
trainers’ (ToTs) to ensure the message is passed down and made to ‘flow down’ to teachers in
the classrooms. While this approach allows training in stages and quick dissemination of
information to a large number of teachers, and in theory is cost effective, there is a high chance
that in the cascade dissemination the crucial information may be watered down or
misinterpreted. Ono and Ferreira (2010 cited Fiske & Ladd, 2004) who point out that the

cascade model was developed in the developed world under a paradigm of teacher professional
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development criticised for treating learners as ‘passive receivers’ of knowledge known as the

is the transmission model.

Taking into consideration professional development of in-service teachers and development
efforts that have been used in the past, Ono and Ferreira (2010) tried out an alternative form of
Continuous Professional Development where they used a Japanese lesson study model, which
they proposed as a possibility to contribute to teacher learning. The case study involved the
Mpumalanga Secondary Science Initiative (MSSI) 1999-2006. The project aimed at improving
mathematics and science learning using lesson study for adequate teacher development.

The case study was carried out during the implementation of the Outcome Based Education
curriculum reform of the late 1990s to 2000. The case study was one of the responses to the
challenge of adequate teacher professional development and training. The lesson study model
got teachers to work together on three aspects of a lesson, ‘plan-do-see’. Teachers collaborated
on planning the lesson; they understood the learners’ needs, their pre-knowledge and
misconceptions as well. One of the teachers taught the lesson while the others observed and
the whole group of teachers met during the post-lesson phase to reflect on the planning, lesson
execution and outcomes. The post-lesson phase was a reflection and learning exercise for all
teachers as they reviewed the teacher’s intentions, lesson outcomes, the strengths and the
challenges, which were all learning points for improved practice in the future. Thus, the whole
school lesson study approach was a collaborative professional development activity
characterised by classroom-situated, context-based, learner-focused, improvement-oriented
and teacher-owned process. An evaluation of the lesson study approach revealed that teachers
who were involved in the project improved on their teaching. However, the evaluation noted
that any form of professional development was not an overnight wonder but would need a long-
term gradual progression to everlasting change (Ono & Ferreira, 2010).

According to Ono and Ferreira (2010), an alternative professional development model has
emerged based on a different paradigm, the constructivist paradigm. Advances on brain
research support an increasing understanding that the human brain is always searching for
meaning and seeking new patterns and connections. Building on this notion, the implication is
that learners always construct meaning of their own as they deconstruct what they knew,
interpret, and reconstruct when engaged in new experiences of learning and discourse. In other

words, knowledge is a social construct, situated in the social and cultural context of the learner.
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This emerging paradigm, as argued by Ono and Ferreira (2010), has a new perspective of
teacher continuous professional development. This perspective includes the aspects that CPD
is best based on constructivism, is a long-term process, occurs within a particular context, is
intimately linked to school reform, should be a collaborative process and is diverse from one
school setting to another (Villegas-Reimers, 2003).

The long and short of the emerging paradigm is that Continuous Professional Development of
teachers has the potential of developing teachers who are reflective practitioners, can make
informed professional choices, are empowered professionals, and become engaged in active

and participatory learning.

3.8 CONTINUOUS PROFESSIONAL DEVELOPMENT FRAMEWORKS FOR
TEACHERS IN MALAWI AND SOUTH AFRICA

Countries in the Southern Africa region are challenged with issues of teacher quality, teacher
education and teacher in-service education including continuous professional development. In
this section of the chapter, recent developments in Malawi (Ministry of Education, Science and
Technology, 2018) and South Africa (Steyn, 2011) concerning Continuous Professional
Development of teachers is explored. These developments have a bearing on the present study
as they provide alternative ways of looking at Continuous Professional Development and

making provisions for it.

The Ministry of Education, Science and Technology (MoEST) in Malawi adopted a Continuing
Professional Development Framework for Teachers and Teacher Educators in 2018. The
framework was developed over a period of time with the cooperation of various stakeholders
and included the Malawi Teaching Service Commission, teacher unions, academia, teachers,
teacher educators, civil society organisations, faith-based organisations and development
partners (MoEST, 2018). The framework was developed to be a mechanism to improve the
quality of teaching and learning so as to raise the student learning outcomes at all levels of the
education system. The framework is linked to UNESCQO’s Sustainable Development Goal
(SDG) number four (4) that requires all governments to provide for their citizens quality
education and lifelong learning for all (UNESCO, 2015). The framework recognises that
teachers are the most significant resource in schools for raising education standards. The

mantra that no education system is higher than the quality of its teachers holds true for this

72



framework, which sets the platform to ensure that teachers are highly skilled and motivated to

deliver quality education.

In Malawi, the Ministry of Education, Science and Technology and stakeholders in the
education sector realised the futility of their support to teachers and teacher educators in their
professional learning, which incorporated learning through the modalities of seminars,
workshops and conferences at national and local levels (MoEST, 2018). They realised that the
teacher professional support activities were isolated from each other and with no system of
monitoring and evaluating the learning that teachers and teacher educators received through
the activities. The knowledge and competences learnt and gained did not contribute to career
progression in a recognised fashion because of the absence of policy guidelines on how this

could be done

Hence, the Continuous Professional Development Framework for teachers and teacher
educators introduced in Malawi, lays out guidelines for the provision of continuous learning
for teachers and teacher educators (MoEST, 2018). The framework enables teachers to aspire
to access continuous professional development to promote their own professional growth that
will be recognised through a process of teacher licensure. The framework is a tool that will
ensure that teachers and teacher educators constantly keep abreast with new developments,
methodologies and strategies for teaching as well as new solutions to challenges they encounter
in their day-to-day teaching practice. It is expected that, based on the framework, teacher
knowledge, skills and attitudes regarding teaching and learning will improve and have a
positive impact on student learning outcomes. The Malawian CPD Framework outlines the
following areas: teacher career structure; needs based CPD provision; nature of CPD;
governance of CPD; teacher development centres and schools; evaluation of CPD; and
monitoring and evaluation (MoEST, 2018).

The Malawian CPD Framework provides clear career paths separating administrative and
professional routes. Thus, the framework clarifies career routes for teachers, advisers and those
who choose to take careers in administrative roles as school heads, district and provincial
education managers. The framework provides for a needs-based continuous professional
development identified through bottom-up approaches. This CPD framework builds on self-
reflection of teachers as the basis for individual professional development plans that are

implemented in school-based CPD plans, and then scaled up to zonal and district levels. As the
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teachers engages in CPD activities, they earn points that contribute to maintaining their licence

to teach and its renewal.

In addition, CPD is district, zonal and school based. This position has led to the Malawian CPD
governance structure creating the position of a CPD Coordinator at district level, manning
teacher development centres for collaborative and sustained CPD. The District Coordinators,
alongside provincial and national leaders, run coordinated evaluation and monitoring of the
quality of CPD (MoEST, 2018).

In South Africa, the Department of Education developed and adopted a National Policy
Framework for Teacher Education and Development (DoE, 2006). The policy document spells
out the context of teacher education in South Africa, recognising the complexity of the teacher
task, the apartheid legacy and the social inequality that exists in the South African education
system which the government programmes are addressing. The policy document further
explores the teacher qualification routes in South Africa. It then spells out the Continuing
Professional Teacher Development (CPTD) conceptual framework, system, rewards and
sanctions, as well as the management of the continuous professional teacher development
system. The policy provides for an overall strategy for professional development of teachers.
The CPTD policy document (DoE, 2006:23), built upon the Norms and Standards for Educators
that South Africa adopted in 2000 (DoE, 2006), restates the standards required for a teacher to
be:

- aspecialist in a particular learning area, subject or phase;
- aspecialist in teaching and learning;

- aspecialist in assessment; curriculum developer;

- aleader, administrator and manager;

- ascholar and lifelong learner; and

- aprofessional who plays a community, citizenship and pastoral role.

One critical component of the policy is its inclusion of a teacher as a ‘scholar and lifelong
learner’. This norm introduces an interesting dimension that requires the teacher to be always
learning from their work by reflecting on own practice and learning from the learners’
experiences of being taught. This requirement is the assumption that teachers will have an
environment where they are challenged to keep learning by themselves, alongside others to

continue improving. In a way, this implies that the teacher belongs to a community of learners.
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However, one needs to query what is contained in this policy document to create an enabling
environment for teachers to continue learning as part of their continuous professional
development and in addition, what is contained in the policy document to encourage and
develop reflection skills. | argue that policy documents need to go beyond stating what should
be but clearly spell out what should happen for the ideals therein expressed to be achieved or

realised, as teachers participate in the continuous professional development activities.

The South Africa Continuous Professional Teacher Development (CPTD) consist of four types
or categories, namely school driven programmes; employer driven programmes; qualification
driven programmes; and other programmes offered by NGOs, teacher unions, community-
based organisations or private companies and organisations. Some CPTD activities are
compulsory while others are self-selected for the teachers. The Department of Education at
national and provincial levels provides the resources for the compulsory programmes where
teachers earn Professional Development points for participating per year. Teachers are required
to register with the South African Council of Educators (SACE) and this body manages the
CPTD system. Providers of professional development programmes are registered with SACE
who then work with the Department of Education to monitor the CPTD system.

The policy framework for CPTD in South Africa has been closely monitored. On reviewing
literature on professional development, Steyn (2011) points out that workshops, seminars and
conferences constitute traditional approaches to professional development. Steyn (2011 citing
Boyle, Lamprianou & Boyle, 2005 and Lee, 2005) states that these traditional approaches have
a simplistic and technical view of teaching. The approaches show a belief that teachers’
knowledge and skills are improved by using external experts. Furthermore, Steyn (2011 citing
Birman, Desimore, Porter & Garet, 2000) indicates that traditional approaches have been
criticised for not being effective enough to strengthen teachers’ knowledge and pedagogical
skills. Even more succinct on this issue on teachers’ continuing professional development,
Mundry (2005:14) suggests that policy makers and education managers should “abandon
outmoded approaches to staff development and invest in ‘practice-based’ approaches to

professional learning and development of teachers”.

Steyn (2011) further argues that professional growth in teachers occurs when the professional
development programme acknowledges personal and professional needs of teachers. This

implies that strategies should be used to determine the areas where teachers are lacking in skills.
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This leads to needs-based professional development activities for teachers. Given this point of

view, Steyn (2011:8) explains that:

professional development is most effective when it is based on the needs of
teachers and it is a continuous process that is formal, systematic and planned
development through supportive observation, feedback, dialogue and peer

coaching.

This argument speaks to Wenger’s social learning theory where teachers work together in
‘communities of practice’ (Wenger, 1998). Schools lend themselves to this model and approach
with teachers working together collaboratively supporting each other. Steyn (2011) warns that
the South Africa framework for CPTD is silent on communities of practice for teachers and
places much emphasis on individual teachers earning points from their involvement in

continuous learning.

From the observations and arguments by Steyn (2011), who cites Wenger’s social learning
theory, it is important for continuous professional development activities to recognise schools
as communities of practice where teachers engage in a process of collaborative learning as a
shared human endeavour as they experiment separately but deliberately reflect on what has
happened as a result of individual and team efforts. Teachers reflect on their experiences and
the whole system so that they learn how to improve their practice. This collaboration
contributes towards the development of a positive school culture that has commitment to

change and creation of environment for better learning opportunities for all learners.

The warning by Steyn (2011) is that the South African Continuous Professional Teacher
Development Framework contains a barrier to teacher collaboration by emphasising earning
individual points at the expense of collaboration and support from one another. Steyn (2011
citing Rhodes & Houghton-Hill, 2000:432) argues that there is a strong relationship between
components of training and the impact of that training on teachers’ performance. The table
showing the relationship is presented below:

Table 3.1: The relationship between components of training and impact on teachers’

performance
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Impact on teachers’ job performance
Training components and combinations
Knowledge Skill Transfer
Theory Low Low Nil
Theory and demonstration Medium Medium Nil
Theory, demonstration and practice High Medium Nil
Theory, demonstration, practice and feedback High Medium Low
Theory, demonstration, practice and feedback High Medium Low
Theory, demonstration, practice, feedback and coaching High High High

Source: Steyn (2011:12 quoting Rhodes & Houghton-Hill, 2000:432)

From the table above, it is argued that the duration of continuous professional development
activities influences the depth of changes that take place in the participating teachers. So is the
form of the professional development initiatives. The longer they are, the more likely they are
to influence change in teaching behaviour. Lee (2005:47 cited by Steyn, 2011:14) encouraged
a team approach for CPTD so that teachers have time for reflection in a collegial atmosphere
and evaluation of the effectiveness and impact of their activities. This approach implies
teachers continuously undertake school-based action research which ensures active members
are collaborating and learning to improve own practice together. When all else is considered,
the challenge is how to effectively encourage a collaborative culture in communities of practice
where teachers are involved in joint activities, discussing together, and assisting one another to

improve own practice.

Davids (2014) points out that the Norms and Standards Policy for Educators (2000) requires
teachers to be transformative. Higher education institutions in South Africa have had to respond
to the Norms and Standards Policy for Educators by introducing a compulsory module on
action research in teacher education studies curricula (Davids, 2014). Davids (2014)
acknowledges the potential of action research in offering a transformational teaching model for
teachers. As part of the module, a research study was carried out on the value of using action
research in the teaching of History for a Grade 10 class. Findings revealed that engaging in
action research sensitises the teacher to alternatives, more democratic practices and

methodologies, and a critical reflection disposition.
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... after completion of the action research Master’s Degree at the
University of the Western Cape, | gained a different sense of

myself and a different philosophy of teaching (Davids, 2014: 2).

Davids (2014) concluded that action research provides a suitable pedagogical framework for
professional practice that is consistent with the Norms and Standards Policy requirements for
teacher education programmes. Armed with the evidence Davids collected in his use of action
research in the teaching of History projects, he concluded that “if action research can stimulate
an emancipated and democratic pedagogical practice as shown in this case study, then action

research is coming of age” (Davids, 2014:18).

Thus, Davids (2014) argued strongly for action research in teacher professional development
strategies as being in line with the teacher Norms and Standards Policy in South Africa. The
positive results of the use of action research in contributing to continuous professional
development point to the possibility of developing a CPD model, which has the potential to

contribute immensely to continued professional development and growth of teachers.

39 SUMMARY

In this chapter, a number of issues around the conception of Continuous Professional
Development (CPD) were explored in Zimbabwe, Namibia, Malawi and South Africa. In the
context of Zimbabwe, the Statutory Instrument (SI) of 2000 was examined. This legal
instrument defines staff development for civil servants, teachers included. It goes further to
outline the nature of the staff development and conditions under which staff development is
offered. It is clear from the provisions in the Sl of 2000 that only a small number of teachers
are supported every year to engage in further professional learning. This number is deemed
insignificant to make a mark and therefore, the Sl instrument of 2000 falls short of what would
meet standards for continuous professional development that will enhance teacher extended

professionalism.

The Better Schools Programme for Zimbabwe (BSPZ) programme is school cluster based and
holds a great deal of potential to advance teacher professionalism through activities for
continuous professional development. Its genesis is found in the response to the communique
from the World Conference on Education for All in 1990 at Jomtien in Thailand that called for
improved quality of education, teaching and learning (UNESCO, 1990). Within the
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Commonwealth, the grouping of countries that were former colonies, dominions and
protectorates of the British Empire, the ministers of education, United Nations (UN) agencies
and Non-Governmental Organisations put together a programme to enhance the performance
of school heads which then moved on to include school teachers.

By 1994, the Ministry of Education, Sports, Arts and Culture in Zimbabwe promulgated a Chief
Education Officer Circular 1/94 that provided guidelines on the formation and operations of
school clusters. Indeed, this was a useful mechanism to get teachers engaged in some
systematic manner on continuous professional development. Teacher professional
development was localised, school based and responsive to the challenges the teachers faced
in their daily work (BSPZ, 1995; 2000). While the BSPZ contain many positives such as
teachers as researchers, and teachers collaborating to improve their practices, the programme
needs to take on board emerging thoughts and practices on continuous professional
development such as action research being central to teachers’ own initiatives to improve own

practices.

The development and adoption of a competency-based curriculum in the schools has brought
in new dimensions important to consider as regards continuous professional development of
teachers (MoPSE, 2015b). The Ministry of Primary and Secondary Education has worked with
stakeholders to develop Teacher Professional Standards (TPS), which define what is expected
of the teacher in terms of competencies. The standards are explicit in encouraging the teacher
to engage in self-appraisal and take on action research to help themselves reflect continuously
on own practice in the classroom. As argued in the chapter, this scenario is both positive and
ideal for continuous professional development. However, the TPS document does not advise
teachers on becoming reflective. | argue that teachers need further support and advice to
develop reflection skills.

In the chapter, | explored processes and outcomes of a project in Bikita District in Masvingo
province in Zimbabwe. This was the Quality Education Project (QEP) which trained a group
of teachers, school heads, college lecturers and school inspectors in action research on own
work. The idea was to use action research as a way for continuous professional development
and always seeking to improve own practice in the classroom. The project ran for about eight
years between 2006 and 2013 and consisted of training workshops for the participants, practice

and meeting again for reflection and learning sessions as a group. Individual participants in the
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group carried out action research on their work and produced write-ups on their experiences
and its impact on their classroom or work practices. The QEP project was set up to work with
the Ministry of Primary and Secondary Education to address a growing concern of poor
performance of learners in the final examinations, such as at end of primary school. This project
has had external evaluations on three separate occasions to follow up on the impact it has had

on the participating teachers’ practices, reflection and perceptions of teaching and learning.

Harber and Stephens (2010) found that the QEP trained teachers in action research had moved
strongly towards the characteristics of extended professionalism. The skills of the teachers were
enhanced; they were found to be confident and assertive in their understanding and analysis of
their classroom situations. The critical factor in as far as the project was concerned, was its
demonstration of the possibility of building continuous professional development on action
research training and practice. Hence, the current research study so as to contribute to
developing a model built around action research. It is noted that Harber and Stephens’ (2010)
findings needed to be checked and tested in follow-up evaluations to establish if training
teachers in action research and encouraging them to use this methodology has really
contributed to sustainable continuous professional development.

The second evaluation study carried by Brock-Utne et al. (2014) examined teachers trained on
action research in the Quality Education Project (QEP) and another group that was not trained
in action research. Their findings were indicative of a positive impact of action research
training. They concluded that the teachers who were trained in action research had tools to
support them and carry out action research on their work. They talked to the learners taught by
the QEP trained teachers at the time of the evaluation study and heard evidence of positive
comments on the teachers’ approaches. The teachers engaged the learners a lot more and were
supportive, always searching for ways to teach more effectively. Brock-Utne et al. (2014)
followed up on performance of the learners and found the learners taught by the QEP trained
teachers performing much better. It is important to note that the Brock-Utne et al. (2014) found
that there were other agencies such as UNICEF that were engaged in sponsoring professional
development activities for teachers that generally sought to improve teacher performance. This
was especially so in the Zaka District, which is a neighbouring district to Bikita where they

engaged non-QEP, trained teachers.
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The third study by Chisaka (2016) engaged QEP trained teachers in Ethiopia, Zambia and
Zimbabwe. The findings indicated that action research and reflective practice promoted
personal and professional growth in the practitioners. In a way, action research transformed the
practitioners in terms of their values and beliefs as regards their perspectives on teaching and
learning. Action research, the QEP-trained teachers claimed, developed a self-consciousness
on their beliefs and values. On reflection, I argue that these evaluation findings were consistent
on positive benefits for engaging teachers in action research. Hence, this research study seeks
to propose a model for CPD for teachers built on engagement in action research.

The chapter ended with a close look at Namibia, South Africa and Malawi. The activities and
developments covered in this chapter further prove the growing concern with the professional
development of teachers and the linkage with teaching and learning. In Namibia, a small-scale
study in some 28 primary schools demonstrated the contribution of action research training to
promoting communities of learners among teachers and more interactive teaching and learning
(Steukers & Weiss, 2014). Malawi has recently developed and adopted a Continuous
Professional Development Framework that provides a clear career path, needs-based in-service
training whose priorities are determined in the school, zone and district.

In Mpumalanga province in South Africa, the study by Ono and Ferreira (2010) demonstrated
that a pragmatic approach to classroom-based action research is a more positive alternative to
workshops which led to little or no impact at all after the training. South Africa developed a
National Policy Framework for Teacher Education and Development. This policy includes the
teacher as a scholar and lifelong learner. In this regard, the policy outlines the South Africa
Continuous Professional Teacher Development framework where this is made up of school,
employer and qualifications driven opportunities. This framework requires all teachers to take
part and earn points that are mandatory for continuous professional development. Steyn (2011)

notes that this has come with its pros and cons.

3.10 CONCLUSION

This chapter notes that the area of teachers' continuing professional development (CPD) is of
growing interest in Zimbabwe, the region and internationally. In the context of Zimbabwe
where this research study was situated, Public Service Commission regulations are outlined in
Statutory Instrument (SI) 2000 (Ministry of Public Service, 200), which recognises the need
for continued professional learning. The SI 2000 provides for both long- and short-term
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programmes, at work or at institutions. The Better Schools Programme for Zimbabwe was
introduced and provided modalities for teachers’ engagement in professional learning in school
clusters utilising resource centres (Chiome, 2011). This has provided for Communities of
Practice where teachers learn among themselves (Kennedy, 2005; Steukers & Weiss, 2014).

The Quality Education Project (QEP) implemented in Bikita district in Masvingo Province in
Zimbabwe in the period 2006 to 2013 was found to promote reflection skills in teachers (Harber
& Stephens, 2010; Chisaka & Kurasha, 2012; Brock-Utne et al., 2014). The QEP intervention
outcomes and findings provide an approach that offers pointers for developing a model for
continuous professional development of teachers. The chapter explored outcomes of the
Mpumalanga Secondary Science Initiative (MSSI) in South Africa that showed the value of
using the constructivism paradigm in teacher continuous professional development (Ono &
Ferreira, 2010). In Namibia, a similar initiative of 28 case study schools in Namibia focused
on encouraging and developing skills in action research in teachers in pre and lower primary
grades and the outcome showed the benefits of this approach (Steukers & Weiss, 2014). At
national levels, South Africa and Malawi have developed frameworks for continuous
professional development of teachers with modalities for acknowledging teachers’
participation in CPD activities (DoE, 2006; MoEST, 2018). The next chapter presents the

research methodology used for the research study.
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CHAPTER 4

RESEARCH METHODOLOGY

4.1 INTRODUCTION

In Chapter 3, different approaches to Continuous Professional Development were explored and
discussed. The approach of training teachers using action research was described and discussed
in some detail as well. Examples of training teachers in action research in different contexts

were explored and their outcomes discussed.

This chapter first presents the qualitative research paradigm and the research design (Cf. 4.2
and Cf. 4.3) that the researcher used in order to address the key research questions outlined in
Chapter 1. In addition, the chapter further provides a comprehensive description of the study
population and sampling techniques that were used, as well as the data collection strategies and
tools used. The data collection instruments comprised interviews and focus group discussions
with teachers, school head teachers and school inspectors, and finally, document analysis of
documents pertaining to the teachers in the research sample. The chapter also presents how the
data were then analysed and the key merits from the use of QSR NVivo v12 (2018) software
in order to establish meaning from the emerging themes, and its role towards facilitating the
interpretation of the data. Lastly, the chapter covered how credibility and trustworthiness of
the data was ensured as well as ethical considerations during the process of data collection and

analysis.

42 RATIONALE FOR EMPIRICAL RESEARCH

This study embraced the empirical research approach with the need to collect the data directly
from the custodians and practitioners of action research, and obtain knowledge directly from
their experiences. According to Creswell (2013), the carrying out of empirical research has the
advantage of increasing internal validity as well as the credibility and practicality of the study
findings. This is further corroborated by Bryman (2015), who adds that pragmatic research
drifts away from theoretical issues to focus on the pragmatic aspects of the research, and thus
making it possible to research into real-life situations and help towards deriving solutions to
real-life problems (Patton, 2015).
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In the case of this study, the focus of the research was how action research training can be used
as a professional development strategy to enhance effective classroom practices of primary
school teachers. The study sought to do this by asking how action research training of primary
school teachers empowered them; how action research-trained teachers applied their action
research knowledge to deal with the Competence Based Curriculum; what challenges the action
research trained teachers faced when applying action research on their work; and what
strategies can be used to promote action research among primary school teachers. The case
study sought to contribute to developing a continuous professional development strategy for
teachers to continuously improve teacher classroom practices and learning efficiency in the

context of Zimbabwe.

The foregoing were pragmatic objectives, which could best be addressed by ensuring the study
was empirical in nature. In this regard, the research was centred around teachers, school head
teachers and school inspectors who had extensive experience with action research. This is the
reason why the study was conducted in Bikita District, in the Masvingo province of Zimbabwe,
where an extensive pilot action research training had been done over a period of eight years
from 2006 and 2013. Teachers, school head teachers and school inspectors within that district
had been empowered in the use of action research in groups in the Bikita Quality Education
Project (QEP). The training that the research participants would receive was to motivate and
empower them to become researchers and develop a culture of always learning from their work
environment and finding ways in which to address the challenges they face in their work on a
day-to-day basis. The teachers, school head teachers and school inspectors attended training in
action research in small groups over a 2-year period, punctuated with learning theory,
application of practice in their schools and reflecting as a group guided by facilitators. This
current empirical research was conducted with a sample from the same group of teachers,
school heads and school inspectors after their training in action research some years later. The
motivation for the researcher was to try and draw knowledge from their experiences and use
that towards developing empirical solutions through continuous professional development to

the ever-burgeoning challenges within the teaching and learning environment.
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43 RESEARCH METHODOLOGY

According to Strauss and Corbin (1998) and Creswell (2013), research methodology refers to
a way of thinking about and studying social reality. The qualitative research methodology was
specifically chosen to help in studying the phenomenon, the reality of teachers’ practices and
their ‘lived experiences’ in their schools and classrooms. As the focus of the study was the use
of action research in their work and striving to improve on their teaching and the learning of
their learners, this was examining the social reality for teachers. In this regard, the overall
methodology employed for the research study was qualitative. In the following sections, the
research paradigm (Cf. 4.3.1), research approach (Cf. 4.3.2) as well as the research design

(4.3.3) are presented and discussed.

4.3.1 The Research Paradigm

An understanding of the main paradigms in the field of research forms the bedrock of a research
study as it clarifies and specifies the general features of the way one views the world such as
the nature of knowledge, mind, matter, and overall research strategy (Brennen, 2017; Marshall
& Rossman, 2014). Saunders, Lewis and Thornhill (2007) further argue that it is imperative
for researchers to understand the philosophical commitments of their study through the choice
of a research strategy. This has a bearing not only on what researchers do in their research areas
but also how much they understand the areas they are studying in the quest to unearth new
knowledge (Leedy & Ormrod, 2013). In this regard, Saunders et al. (2007), Creswell (2013)
along with Brennen (2017), define a research paradigm as a broader view or perspective that

guides the direction of a study.

According to Dudovskiy (2015), research paradigms have many branches and span a variety
of disciplines. However, most education-related researches recognise the two main branches,
that is, positivism and phenomenology (also referred to as interpretivism). Dudovskiy (2015)
further argues that the researcher’s choice between positivism and phenomenology depends on
the research approach as well as the researcher’s orientation in terms of their perceptions of
reality and the conception of reality. Generally, depending on the philosophical position of
one's study, all these concepts relate to each other. Literature on philosophical approaches

contends that no philosophical approach is better than the other, they are all 'better' at doing
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different things, (Merriam, 2009; Merriam & Tisdell, 2015). Thus, the question of which

approach is better, basically depends on the research questions one is seeking to answer.

Positivism is the main assumption adopted by natural scientists (Saunders et al., 2007).
According to Bryman (2015), positivists believe that things can be studied as facts that
eventually establish scientific laws. Positivists prefer working with an observable social reality
where the researcher exists outside reality and is a mere observer to produce law-like
generalisations. The basic endeavour of the positivist researcher is to identify causal
relationships and regularities (Bernard, 2013). In other words, positivism cannot account for
how social reality is either constructed or maintained. For this reason, the researcher did not
adopt positivism because it is mainly associated with quantitative researches as it dwells on the

logic and ways in which scientific studies are conducted from the natural scientist's perspective.

The interpretivist philosophical standpoint, on the other hand, is antagonistic to the positivist
standpoint as it argues that revealing insights into a complex world can be lost by creating law-
like generalisations (Saunders et al., 2007). According to the interpretivist approach, social
actors create social reality through social interaction (Bellamy, 2012; Bogdan & Biklen, 2007;
Lampard & Pole, 2015). This viewpoint argues that it is imperative to understand the whole,
in order to get further insights into the phenomenon. The researcher is therefore not removed
from the study, but through interaction, is actively involved in the creation of reality, which
itself is relational. The realities do not exist in a vacuum, as they can be changed by time,
circumstance, interaction, and place (Saunders et al., 2007; Yin, 2018). In a nutshell,
interpretivism promotes the use of qualitative data and values the uniqueness of a particular
situation and places particular emphasis on contextual depth (Bryman & Bell, 2015). Hence,

interpretivism was the chosen research paradigm to inform the research study.

To ensure that the social and human lived experiences’ side of the participants regarding action
research would be reported in the real and actual words of the participants, the researcher chose
to embrace the interpretivism research paradigm (Yin, 2018; Cohen, Manion & Morrison,
2017). The study, which sought to construct knowledge regarding action research from the
participants’ view, therefore embraced the philosophical research viewpoint with the
interpretive research paradigm. The interpretivist paradigm, according to Lampard and Pole

(2015), supports the view that there are many truths and multiple realities all of which depend
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on the context and the participants involved. This was the reason why the study focused only
on participants who underwent a formal orientation and training in action research during the
Bikita Quality Education Project (QEP). In this study, using the interpretivist paradigm, the
researcher managed to establish the practices, benefits and concerns regarding the application
of action research in primary schools, out of which new knowledge was derived on promoting

action research in the continuous professional development of primary school teachers.

4.3.2 The Research Approach

According to the theorists Miles, Huberman and Saldafia (2014) as well as Brannen (2017),
there are two types of approaches available to researchers in answering their research questions
and solving the problem statement, which are the inductive approach as well as the deductive
approach. According to Cohen, Manion and Morrison (2011) and Mason (2017), deductive and
inductive reasoning are antagonistic in relation to how knowledge about a worldview is arrived
at. The deductive approach applies to quantitative research where the researcher develops a
hypothesis or theory, which they can later test (Brannen, 2017). Researchers that adopt the
deductive approach believe that the first source of knowledge is theory (Creswell & Poth, 2017;
Strauss & Corbin, 1998). On the other hand, the inductive approach is linked to qualitative
research where data are collected, analysed and lead to the development of a theory following
an analysis (Creswell, 2013; Saunders et al., 2007; Silverman, 2015; Yin, 2018). According to
Myers (2000), the inductive approach seeks to gain knowledge through discovering meaning

and improving comprehension of the whole.

This study, having embraced the interpretivism paradigm, adopted the inductive approach to
reasoning. It is on the same basis that this study adopted the qualitative methodology. Denzin
and Lincoln (2000) define qualitative research as a method of studying the significance that
people attach to a phenomenon. In this regard, a major justification for qualitative research
provided by Punch (2005), is that it is ‘naturalistic’ and it endeavours to study people, things
and events in their ‘natural settings’. Qualitative research is primarily used to gain an
understanding of underlying reasons, opinions and motivations. As posited by Glaser and
Strauss (2017), it provides insights into the focus of the study and it helps to develop in-depth
appreciation of the perceptions the participants in the research have on action research and its
use in the continuous professional development of teachers. There are several sources

of qualitative data, including participant observation, interviews, focus groups, field notes,
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diaries and document study (Bazeley, 2013; Bernard, 2013; Silverman, 2016). The researcher
used observation, interviews, focus group discussions and document study in this research

study.

Lofland, Snow, Anderson and Lofland (2004) along with Flick (2018), further note that
qualitative research is carried out in the habitat of the participants. In this regard, qualitative
research is referred to as ‘naturalistic’ research since it minimises the presuppositions with
which the researcher approaches the phenomenon being studied. Thus, qualitative research has
the natural setting as the direct source of data. It is concerned with life as it is lived, things as
they happen, and situations as they are constructed in the day-to-day, moment-to-moment
course of events (Crotty, 2014). Likewise, in this research study, the researcher sought an
exhaustive understanding of the lived experiences of the teachers, school head teachers and

school inspectors in their real-life work situations regarding action research.

Qualitative research is descriptive in nature and the data collected is always in the form of
words (Thorne, 2016). Thorne (2016) further argues that a qualitative researcher is concerned
with the process rather than simply with outcomes, or products. The qualitative researcher is
interested in how understandings are formed, how meanings are negotiated and how roles are
developed. In this regard, the researcher sought to understand how teachers become effective
in using action research in their day-to-day work and in particular, addressing challenges they
face in their work. This is important as Denzin and Lincoln (2008) as well as Chisaka (2008)
point out that insights and understanding of the data gathered are developed from patterns in
that data. Chisaka (2008), Eisner (2017) and Flick (2018) further argue that theory is developed
from bottom-up, not from top-down. Abstractions are built as particulars that have been
gathered and grouped together through the creation of themes (Creswell & Poth, 2017; Lorelli,
Norris, White & Moules, 2017: Silverman, 2016). In this regard, thematic analysis has an
advantage in examining perspectives of different research participants bringing out similarities
and differences, in addition to helping summarise key features of a large data set (Lorelii et al.,
2017). Lorelli et al. (2017) further point out the need for a purposeful approach to thematic
analysis as a way to increase traceability and verification of the analysis.

Quialitative research is embedded mainly in three theoretical research frameworks that are

namely: phenomenology, hermeneutics and ethnography. Phenomenology requires the
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researcher to describe vividly or thickly the lived experiences of the participants by using their
own words. In this study, the researcher was interested in the emic (insider’s viewpoints)
perspectives of the situation that both Chisaka (2006), along with Bazeley and Jackson (2013),
emphasise as being critical in a qualitative study. Thus, [ was interested in ‘insider’ viewpoints
of action research participants and how they used and applied the gained knowledge and skills
in their Continuous Professional Development since completion of the training. During the
research study, it was clear that the Ministry of Primary and Secondary Education (MoPSE)
had brought on board new developments and policies that have required teachers to become

lifelong learners and thus continue with professional development.

According to Higgs and Smith (2002), hermeneutics is the science of understanding, the art of
interpretation and a science of communication. As the researcher, | systematically analysed
and interpreted data gathered to communicate the findings as comprehensibly as possible.
Hoberg (2001) defines ethnography as the study of a group’s culture. In this study, through
data collecting methods, | captured, interpreted and explained specific aspects of classroom
practices and teacher behaviours of a sample of teachers, school head teachers and school
inspectors trained in action research as they dealt with their day-to-day work activities and

challenges.

4.3.3 Research Design

The research design refers to the plan or the proposed course which the research ought to take
(Crotty, 2014; Saunders et al., 2007). Yin (2018) further described a research design as a logical
plan for getting from one point to another implying that a research design, therefore, is the
overall plan that a researcher follows from the beginning to the end. According to Bogdan and
Biklen (2007) and Bellamy (2012), the major research designs commonly used include the

survey design as well as the case study design.

Bernard (2013) and Denzin and Lincoln (2008) contend that whereas survey designs are best
suited for quantitative studies, case study designs are best suited for qualitative studies. Berg
and Lune (2012) noted that while this is true, however, qualitative studies may as well apply
to survey designs and to case study designs. With this in mind, while survey designs seek to
get a generalised perspective across various attributes in a population (Creswell, 2013), case
study designs, according to Cohen et al. (2011:289), are regarded as studies that entail “the in-

89



depth study of instances of a phenomenon in its natural context and from perspectives of the
participants involved in the phenomenon”. This research, focused on a specific group of
participants from Bikita who had prior action research training, and these were teachers, head
teachers and school inspectors who had been trained in the Bikita Quality Education Project
(QEP). Having a specific target location, and a specific attribute, that is prior action research
training, entailed the need to embrace the case study design in lieu of the survey research design
(Creswell, 2013; Creswell & Poth, 2017; Flick, 2018; Strauss & Corbin, 1998; Yin, 2018).

Further, Silverman (2016) noted that there are three kinds of case studies. The first is the
intrinsic case study, and this is the study of a case for its interest and there is no attempt to
generalise beyond the single case to build theories. The second one is the instrumental case
study, in which a case is examined to provide insight into an issue and build a generalisation.
The third one is a collective case study where a number of cases are studied in order to
investigate some general phenomena. This study fell into the intrinsic case study due to the
researcher’s intrinsic interest in action research training as a viable alternative to the prevailing
model for continuous professional development of teachers (Lofland et al., 2004; Miles et al.,
2014). The researcher was intrigued by emerging Bikita QEP evaluation evidence that

indicated that action research training promoted reflective skills in teachers (Chisaka, 2008).

As the main objective of the research study was to find out how action research training and
practice can be used in a framework for continuous professional development of teachers, the
researcher used participants from the Bikita Quality Education Project (QEP) project to gain a
rich and vivid description of the experiences and reflections by the teachers who participated.
Through this intrinsic case study, the researcher delved into issues relating to teachers’ beliefs,
practices and perceptions on their continuous professional development since their
participation in Bikita QEP. This is what justified the use of a case study research design and
purposive sampling to ensure that research participants, trained in action research, were able to

offer that in-depth information about their experience.

44  RESEARCH METHODS

This section presents the attributes of the study population and sample, along with the

demographic attributes of the research participants. The sampling technique chosen by the
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researcher, along with the data collection instruments developed and the implementation

process of the data collection done, are presented below.

4.4.1 Population and Sample

The setting of the research study and case study was Bikita District in Masvingo Province in
the south east of Zimbabwe. The population comprised of a group of 150 education
practitioners who were trained in action research over a period, 2006 to 2013 in the Bikita
District. This group consisted of school inspectors based at the Bikita District Education Office,
school head teachers and classroom teachers in schools in the district. The ultimate sample of
the research study comprised 48 participants from the 150 who were trained in action research
during the Bikita QEP. Of the sample, 38 participants comprised of 24 teachers, nine heads of
primary schools and five school inspectors who took part in interviews and focus group

discussions (cf. Table 4.1)

Table 4.1: Demographics of the sample

Participants Male Female Total
Classroom teachers 17 8 25
School head teachers 5 4 9
School inspectors 3 1 4
Total 25 13 38

The researcher sampled 38 participants who were engaged through interviews and focus group
discussions. The 38 participants consisted of 25 males and 13 females all with an average of
17 years in their teaching career. During the period of data collection, the researcher carried
out document analysis on documents used by 10 teachers who were among the those
interviewed or took part in the Focus Group Discussions. Table 4.2 below presents the
distribution of teachers whose documents (scheme-cum-plan and other records) were analysed.

Table 4.2: Distribution of participants by gender

Participants Gender Total

Male Female
Teachers 4 6 10
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Participants Gender Total

Male Female
Percentage 40.0% 60.0% 100%

4.4.2 Sampling Methods

Consistent with phenomenology and a case study setting, purposive sampling was used to
select participants for the research study and was considered most suited for obtaining the
participants in this qualitative study (Creswell & Poth, 2017; Silverman, 2015; Strauss &
Corbin, 1998). The purposive sampling approach is mainly used where you want to gain access
to ‘knowledgeable people’ with in-depth knowledge about certain issues by virtue of their
professional role, expertise or experience. Thus, sampling was deliberate and it was done with
a purpose to allow the researcher to select participants with unique qualities critical for the
investigation, as stressed in such a study by Punch (2005), Cohen et al. (2011) and Patton
(2015). This type of sampling technique enabled the researcher to select and study a small
number of cases who are ‘information rich’ and gain access to ‘knowledgeable people’ with
in-depth knowledge about the issues under investigation (Cohen et al, 2011). Cohen et al.
(2011) emphasise that the primary benefit for using this sampling approach, is to obtain in-
depth information from those who are in a position to give it. In this regard, purposive sampling
allowed the researcher to select participants who have ‘lived’ the unique experience of action
research training, carried out action research on own work, and can articulate their experiences.
Cohenetal. (2011) point out that the main concern in purposive sampling is not generalisability

but rather to acquire in-depth information from those who are in a position to give it.

Thus, in this study, purposive sampling enabled the researcher to select participants who had
the unique experience of action research training and using it in their Continuous Professional
Development over the years since the completion of the Bikita Quality Education Project
(QEP) in 2013. It was expected that participants would be able to articulate their experiences
on what they had learnt from the Bikita QEP in applying it in their work as teachers, school
head teachers and school inspectors. This made the research participants a legitimate source of
data.
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Creswell (2013), Marshall and Rossman (2014) as well as Cohen et al. (2017) argue that for a
phenomenological study, a sample size of five to 25 participants should be adequate to obtain
information to develop meaningful themes and interpretations. There are other authorities in
qualitative research sampling who say size should not be too large, as too large a size impedes
the obtaining of thick and rich data; however, it should not be too small to extract rich data. In
this research study, participants totalled 48 and this was considered adequate to explore a range
of perspectives and portrayal of elements of action research as a strategy to enhance and
strengthen Continuous Professional Development (CPD).

4.4.3 Data Collection

In this qualitative research study, three methods of data collection were used to gather data
from the participants, forming the foundation of the study to answer the research question. The
methods included face-to-face individual interviews, focus group discussions and document
study. These methods, it was felt, would yield qualitative data in the form of notes and
transcriptions with thick descriptions and allow for triangulation of data. Each method of data
collection is presented in the sections below and explanation given on the procedures of data
collection.

4.4.3.1 Interviews

The research interview can be defined as a two-person conversation initiated by the interviewer
for the specific purpose of obtaining research-relevant information (Hoberg, 2001). It is the
method of generating data through direct verbal interaction between individuals. The types of
interviews that can be used are structured, unstructured and the non-directive interviews. The
structured interview is the one in which content and procedures are organised prior to the
interview. Every necessary detail such as wording of questions, sequence of questions and
timing of the interview are scheduled in advance. In contrast, it is the unstructured interview
which has greater flexibility. The research purpose guides the questions asked but the content,
sequence and the wording of the questions are determined by the situation (Hoberg, 2001). In
the non-directive interview, there is minimal control of the interview by the interviewer. The
interviewee has freedom to express his/her views as fully and as spontaneously as he/she

chooses or is able.
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Interviews are a predominant method of generating data (Hopkins, 2004). Researchers
interview because they are interested in other people’s stories. Stories are important to the
researcher since they are a way of knowing. The root of the word story is the Greek word
‘histor’ which means ‘one who is wise and learned’ according to De Vos, Strydom, Fouche
and Delport (2003:292). The researcher used face-to-face semi structured individual interviews
to elicit interviewee information about the Biketa QEP action research training and how
participants were using and applying it in their work in the classroom, the schools and the
district.

In this research study, the researcher used semi-structured interviews to engage the participants
on their thoughts and stories on action research as a tool they can use for their continuous
professional development. Upon consent, the full interviews were recorded on audio, using an
Olympus audio recorder owing to the high audio quality that was guaranteed by the noise
cancellation feature. According to Kowal and O’Connel (2014) as well as Silver and Lewins
(2014), the quality of the audio ensures minimal transcription errors. The interviews varied in
length, but by and large, the researcher ensured that they fell within one hour in line with the
prescribed limits set by Mason (2017) and Yin (2018), who argued that longer interviews were
not recommended, as participants tend to lose interest and attention, thereby potentially

affecting the quality of the outcome.

The in-depth interviews were a way of encouraging the participants to reflect on their use of
action research as a tool to enhance and strengthen their continuous professional development.
The focus of the interviews were reflections on the participants’ training in action research,
how they were using action research in their day-to-day work in view of the new curriculum
and the challenges it has and the kind of framework that would help make using action research
a culture in their work as teachers. The engagement provided in-depth information to support
the development of a framework for continuous professional development built on the use of

action research to look into self and own practices.

A total of 9 in-depth interviews were conducted. There were four in-depth interviews done with
the teachers, another four with the heads, and only one in-depth interview was done with an

inspector, as shown in Table 4.3 below.

Table 4.3: Distribution of interview participant

94



Teachers Heads Inspectors Total

Interview 1 Teacher 1 1
Interview 2 Teacher 2 1
Interview 3 Head 1 1
Interview 4 Head 2 1
Interview 5 Head 5 1
Interview 6 Teacher 18 1
Interview 7 Inspector 4 1
Interview 8 Teacher 25 1
Interview 9 Head 9 1

Total 4 4 1 9

All the interviews conducted were guided by an interview guide, and because there were three
profiles of participants, three interview guides were developed, one for the teachers, another
for the school head teachers and another for the school inspectors (cf. Appendices I, J and K

respectively).

4.4.3.2 Focus group discussions (FGDs)

Focus group discussions (FGDs) can be defined as the discussions in which three or more
participants talk about a topic of special relevance to a study under the guidance of the
researcher, who plays the role of moderator (Cohen et al., 2011; Strauss & Corbin, 1998). The
focus group discussion may have a flexible nature in that the questions asked for the focus
group may encourage the participants to disclose their behaviour and attitudes they might not
have disclosed during individual interviews. Participants tend to feel more comfortable and
secure in the company of people who share similar opinions and views than in the company of
an individual interviewer (Hoberg, 2001; Miles et al., 2014). During the focus group
discussions, the participants may comment on the responses of others, ask other participants
questions or respond to comments by others, including the moderator or researcher. Yin (2018)
further recommends that the focus group should be small enough for all the participants to have
the opportunity to share insights but big enough to provide diversity of perceptions. During the
data collection, focus group discussions brought together participants who were familiar with
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each other and had trained in action research either in the first or second groups. Thus, they

knew each other and had had interactions during the training at Bikita QEP.

Before the focus group discussions, the researcher created an atmosphere of trust, friendliness
and openness by having a purposeful small talk with the participants. The talk was about how
the discussions were to be carried out. To ensure that the discussion flowed, the researcher
encouraged all members to speak and follow-up responses of others and in addition using
probing questions. Flick (2018) and Patton (2015) note that these probes are used to elicit
additional information when participants make vague comments or simply say, ‘I agree’. In
such cases, the researcher can ask; ‘Can you please tell us more’, ‘Could you please share
experiences that made you feel that way?’ and ‘I don’t quite understand. Can you explain what
you mean?’ This was found very useful to elicit more understanding of the nuances that action
research training and practices have contributed with regard to continuous professional

development of teachers.

For this study, a total of eight focus group discussions were conducted. The number of
participants in each of the focus group discussions varied, depending on the location of the
schools with the minimum being 2 participants and the maximum being 6. The distribution of

the participants by the focus group discussion are presented in Table 4.3 below.

Table 4.4: Participants in FGDs

Teachers Heads Inspectors Total
FGD 1 Teachers 3, 4,5, 6 4
FGD 2 Head 3 Inspector 1,2 ,3 4
FGD 3 Teachers 7, 8, 9, 10, 11 Head 4 6
FGD 4 Teachers 12, 13, 14 3
FGD5 Teachers 15, 16, 17 Head 6 4
FGD 6 Teachers 20, 21, 23 Head 7 4
FGD 7 Teachers 19, 22 2
FGD 8 Teacher 24 Head 8 2

The researcher conducted the focus group discussions to engage a group of sampled teachers
who were teaching in the same school. FGD 1 comprised of 4 participants, who were all
teachers. The second FGD comprised of three inspectors and one head. The third FGD had the
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largest number of participants, six, and comprised of five teachers and one head. The fourth
FGD comprised of three teachers only, while the fifth had three teachers and one head, and this
was the same distribution in the sixth FGD where there were three teachers and one head as
well. The seventh and eighth FGDs had the least number of participants, two, with the only
distinction being that the seventh FGD was comprised of just two teachers, while the eighth

FGD comprised of one teacher and one head.

The focus group discussions were guided by a semi-structured set of questions for teachers,
school heads and school inspectors (cf. Appendices F, G and H respectively). As with the in-
depth interviews, the focus group discussions were digitally recorded using the Olympus audio
recorder. There was no stipulated time, but the researcher tried to limit the discussions to an
hour in line with the guidelines by Mason (2017) and Yin (2018).

4.4.3.3 Document analysis

Document analysis is content analysis of words, pictures, symbols, ideas, themes or any
message that can be communicated (Cohen et al., 2011). It is the systematic process of
evaluating and reviewing documents both digital and print-based or anything written or visual
that serves as a medium for communication. Text includes plan books, official documents,
video clips, photographs and artefacts (Neuman, 1997). The documents that are created in a
teaching-learning situation that can be used for research purposes are schemes of work, lesson
plans, written assignments and records of pupils’ performance that are put together by the

teacher (Hendricks, 2006).

When the documents, such as the ones mentioned above, are studied and analysed for the
purpose of scientific research, this constitutes document analysis as a data generation method.
Document analysis could both be a primary and/or a secondary data generation method
(Silverman, 2016). It is a primary data generation method when the documents being analysed
were created for purposes of teaching and learning. Document analysis is secondary when
documents under study were compiled from other methods directly aimed at generating data
about a particular study. For example, the analysis of interview transcripts is a secondary
document analysis data generation method, while the interview was the primary data generation
method (Silverman, 2016).
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For document analysis, the researcher looked at the scheme-cum-plans and teacher records
such as the Test Record Book and Individual Record Book for the 10 research participants that
were observed teaching. The focus was to develop deeper insights into thoughts and reflections
of the research participants from their training on action research and practice. The use of
document analysis served the purpose of triangulation with data from interviews, focus group
discussions and observations. This triangulation ensured cross-checking information and
contributed to trustworthiness of data gathered for analysis and learning lessons of the research
participants. The researcher examined the teachers’ schemes of work and lesson plans with a
focus on the reflections that the teacher recorded in the evaluations and plans to address any
emerging challenges and/or taking forward any unusual, unique and promising practices and
outcomes of teaching and learning for the research study participants. These records constituted
primary data. In addition, the researcher reviewed an action research project write-up that the
research study participants produced during their training in action research in addressing
challenges they had faced in their day-to-day work. The document analysis was done using a

guide (cf. Appendix M).

45  DATA ANALYSIS

In qualitative research, data generation and data analysis occur simultaneously; for example,
the responses given in an interview can be analysed and interpreted as the interview proceeds.
The methods of data gathering used in this research study were interviews, focus group
discussions and document analysis. These yielded qualitative data in the form of notes and

transcripts, which are text with thick descriptions.

451 Data Management

Having recorded the face-to-face interviews as well as the focus group discussions, the audio
files generated, were collated. The next procedure was the transcription of the audio files into
text files. The researcher transcribed the interviews, with the assistance of three Master’s
research students. The transcribing was done along the principles of transcription set forth by
Folley (2012). The researcher listened three times to the audio recording while checking the
transcription. Careful attention was made during the process, with the main goal being to retain

key communicative elements, other than the voice. Based on Yin’s (2018) suggestions, the
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researcher also annotated the distinctive body language postures and facial expressions of,

among other things, doubt or confidence in response in the transcripts.

Having transcribed, the data was imported into QSR NVivo v12 (2018). According to Silver
and Lewins (2014), NVivo is a qualitative analysis software that assists with identifying words
and working out word frequencies. The software helps to identify patterns in the content across
various text and data sources and is helpful in finding connections and understanding
underlying themes and patterns that help inform interpretations of the data using text search
and word frequency queries (Brennen, 2017; QSR, 2018). In addition, QSR NVivo (2018) is
helpful in organising text and content looking for themes and insight. Prior to the analysis, the
researcher used NVivo to manage the transcribed data and this involved both case classification
and file classification. With respect to file classification, the researcher assigned two categories,
that is, Focus Group Discussions and Interviews, and the respective files were classified
accordingly. On the other hand, with regards to case classifications, the researcher assigned
categories based on the participant’s position, that is, whether the participant was a teacher,
school head or school inspector. These classifications allowed for the comparison of the

extracted themes across the different categories created.

4.5.2 Data Analysis Approach

Principally, the researcher considered content analysis as the optimal approach to the extraction
of themes. To extract the themes, the summative approach was used. According to Bryman and
Bell (2015), three approaches can be used to extract the themes, that is, the conventional
method, the directed method or the summative method. The conventional method entails the
extraction of themes from the raw data, while the directed method is based on pre-defined
themes from literature, otherwise known as template coding (Boeije, 2010), with the
summative being a combination of both. To this effect, in this study, the themes were extracted
from the data, as well as other themes from the existent related literature. Thus, categories and

concepts were developed when the data were being generated (Hoberg, 2001).

The transcripts of field notes from the observations were also analysed using QSR NVivo
(2018) software, looking for emerging themes and the statements that substantiate them
(Hoberg 2001; Neuman 1997). The act of identifying themes and connections is in part useful
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to understand the motivation, beliefs, perspectives and actions of the research study participants

from within their experiences, which Chisaka (2008) refers to as the emic interpretation.

4.5.3 Data Analysis Process

Having considered the data analysis approach as outlined in the preceding sub-section (4.5.2),
this section explains the complete process that the researcher used in order to identify themes

and to code them. This process is illustrated in Figure 4.1 below.
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Figure 4.1: Qualitative Conventional Method Data Analysis Process

(Source: Adopted from Silverman, 2016)

To be able to extract contextually relevant findings, the researcher dwelt heavily on the
research problem as well as the research questions. This was important as it ensured that only
contextually relevant themes were extracted to address the problems which the researcher
undertook to solve. The process, also encompassed sampling and data collection, as earlier
described herein above in sub-sections 4.4.1 and 4.4.3 respectively. According to Creswell
(2013), qualitative data analysis is heavily dependent on the need to attain saturation, that is,
the point when any additional data collected do not lead to the extraction of new themes. In
this regard, typically, the failure to attain saturation entails further data collection, until
saturation has been achieved. In this study, however, the data collected was rather exhaustive
and saturation was achieved using the data collected from the first phase, and thus, no further

data collection phases were necessary.
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As an exploratory way to extract preliminary themes, automated thematic extraction using QSR
NVivo (2018) was done first. This helped to explore the possible themes that were
predominant. However, according to Yin (2018), line by line analysis is vital, and the
automated approach cannot be a substitute. This line by line analysis was used to achieve a
posteriori open coding, a process through which the new themes were extracted from the data
without due attention to the relationships and linkages between the pre-extracted themes (QSR,
2018). These open codes were not just done based on the data alone, but thematic extraction
using the coding template, that is, a priori open coding. This coding template was created from
the extant education discourse (Cohen et al., 2017; QSR, 2018).

After the open coding, through constant coding comparison, relationships and linkages
between the extracted open codes, this led to axial coding, where the tree nodes, otherwise
known as hyper-nodes or super themes were created and sub-nodes classified within
(Silverman, 2016). The thematic coding template was also handy as it guided the researcher in
the identification of the major themes and their respective sub-themes from already existing
literature, as explained by Yin (2018) and Silverman (2016). The researcher leveraged on the
computational data mining capabilities of NVivo software to generate and present the
corresponding illustrations. For this study, since saturation was attained in the first cycle, no
further theoretical sampling and data collection was necessary. In this regard, the researcher
proceeded to the next process, which was selective coding. This selective coding was carried
out largely with reference to the literature to guide the process of identifying the principal

themes that were useful towards the theory development by the researcher.

As the qualitative data were analysed using the NVivo software, its interpretations were made
and linkages to the research questions extrapolated. The term interpretation is derived from the
Latin word, ‘interpres’ which means ‘explain’. In the context of research work, it means
explaining the meaning of research data. Neuman (1997) called this ‘the assignment of
coherent meaning’. Neuman (1997) goes on to say that the researcher interprets data by giving
it meaning and making it understandable. Neuman (1997) further says that the meaning the
researcher gives begins with the point of view of the people being studied. The interpretation
of the findings is presented in Chapter 5 and then these research findings are used to develop a

framework for continuous professional development for teachers in Chapter 7.
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46  MEASURES FOR TRUSTWORTHINESS

In qualitative research, trustworthiness has become an important concept because it allows
researchers to describe the virtues of the qualitative research approach. Golafashani (2003)
argues that in qualitative research, what is important is the trustworthiness of the research in
establishing four characteristics of credibility, confirmability, dependability and transferability
of the research exercise and process. Each of these measures is discussed in the subsequent

paragraphs.

Credibility is how confident the qualitative researcher is in the truth of the research study’s
findings (Cohen et al., 2017). As the researcher, it is important to find sources for research that
are credible. In this regard, using unreliable sources will hurt the credibility and make
arguments seem less powerful. Thus, it is importantto be able to identify which sources
are credible for a case study. Credibility refers to the extent to which a study’s results represent
the meaning of the research participants. It is the extent to which data collection and data
analysis are believable and trustworthy. Guba and Lincoln (1985:102) emphasise that
credibility serves as internal validity which deals with the question of ‘how the findings make
sense’. It evaluates whether or not the representation of data matches the opinions of the
participants. As a result, the interview discussions were audio recorded to allow cross checking
of the transcripts to confirm the information. If the findings hold true, qualitative research is
seen to be valid for the researcher. A qualitative researcher establishes rigour of the inquiry by
adopting credibility strategies and these include prolonged and varied field experience, time
frame, intensive field notes, triangulation, member checking, peer examination, interview
technique, establishing authority of researcher and structural coherence (Graneheim &
Lundman, 2004:108).

In this regard, selecting research participants, the teachers, school heads and school inspectors,
who participated in the Bikita Quality Education Project implementation, learnt action research
and used it in their work, contributed to developing credibility based on their responsibilities
and work experience. In addition to their experience and participation in the Bikita Quality
Education Project, this group was expected to have depth, objectivity and purpose to share their

reflections on learning action research and using it to improve themselves.
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Confirmability is the concept whereby research confirms and verifies that the findings are
shaped by participants based on their experience and drawn from documented training in action
research and work in their work stations (Cohen et al., 2017). Confirmability refers to the extent
to which the results of an inquiry could be confirmed or verified by other researchers (Baxter
& Eyles, 1997:519). In this regard, confirmability ensures the adequacy of information reported
from the research questions, for data collection protocol, raw data, through different stages of
the data analysis, up to the interpretation of results. In addition, confirmability confirms, as far
as possible, that findings are the result of the participants’ experiences and ideas rather than the
researcher’s preferences. The interviews and FGDs were used to obtain as much in-depth data
from the participants, and guided by the data collected and not the researcher’s own opinions
to extract the findings. Hence, the researcher ensured confirmability through the use of
intensive field notes that the researcher used to record all information and phenomena that arose
during the research. This helped minimise unnecessary researcher’s interferences. Lastly, the
thesis was submitted to the Turnitin Originality Report System (cf. Appendix Q) to ensure that
it exceeded the international benchmark in terms of originality and to ensure that plagiarism

was avoided.

The concept of dependability in trustworthiness of the data is drawn from the view that the data
should show consistency of findings. This implies that the data are found to be stable over time,
across the participants, and even in different conditions (Denzin & Lincoln, 2008). The findings
should be found consistent, not only with what is said during interviews and focus group
discussions, but should be reflected in the thoughts found through documents analysis as well.
Guba and Lincoln (1985:88) use the concept of dependability to indicate the idea of reliability.
The researcher ensured dependability of the findings of the qualitative phase of data collection
by describing in-detail the research methods used for conducting the study (Tobin & Begley,
2004:390). The research design and its implementation were thoroughly checked to account
for the research process by providing detailed information on how the fieldwork was carried
out and the ethical considerations adhered to as part of the fieldwork. The researcher also
conducted checks to ensure the effectiveness of the methods used in studying the
implementation of reflective practice in teachers and their related challenges (Glenn, 2009:27).
Description of the sample selection and the data collection processes, the semi-structured

interviews, together with the analysis of documents and inside the classroom and observation
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data, serve as a major platform to ensure the dependability of the study. Apart from this, the

sample of research participants was purposive.

The fourth characteristic is transferability. Transferability refers to the degree to which the
results of qualitative research can be transferred or related to other contexts or settings. The
key question here is whether there are similar studies with similarities on findings. While each
context is peculiar to itself, it will be useful to find out if there could be issues for generalising.
Transferability is how the qualitative researcher demonstrates that the research study's findings
are applicable to other contexts (Bryman, 2015). In Chapter 3, examples of similar studies in
the neighbouring countries of Namibia and South Africa, to the context of the research study

were discussed and their findings presented.

The characteristics discussed above lead to a very important aspect of qualitative research. This
is triangulation of data from different angles so as to show the research study's findings are
credible. Triangulation of research data is tested using different lenses. In this research, the
triangulation was ensured from a variety of methods to gather data such as interviews, focus
group discussions and document analysis which helped to build reliability and trustworthiness
of data gathered. The triangulation of data that was gathered through the use of three data
collection tools contributed towards trustworthiness and checking for convergence. Thus,
triangulation brought in multiple ways to establish trustworthiness, rigour and quality of data

as a way to establish truth (Bryman, 2015; Creswell, 2013).

4.7 ETHICAL CONSIDERATIONS

Qualitative research involves, to some extent, an intrusion into the lives of the participants,
their interests and rights. Given this reality in research, Bogdan and Biklen (2007) underline
the need for research ethics codes that need to be adhered to so as to protect participants in
research. In addition, some data gathering tools and methods such as interviews, focus group
discussions involve keeping of records on tape. In this regard, these techniques and approaches
to gathering data certainly impinge on participants’ privacy and confidentiality (Patton, 2015).
This context is the reason why it is important to follow ethical principles and procedures in the
research design. These are important benchmarks relating to the researcher with the

responsibility to protect the research participants (Cohen et al., 2011).
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Before going into the field to gather data, | sought ethical clearance from the University of
South Africa through the College of Education Ethical Clearance Committee (cf. Appendix C).
This step was vital to ensure that there would be ethical clearance to ensure ethical treatment
of participants in the study. In addition to the ethical clearance with UNISA, | requested for
permission from the Ministry of Primary and Secondary Education (MoPSE), the government
ministry in charge of all schools, district and provincial education offices to conduct research
in Bikita District, Masvingo Province (cf. Appendix A). MoPSE granted permission to carry
out the research (cf. Appendix B).

Hendricks (2006:32) emphasises that the privacy of teacher participants in research be
respected and maintained. In this regard, the participants in the research were informed of the
study (cf. Appendix D) and what it involved and once they consented to participate, they were
engaged to make informed written consent to be part of the research (cf. Appendix E). This
engagement entailed providing the research participants with information on the nature,
purpose and procedure of the research. Participants were informed on the purpose to which
data was put, their role in the study, why they were selected, the time that would be taken by
their participation in the research study and their right to withdraw from the research, should
they wished to do so during the data collection exercise (cf. Appendix D). Thus, the researcher
explained the purpose of the research, and participants made informed consent to take part by

signing a consent form.

The information the participants provided and what the researcher collected was treated in
confidence. Further to the measures outlined above, the participants were given pseudonyms
and so were their schools. This approach ensured a ‘do no harm’ policy and ensured both
confidentiality and anonymity for the participants. The data collected were protected by a
password and kept safely, under lock and key in addition to being treated in accordance with

the UNISA research policy.

48 CONCLUSION

This chapter presented the chosen research methodology for the research study. The research
was carried out using a qualitative research approach supported by an interpretivist paradigm
with the research design being an intrinsic case study. The research study engaged participants

in their ‘natural’ environment, in their schools and work places. The methodology used allowed
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for an in-depth understanding of the research participants’ views, perceptions and opinions as
regards the use of action research in their continuous professional development. The case study
in this research engaged a purposively selected sample of teachers, school heads and school
inspectors on the action research training they undertook, their experiences, ideas and
reflections on teaching in the classroom in the Bikita District of Masvingo Province in
Zimbabwe. This research approach helped obtain rich and thick descriptions that assisted in
unravelling and explicating ways in which the teachers come to understand, account for and
take action as they manage their day-to-day situation in their work environments (Boglan &
Biklen, 1992:60; Chisaka, 2006:38).

Three data gathering instruments were used. These were interviews, focus group discussions
and document analysis which allowed for triangulation of data. The data gathered was analysed
using the NVivo software, looking for emerging themes and statements that substantiate them.
These methods yielded qualitative data in the form of notes and transcriptions with thick
descriptions. The transcripts of field notes were analysed using NVivo software, looking for
emerging themes and the statements that substantiated them (Neuman 1997; Hoberg 2001).
The act of identifying themes and connections was useful to understand the motivation, beliefs,
perspectives and actions of the research study participants from within their experiences, which

Chisaka (2008) refers to as the emic interpretation.

Trustworthiness of the data gathered was ensured by having in the research sample credible
participants. Ethical considerations were adhered to so as to protect the privacy of the

participants, anonymity and confidentiality in the handling of information provided.
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CHAPTER 5

DATA PRESENTATION, ANALYSIS AND INTERPRETATION

5.1 INTRODUCTION

Following the methodological framework laid out in the preceding chapter (c.f. 4.4 and c.f.
4.5), the researcher successfully collected the data using four different qualitative data
collection tools, namely interviews, focus group discussions (FGDs), observation and
documents analysis. For the interviews and focus group discussions, the data were recorded in
audio format and then transcribed verbatim into text format. For the observation data, the
researcher recorded the key observations and annotating the main observations in text format.
For document analysis, the researcher reviewed the scheme-cum-plan, test records, individual
record books for the teachers and other records of the learners in the classrooms of those

teachers and the key findings emerging from this analysis were documented.

This chapter analyses the data collected by using several techniques. To minimise researcher
bias and mitigate the inevitable subjectivity (Yin, 2018), a computational qualitative data tool,
QSR NVivo v12 was embraced to assist with the thematic extraction. Open coding was done
initially, whereby the themes were extracted without due attention to the relationships and
linkages between them. This was followed by axial coding, whereby the open nodes were
classified into common ideas, that is, tree nodes, otherwise known as hyper-nodes or super
themes (Silverman, 2016). Lastly, selective coding was then carried out using defined inclusion

and exclusion criteria and the principal themes were identified and presented.

This chapter is presented in seven key sections, the first section being this introduction (Cf.
5.1). The second part (Cf. 5.2) presents the demographic attributes of the participants. The third
(Cf. 5.3) presents the research trustworthiness and the fourth part (Cf. 5.4) presents the data
management and thematic extraction. Sections 5.5 to 5.8 present the findings from each of the
research objectives. In these sections, the themes and sub-themes that emerged from the data
collected are presented, analysed and interpreted. In the understanding and interpretation of the
data collected and analysed, the researcher kept in focus the contribution by Steyn (2011) who
built on work of Rhodes and Houghton-Hill (2000:432). This work highlighted training
components that have an impact on teachers’ performance in the classroom; an aspect that was

covered in Chapter 3 of the research study report. Concisely, Steyn (2011) showed that where
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the training, and in particular continuous professional development programmes, combined
theory, demonstration, practice, feedback and coaching resulted in a high acquisition of
knowledge. Skills were enhanced and this has had a major impact on the teachers’ performance
in the classroom (Rhodes & Houghton-Hill, 2000). The findings from this study bring in an
additional dimension on training components such as critical thinking and reflection into the

training for a high and sustainable impact on teacher performance.

5.2 RESEARCH PARTICIPANTS’ INFORMATION AND PROFILE

The researcher engaged thirty-eight (38) participants through interviews and focus group
discussions (FGDs). Table 5.1 below shows that nine in-depth interviews and seven focus
group discussions were held. In all cases, the research participants were given pseudonyms.
The thirty-eight (38) participants consisted of twenty-five (25) teachers, nine (9) school heads
and four (4) school inspectors, as shown in Table 5.1.

Table 5.1: Distribution of research participants

TOOL PARTICIPANTS
Teachers Heads Inspectors Total
Interview 1 Teacher 1 1
Interview 2 Teacher 2 1
Interview 3 Head 1 1
Interview 4 Head 2 1
Interview 5 Head 5 1
Interview 6 Teacher 18 1
Interview 7 Inspector 4 1
Interview 8 Teacher 25 1
Interview 9 Head 9 1
FGD 1 Teachers 3, 4,5, 6 4
FGD 2 Head 3 Inspector 1, 2, 3 4
FGD 3 Teachers 7,8, 9,10,11 | Head 4 6
FGD 4 Teachers 12, 13, 14 3
FGD 5 Teachers 15, 16, 17 Head 6 4
FGD 6 Teachers 20, 21, 23 Head 7 4
FGD 7 Teachers 19, 22 2
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TOOL PARTICIPANTS

FGD 8 Teacher 24 Head 8 2

Total 25 9 4 38

The distribution of these participants by gender is presented in Table 5.2. From the foregoing
analysis, the majority of the participants were male (65.79%) while female participants
comprised just 34.21%. This proportion is rather consistent with the ZIMSTAT (2016)
women/men report, which cites that there are more male head teachers and inspectors than

females.

Table 5.2: Distribution of interview and FGD participants by gender

PARTICIPANTS GENDER TOTAL
Male Female
Teachers 17 8 25
School Head Teachers 5 4 9
School Inspectors 3 1 4
Total 25 13 38
Percentage 65.79% 34.21% 100%

The distribution of the participants by their qualification is presented in Table 5.3. All the
participants were qualified teachers. This data is consistent with the findings reported in the
Ministry of Primary and Secondary Schools (MoPSE, 2017) annual schools census report.
Zimbabwe has 85% qualified teachers in the schools, with some districts having 100%

qualified teachers. Bikita District is one such district.

Table 5.3: Qualifications of research participants for interviews and FGDs

Highest PhD Master’s First Degree Diploma Total
professional
qualification
Teachers 1 4 5 15 25
Head Teachers - - 7 2 9
Inspectors - 4 - - 4
Total 1 8 12 17 38
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In addition to the interviews and FGDs, further data for the research study was collected during
document analysis. This data collection involved 10 teachers whose demographic analysis is

presented in Table 5.4.

Table 5.4: Distribution of document analysis participants by gender

PARTICIPANTS GENDER TOTAL
Male Female

Teachers 4 6 10

Percentage 40.0% 60.0% 100%

Table 5.5 below shows that all 10 teachers whose documents were analysed, were qualified.
The data further shows that the research participants were qualified, experienced teachers with
either a first degree or a teaching diploma, thus equipping them with the basics of the teaching

profession from their teacher training as well as experience in the teaching field.

Table 5.5: Qualifications of research participants for document analysis

Highest PhD Master’s First degree Diploma Total
professional

qualification

Teachers - - 2 8 10

The documents analysed were the teacher’s scheme-cum-plan book, Test Record Book,
Performance Lag Address Programme (PLAP) record book, Individual and Remedial Record
books. The researcher carried out document analysis for the teachers. A checklist for guiding
document analysis (cf. Appendix M) was used to document the findings from the write-up and
evaluations in those records. Ten (10) participant documents were analysed in this exercise.

The participants were six (6) female and four (4) male participants.

In presenting the findings from the interviews, focus group discussions and documents
analysis, the researcher provided an analysis, discussion and interpretation related to the main
research question and its sub-questions. This was an important procedure in an attempt to find

an answer to the main research question and build a case for the Framework for Continuous

110



Professional Development of Teachers using action research as a key tool. Table 5.1 in Section

5.2) presented an overview of the research participants in terms of their positions and roles.

5.3 RESEARCH TRUSTWORTHINESS

Qualitative studies are known to be subjective in nature (Patton, 2015). This alone presents
challenges to the trustworthiness of the findings. However, with the view of ensuring that the
trustworthiness aspect would be guaranteed, a number of factors were considered. Firstly, the
researcher prioritised those participants who had ample experience with the subject topic of
action research, as prescribed by Silverman (2016) and Yin (2018). It was in this light that the
thirty-eight participants were purposively selected to be part of the research study based on
exposure to action research and experience. Of these 38 participants, 18 had been trained in
action research in the first group of teachers in the period 2006 to 2009. The other 10
participants were from the second group trained in action research during the period 2010 to
2013. Collectively, these participants were key informants by virtue of their training in action
research and years of practising as teachers as well as their experience in supporting other
teachers learning action research on the job. Such an approach ensured that the study findings
would be anchored in informed trustworthy sources, thereby strengthening the credibility of
the findings (Creswell, 2013; Fisher, 2010; Yin, 2018).

To help evaluate the potential bias among the participants that could possibly affect the
trustworthiness of the findings, cluster analysis of sources by word similarity was done in
NVivo using the Pearson’s similarity coefficient, as prescribed by Bernard, Wutich and Ryan
(2017) as well as by O'Neill, Booth and Lamb (2018). The resultant outcome is illustrated

below.
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Figure 5.1: Cluster Analysis of Sources

Source: NVivo 12

From the findings above, the feedback from the participants were broadly clustered into two
main dendrogram branches, suggesting the very high polarisation of views. However, what is
important to note was for the first branch, the polarisation was evident from Interview 6 and
FGD?7. This is also evident from the circular dendrogram where there were no common themes
observed between Interview 6 and the rest of the other participants, as well as FGD7 and the
rest of the other participants. According to Bloomberg and Volpe (2012), Bazeley and Jackson
(2013) and QSR (2018), this was a strong indication that Interview 6 and FGD7 had views that
tended to differ with the rest of the participants. On the other hand, with respect to the second
branch, the main polarisation was observed for Interview 2, Interview 1 and FGD1, as also
indicated in the circular dendrogram. Thus, there were no common ties between each of the
three sources and the rest of the participants. This was an indication of the uniqueness of the
input from these participants (QSR, 2018). More objectively, the researcher used the Pearson
correlation coefficient that was generated by NVivo. The bottom five are presented below.
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Table 5.6: Least Pearson Correlation Coefficients — Source Clustering

Source A Source B Pearson c_or_relation
coefficient
Files\Interview 6 - Teacher | Files\\Interview 4 - Head 2 0.4517
18
Files\\Interview 6 - Teacher | Files\\Interview 9 - Head 9 0.4389
18
Files\\Interview 2 - Teacher 2 | Files\FGD 7 - Teachers 0.4082
Files\\Interview 6 - Teacher | Files\\Interview 1 - Teacher 1 0.3918
18
Files\Interview 6 - Teacher | Files\\Interview 2 - Teacher 2 0.3776
18

Source: NVivo 12

According to O'Neill et al. (2018), the correlation coefficient ranges from -1 to +1, with
coefficients greater than 0.70 signalling strong positive correlations, and those between 0.50
and 0.7 signalling moderate positive correlations, while those less than 0.50 signalling weak
positive correlations. From the above output, the least correlation was observed between
Interview 6 and Interview 2, with a weak correlation coefficient of 0.3776. This finding does
support the lack of linkages between both sources, as explained earlier in the Figure 5.1
dendrogram. The second least correlation was observed between Interview 6 and Interview 2,
and the respective coefficient was 0.3918, which was again a weak correlation as also explained
by the dendrogram. From the bottom five list, it is evident that the most common source
dominating the list was Interview 6, and this was strong confirmation that this source was a

key outlier which had rather unique and uncommon themes.

Nevertheless, there was a notable coherence in the themes that were extracted from Interview
3 (Head), Interview 5 (Head), FGD 2 (Inspectors), FGD 2 (Teachers), FGD 4 (Teachers) and
FGD 5 (Teachers). This was observed from the multiple interconnectedness of the linkages in
the circular dendrogram in Figure 5.1, the similar colouring, and more importantly, the Pearson

correlation coefficient that NVivo generated, as shown in Table 5.7 below.
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Table 5.7: Top 20 Pearson Correlation Coefficients — Source Clustering

Source A

Source B

Pearson correlation

coefficient

Files\\Interview 5 - Head 5 Files\FGD 2 - Inspectors 0.7766
Files\\Interview 5 - Head 5 Files\FGD 3 - Teachers 0.7666
Files\\Interview 5 - Head 5 Files\FGD 5 - Teachers 0.7493
Files\FGD 5 — Teachers Files\FGD 2 - Inspectors 0.7483
Files\FGD 5 — Teachers Files\FGD 4 - Teachers 0.7470
Files\\Interview 3 - Head 1 Files\FGD 2 - Inspectors 0.7450
Files\Interview 7 - Inspector | Files\FGD 2 - Inspectors 0.7425
4

Files\\Interview 5 - Head 5 Files\FGD 4 - Teachers 0.7401
Files\FGD 4 — Teachers Files\FGD 2 - Inspectors 0.7357
Files\FGD 3 — Teachers Files\FGD 2 - Inspectors 0.7353
Files\\Interview 5 - Head 5 Files\\Interview 3 - Head 1 0.7304
Files\\Interview 3 - Head 1 Files\FGD 5 - Teachers 0.7296
Files\\Interview 3 - Head 1 Files\FGD 3 - Teachers 0.7264
Files\\Interview 9 - Head 9 Files\FGD 2 - Inspectors 0.7237
Files\\Interview 3 - Head 1 Files\FGD 4 - Teachers 0.7233
Files\FGD 4 — Teachers Files\FGD 3 - Teachers 0.7142
Files\FGD 5 — Teachers Files\FGD 3 - Teachers 0.7123
Files\\Interview 8 - Teacher | Files\FGD 2 - Inspectors 0.7100
25

Files\\Interview 5 - Head 5 Files\\Interview 4 - Head 2 0.7062

Source: NVivo 12

The above table presents the top 20 similar sources, while the full list of the correlation
coefficients extracted from NVivo is presented in Figure 5.2. From the findings, the sources,
which had similar themes, were Interview 5 (Head) and FGD 2 (Inspectors) as seen with the
highest correlation coefficient of 0.7766. This was seconded by Interview 5 (Head) and FGD
3 (Teachers), whose correlation coefficient was 0.7666, again another very strong correlation,
and the third highest correlation was 0.7493 between Interview 5 (Head) and FGD 5
(Teachers). Apart from the strong linkage between Interview 3 (Head), Interview 5 (Head),
FGD 2 (Inspectors), FGD 2 (Teachers), FGD 4 (Teachers) and FGD 5 (Teachers), another key

pair that stood out was Interview 7 (Inspector 4) and FGD 2 (Inspectors). Figure 5.1 indicated
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that Interview 7 had a single linkage and as only with FGD 2, and in Table 5.5 this correlation
was ranked 7", with a coefficient of 0.7425, which meant that there was a very strong
correlation between the two sources. Another strong linkage, from the ones previously
mentioned, was between Interview 9 (Head 9) and FGD 2 (Inspectors), and the correlation
coefficient was very high, being 0.7237. Figure 5.2 provides an exemplar graphical depiction
of the similarity in the coding of the third highest correlation between FGD 3 (Teachers) and
Interview 5 (Head).
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Figure 5.2: Comparison Diagram — FGD5 and Interview 5

Source: NVivo 12

From the above comparison diagram, out of the 13 axial codes for FGD 5, and 11 for Interview
5, seven were common, that is, empowered in problem identification and resolution, improved
performance, promotes reflective teaching and thinking, mandatory research reporting, school-

based staff development, staff development and Trainer of Trainers (ToTs) at cluster level.
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From the above comparison diagram, it also followed that Interview 5 had four unique axial
codes, while FGD 5 had six unique axial codes. The foregoing is a strong validation of the
trustworthiness of the themes extracted from these participant interviews as there was a
significant overlap. More importantly is the fact that from Table 5.5, the sources with the
highest correlation coefficients had significant overlaps with either inspectors or heads. The
latter were more knowledgeable with the subject topic, and hence were trustworthy sources,
and their predominance amongst the top 20 source correlations meant that the trustworthiness
of the findings was very high (QSR, 2018). On the other hand, from the dendrogram, and from
the full list of correlations (cf. 5.2), there were a total of five sources with rather divergent
perspectives and these were Interview 1, Interview 2, Interview 6, FGD1 and FGD7. With a
view to mitigating the potential error of just accepting possibly erroneous themes, the
trustworthiness of the themes extracted from these sources was evaluated against the existing
body of knowledge, as prescribed by Bloomberg and Volpe (2012) and Silverman (2016).

Overall, the fact that there were strong linkages with trustworthy key-informants, which were
the school heads and the school inspectors (Figure 5.1), and that these linkages outweighed the
non-linkages, the researcher confirms that the trustworthiness of the themes there from was

very strong.

5.4 DATA MANAGEMENT AND THEMATIC EXTRACTION

This section details key data management procedures followed by the researcher and provides
an insight into the major themes extracted from the analysis of data collected through
interviews, FGDs and document analysis. Four main data management procedures were
undertaken to manage the data to the thematic extraction stage including data collection, data

transcription, data cleaning, data attribution, data analysis and data visualisation.

Data Collection: The data obtained from document analysis were documented as text by the
researcher. On the other hand, the data obtained from interviews and FGDs were recorded using
an audio tape recorder following informed consent that allowed the recording of the sessions

from the research participants.

Data Transcription: For interviews and FGDs, the next step involved listening to the
recordings repeatedly followed by the verbatim transcription of the recordings in line with the

prescriptions of Creswell (2013) and Yin (2018). This process was done directly in Microsoft
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Word, using the conventional media player playback settings in lieu of the more specialised

packages such as F5.

Data Cleaning: Having transcribed the data, the next step involved the cleaning of the data,
and during this process, the transcripts were rechecked for accuracy and all incorrectly
transcribed sections were corrected, while inaudible sections of the recordings were cleaned
out (Kothari, 2016). In addition, all the communication in vernacular language was translated

into English, as recommended by Kumar (2011).

Data Attribution: After data cleaning, the next step involved the importation of the raw data
sources into QSR NVivo. The source attributes were defined under file and case classifications.
In the context of this study, the file attributes considered were the source types, that is, whether
they were interviews, focus group discussions or secondary documentation. The case
classifications were defined by gender and designation, that is, whether male or female, and

whether the participant was a teacher, or a school head or a school inspector.

Data Analysis: Thematic extraction was used as the main data analysis technique and this was
done using the hybrid summative approach (Silverman, 2016). This approach entailed the use
of both the conventional method in which themes were derived from the raw data in line with
Silverman (2016), as well as the directed method, which employed pre-defined themes from
the extant literature, in line with Merriam and Tisdell (2015). This procedure was applied to
each and every research question resulting in open codes. In the analysis of the relationships
between the extracted themes, axial codes were identified and defined in line with the
procedure prescribed by Silverman (2016) and Yin (2018). Lastly, selective coding was applied
to clean out contextually irrelevant and invalid themes (Cohen et al., 2011; Merriam & Tisdell,
2015; Yin, 2018).

Data Visualisation: One major advantage of the use of SQR NVivo over the traditional
methods is its ability to visualise qualitative aspects. Following the thematic extraction, the key
findings were visualised using the word cloud, which presented key themes by the size of the
themes, with the most dominant themes being larger in size than the less dominant ones (QSR,
2018). To further compare the dominance of several themes, the researcher used hierarchical
charts. These two approaches were complemented by the use of word trees, which provided a
richer illustration of the context surrounding selected themes. Other visualisations used were

dendrograms, thematic maps and comparison diagrams.
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The Table 5.8 below presents an overview of the questions asked, the broad themes and sub-

themes/child nodes that were classified under the axial codes.
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Table 5.8: Summary of the broad themes and sub-themes extracted

RESEARCH QUESTIONS AXIAL CODES SUB-THEMES/CHILD-NODES
e Action research applies outside the school
e Action research helpful on conflict resolution
Empowered in problem | e  Action research helps in dealing with absenteeism

How has action research
training of primary school

teachers empowered them?

identification and resolution

Action research helps in evaluating and validating solutions
Action research helps in handling child behaviour

Action research helps with helping learners who lag behind

Empowered professional growth

Exploring areas learners are not well versed in
Improved emotional intelligence

Improved performance

Improved relations

Improved research skills

Improved tolerance

Reinforced collaborative research

Promoted reflective thinking

Self-criticism
Self-introspection

Taking responsibility

How have primary school

teachers applied action

research knowledge to deal

Promoted solution-oriented

thinking

Facilitated research

Promoted innovativeness

Made change manageable

Streamlined change management
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RESEARCH QUESTIONS

AXIAL CODES

SUB-THEMES/CHILD-NODES

with the Competence Based

Curriculum?

Promoted reflective teaching and

learning

Improved reflective teaching and learning

Promoted talent management

Talent identification, promotion and development

What challenges do primary
school teachers face when
applying action research, and
supporting other teachers in
learning and practising action

research?

Lack of training in action

research

Deficiency in knowledge and practice of action research at higher level in the
ministry

Inadequate knowledge of action research by teachers

Lack of monitoring

Poor action research documentation

Shortage of resources to learn

action research

No reference material on action research

Teacher apathy towards action

research

Not all teachers are comfortable with action research
Documenting action research is time consuming
Resistance to change

Challenge to time-tabling action research

What strategies can be used to
promote action research among

primary school teachers?

Institutional initiatives

Decentralising problem solving to teachers
Developing simplified action research materials
Promoting CPD that embraces action research
Incentivising action research CPD
Institutionalising research

Making action research reporting mandatory
Publishing articles on action research experiences

Sharing action research experiences during staff development sessions
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RESEARCH QUESTIONS

AXIAL CODES

SUB-THEMES/CHILD-NODES

Putting in place mechanisms for continuous professional support
Building a strong action research support structure
Providing resources e.g. reading resources

Promoting collaborative research

Staff development

Having action research as part of the induction of school head teachers
Making AR part of the mandatory training on research for teachers

Making action research part of school-based staff development
Trainer-of-Trainers at cluster level to support school-based staff development

DSl and Sls to spearhead AR training in refresher courses for teachers
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55 RQ 1: How has action research training of primary school teachers empowered

them?

The first research question, investigating how action research training of primary school
teachers had empowered them, used data from both the interviews and FGDs. The thematic
map in Figure 5.3 presents an overview of the key themes and sub-themes that emerged from

the findings.
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Figure 5.3: Thematic Map — Empowerment of Teachers through Action Research

Source: NVivo 12

From the thematic map above, three axial codes were extracted and these include the
empowerment in problem identification and resolution, empowered professional growth and

promoted reflective thinking. To help in establishing the key benefits from the three axial nodes,
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the hierarchical chart was generated based on the number of code references in NVivo and the

resultant illustration is illustrated in Figure 5.4 below.
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Figure 5.4: Hierarchical Chart - Empowerment of Teachers through Action Research

Source: NVivo 12

From the foregoing, the major benefits derived from the application of action research by
teachers were problem identification and resolution, as well as professional growth. A further
benefit was the promotion of reflective thinking. To further explore these benefits, the word
cloud analysis of the quoted citations for the first research question was done and the outcome

is illustrated in Figure 5.5.
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Figure 5.5: Word Cloud - Empowerment of Teachers through Action Research

Source: NVivo 12

The most prevalent word was research followed by problem. Other key words extracted were
helped, find, school, work, think and reflection. Comparing this output with the hierarchical
chart, broadly confirms that there were three main benefits from the application of action
research. The research aspect that is dominant in the word cloud and classified under
professional growth in the hierarchical chart, and the key words problem, find, look classified
under problem identification and resolution in the hierarchical chart. On the other hand, the
keywords think and reflection from the word tree were classified under the promotion of
reflective thinking in the hierarchical chart. Effectively, the parallelism in the principal
keywords and themes extracted from the word cloud and hierarchical chart, confirm that with
respect to the benefits from action research, they could best be classified into three.

5.5.1 Benefit 1: Problem Identification and Resolution

One key broad finding from the participants was that action research had empowered them in
problem identification and resolution. The statements from the participants demonstrate this,

as summarised in the word tree below.
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Figure 5.6: Word Tree - Problem Identification and Resolution

Source: NVivo 12

Head 9 in an in-depth interview confirmed that action research empowered him with problem

identification skills citing that:

Head 9: | feel empowered in that I am able to identify problems [problem
identification] in my day-to-day work in the school as head and supervisor of teachers
in my school. When | identify problems or challenges, | look for possible causes of the

problems or challenges at hand.

Head 7, who was part of the sixth focus group discussion, further highlighted that he had been

empowered through action research to streamline problem resolution.

Head 7: To me, | felt empowered with the training in Action Research in various ways.

One being that I am now very empowered in finding solutions [problem resolution]
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in my work as a teacher and now as an administrator. It has helped me to find out my
position in any problem [ encountered ... with learners, teachers, parents, my

supervisors and any stakeholders in my daily operations.

From the foregoing quotes, Heads 7 and 9 felt empowered as they could now reflect on their
performance and identify the mistakes analysed through their work and thus find solutions to
problems they had encountered. It may be argued that the issues raised by the research
participants would be issues with which they had been faced while they were in their initial
teacher training on joining the teaching profession. Teacher 3 from the first focus group also
noted the role that action research had played towards problem resolution, as teachers were

now able to find ways to solve emerging problems in the classroom.

Teacher 3: | can just say the training | received helped me to be empowered in the
sense that I managed to manoeuvre many avenues [problem resolution] to address

children’s problems in the class.

In this FGD, the teachers raised issues of empowerment in that they were capacitated to
understand the children’s problems better and could, to quote Teacher 3 words, ‘manoeuvre
many avenues’ to address children’s problems. Teacher 4 raised an even a more intriguing issue
when the teacher mentioned that they used to blame children for their failures without

investigating the reasons:

Teacher 4: | also benefited a lot from Action Research because in most cases as
professionals we used to cast the blame on the children maybe upon their failures and
difficulties here and there. But after attending this Action Research we benefited a lot in
some area for example you should not run into labelling pupils that this one is dull
without first finding the problem [problem identification] of the child then after finding
the problem find a way how you can help the child [problem resolution]. What is
interesting is that as the Teacher, you may actually find you are causing the child not to

perform well.

Teachers 5 and 6 further pointed out that the training motivated them to engage in reading,
particularly related to catering for children with different abilities. However, what seems to be
emerging from the participants’ perspective on their training in action research is that this was

an opportunity to go through a refresher course on some aspects of their initial teacher training.
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In a way, the training in action research encouraged self-introspection and provided them with

guidance on how to cater for children with different abilities, as cited by Teacher 6 below.

Teacher 6: In my case, action research enlightened me to know how to deal with
children’s problems [problem resolution] catering for different abilities in the

classroom; different backgrounds.

With respect to this theme on problem identification and resolution, several sub-themes were

also extracted from the study and these included:

e Conflict resolution

e Dealing with absenteeism of learners

e Evaluation and validation of solutions to problems

e Handling learner behaviour

e Handling challenges with the Competence Based Curriculum, and

e Dealing with problems beyond the classroom

These themes are presented and discussed in the sub-sections below.

5.5.1.1 Conflict resolution

It emerged from Head 4 in the third focus group discussion, that action research was very

helpful in conflict resolution, citing that:

Head 4: As a teacher by profession and as a school administrator by promotion I find
action research very instrumental especially in maintaining relationships and
resolving conflict among teachers [Conflict Resolution]. | employ those data
collection methods from action research such as interviews to collect information and |
evaluate then | come up with solutions. | then call my colleagues together then we

discuss the problem so that we generate some durable solution to the problem.

In the above extract, Head 4 indicated that she found action research an important tool for
conflict resolution. Action research becomes important in that one can use it as a procedure to
systematically collect data on the problem, process it, evaluate it and use it to generate workable
solutions to the problem. In this regard, action research is a tool that can be used to develop

and propose solutions to problems in an inclusive manner, which means that teachers and other

127



stakeholders can collaborate and work together to search for an appropriate and sustainable

solution.

5.5.1.2 Dealing with absenteeism

The second sub-theme on the role of action research towards problem identification and
resolution related to the capacitation of teachers to decisively deal with the problem of

absenteeism. Teacher 8 from the third focus group discussion explained that:

Teacher 8: Action research helps solving the problem of absenteeism of learners by
going in to the community looking for the causes of why the pupil is always absent from

school.
Head 5 who was part on an in-depth interview further supported this:

Head 5: Action Research is also important even when you get into a classroom situation
there are many problems such as absenteeism and you find out that sometimes it is you
who causes that ... Sometime lessons could be boring and unsuccessful to the learner
and this might cause absenteeism. | think classroom practitioners should adopt action
research to find solutions to the challenges that arise in the classroom, especially on
establishing causes of deviant behaviour and on how they can interact with the student

effectively. In this regard, action research is very useful in day-to-day work for me.

Both Teacher 8 and Head 5 mention the use of action research to deal with problems in the
classroom, and more specifically, learner absenteeism. Learners are known to absent
themselves from school and learning for a variety of reasons. From the foregoing analysis, the
critical contribution of action research is its capacity to rely on research to establish the root
causes of absenteeism [Problem Identification] and what measures can be put in place to stem
it [Problem Resolution]. One important lesson from the use of action research to deal with this
problem, according to the Head 5, is that action research makes one examine the practices in

the classroom and what impact those practices have on learners.
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5.5.1.3 Evaluation and validation of solutions

As quoted earlier, Teacher 3 specified that the training on action research helped him to be
empowered as he managed to manoeuvre many avenues to address children’s problems in the
class. This was a typical example of how action research was being used to evaluate solutions

and validate them. This sub-theme was further supported by Teachers 1, 6 and 7 who cited:

Teacher 6: | think action research helped me to use different methods [Evaluation of
Solutions], which can help solve other problems of the pupils in class [Validation of
Solutions].

This was supported by the seventh teacher who further added that:

Teacher 7: Another skill that we learnt from action research training is that of
evaluating the methodologies that were employed and interrogate them [Evaluation of
Solutions] as well as validating them for future use [Validation of Solutions].

The first teacher added to this, stressing the role that action research plays among a group of

educators trying to resolve a problem:

Teacher 1: Because we experience problems and after experiencing problems, we share
the nature of problems. After sharing then we try to look for solutions probably as a
team or group and then we discuss the possible alternatives [Evaluation of Solutions]
until we come up with what we may consider as the best solution [Validation of

Solutions].

Overall, this sub-theme complements the axial theme that action research does in fact support
problem identification and resolution. The three teachers all pointed to the fact that action
research goes beyond using different methods to try and resolve challenges or problems. Using
action research enhances the evaluation of not just what solution exists, but more specifically,
what solution works best in that specific context. This is because action research allows
interrogating any emerging possible solutions. Teacher 1 raised the possibility of looking for
solutions to problems as a team or group and this would encompass diverse views that are
jointly negotiated and agreed upon. In other words, action research does not just contribute to
problem resolution by individual educators, rather, it also reinforces a group of teachers coming

together and working together to understand and resolve similar challenges with which are they
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faced.

5.5.1.4 Handling learner behaviour

Earlier, the role of action research towards dealing with absenteeism was noted, and this had
some connotations of learner behavioural management. However, on a larger scale, it emerged
from the findings that action research capacitated educators to handle learner behaviour.

Teacher 18, who participated in an in-depth interview, explained:

Teacher 18: | usually deal with children. As a child comes to school, may be the child
behaves in a certain way, which is, different ... then | try to find out, the reasons why
the child behaves that way [Problem Identification]. Maybe for example if I can find
out, that maybe, the child came to school, without having breakfast, then after that |
find the solution. What was the problem, the background of that child...? I had a case
and after finding out, | later discovered that the child was staying with a step-mother.
The step- mother was abusing the child ... the child will only have meals after school.
But, in the morning he just wakes up and comes to school hungry ... without eating
anything. Then | had to find solution. I say, can | help that child? I had to go to the
administration (school administration) and there is a special group at the school, which
helps children ... to pay for the feeding of that child. Since these days there are
programmes where children are being fed at school and they pay for relish as maize is
provided by government. So, that group helped to pay for that child’s meals [Handling

Learner Behaviour].

Teacher 18 raised the issue of the need for carrying out investigations on children where there
are challenges with their behaviour. The teacher raised the importance of not dismissing the
behaviour of learners that is not the norm. From the provided perspective, a systematic
investigation employing action research is likely to lead to revelations of the underlying issues
and addressing those underlying issues would lead to better understanding of the learner’s
behavioural characteristics and their situation, thereby providing a relevant remedy to manage
the learner’s behaviour. In the case of Teacher 18, the root cause was identified and dealt with
by providing the learner with supplementary feeding at school. This action helped to deal with
the challenges that the learner was facing at home which were manifesting in the child’s

atypical behaviour in the classroom.
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5.5.1.5 Handling challenges with the competence-based curriculum

In line with the first axial code, that is, problem identification and resolution, was also the role
played by action research towards the handing of the challenges emerging from the use of the
Competence Based Curriculum. While this is discussed at length in the section addressing the
second research question, this emerged as one of the key sub-themes for the first research
question. Teacher 14 and Inspector 4 managed to detail these benefits. According to Teacher

4, who was part of the fourth focus group discussion:

Teacher 14: So, to those teachers who are aware of Action Research, there are lots of
opportunities for them to deal with any challenges they meet with the new syllabuses

in an investigative way, research to understand their challenge and seek solutions.

It emerged that action research empowered the educators to conduct research and investigate
possible solutions for themselves rather than waiting to be told what to do. This was also

reinforced in an in-depth interview with Inspector 7, who said:

Inspector 4: They cry, lack of textbooks, lack of this and lack of that. Now an action
researcher will get opportunities from that. Produce books, produce teaching and

learning materials.

In other words, the inspector was suggesting that with action research, educators might be
motivated to not wait for someone else to solve problems, but rather, that as action researchers
become empowered by the knowledge to find a solution and thus bridge the gap. For example,
in the dearth of textbooks, teachers themselves could be the solution by writing their own
teaching and learning materials and in addition, to writing textbooks, thus promoting more

teachers to become involved as writers. The inspector further stated that:

Inspector 4: Yes, most of our teachers were against the new curriculum. How then do
you reach the world when you want to stay in the past? Everybody else is doing one,
two, three, four, five but you fail to teach the children computers then what are we
doing? Industry is moving fast. So, as far as to the policy itself, hats-off to the relevant
department of the Ministry of Primary and Secondary Education who developed the
Teacher Professional Standards TPS) supervision instrument ... The document is saying
the teachers must be empowered to do Action Research. In this regard, it makes sense

131



to ensure Action research is being emphasised the professional development

programmes including (all short and long programmes such as degrees ....

Teacher 14 and Inspector 4 raised the issue of challenges in the implementation of the
Competence Based Curriculum. The Ministry of Primary and Secondary Education (MoPSE)
introduced a Competence Based Curriculum in 2016 and in 2017. The Competence Based
Curriculum had a staggered implementation across the primary school grades and the secondary
levels. A MoPSE (2019) formative evaluation report on the implementation of the Competence
Based Curriculum established that teachers have been facing a number of challenges in the
implementation. The challenges, however, are not insurmountable. It is in this context that
Teacher 14 and Inspector 4 were encouraging the teachers to use action research in a
collaborative way to overcome the challenges. Thus, use of action research has the potential
for the teachers to eventually become creative in resolving the challenges they face in

implementing the Competence Based Curriculum.

5.5.1.6 Dealing with problems beyond the classroom

From the findings, it also emerged that not only does the knowledge of action research apply
within the classroom, it also applies with classroom scenarios. The following statements
extracted from an in-depth interview with Teacher 1 indicate that action research applies

outside the classroom.

Teacher 1: And you know one other thing I have realised is if people practice Action
Research whenever they experience some other problems elsewhere, they have the
courage to face the problems and to think of alternatives. So, it starts from the classroom
but then it spreads to some other life sectors which is very, very important. | like the
point that Action Research gives teachers confidence to face problems and look for

alternatives.

According to the teacher, action research skills start by being used in the classroom in a
professional capacity, but they do not end in the classroom as the techniques are being used in
the community, and applied in day-to-day activities, as reinforced by Teacher 1. This was also
supported by Inspector 4, who, in an in-depth interview, emphasised the value of the role of

reflection in everyday life:
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Inspector 4: When | meet our heads of schools, sometimes you find they have problems
engaging with communities. What is the school-community relationship like, which is
another key area in quality education. There must be positive relations between the
school and the community. ... you see action research goes hand in hand with reflection.
The art of reflection is very critical even in everyday life. It teaches you how to handle

issues and how to act.

Teacher 16 further added that action research cannot only be applied in the context of the
classroom, but as a tool or technique, has helped her in overcoming her economic challenges

which are growing within the nation, and most of those within the teaching fraternity.

Teacher 16: To me, action research does not end in the four corners of the classroom,
but rather it goes further into the community. | can give a good example of myself,
because of the economic challenges that we are facing as teachers, salaries are not
adequate, but instead of complaining | used the knowledge | attained from action
research to start a small business project to solve my cash problem. | started a project
on horticulture growing vegetables and tomatoes and this has helped me to get an extra
income as | provide the market with vegetables and tomatoes. | am a head coach of the
local football team that | have managed to take to the First Division from Third Division
in the League and this also increased my sources of income. | achieved this because of
action research that helps me to think of new ideas. Therefore, you can see that action
research is also a personal tool and it needs to be rolled out to every teacher in the

school to enhance their capacities.

Teacher 1 raised the issue that once a teacher has been trained in the use of action research in
the classroom, he has courage to use it outside the classroom being empowered and skilled to
face problems outside the classroom in personal life. This is so because the teacher has gained
confidence in investigating the problems, looking for alternatives in a systematic manner and
resolving them. Inspector 4 raised the issue that action research goes hand-in-hand with

reflection, which is an important skill that teaches one to handle issues.

5.5.2 Benefit 2: Professional Growth

In response to the question on how the research participants perceived the training in action
research, the message that action research was a motivator for professional growth came out as

the second axial theme. One implication for this emerging theme was that as they learnt about
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action research and put it into practice in their work, action research training enhanced their
professional growth and development. It can be argued at this point that action research is a
catalyst for continuous professional development of the teacher. In other words, action research
enriches professional growth of the teacher. A close look at the data collected showed that there

were a number of benefits in this regard, as presented in Figure 5.7.
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Figure 5.7: Word Tree - Improved Professional Growth

Source: NVivo 12

One of the key outcomes that was prominent was the improvement in the performance by the
teachers, which came about as a result of the benefits of action research. The exhaustive list of

the sub-themes that emerged from the thematic coding included:

e Improved performance

e Enhances promotion

e Enhances opportunities to innovate

e Improved emotional intelligence

e Leads to improved relations

e Leads to improved research skills

¢ Reinforces collaborative research and

e Leadsto improved tolerance
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5.5.2.1 Improved performance

The participants were coherent regarding the role played by action research towards improving
both teacher and learner performance, as shown in Figure 5.8.
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The main input was raised by Teacher 9, who explained how action research has helped
teachers towards assisting both slow learners and those that lag behind citing:

Teacher 9: Action research helps us to help learners who are lagging behind. I can
simply say it was a good exposure to learning. It has helped a lot in my teaching as a
classroom practitioner. You see, | have been used to classify children into groups
according to their abilities and I will concentrate with those who understand what | am
doing and not those who are behind. But through action research, | can now do
reflective research by always looking at those children who have not done well and
find the reason they have done ... This is in line with the PLAP programme which is
going on in my school ... this programme is meant to bridge the gap between the slow
learners and the fast learners. ... So, using action research, | have been guided to
reflect on how best I can assist those who are behind and those who are moving ahead.
| applaud this programme because it helped me to address my learners in a holistic
manner.

Teacher 9 raised the issue of the benefits of the research component in action research, which
has contributed to strengthening a programme that the Ministry of Primary and Secondary
Education (MoPSE) introduced in 2012. The programme is called Performance Lag Address
Programme (PLAP) and is meant to encourage teachers to take action to support learners that
are lagging behind others. The Performance Lag Address Programme (PLAP) is a catch-up
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programme, which focuses on addressing learning gaps from Grades three to seven in primary
schools by improving teacher’s capacity to provide catch-up learning. PLAP as a programme
that helps learners realise their last point of success and the teacher helps the child to catch up
to their present grade. It is an individualised teaching and learning programme, which begins

by determining the last point of success for each learner and systematically closing the gap.

The Ministry of Primary and Secondary Education launched the Performance Lag Address
Programme (PLAP) in October 2012 in Manicaland Province after realising the under-
achievement of students at both primary and secondary schools, which was caused by the socio-
economic meltdown from 2006 to 2009. This came with the realisation that during these years,
there was a decline in the educational gains in the country (Mpofu, 2018). The education sector
experienced learning characterised by strikes, stay-aways and even abandonment of classes.
Some schools recorded a zero percent pass rate at Grade 7 level (the primary school leaving
examination) as a result of the exodus of the teaching personnel. Most learners operated below
their grade level. For example, Makopa (2011), citing the research carried out in Manicaland

in 2010, found that pupils in Grade five were operating at Grade two level.

Mpofu (2018) investigated teachers’ attitudes towards the implementation of the Performance
Lag Address Program (PLAP) in Kadoma East cluster of Mhondoro-Ngezi district in
Zimbabwe. He examined teachers’ attitudes in terms of their appreciation level of PLAP in
helping learners who were lagging behind. The study found that primary school teachers
teaching in Kadoma East cluster of Mhondoro-Ngezi district of Zimbabwe appreciated the
importance of PLAP but thought it a strenuous teaching activity and demanding on their time
to implement. Mpofu (2018) recommended PLAP staff development programmes aimed at
ensuring that teachers appreciate the value of PLAP. Hence, Teacher 9 linked the application
of action research for the teacher to clearly identify the performance lag and set the premise of
interventions to close the performance lag. In another sense, Teacher 9 saw action research as
both complementary and contributing to the implementation of PLAP but noted that it has to

be driven by the teacher’s own research and reflections.

The role played by action research in improving performance was also highlighted by Teacher
6, who mentioned that the knowledge acquired has helped with the use of different innovative

teaching methods to deal with learners with different abilities:

136



Teacher 6: In my case, Action Research enlightened me to know how to deal with
children’s problems catering for different abilities in the classroom; different
backgrounds and | think it helped me to use different methods, which can help solve
other problems of the pupils in class. For me the bottom line is that action research has

given me new ideas, new approaches that I can systematically search on my own.

Teacher 17 further clarified how action research has facilitated the improvement of teaching
efficiency, by using the skills learnt to ensure that learners are able to grasp a difficult concept

and maintain interest:

Teacher 17: It has also helped me in how I interact with other people in the community
and am able to read if they are still understanding what | would be trying to put across
to them through their expressions. For example, you will see that | have taken long
trying to teach a concept and | quickly change approach after noticing that pupils are

losing interest, not concentrating.

Regarding this sub-theme, improved performance for professional growth, the research
participants highlighted some key insights. Teacher 5 felt really empowered to check issues in
the teaching and learning process, while Teacher 6 expressed that action research had given
new ideas and approaches that can be systematically employed to deal with situations. Teacher
5 further felt that training in action research had helped in some ways as a ‘refresher course’ as
the training led to re-reading of the current leading thinkers in education methodology to
enhance the teacher’s understanding and application of the principles learnt. Professional

growth was depicted as well when Teacher 17 talked of being able to make lessons interesting.

5.5.2.2 Enhances promotion

The second sub-construct that was identified for the axial theme on improved professional
growth related to the increased prospects of promotions. Head 2 and Inspector 4 both attributed

their promotion to the action research training that they had received.

Head 2: At first it was very difficult to understand what Action Research was but later
we understood what it was and we learnt a lot from that programme so it empowered
me very much in my work. As a result of the knowledge and skills I gained during those
days, I was promoted to be a deputy head in 2010 [Enhances Promotion]. In 2014 again

when it came to headship, | was also promoted [Enhances Promotion] and | think
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Action Research was one of the components which assisted me to be promoted as the
deputy head and headmaster. This was because of what action research made me. |
believe the way | performed in the interviews, articulated issues on school leadership,

all but helped me get the promotions.

Inspector 4 also attributed his promotion to the training on action research that he received

while he was still holding a lower position and cited that:

Inspector 4: Because when we engaged in Action Research, | was not holding the post
I am holding today [Enhances Promotion] and ... as an individual I am on a daily basis
using what I learnt in the Bikita Quality Education Project (QEP), which was on Action
Research. As you are aware, | produced a report on my study, which was published. |
was very empowered and | have the confidence now to talk about Action Research
because | have something now which is physical, which I can show that this is what |
produced. So, it didn’t end there as I reflected ... I was privileged to be one of first team

that trained in Action research in that project. ....

Both Inspector 4 and Head 2 acknowledged that action research had been a catalyst for their
promotion to higher positions beyond what they held at the time of action research training.
They reported that this training had built confidence and led to other things including
promotion, writing and publishing. Head 2 in particular associates all his promotion from
Teacher to Deputy Head and then to Head of a school to confidence he gained while training

in action research and then applying it in his various position posts.

5.5.2.3 Promotes innovation

From the sub-theme on improved performance, aspects relating to the promotion of innovative
teaching methods was mentioned, and this was further extracted as a sub-theme. Participants
such as Teacher 25 noted that they apply action research to come up with alternate and

innovative ways of teaching:

Teacher 25: There are a lot of opportunities, because in each period of instruction you
will find out that | have 30 minutes of a lesson in each lesson interacting with the kids.
You always find there is a certain challenge that emerges and when it emerges you will
have to say before you point to anyone else, did | cause the problem? By the time, your

action research becomes more spontaneous and learners are able to establish the
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spontaneity of it in the classroom and helps in motivating learners. ... | get feedback
from the performance of the learners’ performance, which I then use to reflect on how
| can solve problems in my class. For example, in my class | was handling subtraction.
I was using the equal addition methods of ‘borrowing from the air’ and giving, this
made mathematics illogical so | then tried to use another method which is
‘decomposition method’ and this helped to clear some confusion in some learners
[Promotes Innovation]. This led me to say if some teachers could reflect on their
methodologies their interaction with the learners, even pupil-to-pupil interaction, they

will be able to solve some of the problems that arise in their class.

Teacher 7 also mentioned that action research empowered him to come up with innovative

teaching methods when the traditional methods failed to achieve optimal learning efficiency.

Teacher 7: 1 think in areas where learners are not well versed in a certain area for
example, multiplication, for example, let’s say I have this Grade 6 class when I ask them
a multiplication question and their response shows me that area was overlooked I then

apply action research to solve the problem [Promotes Innovativeness].
Inspector 1, further added weight in this regard citing that:

Inspector 1: Action research is a tool that encourages teachers and supervisors to
think outside the box [Promotes Innovativeness]. It is through reflection that people

become creative and improve their performance of their learners or their own.

Teachers 7 and 25, amongst other research participants, reported that action research training
and practice offered opportunities for teachers to explore and come up with innovative ways of
teaching where the traditional methods do not yield optimal performance. From their
statements, it was clear they had opportunities to apply action research to understand and have
a grasp of areas that would help improve the understanding by learners. In other words, action
research is a strong tool to venture into uncharted waters. Teacher 25 talked about adapting
methodology when losing the learners in a lesson through the use of methods not grounded in

sound pedagogy.
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5.5.2.4 Improved understanding of learners

The fourth sub-theme that emerged under the improved professional growth axial code was the
role played by action research towards enhancing the teachers’ understanding of learners. One

such participant was Teacher 22 who said:

Teacher 22: Instead of barking at the learners because of poor results in the
examinations, you find a way to calm them down [Improved Emotional Intelligence],

to reason with them to find a way forward for them to appreciate the circumstances.

The foregoing is a typical case of improved understanding of learners, where the teacher uses
the ability to be aware of other’s feeling and sensitively and empathetically handles difficult
situations, which helps in motivating learners to learn even if their performance is not as good
as expected. In an in-depth interview, Head 1 further added that using the tools of action
research has enabled him to take prompt action on multifarious problems but not to be reactive,

rather to think through the problem.

Head 1: Since we are teachers, we come in contact with a lot of people and a lot of
problems and action research helps us with ways in approaching these problems. For
example, the way you talk to your teachers, parents during meetings, how you live with
others in the community. Action research encouraged me not to make decisions without
having reflecting the problem on yourself. It helps you not to give prompt responses or

actions on a problem.

Elfenbein (2007) explains that being aware of one’s understanding of learners is vital in the
resolution of any problem, and action research has the ability to impart similar skills. Deepak
and Nisha (2015) further note that emotional intelligence improves the skill sets among the
individuals who practice action research and facilitates self-awareness, self-management,
social awareness among other skills. In this light, Goleman, Boyztzis and McKee (2002) further
note that leaders ought to increase their emotional intelligence to become better equipped in
handling and managing problems, and this knowledge can help towards improved and effective
interaction with the learners, as also seen by Teacher 16 who now feels better equipped to

understand child behaviour

Teacher 16: It helped a lot because through action research I am now enjoying to study

the behaviour of a child especially at infant level, where | am teaching.
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The statements by Teacher 22, Head 1 and Teacher 16 lead to action research being beneficial
to the teachers in that it develops improved understanding of learners. Here, improved
emotional intelligence is understood to mean an enhanced understanding of the situation, of the
circumstances one is in. In addition, it is understood to mean appreciating the challenges and
moving ahead to seek solutions and make the most out of the circumstances that pose
challenges. In Teacher 22, we see the teacher looking ahead and taking a calming approach, the
same with Head 1, while for Teacher 16, action research empowers the teacher to seek more
knowledge regarding child behaviour as a way to help deal with emerging challenges as regards

the behaviour of learners.

5.5.2.5 Improved relations

It also emerged that action research facilitated the improvement of relations with other teachers
as well as their relations with the learners and the community at large. Teacher 2 reinforced this

sub-theme:

Teacher 2: The interaction with students really improves when you remove negative

labels and you will have very sound relationships that are conducive to learning.
The Head 9 further buttressed this point in an in-depth interview, saying:

Head 9: | find that embarking on action research helps to enhance harmony and good
working relations in the work place as it enables you to understand each other better
after carrying out action research on an identified problem or challenge ... in

collaboration with other staff members.

Improved relations with colleagues and learners was part of what the research participants
raised as a benefit from learning and practising action research. Teacher 2 talked of developing
and maintaining sound relationships with learners/students particularly when the teacher is not
influenced by labels for the learners, but works with each learner to improve his/her
performance. Head 9 talked of engaging in action research as enhancing harmony and good
working relationships. These are important for collaboration with other teachers in the school

and to ensure an environment conducive to learning.

5.5.2.6 Improved research skills

141



The sixth benefit from action research that teachers in primary schools mentioned was the

improvement in the research skills, as noted by Teacher 1 who said:

Teacher 1: | am excited about the training | went through. Of course, that was the time
when | started to make some reflections on my own teaching, a thing which did not
click in my mind before that and | had a wide range of experiences including the skills
to develop some research instruments which was very critical and the ability as well
to make some analysis on documents. Because of that, | am happy to inform you that
quite a number of people who are engaged in short- or long-term studies, they come,

we share experiences.

The training in action research contributed to improved research skills for the research study
participants. In the extract given above, Teacher 1 acknowledged that the training in action
research he went through, and the practice he has had since, has made him a teacher researcher.
This is consistent with the notion of the ‘teacher as a researcher’, a notion introduced in the
work of Lawrence Stenhouse in Britain during the era of the Humanities Project (1970s) that
ushered in a competence-based curriculum in the late 60s and early part of the 70s. Thus, action
research training and practice developed teachers as researchers and further to this, the training
and practice promoted their writing kills so they could publish their articles. Above all, as
Inspector 4 noted, for the teacher to be an effective agent of change in the community, the
teacher needs to be a researcher. Action research motivates teachers to be researchers. In line
with improving research skills, was the aspect of collaborative research where teachers work
in teams to investigate problems and collaboratively find the best possible solutions. This aspect

was raised by Teacher 1, who went on to say that:

Teacher 1: Because we experience problems and after experiencing problems, we share
the nature of problems. After sharing then we try to look for solutions probably as a
team or group and then we discuss the possible alternatives until we come up with what
we may consider as the best solution... personally I am normally invited to a number
of groups in order to share my experience in terms of reflecting on some issues and

suggesting some possible solutions to that.

The concept of collaborative research was further expounded by Head 1, saying:
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Head 1: Action research helps us to interact with colleagues among ourselves to have
the chance to ask each other about the information, challenges encountered in
teaching then come up with a solution based on evidence colleagues have from their

practice in the classrooms.

Head 2 in an in-depth interview, added that for everything that he does, he reflects and consults

other colleagues in order to come up with a solution:

Head 2: [ also learnt that in Action Research it’s very important to work with other
people in order to solve a problem ... Yes, collaborative research because, at times,
... you need to work with others in the school to resolve some problems. ...1I feel that 1
am practising it because for everything I do, I reflect, I consult other people especially
some workmates whom I work with in order to solve some problems at the institution
where I work ... I can give an example on discipline. When we encounter a disciplinary
problem, it might be with a child learner, we work collaboratively with the Deputy
Head, the Teacher in Charge and other teachers in order to get the cause of that
problem. We work out strategies to address the problem, try them out, assess them,
and check on what is happening to the child and eventually the problem. So, this is
how | use Action Research, | am always trying by all means to teach my teachers and
even some workmates at the school to use Action Research in order to solve some

problems they meet.

From the foregoing excerpts, the theme running through the statements is that action research
has enforced and reinforced collaborative research. Teacher 1 raised the point that action
research promoted teamwork and this is important for collaborative research. Head 1 and Head
2 noted that action research promoted interaction with other teachers, as well as consulting
other workmates for durable solutions to the problems and challenges encountered in schools,
which means that the staff take ownership of the solutions and are thus more likely to be

accepted.

5.5.2.7 Improved tolerance

The last sub-theme extracted from the second axial code, is the role that action research plays
in the improvement of the tolerance shown by the teachers. This was raised by Teacher 15 who

explained that through action research training, she has been made aware of listening to other’s
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views, taking in other thoughts and opinions before drawing conclusions, and has thus become

more tolerant in her dealings with people:

Teacher 15: Our training in action research did empower us in many ways. Starting
with the way | interact with my colleagues, through action research training and
practising, | have learnt to listen to my colleagues because of action research. Prior
to this programme, I was not tolerant to other peoples’ views [Improved Tolerance]
... eehh ... my opinions were always right, now I am very keen to find out what others
think, have to say, have to contribute. I now like a lot to find out first before making

conclusions or taking positions or views on an issue or event.

Improvement in the tolerance of the learners’ views was further mentioned by Teacher 17 as
part of a focus group discussion, who recited an incident in which the teacher was at fault, but

was open to the pupils’ views because of the grooming received in action research training:

Teacher 17: Yes, it is not easy for one to able to criticize themselves. | remember what
happened in one of my previous lessons when | gave my students the same test paper |
had revised with them in the previous lesson. It was about Albania the city of Mother
Theresa and they started to call me ‘Albania’ and one of the students said it openly
that it was me who was the problem because | failed to listen to them as they were
shouting ‘Albania’ as a way to remind me that we had covered it before. This made
me realise the importance of tolerating pupils’ views because I am not always right

as a teacher.

Teacher 19 further introduced the aspect of patience with colleagues as part of the tolerance

theme.

Teacher 19: Rather than neglecting those duties and complaining about them. So, I am
actually very patient with them especially the older generations they are not familiar

with issues like ICT. They come into my office in numbers, complaining (laughter).

The statements above raised a dimension of improved tolerance, listening to colleagues,
listening to learners and being patient. These characteristics were linked to the training in action
research as well as reflections on practising it. Teacher 15 opened up to improved tolerance of
colleagues, their views and wanting to find out before making conclusions or taking positions

on issues. Teacher 17 made reference to an occurrence in the classroom where if she had
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listened to learners, an error where she made on administering a test she had done with the
learners the previous day, would not have occurred. Teacher 19 explained that action research
had made him patient, a characteristic critical for improved relations among colleagues in the
same working space. Engaging in action research boosts teacher morale, an important
characteristic in teaching and learning situations that are dynamic and often demotivating,
especially in Zimbabwe where teachers are grappling to cope with the demands of a recently
introduced curriculum. The Competence Based Curriculum was rolled out in 2017 and it is yet
to run its full course across all the grades and levels. Thus, the Competence Based Curriculum

is making teachers experience a learning curve.

5.5.3 Benefit 3: Promoting Reflective Thinking
The third axial theme that was extracted from the study was that action research implemented
by the primary school teachers helped them in promoting reflective thinking, as illustrated by

the word cloud in Figure 5.9 below.
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Figure 5.9: Word Cloud - Promoting Reflective Thinking

Source: NVivo 12

From the foregoing illustration, the predominant key words were reflection, research, think,
look and criticise all converged with the aspect of reflective thinking. It is in this light that this
section explores the data where the research participants reported that action research is a strong
vehicle to promote reflective thinking. The research study participants responded to the
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question of how they used knowledge and skills in action research in their day-to-day work.
All participants were emphatic that action research was a catalyst in promoting reflective

thinking. Three major sub-themes emerged from this axial theme:

e Promotes self-reflection
e Promotes self-criticism

e Promotes self-introspection

5.5.3.1 Promotes self-reflection

The role of action research towards promoting the culture of reflectiveness was underscored by
the participants. The prominence of this sub-theme was reiterated by all the participants who
unanimously agreed on its value This is also evident from the more detailed word tree analysis

on the data for the first research question, as shown in Figure 5.10 below.
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Inspector 1, who was part of the second FGD, provided a rich input and cited:

Inspector 1: The training that | underwent, action research, really changed my
behaviour as a teacher and as a supervisor. It changed me in that | ended up doing a
lot of reflecting on myself, my work, how I relate to others in the work place [Promotes
Self-Reflection]. | see myself doing quite some self-criticism and | encourage teachers
to learn to criticise themselves when they have done anything wrong in teaching or
executing their duties. They should be able to assess themselves and improve where
they think they can do better to change the situation. Practicing action research helps

me as the supervisor to assess myself that ... this is the correct thing.

Head 6, during the sixth focus group discussion, mentioned that through action research, he

developed and appreciated the culture of reflection:

Head 6: Action Research has equipped me so much in the area of reflective thinking as
a teacher, deputy head and currently head. I can now reflect on my position in the
problems I encounter and how I can solve it for quality learning outcomes [Promotes
Self-Reflection].

Teacher 23 further reported that through action research, the accusing of others or apportioning
blame for problems and challenges had been eliminated as the reflective thinking assisted the
teacher in being able to identify the actual problem source, reflect on it and deal with it

decisively.

Teacher 23: Action research reduces the blame game. When something happens, you
do not just quickly blame. First you reflect on what could have caused this and by so
doing you get a better decision and take action suitable for the problem [Promotes
Self-Reflection]. And also, as | said during problem solving, | mentioned, self-criticism,
what part did I play? This should be the first question and if I didn’t play any part, then
how can | go about to solve the problem. I try to investigate why this happened and why

it happened that way?

Teacher 23 mentioned that through action thinking, decisions were not made impulsively and
no one was passing blame. This was corroborated by Teacher 19 who was in the seventh focus
group discussion who reiterated the same issue, citing that it is important to take time to reflect

and take into consideration what can be done with a difficult situation:
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Teacher 19: Eeh actually in my practice especially the reflection part, personal
reflection, actually, helped me quite a lot. In most cases | do not take abrupt action,
usually I take a closer analysis of issues, and reflect on myself and how personally |
can influence the decision. [Promotes Self-Reflection].

In an in-depth interview, Head 2 supported the notion observed above on the need to take time
to reflect on issues before making decisions. Rather, he opined that it was imperative to reflect

before, during and after making a decision:

Head 2: One of the skills or knowledge I gained is reflection [Promotes Self-
Reflection]; | learnt that for everything I do, I should reflect before, during and
afterwards, and this helps me to make some corrections if there are some corrections to

be made.

Head 9 further elaborated that through reflection, it was possible for the head to identify or to
come up with novel and innovative ideas, appropriate for the context and situation, to solve a
problem. In addition, he felt that in promoting the skill of self-reflection he had undergone

professional growth.

Head 9: | feel empowered in that I use the reflections to find or develop home-grown
solutions to the identified problems or challenges. The solutions | develop or come up
with are unique to each situation or context. | really like that action research taught me
to look into the ‘self’ [Promotes Self-Reflection], what I do, how I do it and the impact
this has on the learners and the teachers | lead.

Overall, the research participants all converged on one key message. They all said action
research promoted and enhanced reflective thinking. Inspector 1 raised the issue of action
research having encouraged self-criticism. In other words, action research encouraged self-
reflection, a critical tool for continuous learning. Inspector 1 noted that it was not easy to self-
criticise, but thinking outside the box had many advantages especially on self-evaluation.
Teacher 16 raised the issue that it was not easy to do self-criticism but over the years, one can
learn this. However, this self-critique is something one can learn and improve on. Self-critique
is related to self-evaluation. Teacher 21 mentioned yet another interesting feature about action
research, seeing action research as a game changer. Head 2 said action research was helpful to

make corrections as a result of reflection. Thus, action research goes hand-in-hand with
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reflection. The action research cycle demands reflection and self-introspection in particular, at

every step of the way (Hendricks, 2006).

The benefit of action research is promoting and strengthening reflective skills in teachers. The
document analysis for the 10 teachers in the research study showed evidence of a growing
reflection in their practices. This section of the chapter will present data from Teachers Al, A3,

A7, A9 and A10 relating to the theme of promoting self-reflection.

Teacher Al showed evidence of adapting own practice through reflection. My analysis revealed
suggestions of actions taken to support learners who were struggling and the teacher engaging
in systematic investigation on the self around the challenge particularly with the learners who
were struggling. One example was captured in PLAP records where the Teacher A1 wrote in

his Individual Record Book:

Al (Male) - ... “I revisited my teaching methods following an investigation which led
me to change my approaches to making complimentary comments/remarks as | found
that some of those I used were demotivating to learners ..."" (Learning from own

practice)

This was evidence of learning from own practice by Teacher Al and a realisation that certain

approaches used in commenting on student work did not have the desired positive effect.

| also looked closely at the Scheme-cum-plan, Test Record Book, Individual Record Book and
Performance Lag Address Programme (PLAP) for research participant A3. There was evidence
that the teacher was reflecting on self-performance through the performance of the learners.
One record that was very clear related to a learner called ‘EdVe’ who consistently received low
test scores across several subjects. Teacher A3 recorded carrying out a self-examination on
methods she was using, the learner’s home background and peers he plays with both at school
and at home. In looking at the self, Teacher A3 recorded examining her language to encourage
(or discourage) the learner. This became a learning point for improvement for the Teacher A3.

At one point in the record, she wrote:

A3 (Female) — I carried out a small classroom action research documenting a cycle of
actions and reflections to inform my actions to remedy the challenge EdVe had. In the
cycle of actions, | engaged the learner to understand more on his home background and

peers. | recorded some observations | made in the process on the negative side (e.g. not
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much time given to homework while at home), in the home background and peers of the
learner EdVe. | worked on turning these negatives into positives. Over a period of three
weeks, | began to see EdVe Maths and English test scores going up. This makes me
happy with my efforts so far. (Self-reflection)

The Individual Record Book shows reflection on how the test scores for ‘EdVe’ started to
improve and this was linked to interventions to support and scaffold the learner as a result of

the findings of teacher engagement with the learner.

The documents | looked at for Teacher A7 included the Scheme-cum-plan, Test Record,
Individual Record Book and the record for remedial and extension work. The records were well
maintained and up-to-date. In the Scheme-cum-plan, the teacher recorded her evaluations in
detail. The evaluations showed the teacher reflecting on the teaching done, methods used and
learning outcomes for the lessons. The Teacher A7 indicated where the results were good and
where learning outcomes were not good and then possible reasons for each of the outcomes.
Comments on the self, appraising self in the teaching were evident. Teacher A7, in one instance

in her Scheme-cum-plan, she wrote:

A7 (Female) — The actions | took to deal with the problem I identified on hand (helping
Tino and Tanya catch up on the Mathematics challenge they had) were built from
conversations | had with other teachers during a school staff development session. |
used ideas shared in a school-based staff development session for own use in my
classroom, in my Maths lessons and specifically dealing with Tino and Tanya.

(Learning from school-based staff development sessions)

This reflection indicated the value of school-based staff development sessions and the positive

effect that it has on individual teachers, who in turn, are able to apply ideas to their own practice.

The documents analysed for Teacher A9 included the Scheme-cum-plan, Test Records,
Individual Record Book and the remedial and extension record book. The Scheme-cum-plan
book had a very telling record of the focus of teaching and learning. The teacher looked into
self on methods used and the impact of these methods had on the teaching and learning process.
The teacher questioned self on methods used, her place in those methods and motivating the
learners. Both the high and low achievers were noted and students facing difficulties with

specific aspects were followed up with additional support.
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A9 (Female) - 1 tried a different method in support to BBB and he started getting

improved scores and above all grasping the concepts.

The teacher gave closer attention to some of the struggling learners and this paid off as their
scores, grasping of concepts and participation in the lessons improved for the better. The
Individual Record Book reported on learner ABC who had dropped out of school. The teacher
followed up with friends and siblings, eventually tracing the learner back home where the boy
had started gold panning with step-parents. The teacher engaged the step-parents and succeeded
in getting the boy back into class. (Systematic follow-up)

Three documents compiled by Teacher A10 were examined. These were the Scheme-cum-plan,
Test Record Book and the Individual Record Book. In the Scheme-cum-plan, the evaluation of
the teaching and the planning revealed a professional who is critical of own work and its impact
on the learners. The evaluation reflects a teacher who was learning from own practice and
interaction with other teachers especially during staff development sessions. One statement in
the evaluation column in the scheme-cum-plan reinforces the value of school-based staff

development sessions as well as informal collaboration with staff members.

A10 (Male) - I picked up an approach to use in teaching reading in the staff development
session facilitated by a colleague teacher DD ... (Benefit of school-based staff

development sessions)

The Test Record Book for Teacher A10 showed the test scores for the learners and at a glance,
some can identify learners making good progress and others that are struggling. From the Test
Record Book, the teacher picked up one case of a girl learner whose performance on test scores
was consistently low. The teacher planned and carried out an investigation in the form of action
research to understand the situation. The Individual Record Book reported on the case of this
investigation and recorded an in-depth understanding of the girl’s home situation. The girl was
found to be an orphan staying with aging grandparents. The record described a challenging
home situation where the girl was not getting the support she needed with homework and other
needs. At the time of the research, the teacher was engaging the Child Protection Committee to
look into the case of the girl learner and talk to the grandparents. Thus, the Individual Record
Book with its systematic follow-up, indicated a caring attitude strengthened by training in

action research.
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5.5.3.2 Action research promotes self-criticism
Over and above the promotion of self-reflection, it emerged from the study that for the broader
axial theme on reflectiveness, action research had empowered the primary school teachers to

embrace self-criticism, evident from the word tree below.
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Figure 5.11: Word Tree - Promotes Self-Criticism
Source: NVivo 12

Self-criticism is evident from the foregoing illustration as observed by the contextual usage of
the pronouns one’s self, oneself, ourselves, yourself and self along with the verbs criticise or

critique. Teacher 16 who was part of the fifth FGD, highlighted this as well, saying:

Teacher 16: When | reflect on the action research training and practising it over the
years, | can say it helped me to be reflective because sometimes it is very difficult to
criticise yourself in the classroom situation. But, look, I have learnt to critique myself,

what I do, how | take the situation [Promotes Self-Criticism].

Teacher 16 has over the years, learnt to critique himself in the classroom, even though it was
initially difficult. Developing this skill has been very helpful in the teaching and learning

process as it ensures that the situations are analysed and that new ways are being sought to
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improve. Teacher 23, who was part of the sixth FGD supported Teacher 16 on the issue that

self-critique was not easy before action research training:

Teacher 23: 1 think it is not easy to criticise oneself. Remember it is difficult for one to
criticise themselves in the presence of other people. But when you are away from other
people, then it’s easier to do that there is no blame game and then, thereafter, you are

not afraid of being criticised in front of others.
However, through action research training, the teacher was now able to self-critique:

Teacher 23: The training made me to do self-criticism situation [Promotes Self-
Criticism]. I could criticise the methods I apply in my teaching. How I interact with the
pupils and with colleagues and also find solutions to the problems that I encounter in
my everyday teaching and learning practice and also in my classroom administration, I
seek solutions to problems that I encounter, and also I do self-evaluation in each and

every activity that I do in the teaching and learning process.

The self-criticism, an outcome of the action research training, was also mentioned by Teacher

20, who stressed the role of self-critique over being criticised by others

Teacher 20: Yes, in our day-to-day duties, people criticise, then the best is to find the
ways for being criticised by looking at inside yourself first. By so doing you will be able

to meet criticisms from others. You learn to criticise yourself before you criticise others.

The research participants, in particular Teachers 23 and 20, recognise that it is not easy for the
teacher to critique oneself and yet this principle is key to action research implementation.

However, over time they believe self-criticism can be learnt and this leads to self-improvement.

5.5.3.3 Promotes self-introspection

The third sub-theme was that action research promoted self-introspection. In an in-depth
interview, Teacher 2 reinforced the role of self-introspection, citing reflective thinking as being
the antecedent.

Teacher 2: It is empowering in the sense that you are encouraged to be reflective and
when you are reflective, there is self-introspection and you may want to question

yourself about how effective you are in whatever you will be doing in terms of serving
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your clientele. This is quite rich because before you label your client negatively you are
forced to look into the self and you may see that you have gaps and those gaps will be

filled by the self and no one else.
A similar sentiment was supported by Head 5:

Head 5: Yes, a teacher who stops to think about their work can draw from action
research to deal with any challenge that may come their way. This is so as long as the
teacher is someone who likes to investigate what is happening in their teaching, what is

happening in their classroom or what is happening in their environment.

Teacher 2 and Head 5 stressed the importance of self-introspection as a means of dealing with
emerging challenges. According to them, self-introspection would lead to self-evaluation and
searching of ways to improve and do even better, and they emphasised that teachers should
stop to think of their work and how its impact on the learners.

56  RQ 2: How have primary school teachers applied action research knowledge to
deal with the Competence Based Curriculum?

From the foregoing section, it emerged that action research was a vital tool to develop and that
teachers who had been trained, managed to apply these skills positively in their practice which
meant that learners benefitted immensely. Nevertheless, this section further investigated
whether action research had played a significant role towards dealing with the Competence
Based Curriculum, and if so, how. The participants were asked to respond to the question and
all confirmed that action research had played a pivotal role in equipping them with the skills to
deal with problems, which have emerged from the implementation of the Competence Based
Curriculum. Regarding how action research had assisted in dealing with the Competence Based

Curriculum, the summary of the outcome is illustrated in the hierarchical chart in Figure 5.12.
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Promoted talent manageme

|Facilitated research

| Promoted innovativeness

Figure 5.12: Hierarchical chart - Role of action research on Competence Based

Curriculum

Source: NVivo 12

From the outcome above, it emerged that the major role that action research played was to
promote solution-oriented thinking, and under this axial theme, there were two sub-themes:
promotion of innovativeness as well as facilitating research. The second key role played by
action research towards dealing with the Competence Based Curriculum was that it promoted
reflective teaching, while the third role that emerged was that action research promoted talent
management and the least being that action research made change manageable.

5.6.1 Promoted Solution-Oriented Thinking

The promotion of solution-oriented thinking as a result of the application of action research,
was pivotal in dealing with problems that emerged from the implementation of the Competence
Based Curriculum. The Ministry of Primary and Secondary Education (MoPSE) introduced a
Competence Based Curriculum in 2016 and began with implementation in 2017, to be phased
in over the years to 2022. The research participants concurred that the implementation of the
Competence Based Curriculum offered teachers the opportunity to use action research to deal
with the challenges that they meet in the teaching and learning process. Teacher 7, Head 7 and
Inspector 4 were some of the key participants who offered opinions in this regard. They cited
that action research had capacitated primary school teachers to deal with any form of challenges
that would emerge, and that through home-grown solutions, these problems would be dealt

with, far more easily for those who had a firm background of action research than those without.

Teacher 7: 1 think action research is applicable especially when we come to the point
of owning the problem because when you make a problem yours it becomes your
responsibility to solve that problem.
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Head 7: May I come in? It is quite difficult to criticise one’s self, in our culture as
Africans. Normally we find it difficult to criticise ourselves, but with this Action
Research, it has helped us much to take charge of the problems which we create and the
problems which might have been created by ourselves and others, so that we take charge

and we find solutions, we move on for the ultimate goal for quality learning outcome.

Inspector 4: ... Action Research has taught me to say, ‘What is your role in What is
happening? You don’t pass a blame before you look at yourself where I don’t have

power to make any change,

Inspector 4: If the teacher had done Action Research, the teacher was going to say but
what is my problem, what is my role, what is my challenge? Why is this child not
performing as expected, what is the problem around this issue? It needs that type of
reflective thinking to get into it.

A clear aspect emerging from the data is that action research has engendered the role of taking
responsibility for what is happening in the classroom, in the school and in the work place.
Teacher 7, Head 7 and Inspector 4 all agree that the key issue is the teacher owning the problem
in order to be able to take action. Owning the problem implies taking responsibility and
realising that there is an obligation to do something and solve the problem. Koshy (2010) called
this a key contribution of applying action research in the teacher’s work. Head 7 capped the

argument by stating that action research helped the teacher to take charge and find solutions.

5.6.2 Facilitated research on the Competence Based Curriculum

The training in action research facilitated conducting research on the Competence Based
Curriculum. This is reinforced by statements from Teachers 4, 1, and 18, Head 9 and Inspector
4. Both Teachers 4 and 1 talked of the need for the teacher to be continually searching for new
information in order for them be fully equipped to deal with the new curriculum and its changes
in content and pedagogy. They felt that it was imperative to source new and innovative material

and make it context-specific instead of relying solely on a textbook.

Teacher 4: | see Action Research as a useful tool, especially to understand and
implement the new curriculum. The Teacher needs to be always researching,
especially with new learning areas that have been introduced ... The new curriculum

calls a teacher who can keep researching on what they are teaching.
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Teacher 1: ... the new teacher we want today is a teacher who searches for
information and not just to take what has been put down by some people. We need a
resourceful person that is what is critical. And, when you collect whatever information,
you have to thoroughly analyse that information to make sure that it suits what you want
so in analysing the information you are using document analysis skills which are very
critical. And teachers need to be empowered that they don’t have to rely on what they
consider as textbooks. Textbooks are there always and everywhere but what is needed
now is the ability to sift the kind of information one requires. And, that is very, very
important and | have encouraged the teachers | supervise to make sure that they become
resourceful persons, they become critical in terms of whatever they are going to read

about.

Teacher 18 observed that the teacher needs to be continually searching for and discovering new
information. This is imperative with the introduction of a new curriculum, new subjects, new

content and new pedagogy.

Teacher 18: In fact, all the subjects here are new. And, so they have to discover every

day and solve problems and move forward.

Head 9 mentioned the implementation of new syllabuses that requires the teacher to be

constantly researching and discovering ways of interpreting the curriculum.

Head 9: Yah, the new curriculum that we are now implementing has many opportunities
for teachers to use action research in order to cope with the challenges that have come
with the curriculum change. | think this is the case because action research is a tool to
help us as teachers to work out and provide solutions to the problems and challenges
that we are meeting in implementing the new curriculum. For example, when a teacher
is faced with the problem of syllabus interpretation in teaching of the new learning
areas, she has to research around the problem and find solutions that help to address
the problem. In the process, action research will help the teacher identify own strengths

and weaknesses and find ways to improve on the weaknesses.

Inspector 2 raised an intriguing point in that the Competence Based Curriculum requires the

learners to also become involved in researching through project work, which is learner-centred

157



but guided by the teacher who has already been involved in research. Inspector 2 raised the

issue of teachers requiring the skill to do research as even being more cardinal for them.

Inspector 2: The new curriculum encourages learners to be doing projects, where they
investigate, look for solutions and create project profiles. This is encouraging as
projects make students become researchers and they find out something so that they can
talk about it during the lessons, which on itself is giving basic research to children. For
this to work well, the teachers will need that capacity even more if they are going to
support their learners. In this scenario, if they are familiar with action research, the
better for the teachers. They will already be in the mood to always be asking questions

and finding out.

Thus, Teachers 4, 18 and 1 and Head 9 all concurred that the implementation of the Competence
Based Curriculum has many opportunities for teachers to carry out small investigations using
action research. In this regard, they saw action research as a tool to navigate their way through
the challenges they meet in implementing it. Inspector 2 raised an equally important issue of
the Competence Based Curriculum encouraging learners to be always researching, carrying out
investigations as part of projects they are expected to do in their learning. The research
participants welcomed this approach as it will encourage the learners to always be on the

lookout for opportunities to research, to find out, to try and explain phenomena.

5.6.3 Promoted Innovativeness

One other sub-theme emerging from the research data was that action research promoted
innovativeness. This came out in the statements by Teachers 16, 21 and 18 where issues such
as being open to change, reflecting on their practice and finding innovative ways to address

challenges by thinking out of the box.

Teacher 16: The updated curriculum requires us to be innovative to solve the new
challenges and this calls teachers to be researchers for them to find new ideas and test
them if they are applicable or not. | think the key issue is we need teachers to be
researching on what they are doing, how they are doing it, and of course reflect on the

impact of what they are doing in their classrooms.

Teacher 21: Yes, so many opportunities, we are grappling with the problem of accepting

it. This is a new thing, the new curriculum, and now that we are faced with this problem.
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Is it going to work? What are the benefits of it to us? Then, the other problem is the
problem on the resources, they (resources) are part of the problem. Sources like
textbooks, grappling with problems of ICT. Now what is my position? What is the
teacher’s position in finding solutions to those problems, which are given to us in the
current set-up? This is now an opportunity for us as teachers. What role can | play to
make this exercise a success? Whether it is at a teaching level, at an administrative level
or whatever level, what is my role? The problem now is how far can | go to find the

solutions?

Teacher 18: Yaaah, these initial stages to the introduction of the new curriculum, a lot
is there to be discovered. Because most of the teachers are not well versed with the new
curriculum, even the subjects that are being introduced ... They are discovering every
day ... So the teacher has to discover, find out how ... The teacher ... can use her
phone in the absence of a laptop, to teach ICT so that the pupils can learn ... So the

teacher should always ... engage with Action Research ...

Teachers 16, 21 and 18 linked action research to promoting innovation. The demands of the
Competence Based Curriculum are diverse and require teachers to be innovative as they
research around the challenges with which they are faced in the implementation. The teachers
noted the potential in action research to help them investigate and find innovative solutions to

challenges they meet.

5.6.4 Promoted Reflective Teaching and Thinking

Yet another critical sub-theme emerging from the data was that research participants felt that
action research promoted reflective teaching and thinking. This was in line with the arguments
by Donald Schon, accredited with concepts such as reflective thinking of practitioners,
reflection-on-action, reflection-in-action (Hendricks, 2006; Hopkins, 2002). Some of the
statements made by Teachers 6 and 17 and Head 5 illustrated the way action research developed

the skill of reflection in their teaching practice.

Teacher 6 talked of the importance of reflecting on how you are teaching, reflecting on your
methods. Teacher 17 talked of action research appealing to their conscience and leading to
asking a series of questions around their teaching, evaluating and critiquing to ensure that the

new curriculum is correctly interpreted and implemented to ensure teaching and learning.
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Teacher 6: | can see from my own view that Action Research is of vital importance to
this new curriculum because as a classroom practitioner you need to reflect on how you
are teaching, your methods, which you have used to help the learner understand what
you exactly want the learner to achieve. Therefore, Action Research gives me ample
time to find out which method or methodology should I use so that the learners can grasp

something.

Teacher 17: Yes, the opportunities are there because action research is appealing to
one’s conscience to resolve challenges we meet. Action research enables one to ask
several questions for example, what good have | done, what wrong have | done, what
have | left out in my planning and lesson delivery? Other questions you can ask
yourself are how | can deal with challenges | meet in interpreting the new syllabuses?
These questions and others help me the teacher to do self-evaluation, and look for ways
to do better what | am doing in my planning and teaching. The new curriculum has
brought new subjects and it is up to the teacher to accept the change and then engage

the skills from action research to implement the curriculum.

Head 5 introduced the concept of ‘self-reflection’ that Donald Schon (1983) saw as being at
the centre of action research, particularly with attitude to change with the introduction of the

new curriculum.

Head 5: The introduction of the new syllabuses might meet some resistance from
teachers who might think that it is not applicable and this might result in learners doing
badly, and therefore, it is vital for the teacher to reflect on his or her attitude on the
new syllabus. The teacher as the classroom practitioner can help to stimulate learners’
interest depending on his or her attitude towards the learning areas. Self-reflection
could help deal with any negative attitude towards this curriculum some teachers may
have. Therefore, teachers are encouraged to conduct action research for them to

establish ways they can use to stimulate interest in learners.

While the statements by research participants above are all related to the Competence Based
Curriculum and its implementation, they all point to the contribution of action research to
promote reflective teaching and thinking in teachers. Teacher 6 notes the contribution of action
research in investigating and using methodology that promotes the Competence Based

Curriculum. Teacher 17 notes the many opportunities to apply action research in dealing with
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the many challenges of implementing the Competence Based Curriculum. Head 5 raised the
issue of teachers’ self-refection in stimulating interest and enthusiasm of working with a new

curriculum to ensure effective teaching and learning.

5.6.5 Promoted Talent Management

The research participants raised another important sub-theme that action research enabled the
identification and promotion of talent in learners. Developing skills through action research has
equipped teachers to identify and manage talent found in learners. Inspector 1 linked the
Competence Based Curriculum with ability to read, or understand learners and through
reflection, find ways on motivating them through content and learner-centred pedagogy to

acquire the relevant knowledge, skills and values necessary for success in society.

Inspector 1: In fact, the thrust of this new curriculum is on reading the learners and
their skills and if you want to give learners skills or relevant competencies, you have to
change your approaches in terms of teaching. It is moving away from the traditional
way of doing things. Therefore, in a way, since action research is so practical, I think it
IS going to have impact on our teachers in a bigger way so that when they use these
reflective practices in their teaching processes, their methodologies become more of a
learner-centred not really saying the teacher should be ‘feeding’ the learners. So, action
research on its own is practically oriented and I think it will definitely help in this new

curriculum for teachers to give our learners appropriate knowledge, values and skills.

Inspector 3 raised a fundamental point that with action research, no child should be left behind.
Talent and skills in the learners can be identified by the teacher, nurtured and developed for the

benefit of the learner.

Inspector 3: | want to start by defining my own understanding of action research. It is
a process of identifying a learning problem and think of a strategy to improve the
situation. Now that our teachers and learners are now exposed to the new curriculum,
which is competence-based curriculum, it really means that no child should be left
behind. What | am referring to is that all the learners have got a particular talent that
should be identified by teachers. If these learners’ talents are tapped and they will be
developed and ensure that, all our learners’ talents are developed to a level they can
earn a living from them. | think all our teachers should be trained in action research

so that they can go through all processes of action research, which means that they
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should identify a problem or challenge, collect data, and from this data, they can devise
further actions to remedy the situation. Another component of action research is that it
is cyclic, which means they should continue trying their strategies until they win the
expertise of every learner. If all our teachers who are teaching the learning areas of the
new curriculum will be trained in action research, I am sure we will have learners whose

talents are identified and developed to some level while they are still in school.

Both Inspectors 1 and 3 realised that the teachers can identify the talents of the learners and

support them to develop these. For the teachers to play their role, they need to use learner-

centred methodologies, they should monitor the learners closely, identify their talents and seek

to nurture those talents.

The responses to the question posed to the research participants point to action research as an

agent for change as shown in the Figure 5.13 below.

a concept and | quickly - Researcher : You will accept that .

exercise and what impact ™~ -~ there must be continuous staff

_~= any

have power to make — “— which is an everyday thing .

~ you must be a researcher.

/" | think this is the
- " - Let me take you

.

— Researcher =__

have come with the curriculum
in the past . Teachers are

to meet the demands \:_ of »
-~

you are an agent | want to move

our work was a game ~— agents , change , which is an

past . Teachers are change agents , = ~ then engage the skills
and ~<

telling the kid that lets — they you will become

that , you catch up with approach after noticing that pupils

the teacher to accept the " the situation . Head 3 - |

action research is resistance " they brought in caused on

relevant competencies , you have — > to " this word a replace it

they can do better — your approaches in terms of

Figure 5.13: Word Tree - Action research as an agent of change

Source: NVivo 12

Figure 5.12 with the word ‘change’ in the middle demonstrate that through action research, the

teacher is an agent of change. The teacher as researcher fulfils this agency role. Thus, it can be
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argued that the skills developed through action research training are important for advocacy for

change.

5.7 RQ 3: What challenges do primary school teachers face when applying action
research, and supporting other teachers in learning and practising action

research?

The research participants identified challenges and impediments to using action research. The
challenges affected their use of action research to improve teaching and learning. In this regard,
the challenges, if not attended to, have a bearing on the proposed framework for Continuous
Professional Development (CPD) of teachers that is hinged on using the strategy of learning
and applying action research. Figure 5.14 below shows the thematic mapping of the

impediments raised in the interviews and FGDs.
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Figure 5.14: Thematic map - Mapping challenges impeding action research
Source: NVivo 12
The sub themes developed on the challenges of implementing action research were:

- Lack of training in action research for many teachers in the school system
- A deficiency of knowledge and practice in action research at high levels in the Ministry
- Inadequate knowledge of action research for many teachers in the schools

- Lack of adequate monitoring and support for teachers
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- Poor action research documentation by teachers

- Non-availability of readily available resources on action research

- Teacher apathy towards action research

- Teachers considered documentation of action research experience as time consuming
- Resistance to change and sticking to traditionalism, and

- Challenge of time-tabling action research.

The following section of the chapter carries the substantiating statements of the sub-themes and

the impediments.

5.7.1 Lack of Knowledge of Action Research

Figure 5.15 below indicates that not all teachers at the Bikita primary schools were trained in
action research. At most, two or three teachers received the training during the first and second

phases, resulting in quite a number of teachers without training in action research.
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Figure 5.15: Word Tree - Lack of knowledge of action research

Source: NVivo 12

The research participants specified that many of the teachers in the schools lacked knowledge
of action research. The statements below further substantiate this view as Inspector 1 and
Teacher 9 noted that for a variety of reasons, not all teachers in the schools had undergone

training in action research.
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Inspector 1: When we are supervising teachers at schools, the Teacher Professional
Standards supervision instrument is the tool. When we ask the teachers whether they did
action research or not, we find mixed reactions. ... The district has some teachers who
were not trained in the first group but got the advantage of the Cluster Resource
Teachers, who trained them at their clusters and at their schools. Due to transfers and
new appointments, the district has many teachers who were not trained in action
research. Some do struggle to catch up and they do not even know what action research
is all about. On the Teacher Professional Standards (TPS) supervision instrument there
is a section on classroom-based action research, which has a total of 5 marks on that,

so it’s a zero to every teacher who reports that they don’t know about it.

Teacher 9: One of the challenges is we have some teachers in our schools ... who

have not been exposed to, and trained in, Action research.

Teacher 1 pointed out that there are some teachers who are not enthusiastic about action

research, even though they had attended the training.

Teacher 1: One of the challenges is we have some teachers who are not for Action
Research, they are not comfortable despite the fact that some of them went through

some training but they find it not easy.

The statements elicited that there were teachers in the schools who were not familiar with action
research. Inspector 1 and Teacher 9 made this point clear. In addition, Teacher 1 raised the
issue that some teachers were not comfortable in applying action research to their work. Thus,
lack of training in action research was a serious impediment to applying action research for the

good of teaching and learning.

5.7.2 Action Research Deficiency at Higher Levels

Figure 5.16 shows that it is a serious issue when at higher levels there are officers who are not
familiar with action research. The effect is that little encouragement was being offered from
the supervision levels for the teachers. Yet, the Competence Based Curriculum introduced has
a Teacher Professional Standards (TPS) supervision instrument that requires supervisors to

check if teachers are engaged in action research to improve teaching and learning.
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Inspector 4 noted that training in action research was carried out in the Bikita District as an
activity under the Bikita Quality Education Project, but not done countrywide. Thus, at top-
level Ministry levels, training was not done, although there is a policy guideline on action
research. This observation, in a way, spoke to the lack of appreciation of inclusion of action
research in the Teacher Professional Standards supervision instrument, although at top-level,

the Ministry has not been trained.

Inspector 4: So, a lot of what we learnt and are practicing today ... but who has been
trained in Action Research? Those trained in Action Research were trained in Bikita for
example, it was a district, but when you look at the leadership, the top leadership in the
ministry, were not trained in Action Research and they might not understand what
Action Research is. So, in implementation, it boils down now, although there is a policy,
policy quideline, taking into consideration, ‘Teacher Professional Standards’ in the
New Curriculum, but if the top leadership do not know or do not understand what it is

... it becomes a problem.

The problem with policy implementation or policy formulation is that, if you don’t know

something you might not advance it as is wanted.

For the good of any initiative, it is important that the top leadership in an organisation are
knowledgeable and conversant with the proposed change. Thus, the top hierarchy in the
Ministry needed to be conversant with action research. Inspector 4 raised the issue that the
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Ministry of Primary and Secondary Education (MoPSE) and many in the top leadership were

not conversant with action research, and therefore, not likely to be advocates for it.

5.7.3 Inadequate Knowledge of Action Research for Many Teachers in the Schools

Another critical sub-theme emerging from the data was that there was inadequate knowledge
of action research for many of the teachers in the schools. Thus, despite the benefits identified
earlier in the data from the research participants, all would come to naught if teachers have
inadequate knowledge of action research and use it in their work. Teacher 9 thought that the
competence, skills and knowledge on action research were still not adequate. Head 7 raised the
issue of school administrators and school leaders not being that knowledgeable about the
Teacher Professional Standards supervision instrument to accord the section on action research

adequate attention. Below are their statements.

Teacher 9: The competence, skills and knowledge ... on action research ... are still not

adequate

Head 7: Yes, the school administrators some of them don’t even know about the Teacher
Supervision Instrument, if they can attach some importance, to that section on action
research the teacher is engaged in, then it can help. So, it can begin with the

administrators, so that they go to their stations and staff develop their teachers.

Head 2: in my school, there are quite a number of teachers, nearly half them out of 16

teachers ... they need to be assisted to use action research.

Head 5 bemoaned the fact that some of the newly appointed teachers were not conversant with
action research. However, Head 5 noted that some of the newly qualified teachers were trained
in action research. This points to an uneven approach to research training in the pre-service
teacher education institutions, where some institutions included action research and others did

not include it in the research training.

Head 5: | look at this in two ways. In our district Bikita, we have had quite a number of
teachers trained in action research. Some of the newly appointed teachers in the schools
have come from colleges where they were trained in action research. | know some of the
new teachers tell us they were not trained in it nor did they do their research projects

using it.

167



Head 9 drove home the point that there are gaps in the education and training with some newly

qualified teachers as regards to familiarity with and knowledge of action research.

Head 9: | have come to understand that we have gaps in our teachers as many are not

familiar nor knowledgeable in action research as a tool to help understand one’s work.

From the statements above, it was clear there were many teachers in the schools who lack
adequate knowledge on action research. Heads 7, 2 and 9 and Teacher 9 highlighted this
observation. However, Head 5 noted that some of the new teachers coming from teachers’
colleges had learnt action research while other new teachers had not learnt it nor had they used
it in their research projects. Thus, schools have a mixed bag with some teachers familiar and
others not familiar with action research. This scenario has an effect on a whole school approach
to taking up action research and indicates that individual teacher application of action research
depends on their knowledge, skill and motivation.

5.7.4 Lack of Adequate Monitoring and Support for Teachers

Yet another critical sub-theme was the lack of adequate monitoring and support for teachers
using action research. Teacher 23 reported that there had been no adequate follow-up for
teachers who were trained in action research during the Bikita Quality Education Project.

Teacher 23: Yaah ... some will ask why am I doing this? If I do this, I will get this ...
because there is no follow-up. They get trained take it and put it on the shelf and gather

dust because there is no follow-up.

Teacher18: monitoring and support must be at high government level, these refresher
course. Now that there is the Ministry Teacher Professional Standards supervision

instrument expecting the teacher to be engaged in this, action research.

Teacher 23 raised a very important point. Some teachers may be trained in action research but
will not use it because they see no external incentives for applying action research on their work
in the classroom. Furthermore, there may be no follow-up at school level and from other levels
like the District Education Office School Inspectors. Teacher 23 was emphatic about the need
for monitoring and support at higher levels for teachers to move from restricted professionalism

to extended professionalism in their work (Harber & Stephens, 2010). Teachers 23 and 18 in
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the FGD noted the possible role to be played by the Teacher Professional Standards supervision

instrument as it checks if the teacher is doing action research in their class.

5.7.5 Poor Action Research Documentation by Teachers

The research participants mentioned another challenge in using action research by teachers.
This challenge emanated from poor action research documentation by teachers. This came out

in both interviews with Teacher 1 and Head 2 and the FGD 7 contribution by Teacher 2.

Teacher 22: | feel it empowered us, because in our day-to-day lives, we are doing Action
Research in the classroom. We do perform Action Research that on a wider perspective
we fail to write about the findings we get there ... but our main problem is that we

sometimes fail to write down the findings (failure to record).

Teacher 1: You will find that in most cases many people use Action Research but do not
document it. Because we experience problems and after experiencing problems, we
share the nature of problems. After sharing then we try to look for solutions probably
as a team or group and then we discuss the possible alternatives until we come up with
what we may consider as the best solution ... but as | said you may find that the origin
of the issue may not have been recorded anywhere (no recording).

Head 2: yes ... I do practise Action Research though I do not write it or put it in Black

and White, most of the times.

The statements above indicate an inherent weakness in terms of documenting. Teachers 22 and
1 and Head 2 all indicate there is action research is being conducted but the process and results
are not fully documented. This was a challenge noted and would need to be rectified by
encouraging practitioners to put on record the problem, action taken and progress made to the

final results. Recording is a culture that needs to be encouraged.

5.7.6 Non-Availability of Simple and Readily Available Resources on Action Research

Participants raised another challenge impeding the use of action research by teachers. This
challenge is the non-availability of simple and readily available resources on the subject.
Statements by Teachers 7 and 19 noted the shortage of the reading materials on action research;

it is imperative to have these resources at hand yet they were not readily available.

Teacher 7: The ... problem is the shortage of action research reference material.
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Teacher 19: Yes, the material (on action research) is also needed.

Teachers 7 and 19 are some of the research participants who raised the issue that training in
action research can be done but there is need for simple and readily available materials that
serve as resources for the teachers to fall back on as they practise action research in their
schools. This was an important observation as the need for resources is essential to back up and

support training.

5.7.7 Teacher Apathy towards Action Research and Documentation seen as Time
Consuming

Another challenge of action research raised by the research participants was that some teachers
displayed apathy towards applying action research and that documenting the process of doing
action research was time consuming. The following statements made by Head 3, Teachers 8

and 7 illustrated the concern of the teachers.

Head 3: There are lots of opportunities with the new curriculum for the teacher to be
always researching and finding out. One challenge | see is that not all teachers are
comfortable with action research or doing research in general.

Teacher 8: | think because action research requires us to keep records, some of our

colleagues they feel it takes a lot of their time so they decide not to do it.

Teacher 7: No, I did not keep records, I just identified the problems then I proceeded

to solve it.

Head 3 and Teacher 8 made statements indicative of a general apathy in teachers and discomfort
in doing research in general. This was then compounded, according to Teacher 7, by a
reluctance to keep records and a feeling that action research was time consuming, as indicated
by Teacher 8. It may be argued that these sentiments point to restricted professionalism raised
by Harber and Stephens (2010) when conducting the Bikita Quality Education project.

5.7.8 Resistance to Change and Sticking to Traditionalism

Resistance to change and sticking to traditionalism was another challenge that research
participants raised for attention. This challenge was noted in statements by Teacher 2.
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Teacher 2: | think if teachers were going to be introspective and reflective, they would
be really motivated to catch up with the current demands because I think they have the
knowledge but what they lack is the adjustment they do not want to move away from
routine (sticking to routine).

Teacher 2: You will find that when we started on it (action research), it challenged the
status quo and those in power were really threatened in the sense that they feared to be
put in a zone of incompetency because they had built their niches and now action
research comes in with its demands. And, you know, to tell a person who has been in
research for years to say no we have this way of looking at professional development,
that was quite a challenge. ... Because you could find out that teachers were sort of
mixing up issues, they said qualitative research and there were fond of graphs and pie
charts. And I said, no, that’s not it and they felt that I was pushing them into a zone of
incompetence .... So, one major impediment to adopting action research is resistance to

change.

Teacher 2 raised an important point on resistance to change by the teachers, and those in higher
levels of management, and the need to continue with familiar research approaches. It seems
that the Bikita Quality Education Project brought in a change that challenged teachers. They
felt exposed on what they did not know and were not used to. The change made them novices,
hence they resisted. Resistance to change is real and can scuttle efforts to bring about effective
change and improvement on teaching and learning in the classrooms using action research. In
this regard, Hopkins (2002) argues for measures to minimise resistance to change for action

research to take root.

5.7.9 Challenge of Time-Tabling Action Research Training

As research participants trained in action research during the school term time, Teachers 22 and
19 thought the timing for the training was not appropriate. The training during the school term
time disturbed time for lessons and other school-based activities by taking teachers away from

their duty stations.
Teacher 22: Actually, during school term it can be difficult for all teachers to attend.

Teacher 19: That is why I was thinking of having some of the trainings, even during the

school holidays.
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The research participants were all in-service teachers and reflected on the modalities for
training teachers in action research. Their statements indicate that it was not ideal for them to
attend training in action research during the school term as the training disrupted lessons and
left some classes unattended. Nor was it proper for all teachers in the school to attend the
training during school time and leave classes unattended. Teacher 19 proposed that training in

action research be done during school holidays when no classes would be disrupted.

58 RQ 4: What strategies can be used to promote action research among primary

school teachers?

Research participants were asked to identify strategies that could be used to develop and
cultivate a culture of action research. These strategies were considered important in building a
proposal for an Action Research Continuous Professional Development Framework (ARCDF),
based on action research training. Figure 5.17 below provides a thematic map of the strategies

raised by the research participants and their linkages.
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The research participants identified a number of strategies and approaches that could be used
to develop a culture of action research among teachers. The strategies, indicating the sub-

themes, included:

- Decentralising problem-solving to teachers

- Promoting Continuous Professional Development (CPD) strategy that embraces action
research

- Give incentives for participation in CPD

- Institutionalising research in teachers’ practice and mandating teacher reporting under
the TPS supervision instrument

- Encouraging teachers to publish articles and stories on their research

- Putting in place mechanisms for continuous support of teachers to grow professionally

- Build strong professional learning groups to practise collaborative research

- Building on the opportunities of promoting action research provided for in the Teacher
Professional Standards (TPS) supervision instrument

- Including action research in the induction of school heads

- Using Trainer-of-Trainers (ToTs) at school cluster level to support teachers at school
level

- Training in action research spearheaded by District School Inspectors, and

- Promoting refresher courses, including action research, as part of Continuous

Professional Development

These strategies are presented below in some detail in Figure 5.18 with some of the statements
carrying quotes from the research study participants. It was clear that ‘staff development’ was
the central phrase tying all the proposed strategies together for continuous professional

learning.
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The following section of the chapter presents the statements from the research participants and

a discussion of the proposed strategies to develop a culture of action research in teachers that

becomes rooted in their day-to-day practice.

5.8.1 Decentralise Problem-Solving to Teachers

Decentralising problem solving to teachers was one of the proposals made to ensure that

teachers are motivated to continue to learn independently. Inspectors 2 and 3 emphasised the

need for teachers to conduct action research to identify their weaknesses and improve their own

practice.

Inspector 2: Teachers should solve the problems themselves. This is important for
teachers to engage in research that can inform self-didactical practices.
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Inspector 3: | think for effective action research informing own practice, Teachers
should concentrate on their weaknesses as compared to their strengths so that they can

improve on them.

Teacher 2’s contribution drew from John Dewey’s philosophy on the teacher’s role to keep

learning about her learners in their classroom.

Teacher 2: You know in philosophy we talk about John Dewey and we emphasize on
the point that he had a laboratory school. And, | am always saying to my fellow teachers
when you get into the classroom you are in a laboratory and embrace Dewey’s ideas
and anything about your improvement, improvement of the curriculum, it is in the
classroom and you have no limitations. No one really comes to you and say hey what

are you studying about and you can have your experiments with your learners.

Inspectors 1 and 2 and Teacher 2 stated that teachers should realise that they are in the art for
problem identification and solving in the classroom. Hence, they recommend that all problem
solving should be decentralised to the classroom level. As Teacher 2 pointed out, the
philosophy of John Dewey encourages teachers to identify problems and seek solutions in order

to move forward.

5.8.2 Develop Simplified Action Research Material

Developing and availing simplified action research resources for the teachers was another
important suggestion. The resources for teachers on action research would provide guidance
for teachers to engage in action research and keep learning from own practice. Teacher 21
reflected on how action research was introduced to their group and suggested that the approach
could have been improved upon. Teacher 2 was in the second group of teachers in Bikita that
were introduced to, and encouraged to use action research in the period 2010 — 2013. The point
on developing and availing simple resources for teachers on action research came out in FGD
6 (Teacher 21), Interviews 7 and 9 (Inspector 4 and Head 9, respectively).

Teacher 21: | was looking at it as, may be the way action research was introduced in
the beginning, maybe made it difficult. Why can’t we have it in a simpler way that it is
understood by everyone? The fact that teachers keep asking more and more about it, to

me it suggests, we need to be simple about it and develop small but easy to read
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guidelines (simple resources providing guidance to teachers for use as they work in

their classrooms).

Inspector 4 was very clear and articulated the need for simple literature with guidelines on how
to conduct action research under the broad theme of staff development.

Inspector 4: There must be literature, simple literature, simple, simple guide on it. Most
of our teachers are keen on it. Because we have seen that most of our teachers don’t
know what Action Research is. There must be also people who are keen to produce their
own Action Research studies. And these can be shared with the other teachers who have

never done it. So, | was saying staff development is key.

Inspector 4 further raised an important point to bear in mind that research is not easy. This is a

skill that needs to be learnt and practised for one to improve in it.

Inspector 4: Research itself, is very frightening to most of us, but Action Research is a
very simple process, if well understood, and we need, that guide. Teachers are aware

that it is not as rigorous as they think.

Head 9 mentioned having simple literature to provide guidance to teachers on doing research,
including action research as a tool to improve own practice. Head 9 saw a clear link between
such action research supporting materials for the teacher and checking the Teacher Professional
Standards supervision instrument that came into being with the introduction of the Competence

Based Curriculum in 2016 and rolled out to the schools in 2017.

Head 9: For school-based staff development to get entrenched, | recommend that there
be very simplified reading material on research, as well as action research as a tool.
These materials will help teachers navigate their way around classroom-based action
research, which the current Teacher Professional Standards supervision instrument

highlights, promotes and encourages to be monitored.

The research study participants noted a very important point that is critical to take forward in
the training of action research and its practice by teachers. The challenge of lack of reading
materials was noted in this section of this chapter that explored the challenges with training.
Teacher 21, Inspector 4 and Head 9 all agreeing and converging on the need for developing

simple reading materials on action research as a way to systematically investigate the teaching
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and learning situation and which provide teachers with guidelines. This strategy speaks well to
the support and reference materials that individual teachers would need while working on their

own in their classrooms.

5.8.3 Promote a Continuous Professional Development (CPD) Strategy that embraces
Action Research

Research participants mentioned promoting a continuous professional development strategy
that embraces action research. Inspector 1 proposed that all teachers, including inspectors, be

trained in action research as part of their continuous professional development.

Inspector: Further, all teachers need to be trained on action research as part of their
continuous professional development, and us again, as inspectors to be trained on

action research by experts (Train all teachers and inspectors in action research).

Teacher 13 called for action research to be included in staff development at both school and

cluster levels.

Teacher 13: In addition to this, staff development activities in the schools, in the school
cluster and the district staff development programmes, action research should be
included among other aspects that are brought in for continuous professional learning
and development for teachers who are already in-service (Include action research in
all CPD activities). There should be deliberate effort to have this in place. Yes, teacher
training is now including action research but we have lots of teachers in the schools
who were not trained in this. There can be efforts at school and district level to create
awareness of this approach to get the teacher to continuously be researching their
teaching and learning. It is in doing this that teachers can become reflective and
question their methods, and so on.

Head 2 and Inspector 4 raised two related issues which were that teachers needed to regularly
engage in continuous professional development, However, continuous professional
development needs to remain relevant in order to meet the demand of the ever-changing

environment.

Head 2: Teachers need to be encouraged to take part regularly in continuous

professional learning.
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Inspector 4: In order to meet the demands of change, there must be continuous staff

development.

The research participants called for Continuous Professional Development (CPD) that embraces
action research. Inspector 1 and Teacher 13 highlighted the importance of training in action
research as part of their Continuous Professional Development (CPD). Inspector 1 added that
even the inspectors who have trained during the period of the Bikita Quality Education Project
(QEP), need further training as they are supporting the in-service training of more teachers.
Teacher 13 acknowledged that new teachers graduating from teacher training colleges have
action research included in their preservice teacher training, but there were still many teachers
in service who needed the training. Inspector 4 confirmed that more training is necessary by
arguing that it was important for teachers and inspectors to engage in continuous staff
development.

5.8.4 Incentives for Participation in CPD

The provision of incentives was proposed for teachers to engage in Continuous Professional
Development including training in action research. This call was loud and clear from Inspector
1, Head 7 and Teacher 25.

Inspector 1: One thing | take as important is having some incentive for continuous
professional development. There should be some points earned from taking courses,
programmes in continuous professional development, perhaps this could lead to
additional notches on one’s pay or remuneration. This should make all teachers want

to be serious on continuous professional development courses and programmes.

Head 7: There is need for personal development courses with some sort of incentives
for those who take them. The best thing is after a few years, the people should be trained
again in Action Research, refresher courses. Information changes over and over again.
There should be an incentive for such a development. One may ask why | should be

doing it.
Teacher 25: Then there is need to incentivize teachers for doing action research.

Head 2 proposed that some sort of recognition is needed for those who become involved in
Continuous Professional Development of. Head 2 further proposed promotion for those who
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successfully engage in CPD but suggested that CPD be compulsory to ensure that teachers are

kept abreast of new developments in the field of education.

Head 2: This CPD needs to be and perhaps some recognition be given to those who put

effort to keep learning. Promotion is one motivation for them.

The research study participants raised the issue of providing incentives to teachers who engage
in Continuous Professional Development (CPD) programmes. Inspector 1 mentioned that
successfully completing recognised and sanctioned CPD programmes would mean that teachers
would be offered an additional notch in their remuneration which ensure that teachers take CPD
seriously. Head 7 mentioned that without some sort of incentives, some teachers will query
reasons for engaging in CPD. Head 2 raised the view that participation in CPD could be linked

to some form of recognition.

5.8.5 Institutionalise Research in Teachers’ Practices and make Mandatory Teacher
Recording and Reporting which can be captured on the TPS Instrument

The research participants raised the issue of institutionalising research in teachers’ practices.
The Teacher Professional Standards supervision instrument was seen as a way to
institutionalise research in teachers’ practices. Inspector 4 emphasised that the value of action
research is that the research is for self-improvement and not making recommendations to

someone else to then consider and act upon, as in conventional research.

Inspector 4: Actually there is an anomaly, in the quantitative research where you give
a recommendation to the ministry saying the Ministry of Education must do one, two
and three as recommendations, you give your recommendations to that ministry, what
you found, what you have discovered. So, it ends being very academic and it ends on a
shelf somewhere or in a bookcase or in a cardboard box or something like that. Whereas
in Action Research you are the key actor, you make recommendations to yourself. You

take actions and do them.

Inspector 2 and Teacher 13 linked the institutionalising of research to the records that teachers
keep for learners. Recording of research could be elaborated on in the Individual Record Book
and be the evidence needed for teachers to collaborate and act upon to improve teaching and

learning.
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Inspector 2: There is a mechanism in place that can be further enhanced. Teachers
have all kinds of records in the school; scheme-cum-plan, test records and the
individual record book. ... This Individual record book, could house more details on
an action research follow-up and this could be shown to the supervisor as evidence for
classroom-based action research. The record of action research carried out,

documented could be the evidence needed on teachers’ initiative in collaboration.

Teacher 13: | think on supervision in the schools, the supervisor, be it the School Head,
TIC or even the School Inspectors from the District Education Office, they should check
and ensure that teachers have records of their action research in their classrooms.
These records should be like reports detailing what they investigated, what they did to
remedy the problem, what they learnt from that exercise and what impact any change
they brought in caused on the learners or their own professional practice.

Teacher 22 picked on the PLAP Record, which is investigative, solution seeking, to propose an
Action Research record that can be checked for supervision of the teachers. Head 5 encouraged

the teachers to write detailed accounts, which are checked at the time of supervision.

Teacher 22: | think we can have a PLAP record and more specifically, an Action
Research Record. During training, everyone will know what Action Research is and

then we can inject it into the PLAP record.

Head 5: Teachers can use their communication records such as registers, record books
and so on and make a record, which is the evidence. Personally, | encourage my
teachers in the school to generate a detailed account of why and how they conducted
action research and what results came out of it and how they solved the problem. This
evidence should be recorded and filed as well. The record is a good reminder to the
Teacher himself or herself. | check this record when using the TPS instrument.

Some of the research participants pointed out the need to ensure that reporting of procedures
and actions followed in action research is mandatory and aligned with the TPS Supervision
instrument. This makes sense as during the supervision of the teacher, the supervisor would
check these records kept by the teacher on action research being conducted in the classroom.
Should this be done, there is no better way to institutionalise action research. The Performance

Lag Address Programme (PLAP) is about the self and improving action in the classroom for
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the benefit of the learners. The range of records suggested by the research participants are all
suited to carry evidence of the research that teachers conduct to address issues with which they

are faced in the classrooms.

5.8.6 Encourage Teachers to Publish Articles and Accounts on their Research

Some research participants called for encouraging teachers to publish articles and accounts of
research conducted. Publishing the articles and accounts will act as motivation to other teachers
and in addition, may offer insight into how teachers overcome challenges faced in the classroom
during the implementation of the new curriculum. Teacher 1 stated the publishing will leave a

legacy among the teachers.

Teacher 1: From my observation, | think we need to start with small articles, which
do not demand a lot of work. These small articles maybe published. These small
articles are going to speak a lot about the practices and about people’s experiences
because what | have noticed is if you tell people to sit down and write a research
report, they think it is so much demanding and complex. So, we need an approach
which is going to make the work, which is assumed to be complex, very light and
practical so that people can appreciate it.

Teacher 1: Leaving a legacy is something very important so if a few members
are identified and then they produce more articles ...and these articles are
published and distributed. Then, | want to believe, this is going to encourage
people to continue with this kind of programme. At the same time, we may think
of establishing some kind of an association so that we share with the members
who might be interested in researching and publishing what they find and

experience.

Head 1 called for the supervisors at district and provincial levels to take the research findings
seriously, especially articles related to the Competence Based Curriculum. Teacher 25 argued
for platforms where teachers can share their research and engage other teachers. Teacher 20
called for modelling action research around some success stories, as this will also serve as

motivation for others and provide a context-specific resource for insight into action research.

Head 1: What will encourage teachers most will be the supervisors at district and

provincial levels taking seriously feedback from the foot soldiers, meaning the teachers,
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as they are the ones who have the problems and challenges. |1 am thinking of teachers
and the new curriculum, as long as teachers present evidence from their small

researches, the feedback they have on the new syllabuses should be taken seriously.

Teacher 25: We ... should have structures where we can report to where these little
researches that we are doing are taken up for the benefit of the teacher fraternity so

that in future we can have action research data base.

Teacher 20: We can model action research training around some success stories. We
have such and such teachers who have taken it up and we have other luminaries who
have taken it as their way of operation, so that it is taken by everyone. So, we need to
model it around success stories. Even in our own profession, we have a teacher at a
school who is operating, look at myself who has gone through Action Research, and is
doing well. You go to a teacher like myself, and ask how are you doing it? You have
produced 60%, 90% pass rate like ... school. Such people can now cascade it to other
teachers and in their own localities and into the cluster and then we go to the district

level; bottom-up approach.

The research study participants made suggestions to encourage teachers to write up reports or
stories on their action research activities. The suggestions include teachers compiling accounts
detailing classroom experiences. Publishing these reports and accounts would be yet another
incentive for the teachers. The reports and account could be used for training other teachers on
action research (Teacher 20). Through the publications, the teachers would be sharing evidence

from their classrooms and possibly influence policy makers.

5.8.7 Promote Continuous School-Based Staff Development Sessions

Teacher 9 and Teacher 15 highlighted the preference for school-based staff development
sessions to empower teachers with action research skills. This would be critical to provide
support to teachers at school level. Teacher 15 further raised the issue of school-based staff
development and interaction as best to equip teachers to deepen their understanding of the

action research envisaged in the Teaching Professional Standards instrument

Teacher 9: There is need for an increased support on the teacher at school level so
that they are empowered on new areas brought by the new curriculum for example areas

such as IT and so on.
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Teacher 15: Reflecting on my experiences, teachers in schools are at different levels on
understanding action research. They need help to all deepen their understanding and
the practice that will come from applying action research. So, | am saying the teachers
need to be equipped with the skills of carrying out a research as envisaged in the
Teaching Professional Standards Supervision instrument in use. This can be done

well at school level.

Teacher 17 made an interesting observation about school-based staff development sessions.
While quite a number of the research participants were for school-based staff development, the
practice in schools was not at all uniform. It appears the practice is more of the initiative of the
school head and the teachers in terms of the frequency. Teacher 17 called for the need of a

policy circular guide from the Ministry of Primary and Secondary Education Head Office:

Teacher 17: The idea is good to use school-based staff development sessions to
advance the agenda of the requirement for teachers to do action research, to do some
research on their work. The challenge I see though is that the way staff development is
taken in schools in that it varies from school to school. In some schools, they have staff
development sessions once every term while in other schools, it can be twice or thrice.

This situation needs to be regularised maybe with a circular from Ministry Head Office.

School heads called for school-based staff development. Heads 1, 2, 5, 9 and 7 all echoed similar
sentiments in support of school-based staff development. Head 2 called for training in action
research starting with pre-service teacher education, and then augmented through in-service
training for teachers in the schools. Head 2 suggested that teachers conversant in action research,
should be the facilitators in school-based staff development. Teacher 15 added that teachers
should take turns to share their action research activities and reports. Head 7 also added that
teachers from other schools could be invited to share as well.

Head 1: At school level, it is clear the Teacher Professional Standards teacher
supervision instrument asks for evidence that the teacher is engaged in action
research. So, school staff development sessions can also be kind of action research
oriented so that teachers learn together, inform one another, how to go about this.

Head 2: | think the first thing, let me start with the training at teachers’ colleges I think

Action Research must be taught so that when our teachers come to the field they must
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have been equipped already with the knowledge and skills. And, even when they come
here because some might forget, so there must be some in-service training in form of
workshops, seminars. | think the seminars and workshops are best at school level and
cluster. They need to be regular in-service training where teachers share their
researches, findings and solutions they are developing. ... My view is that at school
level, the head or some other teachers who are conversant with action research and

are practising it, may be identified to help others.

Head 5: Furthermore, school-based staff development can be very useful to get teachers
help each other understand, practice and learn from one another in a collegial, friendly,

non-threatening environment.

Head 9: Yeah, it is possible to make action research a culture for teachers. This could
be achieved by making action research one of the tools by which teachers can be
learning on their job continuously. More informed or knowledgeable school heads or
other teachers can be pivotal in mounting school-based staff development sessions

where all teachers learn about action research

Teacher 15: During school-based staff development meetings, teachers should take
turns to share and reflect on their research reports, talk about what they did, what
they found, what they were trying to find out and improve, and of course how this
research is informing their teaching. I think, if we do this, we make doing research a
culture for our teachers and develop the culture of recording our experiences in some

systematic way.

Head 7: You can take a teacher from a different school to share experiences, to present
and discuss their experiences and share with others on action research. That approach
can be a bit more effective, as you listen to a voice from another school.

Statements by the research participants were generally unanimous on school-based staff

development sessions as a component of CPD. Teacher 9 raised the issue that the teacher is best

empowered at school level. Teacher 15 and Head 1 mentioned the strengthening of the teacher

at school level especially on the TPS supervision instrument. Head 5 considered school-based

staff development, being conducted in a non-threatening environment, collegial as teachers who

are more conversant with the issues under discussion help others (Hendricks, 2006). Teacher
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15 suggested that teachers take turns to lead staff development sessions as this helps to build
confidence. On another note, Head 7 suggested enriching the sessions with voices from other
schools in the cluster. However, Teacher 17 raised an important challenge with the way school-
based staff development is done; it is not uniform across the schools as there are no clear
guidelines with the number of school-based staff development sessions per term, for example.
School-based staff development is not currently regulated; thus, teacher have suggested that this

issue be considered.

5.8.8 Build Strong Professional Learning Groups to Practise Collaborative Research

Yet another loud and clear proposal to make action research a culture in the schools, proposed
by the research study participants, was the building of professional learning groups among

teachers to scaffold collaborative research.

Head 3: | was also thinking on the scenario where teachers work as a group in
collaborative research. As they investigate the case, say truancy, one of the teachers
should be asked to record everything from the beginning of the investigation to the end
when the group feels they have found a solution. Thus, action research should be
collaborated there because these problems are documented and assign each other on
how to solve these problems at school level as a group. This is happening in the school

where | am the Head Teacher.

Teacher 13: The facilitation can be among themselves, the teachers. Teachers learn
collaboratively and do collaborative research learning among themselves. | think
teachers might do action research based on those groups because sometimes they
experience the same problems, for example the issue of absenteeism is a common
problem from grade one to seven. | think teachers should consider working together in
action research as this helps them to gather more knowledge regarding the problem that

need solution.

Head 1: As colleagues, they help each other understand and practice action research
to address their challenges. | see opportunities for the teacher to cite what problem he
or she is facing in class, work with fellow teachers understanding the problem,
investigating the challenge, trying out solutions which are subjected to evaluation and

monitoring.
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Head 9: | think that teachers should be encouraged to work collaboratively in small
teams to investigate what are considered as challenges ... to understand, investigate
and develop possible solutions. The challenges I see include truancy, theft and coming

to school late. I strongly recommend this approach.

The research study participants were unanimous on seeing the place of collaborative research.
Collaborative research is usually undertaken through the collective efforts of many individuals,
and it often results from researchers who work together from different departments or sections
(Silverman, 2016). Collaboration in the workplace is when two or more people work together
through idea sharing and thinking to accomplish a common goal. It is simply teamwork taken
to a higher level. Head 1, 3 9 as well as Teacher 13 all agreed it was desirable for teachers to
form collaborative groups and conduct research collaboratively, enriching each other with their
experiences and solving recurrent problems such as truancy, absenteeism, theft and late arrival

at school.

5.8.9 Include Action Research Training in all Training on Research in addition to
Induction of School Head Teachers

The research study participants raised two related issues. One issue was the inclusion of action
research in all training for teachers. The other issue was the inclusion of action research in the
induction of school head teachers. This proposal makes sense as the Ministry of Primary and
Secondary Education has included action research on the aspects to be monitored during
supervision of teachers in the raft of changes and new developments that came with the
introduction of the Competence Based Curriculum. Inspector 1 calls for action research being

part of the training for the induction of school head teachers.

Inspector 1: School Head Teachers will need action research during the induction

process.

Inspector 3, Teachers 14 and 20 all pointed to the need to have action research in pre-service
teacher education so that when newly appointed teachers are appointed to schools, they are

already aware of and equipped with action research skills.

Inspector 3: This has to start from the teachers who are in teacher training colleges.
The curriculum there at higher and tertiary education institutions should have a

component on action research and in a way that could even help us as a country because
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where we have learners exposed to this practical research, we will not even have issues

in solving our own problems and even challenges here and there.

Teacher 14: First, at teacher training, on teaching research methods and approaches,
action research should be included as something that all teachers in training should

learn, know and be able to practice in the research methods course.

Teacher 20: For training, | think we should begin from the colleges where there are
teachers in training who will be tomorrow’s teachers in the schools. I understand
Masvingo Teachers is doing it ... training in action research. They are saying they are

doing it. So, I think the training should start from colleges.

Research participants advocated for a research methods courses to be included in all higher
education programmes. Inspector 3 justifies the practical nature of action research in solving
practical problems occurring in schools. Inspector 1 raised the issue of including action research
in the induction course for newly appointed school heads. This was important as school heads
occupy leadership positions at the schools. Inspector 3 went further to raise the idea that the
higher education curriculum ought to include action research in the research methods course.
However, Teacher 20 noted that the policy framework as regards learning and doing research

was key for a sustainable solution.

5.8.10 District Schools Inspectors (DSIs) should spearhead Action Research Training

There was a clear call from the research study participants that the District School Inspectors
should lead in building the culture of action research in schools. Inspector 3 said the School
Inspectors at district level should be at the forefront but should be well acquainted with action

research and be fully equipped to train teachers.

Inspector 3: Therefore, this Action Research should start with the DSI just to go
through on what it is all about, and the teachers in all districts should learn and

practice this action research to improve on classroom practices and approaches.

Head 9: Above all, we need the School Inspectors to be conversant with action

research as well.

Head 7 indicated that the school head teachers should play their part in supporting the training
and the staff development of teachers at cluster and district levels.
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Head 7: We can support that group (Inspectors) by carrying outreach (in-service) we

can do it at cluster level and at district level.

The call by the research participants to have supportive school inspectors could be linked to the
Bikita Quality Education Project, where training in action research included the school
inspectors and school heads so that they play their role in supporting teachers in the schools.
Harber and Stephens (2010) had found this as one of the strengths of the Bikita Quality
Education Project. The inspectors, the school heads and the teachers who trained together

worked well together, supporting each other in applying action research in their work.

5.8.11 Use Trainer-of-Trainers (ToT) at School Cluster Level to support School-Based
Training

The last sub theme emerging from the data was that research participants called for Trainer-of-
Trainers (ToTs) at school cluster level to support school-based staff development. This came
out clearly with Teacher 22 who talked of identifying and training a group of leaders to lead

the training.

Teacher 22: The first thing is to train an initial group, then they can cascade, but we
will need leaders, the school leaders, the school heads and TICs to be trained and some

other subject based teachers.

Teacher 3 talked of using a cascading model for the training which would begin with national
training, proceeding to provincial and district levels before going to school level. This approach
was criticised by other research participants as they felt that the training would watered-down

and less effective as it reached the lower levels.

Teacher 3: | think we should use the cascading method it starts with ... the national
level to provincial, district and then back to the schools

In contrast, Head 5 presented a completely opposing view suggesting that the training should
begin at school level with the teachers and then move up to cluster, district and provincial

levels.

Head 5: I think the starting point should be on the teachers to see if the teacher
knows and understands what we mean by action research and how it is done.

This means that there is a need for workshops from school level, cluster level
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and provincial levels for teachers to be educated on the benefit of Action

research.

While there are opposing views in this sub-theme, the central theme that remains is the training
of trainers to provide the technical support for teachers to learn and practise action research.
Given the findings of Burns (2007) on training using the cascading model, the proposal by
Teacher 22 made sense as this will have a trained group of trainers within the cluster of schools
to provide technical support to teachers to learn and practise action research to improve own
teaching and learning.

Figure 5.19 below presents a mapping of the proposed strategies emerging from the data
presented in this chapter. At the centre of the mapping were suggestions, made by research
participants, such as school-based staff development, having Trainer-of-Trainers at cluster
level, District School Inspectors leading action research training and monitoring. Other
suggestions at the centre included incentivising Continuous Professional Development,
promoting action research on CPD, including action research in the research methods in pre-
service training, encouraging participatory and collaborative research among teachers, and
including action research in the induction course for school heads.

Provision of resources

—: Institutionalising Research

Mechanisms for continuous support
Considering role mocdels

_[: DSI spearheading action research training

ToT at cluster level

[ School-based staff development

Training workshops

_i: Cascading from national level

Staff development
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—|: Mandatory pre-service training to include action research

Refresher courses

Participating in colaborative research

Action research during induction of school head teachers

Mandatory action research reporting
4|:|: Developing simplified action research material

Reviewing TPS action research component

I: Building a strong support structure

Decentralising problem solving to teachers

ToT at school level

| Publishing articles
| snaring expenences

Standardising the reports
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Figure 5.19: Mapping strategies to use action research for continuous professional

development

Source: NVivo 12

5.9 CONCLUSION

In this chapter, research study participants with their characteristics were presented and
described. The participants consisted of 25 teachers, nine school head teachers and four school
inspectors resulting in 38 participants. Ten other teachers had their lessons observed and their

classroom documents analysed.

The research data showed that action research training had three main benefits for the teachers
in the research study. The first benefit was that the teachers were empowered in problem
identification and resolution. They were empowered on conflict resolution, evaluating and
validating solutions, helping learners who lag behind others in the class. In addition, they felt
empowered both inside and outside the classroom on applying action research to different
situations. The second benefit was that the teachers felt empowered on professional growth in
their work. This meant they had improved emotional intelligence, performance in the
classroom, relations with other teachers, learners and community. Action research reinforced
collaborative research with other teachers. They improved on their own research skills. The
third benefit was that action training promoted their reflective thinking in three ways. They

improved on self-critique, self-criticism and their taking responsibility for their actions.

In addition to the benefits outlined above, action research was thought to be applicable to deal
with the Competence Based Curriculum, the competency-based curriculum. In this regard, four
issues stood out. Action research promoted solution-oriented thinking, reflective teaching and

thinking, talent identification and management, as well as making change manageable.

Notwithstanding the benefits that action research had for the research participants, there were
challenges on using action research. The most important of the challenges were lack of training
in action research for many teachers in the school system, lack of adequate monitoring and
support for teachers, non-availability of simple and readily available resources on action

research, and resistance to change and sticking to traditionalism.
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It was clear that, going forward, measures need to be taken to minimise the effects of these
challenges. The ultimate end of this research study and thesis, a proposal for Action Research
Continuous Professional Development Framework (ARCPDF) for primary school teachers is
presented. Hence, identifying the possible impediments to a framework was critical to ensuring
that the proposed ARCPDF would minimise the effects of the challenges.

The chapter ended with presenting and discussing strategies that research participants put
forward to build a culture of action research in teachers. The strategies revolved around two
key points. The first was strengthening the institutionalising initiatives for action research and

school-based staff development.

The findings presented and discussed in this chapter concur with the findings of other studies
on the benefits of training teachers on action research. Examples of these studies discussed in
Chapters 2 and 3 were those by Harber and Stephens (2010), Brock-Utne et al, (2014) and
Chisaka (2016). In addition, findings also resonate with the findings of other studies by
Steukers and Weiss (2014) in Namibia and the study by Ono and Ferreira (2010) in
Mpumalanga province in South Africa. Action research training has the capacity to transform
the teaching approaches and build capacity of teachers to improve own teaching practices for
the good of the learners. In addition, this study has shown that action research training has

developed teacher competencies appropriate for a Competence Based Curriculum.
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CHAPTER 6

DISCUSSION OF THE FINDINGS AND RECOMMENDATIONS FOR
THE TEACHER CONTINUOUS PROFESSIONAL DEVELOPMENT
FRAMEWORK

6.1 INTRODUCTION

This chapter presents the findings to the main research question through a discussion of the
outcomes of the research to each of the four sub questions that guided the research study.
Chapter 2 raised the concept of teachers as professionals, as learners, as researchers, as
reflective practitioners, and teachers and continuous professional development practices. The
theoretical frameworks described in Chapter 2, explored the teacher efficacy theory, the
transformative learning theory, the social constructivist theory and the action research theory.
In the discussion, pointers will be made to findings that are confirmed by literature surveyed
in Chapter 2 on both the conceptual and theoretical frameworks, for each of the sub questions.
In addition, this chapter indicates new findings, and therefore additions to the frontiers of what
is known, are presented and discussed in the context of the main research question and sub
questions. The findings discussed in this chapter provide a basis for a proposed Action
Research Continuous Professional Development Framework (ARCPDF) which is presented in
Chapter 7. The findings are presented and discussed following the structure of the four sub
questions that were formulated from the main research question (sections 6.3.1, 6.3.2, 6.3.3
and 6.3.4).

Further to the focus outlined above, the chapter suggests other areas for research in relation to
continuous professional development. This research study was a case study, confined to
research participants of the Bikita Quality Education Project in Bikita District, Masvingo

Province in south west Zimbabwe.

6.2 CONTEXT FOR THE FINDINGS

As a reminder, the context for the presentation and discussion of the findings of the research
study was made in Chapter 1. The context is around the main research question, which is: How
can action research training be used as a professional development strategy to enhance

effective classroom practices of primary school teachers? To respond to this question, the
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research study explored action research training used as a Continuous Professional
Development strategy to engender reflective and effective primary school teachers over a
period of eight years, 2006 — 2013 in the Bikita District, Masvingo Province in the south-
eastern part of Zimbabwe. The main research question necessitated the formulation of four sub

questions as follows:

1. How has action research training of primary school teachers empowered them?

2. How have primary school teachers applied action research knowledge to deal with
the Competence Based Curriculum?

3. What challenges do primary school teachers face when applying action research, and
supporting other teachers in learning and practising action research?

4. What strategies can be used to promote action research among primary school

teachers?

The aim of the research study was to find out if there is evidence to develop a proposal of an
Action Research Continuous Professional Development Framework (ARCPDF). The
framework, proposed and presented in Chapter 7, contains a strategy to empower primary
school teachers to become competent and reflective practitioners. Thus, the specific objectives

formulated for the purpose of conducting this research study were:

e To explore how action research training of primary school teachers empowered
them in their continuous professional teacher development and promotion of
reflective practices;

e To establish how primary school teachers applied action research knowledge to deal
with the Competence Based Curriculum introduced in 2016 and rolled out to all
school grades thereafter;

e To explore challenges that primary school teachers face when applying action
research, and supporting other teachers in learning and practising action research;
and

e To use the literature review and findings from the research study to inform the

development of an Action Research Continuous Professional Development

193



Framework (ARCPDF) routed in engaging in action research to improve on

classroom practices and learning outcomes among primary school teachers.

This research study had two main expected outcomes. The first outcome was to learn from the
processes through which the primary school teachers in Bikita District, Zimbabwe constructed
new meaning to their practice of teaching, as a result of action research training in their
Continuous Professional Development. This involved an exploration of the perspectives,
changes and developments the teachers trained in action research ascribe to the training they
received on their exposure to, and practice of action research. The second outcome was
proposing an Action Research Continuous Professional Development Framework (ARCPDF)
for primary school teachers. This framework is a contribution to promoting reflective teachers

in their continuous professional development.

Chapters 2 and 3 presented a survey of literature related to the research study. In Chapter 2, the
concepts of a teacher as a professional, teacher as a learner, teacher as researcher, teacher as a
reflective practitioner and teach and continuous professional development, were explored.
Related to this was a robust exploration of theoretical frameworks where the teacher self-
efficacy theory, the transformative learning theory, the social constructivist theory and the
action research theory were explored. What they mean for the practice of the teacher was
examined and a standpoint reached that these theories had a relationship, each feeding into the
other and all the four representing a continuum shift and development on teacher practice.
Chapter 3 presented the varied understandings and practices of teacher continuous professional
development practices. The chapter highlighted the Better Schools Programme for Zimbabwe
(BSPZ) as a potentially effective strategy to support teacher continuous professional learning
and development within structures that they run and manage. The limitations of the
conceptualisation of teacher professional development in terms of Public Service Statutory
Instrument (S1) of 2000, were highlighted. Emerging lessons to practices of developing and
promulgating Teacher Continuous Professional Development strategies in South Africa and
Malawi were highlighted as developments in a positive direction to motivate teachers and

continuously build professionalism.

Chapter 4 presented the research methodology for the research study. The research was carried
out using a qualitative research approach and adopted the interpretivist paradigm. The research

was a case study. In this regard, the research study engaged participants in their ‘natural’
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environment, in their schools and work places. The case study design allowed for an in-depth
understanding of the research participants’ views, perceptions and opinions as regards the use
of action research in their continuous professional development. In addition, the research
approach helped obtain rich and thick descriptions that assisted in unravelling and explicating
ways in which teachers come to understand, account for and take action as they manage their
day-to-day situation in their work environments (Bogdan & Biklen, 2007:60; Chisaka, 2006:8).

Four data gathering approaches were used and included interviews, focus group discussions,
observation and document analysis to gather data. The data were analysed using the NVivo
v12 software, looking for emerging themes and statements that substantiate them (Hoberg,
2001). Identifying themes and connections was useful to understand the motivation, beliefs,
perspectives and actions of the research study participants from within their experiences.
Chisaka (2006:5) calls this the emic interpretation.

Chapter 5 covered the presentation, analysis and presentation. In this chapter, the profile of the
48 research participants (38 for interviews and focus group discussions and 10 for observation
and document analysis) was presented. The process of data management was outlined and it
consisted of data collecting with the use of audio-taping, transcribing, cleaning and rechecking
for accuracy on transcribing. The data was presented with the use of NVivo v12 software
outputs of hierarchical charts, word trees, word clouds and thematic maps. These processes
helped to draw out the broad themes and sub themes from the data for the findings which are
summarised in Table 5.6. The findings summarised in that table are discussed in this chapter
in responding to the main and sub research questions. In addition, as Richards and Farrell
(2013:78) suggested, this chapter intends to discuss and relate the findings in light of the review
of theoretical and empirical literature in Chapter 2.

6.3  DISCUSSION OF FINDINGS

The findings from the data were presented under the four questions used to engage the research

participants.

6.3.1 RQ1: How has action research training of primary school teachers empowered
them?

The research study participants dealt with this question at length during the interviews and

focus group discussions. Three key themes came out as clear findings from the data. The
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themes were action research empowered the teachers in problem identification; action
research empowerment led to professional growth; and action research promoted reflective

thinking in the teachers.

One of the key themes that emerged from the data presentation and analysis was that research
participants felt empowered in problem identification and resolution. This was revealed
when the research participants raised the following points about action research training, that
it helps teachers develop new knowledge directly related to their classrooms, reinforces
the link between practice and student achievement, and gives practitioners new
knowledge and understanding about how to improve educational practices or resolve

significant problems in classrooms and schools (cf. 5.8.1).

These findings confirm what literature review tells about action research. Engaging in action
research offered the teachers insights into and knowledge about their learners in the classrooms
(Stringer, 2008), with similar views being offered by Koshy (2010) as well as by Detert, Lois
and Schreoder (2001). Mills (2011) and Johnson (2012) further point out that action research
enables teachers to link theory from their teacher education training and their educational
practice. In this regard, the data from the research study confirmed the view that action research
empowers the teacher in both problem identification and seeking resolution to the identified
problems. Teacher-led action research projects, as a professional development structure,
contribute to the development of a supportive professional culture (Hensen, 1996). Further to
this professional development culture, is the enhancement of career development, especially

for younger and newly qualified teachers (Ado, 2013).

Another important finding from the data presented in Chapter 5 was that action research
empowered professional growth of the teacher. In a closer look at the data, the research
participants emphasised that action research empowered professional growth of the teacher.
This point came out in the sub-themes extracted from the date. The sub-themes explicated that
action research expands teachers’ pedagogical repertoire, puts teachers in charge of their
craft, fosters an openness toward new ideas and learning new things, enables them to
collect their own data to use in making decisions about their schools and classrooms and

gives teachers ownership of effective practices (cf. 5.5.3.1).

The findings stated above, are reflected in literature on action research and teacher professional

development. Teacher empowerment is very important for effective teaching and learning as
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the more the teacher is empowered to make decisions and take actions that are informed by
evidence, the stronger the ownership of practices (Detert et al., 2001). Detert et al. (2001) found
a close link between engaging in action research and effective teaching in a study in high
schools. Engaging in action research was found to put teachers in charge of their craft, their
work (Cain & Harris, 2013; Chisaka & Kurasha, 2012).

Further, to the linkages between the research study findings and reviewed literature, action
research fosters an openness toward new ideas and learning new things (Hine, 2013). Practising
action research enables teachers to collect their own data to use in making decisions about their
schools and classrooms (Mills, 2011; Stringer, 2008). A worthy benefit of action research was
that teachers developed an ownership of classroom practices (Johnson, 2012; Koshy, 2010),
with research participants indicating their practices in the classroom were enhanced by their
new learnings from engaging in action research (cf. 5.8.2). Harber and Stephens, (2010) found
evidence of extended professionalism of teachers trained in action research while Chisaka and
Kurasha (2012) found that action research improved and developed teachers’ thinking
capabilities and made them look inwards into themselves for solutions to problems. Thus, the
teachers did not place blame elsewhere, but sought to improve their actions and practice in
teaching (Chisaka & Kurasha, 2012).

The third finding emerging from the data was that action research promoted reflective
thinking. The main findings under this sub theme were that action research promotes
reflective teaching and thinking and promotes self-improvement and self-awareness (cf.
5.5.3.1).

The research study participants viewed action research as promoting self-improvement and
self-awareness which aligns with the views of Stringer (2008) and Johnson (2012). Self-
improvement and self-awareness are virtues of a reflective teacher (Ado, 2013) and. engaging
in action research gives practitioners self-confidence and love for own work and improves the
practitioners’ attitudes towards learners and their work (Chisaka & Kurasha, 2012). This is part
of what constitutes reflective teaching and thinking for a practitioner (Koshy, 2010). Thus,
there was some agreement between what the literature on action research is saying and what

the research participants in this sturdy said.

Using interview questions, focus group discussions, observation and document analysis to

gather data from the research participants have led to rich data. Overall, the findings with regard
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the first research sub question have shown the applicability and relevance of these research
methodological approaches in a qualitative case study design (Matthew, 2017). In addition, the
findings related to this question provide evidence that engaging in action research empowers
the teacher, as the practitioner. Furthermore, it can be argued in line with Liu and Zhang (2014)
that engaging in action research, in particular classroom-based action research, empowers the
teacher to be proactive in seeking solutions to challenges the teacher meets in the teaching and
learning situation. It is in this engaging in action research and reflective teaching that plays a
significant role in teacher professional development (Liu & Zhang, 2014).

6.3.2 RQ 2: How have primary school teachers applied action research knowledge to
deal the Competence Based Curriculum?

The second research question examined how primary school teachers applied action research
to deal with the Competence Based Curriculum in schools. As has been pointed out in this
research study report, in 2017 the Ministry of Primary and Secondary Education (MoPSE)
started rolling the Competence Based Curriculum (CBC) to schools. This new curriculum
brought with it a curriculum that put teachers in a position to learn from their experiences in
implementing the new Competency Based Curriculum. In Chapter 5 on data presentation,
findings indicated that the research participants with regard the CBC, believed that their
training and practice in action research promotes solution-oriented thinking, made change
manageable, promotes reflective teaching and learning, and promotes talent management
(cf. 5.6.5).

Research participants considered that action research promotes solution-oriented thinking with
concur with the findings of Zeichner (2003), Chisaka and Kurasha (2012), Bolghari and
Hajimaghsoodi (2017). Action research compelled the practitioner to look inward, to the self
for solutions to challenges they faced. The implementation of CBC came with change to the
curriculum for which the teachers were not prepared. Thus, action research empowered them
to face the problems as they searched for way in which to adapt to the change. In this regard,
action research promoted seeking solutions when faced with challenges as they grappled with
managing the change realising that the changes were manageable and they could navigate their
way through the changes. Very important too, was finding that action research promoted
reflective teaching and learning, in addition to supporting the research participants’ ability to
identify talent in learners. The CBC encourages teachers to identify the talents of their learners

and nurture those talents in line with developing competencies of the learners.

198



The findings discussed above confirmed some of the key points about action research in the
reviewed literature. In particular, the findings were in line with Bandura (1977; 1978) who
proposed the teacher efficacy theory. The research study participants developed confidence and
with this confidence they were able to dealt with challenges and find solutions. In addition, as
Mezirow (1991) suggests, the training-in-action research triggered teachers’ critical reflection,

discourse with other teachers and taking action, all in line with transformative learning theory.

The research study was carried out during the introduction of a new Competency Based
Curriculum in Zimbabwe. The formative evaluation of the Competency Based Curriculum
showed that implementing it was not a straightforward matter (MoPSE, 2018); it came with
challenges that teachers needed to deal with and work around. Findings from the research study
showed that teachers who engaged in action research were far more equipped to deal with
issues that arose and find workable solutions. Hence, from a methodological perspective, the
research study approaches helped to find out how teachers, who were trained in action research,
were able to deal the challenges they faced. The findings reveal that the research participants
had confidence to face the challenges. This finding illustrated how the research participants
became ‘solution seekers’ and made the best of the situation to identify talents in learners and
nurture those talents. In this regard, the findings confirm that engaging in action research not
only builds self-efficacy but makes the teacher a creator of knowledge and repertoire of

teaching practices.

6.3.3 RQ 3: What challenges do primary school teachers face when applying action
research, and supporting other teachers in learning and applying action research?

The third research question sought to identify challenges that primary school teachers faced in
applying action research, and supporting other teachers in learning and applying action
research. The data identified some challenges which are presented below. These were lack of
training in action research for many teachers in the primary school; lack of adequate
monitoring and support for teachers; non-availability of resources to learn action
research and teacher apathy towards action research; poor action research documentation
by teachers. Other challenges included a lack of knowledge and practice in action research
at high levels in the ministry, resistance to change and sticking to traditionalism and the

challenge of time-tabling action research training (cf. 5.7.9).
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The research study participants were introduced to action research training while they were in
service in the schools, but because they had not undergone training during their initial teacher
training prior to their deployment to schools, they raised this lack of training in action research
as a challenge. Indicative of a relatively new area was the lack of relevant resources and reading
materials available to teachers in service. This general lack of readily available reading
materials on action research at the time compromised the teachers’ ability in applying action

research to their work.

While reflective practice has become a prime educational trend expected of education
practitioners globally, this research study found that teachers were resistant to change. This
resistance has been found too in other research studies (Hendricks, 2006; Kemmis et al., 2014)
with Zireva (2017) finding that some teacher educators actually stifled development of
reflective practice by sticking to traditional approaches to research and not giving a chance to

newer approaches or encouraging student teachers to engage in participatory action research.

The issue of monitoring was mentioned as a challenge indicating the research participants
wanted not only to be to be monitored by supervisors and others as they were conducting action
research on their work. In a way, the monitoring could provide an opportunity to engage with
the supervisor and fellow teachers and discuss their experiences and findings. The issue of
teacher apathy to action research was another challenge that was intriguing. As some research
participants pointed out, some teachers did not see what was in it for them. Such teachers
probably viewed doing action research as extra work, an extra load to what they considered an

already heavy load.

There were two other challenges raised by the research participants, namely lack of time and
lack of generalizability as the findings were often relevant to the investigated setting, making
replicability a challenge. However, these challenges were not unique to the study as Colucci-
Gray, Das, Gray and Spratt (2013), Hendricks (2009), Kemmis et al. (2014) and McNiff (2016)
all mentioned that teachers report lack of time to carry out action research. The lack of
generalisability of the findings was raised as each research setting was found to be unique in
its own way (Henricks,2009). Further to this, McNiff (2016), Borko, Whitcomb, & Byrnes
(2008) and Kemmis et al. (2014) all highlight the issue that action research findings were often

relevant to the investigated setting and it was difficult to replicate in different situations.
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6.3.4 RQ 4: What strategies can be used to promote action research among primary
school teachers?

The fourth and final research question sought strategies to promote action research among
primary school teachers. This question was fundamental in that this research study had an
objective to recommend a continuous professional development strategy that embraces action
research. Hence, it was critical to obtain insights of perspectives that would work as strategies
in order to promote an action research continuous professional development framework for
primary school teachers. The findings highlighted by the responses make a critical contribution
to new insights and knowledge about teachers’ continuous learning and using action research
to improve practice. The insights were peculiar to this research study and a clear contribution
to add to literature reviewed.

Seven strategies were proposed by the research participants. The first strategy was that the
Ministry of Primary and Secondary Education and its supervision structures right down to
schools, should decentralise problem solving to teachers on issues related to teaching and
learning in their classrooms. The participants believed that this would strengthen teachers by
giving them the responsibility to resolve any challenges they met. While it can be argued that
teachers were bound to take responsibility to resolve challenges, this strategy would be critical
in that it would place the primary responsibility for their teaching on their shoulders. Ministry
supervision structures would come in to strengthen what the teachers would be already doing

in their Communities of Practice.

The second strategy was to promote CPD that embraces action research. It is the
researcher’s view that the research participants recognised that the Ministry of Primary and
Secondary Education engaged teachers in continuous professional development from time to
time. In this regard, the research participants proposed a strategy that embraces action research.
This could have been a reflection of the benefits they saw to their own continued professional
learning following training and using action research in their work. This strategy is in line with

advocacy in the writings of some Bandura (1978), Mezirow (1991) and Kemmis et al. (2014).

The third strategy was incentivising action research Continuous Professional
Development. Probing the research study participants further on what they meant by
incentivising CPD, it was clear they wanted recognition for the additional learning. This could

even be in the form of recognition for participation and additional earnings such as an
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additional notch. This form of incentivising is found in CPD frameworks of some countries in
the Southern Africa region. The South Africa (Steyn, 2011) and Malawi (MoEST, 2018) CPD
policy frameworks provide for such incentivising on applying for promotion. The fourth
strategy raised by the research participants was institutionalising research. In recommending
this strategy, the research participants suggested institutionalising research in the life and work
of the primary school teachers. The mechanisms included making action research reporting
mandatory for all teachers, publishing articles on action research experiences in journals and
other publications for the benefit of all teachers, and sharing action research experiences during

staff development sessions at schools and across schools (cf. 5.8.7).

The mechanisms mentioned with regard the fourth strategy, were interesting and revealed
uncharted territory in the case of the context of the research study. Making action research
reporting mandatory, spoke very well to the MoPSE Teacher Supervision Instrument. The
instrument requires supervisors to ask the teacher what action research they were doing or have
done. In essence, such a requirement would ensure that the teachers record what they do under
action research and have a report they can share with other teachers and/or show their
supervisor. Furthermore, the suggestion that teachers who conduct action research publish
articles on their action research experiences in journals and other publications, has the
possibility of building confidence in the teachers as creators of knowledge that is published in
the public domain. Indeed, a novel suggestion was that teachers who conduct action research
share their experiences during staff development sessions, not only in their schools but with
teachers in other schools. This action has the potential impact of getting teachers to influence
each other with shared evidence-based experience which would support others in dealing with

challenges they face in their work.

The above-mentioned mechanisms would need to be supported with simplified action
research materials such as reading resources, putting in place mechanisms for continuous
professional support, building a strong action research support structure as well as having
action research as part of the induction of school head teachers. The issue of reading
resources that are readily available for teachers came out clearly in the findings, with research
participants indicating the absence of reading materials on action research. Hence the research
participants recommended action to develop and avail reading materials on action research and
enable the teachers to access such materials. From the research participants, teachers would
need support to learn and use action research in their work. This calls for a strong support
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structure at school level, which could be support from the supervisors, the head teachers,
School Inspectors as well as support from fellow teachers. Thus, a strong support structure is
important and would do very well if anchored on head teachers who are inducted into action

research.

The fifth strategy proposed by research participants was promoting collaborative research
among teachers in a school and across different schools. Collaborative research is where two
or more researchers pursue mutually interesting and beneficial research (Hendricks, 2009).
Kemmis et al., (2017) and Bolghari & Hajimaghsoodi (2017) describe collaborative research
in the same way and further highlight the importance of collaboration of researchers on
common issues for their benefit and improvement in performance. They point out that
collaboration has increasingly become common for multiple institutions to work together on
projects. This particular proposal works well in the school setting where teachers collaborate

and work together to look for solutions for common challenges they face in their work.

The sixth strategy was to make action research part of the mandatory training on research
for teachers. This proposal seemed to be based on the argument that new teachers after initial
teacher education training, should come to schools already armed, knowledgeable in doing
research, including action research. The leading institution in Zimbabwe on teacher education
through the Scheme of Association with teacher education colleges has made the teaching of
research, including action research, part of the mandatory courses for pre-service teacher
training (University of Zimbabwe Department of Teacher Education, 2015). With an average
of 17 years in the teaching field, research participants acknowledged that their training took

place many years prior to the introduction of the 2015 guidelines on the teaching of research.

The seventh strategy was making action research part of school-based staff development.
According to the research participants, this strategy ought to be backed by two mechanisms to
strengthen and entrench school-based staff development. In school-based staff development,
all teachers come together, learn together and one from the other with regard to resolving
challenges they meet in their work, as well as supporting each other in their work. One of the
mechanisms to ensure that school-based staff development becomes entrenched is to have
Trainer-of-Trainers (ToTs) at cluster level to form a core group to support school-based staff
development. The other mechanism is to equip and empower the District School Inspector

(DSI) and School Inspectors (Sls) to spearhead action research training in refresher courses for

203



teachers for the teachers in their clusters and schools. Having this in place, would provide a
strong base for a culture of school-based staff development sessions where external support

was close and available at short notice.

With the exception of encouragement of collaborative action research, the strategies largely
encouraged by research participants were unique, an addition to the frontiers of knowledge in

the context of primary school teachers in Zimbabwe.

The findings from the responses to the fourth question demonstrated that the research
participants were rich sources of data. They shared responses from their ‘lived experiences’;
they proposed strategies to make action research part of the teachers’ continuous professional
growth (Chisaka & Kurasha, 2012). Some of the strategies were in line with suggestions noted
in the reviewed literature but others were novel to their circumstances and case study. From a

methodological point of view, this was consistent with a case study design (Creswell, 2006).

6.4 OVERVIEW OF FINDINGS ON THE MAIN RESEARCH QUESTION

The findings from the first question were very much in line with the literature on self-efficacy
(Bandura 1977; 1978 & 1997) and social transformative learning (Mezirow, 1991), teacher as
a researcher (Stenhouse, 1975), and action research theory and practice (Kemmis et al., 2014).
Participants confirmed that action research was empowering, and ensured building of self-
confidence. The participants felt empowered to identify problems and seek solutions. The
empowerment contributed to their continuous professional growth. The research participants
had a greater understanding of their educational practices. The findings with regard to the
second research question on how the study participants applied action research in implementing
the Competence Based Curriculum rolled out into schools in 2017, confirmed that action
research promoted solution-oriented thinking. It enabled them to manage the change in the
curriculum by offering them the opportunity to investigate and understand the changes and the
challenges in the curriculum. Changes they met in the Competence Based Curriculum
introduced in 2017 by the Ministry of Primary and Secondary Education (MoPSE) were viewed
as manageable. In addition, the research participants considered their training in action research
promoted reflective teaching and learning, assisting in identifying and promoting talents in

learners so as to build their competencies.
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Notwithstanding the benefits, the research participants indicated there were challenges, which
included lack of training in action research when they were in initial teacher training; lack of
monitoring, and technical support during the conducting of action research in their schools;
and non-availability of resources on action research to guide them in their practice. While there
were challenges, the research participants still found benefits of being empowered and
developed in their profession through engagement in action research. As found by Chisaka and
Kurasha (2012), action research promoted personal and professional growth and contributed to
the practitioner’s self-consciousness, beliefs and values (Hopkins, 2002; 2008).

The research participants provided a range of strategies useful to promote action research for
continuous professional development on the job. Seven strategies were identified by research
participants with some of the strategies being unique to the context of the research study while
others suggesting promoting collaborative action research, facilitating teachers working
together to address common problems and common challenges they meet in their day-to-day
work (Bolghari & Hajimaghsoodi, 2017; Hendricks, 2009; Kemmis et al., 2017).

6.5 RATIONALE FOR ACTION RESEARCH CONTINUOUS PROFESSIONAL
DEVELOPMENT

There is world-wide research consensus on the significance of and justification for teachers’
continuing professional development (Borko & Putman, 1995; Darling-Hammond, 1993;
Desimone, Smith & Frisvold, 2007). In light of the findings discussed above, this section of
the chapter presents reasons why CPD is important and why there is need for MoPSE to develop
and implement a highly effective Continuous Professional Development framework built on

action research.

Continuous Professional Development of teachers has been seen as one of the keys to
improving the quality of schools (Desimone et al., 2007). CPD has also been one of the critical
mediators in the effectiveness of policy for teachers and teaching practice to always improve
learner achievement (Hine, 2013). Furthermore, many reforms in education rely on teacher
learning and improved instruction to increase student learning. Hence, in this vein, some
researchers and scholars have seen education reform and teachers’ professional development
as two sides of the same coin (Hendricks, 2009). Thus, there can be no reforms in education
and education quality improvement without related teachers’ continuous professional

development.
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Effective professional development is meant to increase teachers’ knowledge and skills
required to improve their practice and ultimately increase learners’ achievement (Kennedy,
2005). It is also meant to increase the levels of new knowledge and support new practice until
they become embedded into the teachers’ daily practices. That is, CPD improves teachers’
knowledge and mastery of subject content, appropriate teaching methods, which greatly
influence the quality of education through the quality of teachers, and teaching. Pedagogical
knowledge, including knowledge of instructional strategies and learning processes, as well as
subject content knowledge, need to be fused to create conceptual maps of how to teach a

subject, anticipating students’ understanding and potential misunderstanding.

According to Nishimura (2014), meaningful and sustainable professional development
empowers teachers to engage and collaborate with their colleagues, to create communities of
practice, and thereby break the isolation that teachers are prone to when they work in closed
classrooms with their students. Because of continuing professional development, teachers are
assisted to determine what and how to teach, what learners’ work is acceptable, and what
support to give to these learners. Further to this, avenues for professional dialogue with
colleagues and discussions about practice are a valuable support system that helps not only to

break isolation, but also to lower attrition and reduce the chances of burn out (Njenga, 2019).

CPD enables teachers to develop empathy for learners. It helps them to develop their values as
professionals by rethinking the meaning of what they do and what counts as valuable (Njenga,
2019). Meaningful and effective professional development of teachers keeps the teachers up to
date and to be adaptable in this fast-changing world. Rapid technology advancements in the
contemporary world imply that teachers’ stock of knowledge and pedagogical skills becomes
obsolete in a short time (Nzarirwehi & Atuhumuze, 2019). Therefore, constant upgrading to
keep abreast with modern trends and knowledge advancement is essential. Furthermore,
continuing professional development helps teachers build a career and continuously verify their
competencies and assure the public that they, as professionals, are up to date (Friedman &
Phillips, 2004).

Investments in the quality of teachers, therefore, produce the highest increases in learning
outcomes compared to other investments aimed at improving learning (Njenga, 2018). The
competencies of teachers have been found to matter more than other factors such as school and

class size and available physical facilities (Desimone, 2009).
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Based on the rationale of Action Research Continuous Professional Development presented
above, it can be concluded, subject to more localised research, that education quality and
learner performance, have direct links to the quality of classroom teaching. The rationale for
CPD can be summarised as follows:

e [t increases teachers’ knowledge and skills to improve their pedagogical practice and
ultimately improve students’ achievement;

e Itis one of the keys to improving the quality of schools and schooling;

e Education reforms and teachers’ professional development are seen by researchers as
two sides of the same coin;

e Itincreases the levels of new knowledge and supports new practice until they become
embedded in the teachers’ daily practices;

e It promotes collaboration and creates learning communities among teachers, all of
which help to mitigate teacher isolation and reduce attrition and burn out;

e It helps to develop teachers’ professional values and ethical conduct; and

o It keeps teachers up to date and helps them to become adaptable in the fast-changing

world.

From the above, it is clear that a national strategy and policy framework to guide CPD should
be put in place. This is important for a comprehensive management and implementation
structure to support structures; however, it needs to be well structured, well-coordinated,
systematic and comprehensive CPD which is institutionalised (school-based, managed by head
teachers, implemented by teachers and supported by teacher resource centres). Teachers need
to be the main drivers in identifying their training needs and therefore, the Action Research
Continuous Professional Development (ARCPD) strategy and framework should be teacher-

centred.

6.6 SUGGESTIONS FOR FURTHER RESEARCH

The research in this research study focused on how action research training can be used as a
professional development strategy to enhance effective classroom practices of primary school
teachers in the context of Zimbabwe. This focus raised other related areas that need,
investigation for a richer understanding of action research and its impact. One of the issues

raised in the research study is that action research can positively influence learners’
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achievement. This claim deserves focused research into this linkage or relationship between
use of action research and learning results for a cohort of learners in the context of the research

study.

Another aspect for further investigation is the claim of the linkage between school-based
collaborative action research as part of teachers’ staff development programmes and improved
teaching and learning in school contexts. It would be strategic to establish what evidence there

is in the context of the research to support this perspective.

The third area is the view that a whole-school approach creates learning in Communities of
Practice (CoP) that are a good potential for promoting collaborative learning. This claim also
needs exploration in the context of the research study to unravel any nuances critical for

promoting use of action research in a framework for CPD.

6.7 CONCLUSION

This chapter synthesised the research findings in an attempt to answer the main research
question, guided by the sub questions. The research findings showed that action research
training had three main benefits for the teachers in the research study. The first benefit was
that the teachers were empowered in problem identification and resolution. They were
empowered on conflict resolution, evaluating and validating solutions, helping learners who
lag behind others in the class. In addition, they felt empowered both inside and outside the
classroom on applying action research to different situations. The second benefit was that the
teachers felt empowered on professional growth in their work. This meant they had improved
understanding of their practice, better understanding of learners’ performance in the classroom,
relations with other teachers, learners and community. Action research reinforced collaborative
research with other teachers. They improved on their own research skills. The third benefit
was that action training promoted their reflective thinking in three ways. They improved on

self-critique, self-criticism and taking responsibility for their actions.

In addition to the benefits outlined above, action research was found applicable to deal with
the Competence Based Curriculum, the competency-based curriculum. In this regard, four
issues stood out. Action research promoted solution-oriented thinking, reflective teaching
and thinking, talent identification and management, as well as making change

manageable.
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However, challenges were also identified and included. These included lack of training in
action research for many teachers in the school system, a deficiency of knowledge and practice
in action research at high levels in the ministry, a lack of adequate monitoring and support for
teachers. Other challenges were poor action research documentation by teachers, non-
availability of simple and readily available resources on action research, teacher apathy towards
action research and teachers considered documentation of action research experience as time
consuming, resistance to change and sticking to traditionalism, and the challenge of time-

tabling action research training.

The challenges mentioned above were considered in the proposed Action Research Continuous
Professional Development Framework (ARCPDF) for primary school teachers. In this regard,
the strategies raised by the research study participants fed into the proposed framework, which

is presented and discussed in the following chapter.
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CHAPTER 7

A PROPOSED ACTION RESEARCH FRAMEWORK FOR
CONTINUOUS PROFESSIONAL DEVELOPMENT FOR PRIMARY
SCHOOL TEACHERS IN ZIMBABWE

7.1 INTRODUCTION

The final chapter of this research study presents a proposal for an Action Research Continuous
Professional Development Framework (ARCPDF) for primary school teachers that can be used
for their continuous professional development. This proposed framework is built on two
foundations. One foundation is the findings of the research study presented in Chapter 5 and
the other foundation is the theories presented and discussed in the literature review in Chapters
2 and 3 of this study.

In presenting the continuous professional development framework (Figure 7.1), this chapter
advocates for the epistemological contribution of the characteristics and attributes of a
framework that embraces action research. The characteristics are drawn from the views of the
Bikita Quality Education project participants, who, in the study, linked their knowledge of
reflection and reflective practices to the Bikita Quality Education Project. That project
advocated the use of action research to develop and promote reflective practitioners. The
research participants saw their training in, and practising of action research as promoting
continuous professional development of primary school teachers having a major effect on their

practice in the classroom.

The main aim of the proposed Action Research Continuous Professional Development
Framework is to guide the continuous professional development programme by building on
current theories such as transformative learning linked to Paulo Freire and critical reflective
practice theory linked to Donald Schon. At the centre of the proposed Action Research
Continuous Professional Development framework is reflective practice playing a significant
role in equipping the teachers, head teachers and school inspectors with the knowledge and

skill the teaching profession demands at all times.

The proposed Action Research Continuous Professional Development Framework attempts to

address, as well as pre-empt the challenges identified in the research study on using action
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research training to encourage continuous professional development of teachers. Thus, this
final chapter builds on the theories underpinning the proposed framework for CPD. In addition,
the chapter identifies the Ministry of Primary and Secondary Education as a critical stakeholder
for the proposed Action Research Continuous Professional Development framework alongside
the head teacher, the school inspector as well as any facilitator of continuous professional
learning for the teacher. This is particularly important because of the opportunity presented by

two tools of the competency-based curriculum.

The two tools for teachers are the Teacher Self-Assessment form and the Teacher Supervision
form. The self-assessment form, which the teacher is encouraged to use, brings realisation to
teachers of their own gaps where they need to upgrade and learn new techniques and skills.
The Teacher Supervision form, used in supervising the teacher by either the head teacher or
school inspector, checks if the teacher is using action research to improve themselves and their
practice. The proposed framework is an attempt to respond to, and build on, the processes

required by the two tools, both of which encourage the teacher to engage in.

7.2  THEORIES UNDERPINNING THE PROPOSED ARCPD FRAMEWORK

The researcher explored four theories that provide a theoretical framework that informs the
study and the proposed framework. The four theories, are teacher efficacy (cf. 2.4.1),
transformative learning (cf. 2.4.2), social constructivist theory (cf. 2.4.3) and the action research
theory (cf. 2.4.4). These theories carry some philosophical assumptions, world-views on
teaching and learning, and professional development of a teacher. However, it is the action
research theory that has a strong bearing on the proposed framework. While the social efficacy,
transformative learning and constructivist theories give the teacher some attributes, it is the
action research theory that, as per the findings of the research study, made a major impact on
the research participants. These theories underpin the proposed framework for continuous
professional development as they have the potential of understanding the professional
development of teachers and affecting the way teachers view themselves with regards to their
teaching and consequently, the way they view their professional development. This then is the
connection between the theories and the proposed framework for continuous professional

development and they are briefly discussed in the subsequent sections.
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7.2.1 Self-Efficacy Theory

According to Bandura (1997), teacher self-efficacy is important because it refers to the
teachers' confidence in their ability to bring about success with all students, in the belief that
when teachers believe, students can achieve. In this regard, self-efficacy refers to an
individual's belief in his/her capacity to execute behaviours necessary to produce specific
performance attainments (Bandura, 1997). La Cock (2014) referring to Bandura’s theory,
defines self-efficacy as an individual’s belief in performing a variety of activities to attain
his/her goal without challenges. The development of a positive perception of self-efficacy
involved in psychological processes includes cognitive, motivational, affective and selection
processes. Self-efficacy reflects confidence in the ability to exert control over one's own
motivation, behaviour, and social environment. In this regard, self-efficacy is critical to the
teachers’ professional responsibility and commitment to understanding the effects of their

teaching on students and to enhance student learning.

A successful teacher needs both high efficacy expectation and high outcome expectancy
(Gavora, 2014). Bandura (1997) suggested four sources to enhance healthy feelings of
teachers’ self-efficacy. These are mastery of teaching experience, physiological and emotional
states, social persuasion and vicarious experiences. Teachers continuously acquire and develop
these attributes. Thus, individual’s mastery of experience boosts self-esteem and motivation of
the teacher (La Cock, 2014). The findings of this study depict that some elements that enhance
teachers’ self-efficacy need to be built into a continuous professional development framework.
Therefore, the study suggests the inclusion of Bandura’s self-efficacy theory in the proposed
framework. As Bandura (1997) observes, a highly motivated teacher has high self-esteem
which supports him/her in his/her work as well as professional development. The research
findings showed that the teachers in the Bikita Quality Education Project developed
confidence, had levels of high motivation and self-esteem. This is important and crucial for

teachers who are continuously learning from their professional practice.

7.2.2 Transformative Learning Theory

Transformative pedagogy is a pedagogy combining the elements of constructivism and
critical pedagogy (Mezirow, 2009). This pedagogy empowers learners to critically examine
their beliefs, values, and knowledge with the goal of developing a reflective knowledge base
and an appreciation of multiple perspectives. Transformative pedagogy inspires change and/or

causes a shift in viewpoint.
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As regards the transformative learning theory, there are three perspectives that contribute to
understanding of how learning, including how professional development of teachers takes
place. These are behaviourism, cognitivism and constructivism. These theories provide insights
into how children learn and what teachers need to do to cause or contribute to learning. Over
and above these theories of learning, professional development of teachers should be viewed
in light of what is known about adult learning theory, which is usually referred to as andragogy
(Korthagen, Kessels, Koster, Lagewerf & Wubbels, 2001). This study proposes using this
theory in educating reflective teachers because transformative learning in adult education
examines the expectations of adult learners, offering frames of reference for their thinking,

feelings and actions (llleris, 2009).

Transformative learning is initially challenging for practitioners who learn from their field
experience and from the challenges encountered. In the process of transformative learning,
practitioners become emotionally ready to change, and thus transform challenging frames of
reference (mindsets, habits of mind, meaning, perspectives), sets of hypotheses and
expectations to fuel them into developing more inclusive, selective, open, reflective frames of
mind (llleris, 2009). In short, Transformative Learning Theory forms the foundation for critical
reflection and facilitates its contribution to professional development. Drawing from the
findings of this research study, there is congruency with Mezirow (2009) who says
transformative learning theory motivates teachers to learn from every challenging experience.
Indeed, the findings of this research study concur with transformative learning theory in that
research participants, after training in action research and using it in their day-to-day work,

found every challenging situation as an opportunity to learn.

Boyd’s (1991) Transformative Education and Freire’s Pedagogy of the Oppressed published
in 1970, are classics, and offer other perspectives of transformative learning. Unlike Mezirow’s
perspective, Boyd’s transformative education is about exploring the role of unconscious
psychology for individual’s development, and Freire’s transformation is the human theory of
existence concerned with social transformation. However, all scholars agree on features of
transformative learning of inquiry to include critical reflection, ideology, culture, perception
and one’s mentality, as means of professional development and problem solving. Mezirow
(1991) identified useful methods and approaches to foster critical self-reflection in
transformative learning and include critical incidents, recorded histories, personal journals,

cooperative learning and action research (llleris, 2009). The proposed Action Research

213



Continuous Professional Development Framework draws on these methods and approaches to
develop reflective practitioners with reflective teaching. This theory contributes the attributes
of critical thinking, scaffolding/building meaning and reflective practices that are critical
in the proposed Action Research Continuous Professional Development Framework for

continuous professional development of primary school teachers.

7.2.3 Constructivist Theory

The constructivist theory is built around the social construction of reality. Vygotsky is one of
the key thinkers in this line of thought. This theory has as its basis a theory of knowledge in
sociology and communication. In the theory, the development of understanding of the world is
based on shared assumptions about reality. Vygotsky (1978) stressed the fundamental role
of social interaction in the development of cognition. Vygotsky believed strongly that
community plays a central role in the process of ‘making meaning’, thus, the theory suggests

that humans construct knowledge and meaning from their experiences.

Jean Piaget and Jerome Bruner are education psychologists who contributed to the social
constructionism school of thought. Both refer to scaffolding and drawing on Vygotsky’s
perspective, the scaffolding theory identifies the importance of providing students with enough
support in the initial stages of learning new content. Hence, the idea that students should be
active in the learning process motivates them to contribute to the process of constructing
knowledge. This theory encourages the teacher to support learners in constructing their own
meaning from their experiences. On reflection, the researcher finds that this perspective aligns
with continuous professional development as teachers are encouraged to construct meaning

from their experiences.

In addition, Sybil and Nahida (2012) link critical reflective practice with social constructive
learning theory, drawn from Vygotsky. This means that adult learners construct new
knowledge from their experience when their inquiry evolves into an experimental process,
leading to creative and potentially inventive action and developing into critical thinking
(Foucault 2002; Hsiung 2008, llleris, 2009). Smith (2011) further explains that critical
reflection is a thorough process which regards logical understanding of personal, interpersonal,
and contextual aspects influencing what is practically performed or not performed in a
particular context and community. Likewise, in social constructive theory, knowledge is

defined as a socially constructed experience in a real context (Mascolo & Fischer, 2005). Thus,
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critical thinking that leads to enquiry-based learning, socially constructed experience and
collaborative learning in actual context are the basic elements that support the proposed
Action Research Continuous Professional Development Framework of this study (Figure 7.1).
These components are what scholars, Dewey (1933), Kolb (1984), Schon (1987), Wallace
(1991) and Smith (2008) suggested in educating and developing reflective teachers.

7.2.4 Action Research

Action research refers to a wide variety of evaluative, investigative and analytical research
methods designed to diagnose problems or weaknesses, whether organisational, academic, or
instructional (Hopkins, 2008). In this regard, action research helps educators to develop
practical solutions to challenges they meet or face in their practice. In other words, action
research is initiated to solve an immediate problem or to engage in a reflective process of
progressive problem solving. This can be done by individuals working with others in teams or
as part of a ‘community of practice’ to improve the way they address issues and solve problems

(Hendricks, 2006; Hopkins, 2008).

In action research, critical theory in education enables practitioners to view their actions closely
and critically to bring about change in people’s views and beliefs (McLaren, 2003; Pockett &
Giles, 2008). One of the critical theorists, Giroux (1997) argues that principles of critical theory
can be applied to teaching and learning in order to analyse and transform the educational
context. With a similar view, McLaren (2003) argues that proponents of critical theory consider
education as a critical spot for power dynamics to examine impacts of dominant ideologies on
teaching and learning, including professional development. These theorists encourage teachers
to construct democratic relationships between themselves and learners, their institutions and

society, and classrooms and communities and make socially accountable arrangements.

Drawing from the Frankfurt School of critical theory, Fuchs (2015) argues that critique forms
the ontology of critical theory. The epistemology of critical theory encourages educators to
reflect on individuals’ interconnectedness among schools, society and their culture. In general,
it is a theory that is crucial to understanding human society and their communication in a
changing world; thus, this is what reflective teachers need most. In this study, the teachers, in
terms of their continuous professional development need to link what they learn in their short
or long training programmes with their experience and the actual context in their schools and

the communities (Korthagen et al., 2001). Therefore, due to the fact that critical theory
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integrates critical thinking, reflection and professional transformation in adult education, this
theory is appropriate to being incorporated in the proposed Action Research Continuous
Professional Development framework (Figure 7.1). Moreover, the central concept of critical
thinking integrates the theories that underpin this study in educating reflective teachers in their

continuous professional development.

Leach, Neutze and Zepke (2001) confirm that critical reflection is an attribute of professional
development by following a carefully planned route of action to enable professionals to be
critical towards their actions. Schon (1987) has highlighted the contribution of reflective
practice for professional development as the basis of critical reflection. Schon (1983) makes it
clear that the act of critical reflection promotes professional capabilities and insights to review
one’s own thinking, action and behaviour. With this understanding, this study gives critical
reflection an important place in the proposed continuous professional development of primary

school teachers.

Hendricks (2006) defines reflective teachers as action researchers striving for new findings
with which to update and upgrade their practice. In this regard, reflective teachers want to
improve their practice. Hopkins (2008) in asking why teachers conduct classroom research,
explains that good teachers are not those who do what others have found out; but those who
make professional judgements based on evidence obtained through their classroom research or
structured enquiry. Therefore, in both pre-service teacher education programmes as well as in
continuous professional development programmes, it makes sense to promote reflective
teaching. In this regard, action research should be one of the activities in which reflective
teachers become involved (Stringer, Christensen & Baldwin, 2010). Mezirow’s transformative
learning supports action research as a strategy giving teachers an opportunity to develop meta-
cognitive learning and critical reasoning skills (Mezirow, 2009). From the findings in this study
and the review of literature, action research is a powerful tool that can improve the quality of
the teacher’s practice. The action research can be conducted by the individual teacher or by
collaborative action research by a group of teachers. Thus, it can be an individual tool, helping
classroom teachers to either reconsider their teaching approaches or adapt in order to solve

problems they encounter in their practice.
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7.3 MOPSE AS A CRITICAL STAKEHOLDER OF CONTINUOUS
PROFESSIONAL DEVELOPMENT

The Ministry of Primary and Secondary Education (MoPSE) is the most critical stakeholder in
terms of continuous professional development because it formulates (in consultation with
stakeholders) and guides the implementation of policy on teacher continuous professional
development. In 2015, MoPSE published a set of documents that provide a structure and tools
for continuous professional development of teachers. It is heartening that the tools incorporate
the use of action research so that teachers continue investigating and learning from their
practice in their classrooms. The researcher takes the view that these tools are fundamental for

the proposed framework for continuous professional development.

In 2015, the Ministry of Primary and Secondary Education (MoPSE) published the following
documents. These are the:

e Teacher Professional Standards (TPS) (MoPSE, 2015a)
e Handbook on Teacher Professional Standards (MoPSE, 2015b)
e Training Manual on Teacher Professional Standards (MoPSE, 2015c).

The three documents are related and were to be used in preparing teachers for the newly-
introduced expectations by the Ministry of Primary and Secondary Education (MoPSE). The
Teacher Professional Standards (TPS), published in 2015 (MoPSE, 2015a), provides every
teacher with a benchmark against which they are assessed, and can assess themselves and their
performance. The stipulated standards serve as the basis for the provision of appropriate
support for the teachers’ long-term career development. In short, the TPS provides a framework
that gives direction and structure to guide the preparation, support, continuous professional
development and evaluation of teachers (MoPSE, 2015a). The Handbook on Teacher
Professional Standards, published in 2015 (MoPSE, 2015b), articulates the background and
purpose of the Teacher Professional Standards (TPS). The TPS are useful to teachers in several
ways as they provide benchmarks for self-assessment of teacher performance, as well as
benchmarks for measurement of teacher performance in addition to offering opportunities for
quality curriculum delivery through improved teaching and learning. Above all, the TPS

provides a basis for teacher continuous professional development (MoPSE, 2015c).
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At the same time, supervision instruments were introduced to teachers during the training on

Teacher Professional Standards (TPS). The instruments included the:

e Report on a School Head

e Report on a Teacher

e Report on a Head of Department (secondary school)

e Report on a Teacher-in-Charge (primary school), and the

e Teacher Professional Standards Self-Assessment Tool

These documents look for and encourage reflective practices. Two of these instruments speak
to the research study, the Teacher Professional Standards Self-Assessment Tool and the Report
on the Teacher. Thus, these two documents provide a great potential for the aim of this research
study, which is to propose an Action Research Training for Continuous Professional

Development Framework (ARCPDF) for primary school teachers.

74 POTENTIAL IN THE NEW CONTINUOUS PROFESSIONAL
DEVELOPMENT PLAN ON PRACTICE

In this section of the chapter, I present and discuss two tools that the Ministry of Primary and
Secondary Education (MoPSE) introduced alongside the Competence Based Curriculum. The
two tools are the Teacher Professional Standards Self-Assessment (Appendix N) and the
Narrative Supervision Report on a Teacher (Appendix O).

7.4.1 Teacher Professional Standards Self-Assessment Tool

The TPS standards guide the teacher in carrying out self-assessment and to identify areas for
growth and further professional development for the teacher and work in conjunction with the
Teacher Professional Standards Self-Assessment Tool, attached as Appendix N,

On a close look at the Teacher Self-Assessment for Professional Development, it is clear that
the tool guides the teacher to reflect on practice, assess own performance, and identify gaps
and development needs. This information is then used to develop a professional development
plan (PDP). According to the TPS Self-Assessment Tool, one way for the teacher to consider
strengths and weaknesses is to respond to focused guiding questions related to effective
professional practices, as stipulated in the Teacher Professional Standards. The TPS has three

main domains, each with its own sub-domains and it is one these on which the questions are
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based. While the tool is confidential and is not meant to be an external tool for evaluation, it
provides an opportunity for the teacher to be honest in the assessment for self-improvement.
The TPS guidelines encourage the teacher to do the self-assessment with a trusted friend or
colleague to allow for additional discussion and reflection. Based on an analysis of the teacher’s
own responses, development needs and training gaps are identified and from these, a personal

professional development plan is developed, as noted earlier.

In the context of this research study, this tool aligns with the proposed Action Research
Framework Continuous Professional Development Framework (ARCPDF) by encouraging
reflection, self-critique and planning actions for personal continuous professional

development.

7.4.2 Report on the Teacher

The TPS instruments, consisting of four reports (cf. Section 7.3), one of which is a specific
Narrative Supervision Report on the Teacher (cf. Appendix O). The report is composed of six
sections, namely Personal details, Institutional details, Professional knowledge and
Understanding, Professional Skills and Abilities, Professional Values and Personal
Commitment and Conclusion and Recommendations (MoPSE, 2016). Section D of the
Narrative Report on the Teacher has three inter-related sections on Teaching and learning,

Classroom organisation and Teacher personal reflection and communication.

The third aspect of this section, ‘Teacher personal reflection and communication’, has three,
inter-related components, namely: Self-evaluation, Classroom-based Action Research, and
Evidence of communication. It is in this Section D of the Narrative report on a Teacher (cf.
Appendix O) where it is explicit that in the supervision report, the supervisor, in this case the
school head or school inspector, engages the teacher on classroom-based action research being
done to enhance the teaching, understand the challenges faced and proffer solutions as opposed
to waiting for someone to provide solutions. The tool calls for classroom-based action research,
which this study has explored and proposes to be used to provide continuous professional
development for the teacher. Hence, the use of this supervision tool is incorporated into the
critical thinking and reflection of the proposed Action Research for Continuous Professional
Development Framework. The proposed framework is presented below in Figure 7.1.
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The proposed Action Research Continuous Professional Development Framework, based on
the findings of the research study, is a hybrid of the progressive trend of research and thought,
building on the theories of self-efficacy, transformative learning, constructivist learning and
action research. These theories each build on the foundation of the other and, in the view of the
researcher, seem to flourish with critical thinking and reflective practices that are encouraged
and brought about by continuously engaging in classroom-based action research. The findings
of the research study, and evidence drawn from participants in the Bikita Quality Education
Project, pointed to this view.

The proposed Action Research Continuous Professional Development framework (ARCPDF)
also builds on the training attributes and combinations for high impact continuous professional
development, as suggested by Rhodes and Houghton-Hill (2000). Rhodes and Houghton-Hill
(2000) explain that the training attributes for high impact knowledge and skills transfer on the
teacher professional development are theory, demonstration, practice, feedback, and coaching.
From this research, the proposed framework for Action Research Training Continuous
Professional Development (ARCPD) takes on board the attributes that Rhodes and Houghton-
Hill (2000) proposed with continuous professional development being underpinned by the
theories that support the development of reflective teaching and learning practices as part of
teachers’ professional development. In this regard, the researcher incorporates critical thinking
and reflection, active learning, practice-oriented teaching and learning, experiential learning,
modelling and co-operative learning as characteristics of professionals in the classroom.
However, the success of the proposed framework needs the attention of the stakeholders,
careful planning, inclusiveness, collaboration, clear policy guidelines and tools for a competent
reflective primary school teacher. This proposed framework builds on the outcomes the tools,
Self-Assessment Tool (Appendix N) and the Report on the Teacher (Appendix O) to encourage

and promote reflective teaching.

7.6 FINAL WORD

In order to develop the knowledge and skills of reflection, practitioners need to be involved in
activities, which give them the opportunity to reflect. Loughran (2005) claims that if teachers
are to value reflective practice as a worthwhile attribute for their professional development,
they must experience it as a logical consequence of learning to teach and as a tool to unpack

and learn from the uncertainties of practical experience, rather than as a generalised and close-
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ended process. Thus, learning to be reflective should be part of both pre-service teacher
education and continuous professional development for teachers. From the findings of this
research study, for in-service learning to be reflective, it should have attributes inclusive of
theory, demonstration, practice, coaching, mentoring, critical thinking, reflective
practice, as these are critical. The research participants linked their reflective practice to the
action research being conducted in their classrooms, on their practice in collaboration with
other teachers. This resonates with Dewey (1933) who stated that learning from experience
occurs when practitioners are able to reflect on experience and Chitpin (2006) reminds us that
learning from experience means a lot to the practitioner when there is continuous reflection,
with constructive feedback from fellow teachers, supervisors and learning something new as a

result.

Moon (2013) defines reflective practice as a set of skills that implies taking critical learning
and performing stances and orientations into a problem-solving state of mind. Ghaye (2011)
affirms that a reflective learning programme, including continuous professional learning,
should incorporate four categories of learning: affective learning, cognitive learning, social
learning and positive action learning. Skills in affective learning describe emotional reaction
and the ability to experience. The revised Bloom’s taxonomy (Anderson & Krathwohl, 2001)
includes six cognitive dimension of learning skills: remembering, understanding, applying,
analysing, evaluating and creating. Social learning skills are needed as well for reflective
practitioners as they work with learners in real social contexts. Thus, collaboration becomes
one of the important skills in reflective teaching and learning. Reflective practice needs
positivity and open-mindedness among the practitioners. In a general sense, critical thinking

skills are the most crucial aspects in training reflective professionals.

The researcher, has ventured on this journey, to propose an Action Research Continuous
Professional Development Framework building on action research for continuous professional
development of the primary school teacher. The proposed Action Research Continuous
Professional Development Framework responds to the Teacher Supervision Instrument and
Teacher Self-Assessment Tool. In addition, the proposed framework promotes reflection and
reflective practitioner practices aligned with the objectives of the competency-based
curriculum introduced by MoPSE. This curriculum places emphasis on reflective practitioners,
who should be proactive in evaluating their performance and improving their practice. Lessons

learnt from the literature and the participants of the study, gave the researcher the opportunity
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to deepen his knowledge, skills of reflection and learn from the Bikita Quality Education
Project experience to improve practice as a reflective practitioner. This thesis, investigating
how action research training helps teachers develop reflective skills, has connected relevant
points and led to the development of a conceptual framework on continuous professional
development for primary school teachers. A reflective continuous professional development
programme should incorporate theory, demonstration, practice, reflection, critical thinking
because reflective practice cannot simply be taught; it should be practised-in-action (Schon,
1987). The proposed teacher Action Research Continuous Professional Development

Framework (Figure 7.1) incorporates these attributes.

The basic concepts for continuous professional development of teachers are the concepts of
Reflection-before-action, Reflection-in-action and Reflection-on-action (Moon, 2008).
Reflection-for-action is thinking about future actions with the intention of improving or
changing a practice. This type of reflection requires teachers to anticipate what will occur
during a lesson, as well as reflect on their experiences in order to learn from that experience,
before the next lesson occurs (Farrell, 2013). Reflection-in-action means to think about
or reflect while you are carrying out the activity. This is typical when something is going wrong
or you meet something out of the ordinary and you cannot help yourself thinking about it and
taking action. However, practitioners rarely formalise this process (Moon, 2008; Farrell, 2013).
For reflective practitioners, this is a seamless activity. In other words, reflection-in-action
implies that the teacher gets engaged in on-the-spot critical thinking. This reflection and critical
thinking helps to figure out what has been done, right or wrong. Then, it gives direction for
further reflection, decision-making and action (McGregor, 2011; Schon, 1983). Reflection-on-
action, however, means thinking about the practice undertaken during and after the event and
turning that information into knowledge to inform practice, implying deliberate and planned

action, thinking back on what has happened during the last teaching experience:

Reflection-on-action is the retrospective contemplation of practice in order to
uncover the knowledge used in a particular situation, by analysing and
interpreting the information recalled. The reflective practitioner may speculate
how the situation might have been handled differently and what other

knowledge would have been helpful (Burns & Bulman, 2000:5).
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It cannot be further emphasised that critical reflection is the corner stone of continuous

professional development of practitioners, teachers included.
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