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ABSTRACT

This thesis is about the influence of the teacher development centres (TDCs) as

a support strategy for the professional development (PD) of primary school

teachers in Malawi. PD of teachers is becoming an integral part of educational

reforms in many countries. However, supporting and sustaining PD especially

in poor countries is quite challenging. Many countries have adopted the use of

teacher centres (TCs) as a support strategy for the PD of teachers and the TDCs

in Malawi are an adaptation of the TCs from developed countries such as

Britain where the concept of TCs was first hatched.

The aim of this study was to investigate the influence of the TDCs as a support

strategy for the PD of primary school teachers in Malawi. The issues

investigated included: activities which take place at the TDCs; teacher

involvement in the PD activities at the TDCs; teacher changes in their

professional practices as a result of their involvement in the PD activities at the

TDCs; and factors which affect the sustainability of the TDCs in providing

support for the PD. I develop an adult learning approach to a study of the

influence of the TDCs as a support strategy for the PD of teachers and I

demonstrate how the theories of adult learning can be used to investigate how

teachers learn with the support of the TDCs.

The study was conducted in four TDCs in Zomba rural and Zomba urban in the

South East Division in Malawi. I used both quantitative and qualitative

approaches, which involved the use of questionnaire surveys and semi-

structured interviews to collect data. A total of 586 teachers were involved in
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the questionnaire surveys. A total of 16 teachers and 22 other key education

personnel who were strategically linked to the establishment of the TDCs for

TPD in Malawi were involved in the semi-structured interviews. To increase

the validity of the data and the findings, I used both methodological and data

source triangulation.

The findings of this study indicated that there were a variety of activities taking

place at the TDCs and that some of them were of little relevance to TPD. The

majority of teachers were involved in the TDC activities and that some teachers

noted in themselves some transformation. However, the findings also revealed

that teacher involvement in the TDC activities was constrained by limited

access to the TDCs due to the long distances which some teachers had to travel

to the TDCs; teachers’ desire for workshops and monetary gains due to

poverty; ineffective management of TDCs due to variations in the composition

of the TDC committee members whereby some members had little formal

education; limited coordination of the TDC activities due to lack of training of

the TDC coordinators in TPD and the TDC coordinators had too many roles

and responsibilities which were in conflict with those of the coordination of the

TDCs; inadequate resources in the TDCs to support teachers in their PD; and

lack of clear policy guidelines in the operations of the TDCs.

In light of the findings of this study, it was concluded that the TDCs as a

support strategy for the PD of teachers were implicit because they did not exert

much influence on TPD. However, to have an explicit support strategy there
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was the need for a clear policy that would guide the operations of the TDCs in

Malawi.
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CHAPTER ONE

INTRODUCTION

1.1 Introduction

The aim of this study was to investigate the influence of teacher development

centres (TDCs) in supporting teacher professional development (TPD) in

Malawi. My assumption was that the TDCs would provide support for TPD,

which in turn would improve teacher classroom practices and hence improve

the quality of teaching and learning. This study is unique and worthwhile

because it is addressing a very crucial issue of how to enhance TPD in order to

improve the quality of education. Teachers are becoming more accountable for

the quality of education. Consequently, TPD is being recognised as one way of

improving quality of education (Commonwealth Secretariat, 1980).

Issues of education quality are high on the education agenda in both developed

and developing countries because education is regarded as a catalyst of

economic development (Little, Hoppers and Gardner, 1994). There is a strong

link between education quality and professional development (PD), especially

between changing teacher beliefs and practices and improving students’

learning (Asgedom, et al., 2006). As such, many resources are being poured

into various initiatives and reforms in an effort to improve the quality of

education (O’Sullivan, 2005; Dembele and Miaro-II, 2003). Unfortunately, so

far success has been limited and the quality of education especially in

developing countries remains poor (InWent-Internationale Weiterbildung und

Entwicklung, 2008; O’Sullivan, 2005; Voluntary Service Overseas, 2002). One
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of the reasons is that a lot of initiatives and interventions worldwide have

demonstrated that TPD is a very complex and difficult effort. Consequently,

efforts to explore the reasons for limited success tend to focus on the

implementation process rather than on outcomes and long-term impact, no

matter how small they may be (O’Sullivan, 2005).

Nevertheless, in recognising the role of teachers in improving the quality of

education, many countries are integrating TPD in their education reforms

(UNESCO, 2003; Knamiller, 1999). For the same reason, in its efforts to

address issues of quality of education, Malawi established the TDCs as a

support strategy for TPD (Section 3.7).

Although the use of the TDCs in providing support for TPD in Malawi dates

back to the mid 1990s, many countries have been using teacher centres (TCs)

for the same purpose since the1960s (Gough,1989). TDCs in Malawi are

cluster centres for TPD. The concept of the TDCs in Malawi was part of the

implementation of the government policy of decentralisation in education and

was established on the principles of school and teacher support. As a focal

point for zonal based PD, the TDC was supposed to provide outreach to the

cluster schools (Ministry of Education, Science and Technology, 1999).

However, since the TDCs were established in Malawi in 1998, no systematic

and independent studies have explored the influence of the TDCs in providing

support for TPD. Therefore, the aim of this study is to investigate the influence

of the TDCs in providing support for TPD in Malawi. In this chapter, I provide
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the background to the research problem, statement of the problem, significance

of the study and an outline of the contents of the chapters of the thesis.

1.2 Presenting myself

My awareness that all research studies reflect a relationship derived from the

social identity and values of the researcher encourages me to begin my thesis

by introducing myself to the reader of my thesis. I was born, grew up, was

educated and trained as a primary school teacher and worked in Malawi. Early

in my teaching career (from 1981 to 1989), I taught at a teacher training

college demonstration school where, apart from being a class teacher, I used to

conduct demonstration lessons to the students of the Initial Primary Teacher

Education (IPTE). Teaching at the demonstration primary school provided me

with an insight into how teachers can learn good teaching practices by

observing other teachers.

In 1989, I became Deputy Head teacher of one of the largest schools in the City

of Lilongwe. Managing this large school was quite challenging because of high

pupil-teacher ratio and inadequate teaching and learning resources. It was also

difficult to encourage teachers to work hard in such conditions. However, as a

Deputy Head teacher, I learnt to appreciate the enormous problems teachers

experienced in their work and the need for supporting them.

From 1990 to 1992 and then 1995 to 1997, I underwent regular and advanced

courses organised by the Malawi Institute of Education (MIE) in collaboration
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with the Brandon University of Canada (MIE-BU Courses). The courses were

designed to equip District Education Managers (DEMs), Primary Education

Advisors (PEAs), Head teachers and senior teachers with skills in school

administration, organisation, management, supervision and inspection. These

courses rejuvenated my knowledge, skills, beliefs and attitude to manage

schools better. However, the MIE-BU courses did not adequately prepare me to

confidently support TPD because there was little focus on principles of TPD.

When I completed the MIE-BU regular course in 1992, I was appointed as an

Inspector of Primary Schools for Lilongwe Rural District. I used to travel to

schools which were far apart and with poor road infrastructure. There was

inadequate public transport to facilitate travel between schools as well as

between rural to urban areas. In rural areas, teachers’ working and living

conditions were characterised by dilapidated houses and classrooms. Teaching

and learning resources were very scarce. These poor conditions had a negative

impact on access to quality education. Thus, during my inspection visits to

schools, it became clear that teachers were lacking support in their efforts to

improve the quality of education.

Recognising that schools and teachers needed more than inspection to improve

the quality of teaching and learning, the Ministry of Education, Science and

Technology extended the role of Inspector of Schools to include advisory and

supervisory services, hence changing the name to Primary Education Advisors

(PEAs). Changing from being a School Inspector to a PEA meant that apart



5

from inspecting, I was expected to do the role of advisor and supervisor of

teachers and schools. As a PEA, I was responsible for about 21 schools in

Mpingu Zone of Lilongwe Rural West as well as centre coordinator for

Mpingu TDC. The added roles of advisor, supervisor and centre coordinator

implied that I spend more time supporting teachers and schools.

In 1998, I was appointed as In-service Education and Training (INSET) Officer

in the Department of Teacher Education and Development (DTED) of the

Ministry of Education, Science and Technology. As an INSET Officer, I was

involved in monitoring the Malawi Integrated In-service Teacher Education

Programme (MIITEP), a model of pre-service training for teachers which had

been introduced in all the primary teacher colleges in January, 1997 in

response to the introduction of free primary education which had resulted in

high enrolments and teacher shortages (Ministry of Education, Science and

Technology, 2003). I was also involved in the sensitisation of senior education

managers and training of PEAs and school staff in undertaking TPD, school

improvement and the establishment of the TDCs (Ministry of Education,

Science and Technology, 1999). At all the stages of my work experience, PD

was simplified to in-service courses but a complex venture. Yet in

undergraduate and postgraduate courses I undertook at university level, I learnt

that TPD was not as simple as conducting in-service courses. Although my

work experience gave me more questions than answers in how to provide

support for TPD in Malawi, my research focus is to explore the influence of the

TDCs as a support strategy for TPD and not just in-service courses.
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What follows is an account of my research journey - written in the first person

in recognition of my ‘active role’ - that has left a strong and permanent mark

on me. Not only has this journey, which is basically an insider study that draws

on multiple methods of data collection and analysis, challenged and changed

my belief system but it has also brought me closer to understanding myself. I

have found that by exploring those with whom I shared my professional life, I

also learned about myself. My research is an honest quest for knowledge based

on long hours of work, dedication and respect for the key participants, the

reader and myself. Still as my resulting knowledge is partial and contextual, I

present it as tentative, consciously selective and written for a purpose, which

can be challenged on the grounds of interpretation and meaning rather than on

the basis of falsification of a fixed truth (Punch, 2005). Much as my embedded

perspectives are admittedly partial and thus open to criticism, they have been

honestly assumed. They are products of the interrelationship between me, my

place in the social structure, the cultural milieu and the historical period in

which I live. It is against the background of professional experience and

academic knowledge that I identify the research problem.

1.3 Malawi: a brief background

Malawi is one of the least developed countries in the world. It is landlocked

and lies to the south of the equator in Sub-Saharan Africa (SSA). It shares

boundaries with Tanzania to the north, Zambia to the west and Mozambique to

the south-west, south, and east. It lies in the southern part of the Great Rift
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Valley of Africa, containing the third largest lake in Africa. Malawi has a total

surface area of about 112,140 square kilometres of which about 24,208 square

kilometres are taken up by lakes and 23,760 square kilometres are arable land.

By 2008, the population of Malawi had risen over 13. 5 million (Ministry of

Economic Planning and Development, 2008).

Malawi is also one of the most densely populated countries in SSA. Nearly

90% of the rural population derives its livelihood from agriculture (Ministry of

Education, Science and Technology, 1998). With its economic reliance on the

export of agricultural commodities, Malawi is vulnerable to global changes

such as decline of international economy, trade and also climatic changes.

Despite manufacturing some of the materials, Malawi imports most other

commodities. Being a landlocked country, it experiences high transport costs

which seriously impede its economic development. Furthermore, the ravaging

HIV/AIDS crisis is putting further pressure on economic development of

Malawi.

Although Malawi was part of the British Empire for about eighty years, it has

maintained its own culture and traditions. In fact Malawi got its independence

from Britain in 1964 and became a Republic in 1966. Since then, it has enjoyed

membership of continental organisations such as the African Unity (AU),

Preferential Trade Area (PTA), Southern Africa Economic Community

(SAEC) and European Union (EU). It has formed bilateral cooperation with

bodies such as the Department for International Development (DfID) of the
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United Kingdom (UK), United States Agency for International Development

(USAID), Gesellschaft fur Technische Zusammenarbeit (GTZ) of Germany,

and global bodies such as the United Nations (UN) and its subordinate bodies,

which have had a great impact on socio-economic and educational

development in the present-day Malawi.

The national language of Malawi is Chichewa, but there are more than 15 other

languages, which are closely related (Kaphesi, 2000; Kishindo, 1986). English

is the official language. Both Chichewa and English are studied from primary

school up to university. Although educational success depends on proficiency

in both languages, it is the student’s ability to receive instruction through

English that really counts. The Government’s policy on medium of instruction

is, however, to encourage the use of local languages as medium of instruction

in the first four years of primary and English the rest of the time, including in

textbooks and examinations (Ministry of Education, Science and Technology

and the Malawi National Commission for UNESCO, 2004).

1.4 Identifying the research problem

During the post-independence era, most countries in Africa recognised

education as a tool for reinforcing nationalism (Rose, 2006; Smith, 2001). As

for Malawi, when it attained political independence in 1964, education was

regarded as a means by which freedom could be consolidated to achieve

developmental goals (Rose, 2006). Education reforms have been initiated to

align the education system with the aspirations of the nation. Realising that
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there was limited access to quality education in Malawi, many reform efforts

have been aimed at increasing access to quality education (Ministry of

Education, Science and Technology, 2008b).

Later, most developing countries realised that education was not just a tool for

reinforcing nationalism but also for enhancing national and global socio-

economic development because there was evidence that quality and relevant

education resulted in increased global and national economy, knowledge

explosion, social and cultural changes, and technological development (Pinch,

1996). It is commonly held that relevant and quality education is associated

with quality teaching and learning (Pinch, 1996). Yet, a great deal of

knowledge, skills and attitudes dealt with in education are becoming outdated

and new ones are emerging everyday, calling for continuous teacher learning

(Coulby, 2005; Guskey, 2000; OECD, 1998).

As a result, education in Malawi has been experiencing unprecedented

changes. The rate of changes and the explosion of knowledge require that

teachers learn afresh throughout their lives (Guskey, 2000). This has

implications for reforms in education, in that TPD must be an integral part of

any educational reform (Blandford, 2000; Guskey, 2000; Calderhead, 1988)

because teachers are crucial to educational change and school improvement

(Hargreaves, 1994; Huberman, 1992). Teachers are essential players in

promoting quality education, whether in schools or in more flexible

community-based programmes (UNESCO, 2003), they are advocates for and
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catalysts of change (Vongalis-Macrow, 2005). No education reform is likely to

succeed without the active participation and ownership of teachers (Day and

Sachs, 2004; Villegas-Reimers, 2003; Fullan, 1995) and this problem is

aggravated by the missing link between education reforms and TPD (Daniels,

1999). As such, many countries have recognised that not only well-trained

teachers but also teachers who continuously learn new ways of improving

quality of education are fundamental to the implementation of education

reforms (Guskey, 2000; OECD, 1998). It is the recognition of the importance

of continuous teacher learning at the workplace which necessitated the

integration of appropriate TPD programmes in educational reforms (Guskey,

2000).

In the 1990s, as part of implementing the Jomtien, Thailand Declaration of

Education For All (EFA) many developing countries especially those in Africa

embarked on various educational reforms (UNESCO, 2003; Little, et al., 1994)

with the aim of increasing access to education especially at primary level. Ten

years later, it was discovered that in spite of increased access to primary

school, the quality of education was dismal, especially in SSA, forcing

countries to new goal for EFA at the Dakar summit in the year 2000 (Dembele

and Miaro-II, 2003). Problems in implementing EFA continued due to the

decline of pupil enrolments in many countries and teacher shortages partly due

to the devastating HIV/AIDS (Christie, Harley and Penny, 2004). With regard

to teacher shortage, Lewin (1999:19) cited by Christie et al. (2004) argued that

“the shorter the professional lifetime of teachers in the system, the higher are



11

the costs of providing an adequate number of trained teachers” which

encourages countries to focus more on pre-service education training than on

TPD.

Poverty was seen as a major obstacle in the implementation of EFA

(Robertson, et al., 2007). Hence, the UN held a Millennium Summit at which

all the member states agreed to work towards the elimination of poverty and

bring about sustainable development as the highest priority. During the Summit

and subsequent meetings, the Millennium Development Goals (MDGs) were

developed with the aim of eliminating poverty by 2015 (Robertson, et al.,

2007). The MDGs are a set of eight goals, 18 targets and 48 performance

indicators that relate to poverty reduction by 2015. The MDGs range from

halving extreme poverty to halting the spread of HIV/AIDS as well as

providing universal primary education (UPE). The MDGs form a framework

through which the efforts of the developed and developing countries and

international agencies might be channelled and implemented in order to

achieve significant and measurable improvements in people’s lives by the year

2015.

Two MDGs are related to this study. These are:

 MGD 2, achieve universal primary education (UPE) to ensure that, by

2015, children everywhere, boys and girls alike, will be able to complete a

full course of primary schooling;



12

 MGD 3, promote gender equality and empower women by eliminating

gender disparity in primary and secondary education at all levels of

education, preferably by 2015 (Robertson, et al., 2007:88-89).

Thus, the government of Malawi has included education as one of the nine

priority areas in the Malawi Growth and Development Strategy (MGDS). The

primary focus is to improve access and quality of education. To this extent, the

government has over the years initiated programmes aiming at improving

access to and quality of education (Ministry of Development Planning and

Cooperation, 2003).

Although Malawi is committed to achieving the MDGs by 2015 through the

implementation of her own national development strategy, the (MGDS), the

challenge is to achieve UPE and promote gender equality and empower women

by 2015 as the government is not on track (Ministry of Development Planning

and Cooperation, 2009:ix). In relation to UPE, the challenges reported are:

 shortage of qualified primary school teachers;

 inadequate physical infrastructure;

 poor retention of girls mainly from standard five to eight as a result of high

disease burden due to HIV and AIDS which leads to absenteeism especially

among girls who take care of the sick; and,

 poor participation of school committees and their communities in school

management (Ministry of Development Planning and Cooperation,

2009:12).
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Perhaps one other reason is that:

... in the majority of SSA countries there are not yet enough school
places to enrol all school age children at primary level, and that
many more are excluded from lower secondary schooling than
primary (Lewin, 2007:8).

These challenges of achieving UPE are not unique to Malawi but the entire

SSA region and other developing countries. According to Kunje and Chiwaula

(2010), SSA requires 1.6 million additional teachers to achieve UPE, which

doesn’t seem attainable by 2015. Kunje and Chiwaula (2010) further argued

that it is not just increased access to education but also quality of education that

should be desired, and this directly links to TPD.

As for the MDG 3, some of the challenges faced in promoting gender equality

and women empowerment in Malawi are:

 limited capacity in terms of human and material resources to facilitate adult

literacy and continuing education;

 socio-cultural factors that make people believe that men should be leaders

while women are followers; and

 poor learning environment which affects girls in primary and secondary

schools e.g. sanitary facilities, long distances to education facilities, extra

burden from domestic chores especially for adolescent girls resulting in high

drop out rate (Ministry of Development Planning and Cooperation,

2009:17).
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Since teachers are arguably agents of educational change, it is essential that

Malawi puts TPD as one of its priority areas in achieving UPE and gender

equality. TPD should penetrate every aspect of education reform as a process

of ‘recharging’ teachers with the aim of improving education quality (Borko, et

al., 2002; Guskey and Huberman, 1995; Smylie, 1995). To this effect,

Hargreaves and Goodson (2002: x) wrote:

Teachers are the midwives of that knowledge society. Without
them, or their competence, the future will be malformed and
stillborn.

By comparing teachers to midwives, Hargreaves and Goodson (2002) are

emphasising that the role of teachers is to help in the transmission of

knowledge from one generation to another in a society. To achieve this, the

society requires not just teachers but importantly competent teachers who

would prepare children to acquire relevant and quality education for

transforming society. Just as midwives require resources to help mothers to

deliver, so teachers need resources to help in their career. However, in most

developing countries, including Malawi, teachers teach without basic resources

(InWent-Internationale Weiterbildung und Entwicklung, 2008; O’Sullivan,

2005; Lockheed and Verspoor, 1991). Indeed if teachers are midwives of the

knowledge society, they need to not only be abreast with new knowledge but

also to provide the knowledge to society. For teachers to achieve all this, they

need to be involved in continuous professional learning.

One argument about the establishment of the TDCs as a support strategy for

TPD in Malawi is that it was an educational reform. Bishop (1986) pointed out
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that the planning stage of educational reform involves carefully

conceptualising the implementation of reform. He described reform as the

process of implementing planned activities, which operate with some elements

such as a person or group of people who initiate reform, a reform itself, the

user, and time. The reform agent should acknowledge first that reform is

complex, and cannot be solved by mere intuitional judgment or educated guess.

A reform agent has to go through some systematic planning and

implementation steps (Bishop, 1986).

Adams and Chem, cited in Bishop (1986), enumerated eleven elements, which

must be considered at each stage of any reform process, as with who does what,

with what, to whom, where, in what manner and why, and with what effect.

These elements include the personnel, the actual task, the method or the

strategy or procedure, equipment, environment, cost, social context, time,

scheduling, sequencing and coordination of activities, the rationale for the

reform and the evaluation of the results. Adams and Chem’s elements are

helpful in focusing this study because they link to the rationale for setting up

the TDCs as a support strategy for TPD in Malawi (Section 3.7) as interpreted

below:

 the personnel: adequacy and appropriateness of the staff at the TDC;

 the actual task: roles and responsibilities of all key stakeholders;

 the method/strategy/procedure: how teachers are engaged in PD;

 equipment: resources and materials to support TPD at the TDC;

 environment: enabling factors for TPD to take place at the TDC;
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 the cost: funding for TPD activities;

 social context: interaction among stakeholders in promoting TPD;

 time: provision of time for teachers to engage in TPD activities as well as

the TDC personnel;

 scheduling: plan of activities for TPD;

 sequencing and coordinating of activities: organisation and management of

TPD activities;

 rationale for the reform and evaluation of the results: justification for

engaging teachers in TPD programmes and mechanism for monitoring and

evaluating TPD activities.

Additionally, the TDC as a support strategy for TPD also needed to seriously

consider the social context for effective implementation (McLeod and Golby,

2003). Bishop (1986) pointed out that the reform process involves problem

identification, possible solution, particular solution (reform), and optimum

solution which are then trialed and evaluated, implemented and

institutionalised. Whether a reform process will succeed or not depends on

related factors such as dissatisfaction, vision, action and resistance to reform,

as factors influencing the success of any reform in a system (Bishop, 1986).

This implies that effective planning and processes may lead to successful

reform as these two are closely related and they determine the level of

dissatisfaction, vision and action and resistance to reform. On the other hand,

reform, which is not well planned, results in waste of scarce resources, stress

and disenchantment and ultimately failure of the reform.
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Another argument in support of TPD is that no education reforms will succeed

if teachers are left out of the reform process. Spilliane (1999:970) explained

that:

Although [education] policy makers certainly are crucial to
[education] reform, ‘teachers are the key agents when it comes to
changing classroom practice. They are the policy brokers.’

There has been a consensus amongst educationists that improving the quality

of education depends partly on improving the quality of teachers (Blandford,

2000; Day, 1994; Bell, 1991; Blackman, 1989). It has also been argued that if

schools are to provide meaningful pupil learning, there is a need to offer

learning opportunities to teachers (Darling-Hammond, et al., 1999; Farrell and

Oliveira, 1993; Dean, 1991; Greenland, 1983). The implication then is that:

... unless teachers have access to serious and sustained learning
opportunities at every stage in their career, they are unlikely to
teach in ways that meet new standards for pupil learning, or to
participate in the solution of education problems (Feiman-Nemser,
2001:1014)

Therefore, providing learning opportunities for teachers entails creating an

environment that will motivate teachers towards self-development (Hoppers,

1996). In the past decade or so, one of the efforts has been to create an enabling

environment for TPD by developing a learning community of teachers through

networks (Bell, 1991). In this vein, Moon (2000:5) argued that:

Most PD activities have been focused through individuals. And yet
the focus on networks and knowledge creating education
communities points to the importance of more collective
approaches to improvement.
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Providing support for TPD through networks is still challenging because in

most developing countries teachers are too overloaded with classroom work to

attend to TPD (Kadzamira, 2006). Furthermore, the organisation and

management of education systems might make it difficult for TPD to thrive

among teachers (Bell, 1991) partly because of inadequate support for TPD.

Nonetheless, however, inadequate the support might be what is crucial is that

any amount of support must aim at removing the barriers to TPD.

Different support strategies for TPD have been developed since the 1960s

(Blackman, 1989) and since then, some of these support strategies have been

exported from developed countries to developing countries (Gough, 1997;

Hoppers, 1996; Blackwell, 1977; Howes, 1977). For example, Kenya

(Wiegand and Jain, 1999; Lilly, 1990); Tanzania (Kapinga, 1996); Uganda

(Ministry of Education, Uganda, 1996); Zambia (Nair, 1996; Chelu and

Mbulwe, 1994) and Zimbabwe (Ministry of Education, Zimbabwe, 1996)

adapted TCs as a support strategy for TPD, which was originally developed in

Britain. However, such strategies differ mainly in the area of emphasis. For

example, some of them emphasise the place where the support takes place

(Guskey, 2000) whereas others focus on the needs and aspirations of the

teachers, the schools and the pupils (Bell, 1991).

Although the use of TCs in providing support for TPD in Africa is increasing,

their influence on TPD is minimal because most African countries are too poor

to sustain the TCs and teacher motivation and performance in TPD remain low
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(Hopper, 1996; Blackwell, 1977; Hawes, 1977). The implication is that,

“Despite its essential role in educational reform, PD typically does not receive

adequate support in systems reform efforts” (Borko, et al., 2002:969). This

situation has been detrimental to the quality of education in these countries

(MacNeil, 2004). Nevertheless, in most countries, the success of the strategies

for TPD depends on how teachers acquire and use the knowledge, skills and

attitudes gained through PD in improving quality of education (Knamiller,

1999). Gough (1997) reported that in Britain where the idea of TCs originated,

a disparity existed between what the TCs were felt to do and what teachers

actually got out of them. There was little systematic TPD and only small

groups of teachers engaged in such activities. It must be noted that in

developing countries, there are limited resources for providing support for

education reforms such as the TCs and that developing countries continually

rely on material, technical and financial support from developed countries in

education reforms (Christie et al., 2004). If teachers in developed countries

with abundant resources found it difficult to influence TPD through the TCs, it

is likely that TCs in developing countries such as Malawi would find it even

more difficult to provide support for TPD.

1.5 Statement of the problem

Teachers are regarded as a very important human resource in education

(Hargreaves and Goodson, 1996; Hargreaves, 1994). Teachers are strategically

placed for effective implementation of any educational change (Day, 1993).

They are a gateway to the classroom for most educational changes and
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responsible for what students can know and do. They can also be regarded as

the image of their own learning through teaching.

Day (1993) further stated that PD helps teachers to make teaching more active

and meaningful and encourages sharing of knowledge and skills. It is an

important mechanism through which teachers interact, share solutions to

common problems affecting teaching and develop skills to evaluate their own

teaching. However, Guskey (1995) suggested that teachers may not be good

enough to conduct their own PD activities without support from outside, partly

due to limited knowledge about PD and inadequate resources. Furthermore,

teachers may not be aware of what is expected of them from PD activities

(Huberman, 1993).

Additionally, Clarke and Hollingsworth (2002) claimed that PD does not occur

naturally; it has to be planned, implemented and evaluated to assess the impact

on the learners. Guskey and Sparks (1996) also contended that PD which lacks

clear purpose and is not fully supported cannot achieve the intended goals.

Kelchtermans (2004) added that when addressing issues of PD, one should not

limit the relevant moral and political context in which teachers work because

PD does not occur in a ‘vacuum’.

It is in this regard that Henderson (1978) also argued that the effectiveness of

PD programmes may be questionable if the activities do not address the needs

of the learners in the classroom because, as Villegas-Reimers (2003) pointed
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out, TPD opportunities have a substantial positive effect on students’

performance and learning. TPD is also a key factor in making sure that reforms

at all levels are effective (Villegas-Reimers, 2003).

Some studies have suggested that there are some problems of TPD which are

associated with teachers and managers. For example, in a study conducted in

Lesotho, Iheanachor (2007) found that many teachers were not comfortable

when asked to conduct PD in their schools because of lack of knowledge in

organising and executing PD activities. Teachers avoided being involved in PD

for fear of exposing their ignorance and being laughed at by fellow teachers.

Other teachers thought that it was the responsibility of the managers to plan

and conduct PD for teachers because the managers controlled the resources.

Furthermore, some teachers felt that conducting PD activities was difficult as

they would not be objective enough to point out weaknesses in their fellow

teachers. These findings suggest that teacher knowledge, beliefs and attitudes

are crucial in PD programmes.

The preceding discussion suggests that there are challenges associated with

TPD and that careful planning is important to achieve the intended goals.

Nevertheless, Malawi established the TDCs to provide support for TPD in the

late 1990s. However, since then, little is known about the influence of the

TDCs in supporting TPD in Malawi. Although research has been carried out on

TCs in some SSA countries (Sunal, et al., 2001; Knamiller, 1999; Lilly, 1990;

Ayot, 1983) little research has been done in Malawi. Therefore, there is a need
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for such research in Malawi to build a complete mosaic of SSA TCs in

providing support for TPD. Specifically, there is need to determine the

influence of the TDCs in enhancing teacher involvement in TPD activities; to

assess if the establishment of the TDCs has brought about changes in teachers;

and to find out if there are any barriers to the teacher use of the TDCs for TPD.

1.6 Research questions

In order to explore the influence of the TDCs in supporting TPD, the following

general research question was formulated: To what extent do the TDCs provide

support for TPD in Malawi? The following specific questions defined the

research problem:

 What PD activities take place at the TDC?

 To what extent are teachers involved in the PD activities?

 What changes are there in the teachers as a result of their involvement in

the PD activities at the TDCs?

 What factors affect the sustainability of the TDCs in providing support for

TPD?

1.7 Significance of the study

The significance of my study stems from the fact that it is the first study to

investigate the influence of the TDCs as a strategy in providing support for

TPD in Malawi. Despite increased and frequently inconclusive knowledge of

the impact of TPD on student achievement, little is known about the ways in

which specific support strategies influence TPD (O’Sullivan, 2002). As
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English (1995) pointed out, many studies on the impact of INSET on

classroom practices have failed to unearth the features of INSET and classroom

practices; conceptual frameworks for such studies are based on theories of

classroom practices with little relevance to theories of teacher learning and the

research methods used do not capture valid data on which to base the

conclusions.

It is my hope that this study will address these concerns and that the findings

will contribute towards the understanding of the nature and process of a

support strategy for TPD that is based on a network model to develop

professional learning community. My study is also significant because it

addresses the value of the TDCs in providing support for TPD, taking into

account that the Government of Malawi, with the support of the donor

community, spent a lot of resources in implementing the programme which

was aimed at contributing to the socio-economic development of the country.

Ultimately, the findings of the study may lead to recommendations for

providing sustainable and long-lasting support for a TPD programme. In

addition, the findings will also be of particular relevance to practitioners such

as teachers, education advisors, curriculum planners and other educationists

interested in teacher support and development, as well as researchers in teacher

education and development. At global level, answers to these research

questions will be of significance as they will illuminate the theory and practices

embedded in TPD efforts in developing countries such as Malawi.
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1.8 Structure of the thesis

In Chapter Two, I set out the global context of the study, including the role of

education in the global economy, with a focus on human capital theory and the

knowledge-based economy in various parts of the world. In Chapter Three, I

set out the national context of the study, including the education setting in

Malawi, with the focus on supporting TPD. I also discuss the origin and the

establishment of the TDCs in Malawi.

Chapter Four concerns the theories and practices of TPD. I present in the

chapter the arguments for and against the need for TPD, what it involves, why

certain strategies and models have been used, and how TPD influences the

quality of teaching and learning in schools. I also provide a review of TCs in

developed and developing countries. I discuss the origin, development and

demise of the concept of TCs in the UK, and the exportation of the concept of

TCs to North America, Asia and Africa. I present the arguments for and against

the need for TPD in developing countries, where donors export the concepts

amidst limited resources. In reviewing TPD programmes in Africa, prospects

and challenges have been identified and compared to those in developed

countries.

In Chapter Five, I present the conceptual framework of the study, which is a

guiding theory for the study. I use aspects of the literature reviewed so far as a

basis for developing the conceptual framework, as a way of conceptualising

TPD as teacher learning. I draw on theories of adult learning to develop a
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framework for exploring how the TDCs are providing support for TPD. In this

chapter, I also discuss variables of TPD likely to be supported through the

TDCs, which were explored in the study.

In Chapter Six, I develop the methodology of the study by discussing the

philosophical framework and the justification for choosing to use both

qualitative and quantitative research approaches, data collection methods and

sampling techniques. I also describe methodological considerations that

include validity and reliability, triangulation, generalisability and ethical

considerations. In this chapter, I have also presented the implementation of the

research study, which includes a pilot study. Data analysis procedures are also

presented in the same chapter. I conclude with a description of how the

findings were reported.

I present the findings of the study in Chapter Seven. Chapter Eight is where I

develop the theory of the TDCs in supporting TPD, by reviewing the results

and relating them to the theoretical and conceptual framework of the study.

This stage of the research process involves comparing the findings,

categorising them and forming themes for interpretation. This is a process of

synthesising and making meaning from the findings in order to construct a

theory which demonstrates further understanding of the TDCs in supporting

TPD.
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In Chapter Nine, the conclusion, I provide an overview of the study; reflect on

the major findings of the study; relate the results to the original research

problem; and consider the contribution of the study first to the practice and

second to the theory of TPD. Then, I discuss the strengths and limitations of

the study. Finally, I identify the need for further research and make

recommendations for the direction, which this research might take.

In the next chapter, I explore the global context of TPD; why TPD is a global

concern and how it is approached at global level.
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CHAPTER TWO

THE GLOBAL CONTEXT OF THE STUDY

2.1 Introduction

It is imperative to present a global context to an academic study of this type

because, Day and Sachs (2004) argued, the context for teacher professional

development (TPD) is a global issue. Similarly, in order to have a global

approach to some of the challenges in improving quality of education, many

countries have adopted the use of teacher centres (TCs) as a support strategy

for TPD. This chapter explores some of the global factors which have led to the

establishment of the teacher development centres (TDCs) as a support strategy

for TPD in Malawi. Specifically, I discuss the meaning of globalisation, its

origin and the economic forces behind globalisation. I then explore the links

between education and globalisation. Finally, I map out the global efforts in

supporting TPD in developing countries.

2.2 The concept of globalisation

Globalisation is defined differently by different writers largely because of the

theories these writers hold and the practices in which they are engaged

(Robertson, et al., 2007; Paul and Raspman, 2004; Smith, 2002). For example,

economists define it as expansion of the economic activities beyond the

nation’s border (Robertson, et al., 2007); politicians define globalisation in

terms of state policy actions to embrace global issues (Paul and Raspman,

2004); the social definition of globalisation focuses on social impact at local,

national and international levels in terms of equity, justice and economic gains
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and dominance; and finally, the cultural definition focuses on cultural identities

and values (Smith, 2002). The forgoing definitions imply that Malawi needs to

embrace this concept of globalisation if it is to become part of the global

village.

Furthermore, many authors have used Giddens’ (1990:64) definition to

describe globalisation as an:

... intensification of worldwide social relations which link distant
localities in such a way that local happenings are shaped by events
occurring many miles away and vice versa.

This statement has immense implications for de-localisation, technological

innovation, multinational corporations and a move towards free markets

(Smith, 2001; Kiely, 1998). Kiely (1998:3) further defined globalisation as “a

world in which societies, cultural, politics and economies have in some sense

come closer together”. Prominent in these definitions is the importance of

recognising what some people are doing and experiencing to solve their

problems. Globalisation as learning from each other, according to Smith and

Doyle (2002), entails a knowledge economy which suggests that those nations

committed to lifelong learning and to creating a learning society will thrive.

Globalisation is also about the interconnections between people in different

parts of the world (Scholte, 2007) which is facilitated by information flow that

induces changes in the pre-existing socio-cultural, political, economic

structures and education systems of nations (Kwame, 2007; Willis, 2005).

Interconnecting people from different parts of the world implies a reduction of
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barriers to trans-world contacts so that through it people become more able to

engage with each other in a single world. Malawi is definitely part of the global

network whereby people of Malawi are interconnected to people from different

parts of the world.

Cogburn and Adeya (1999) described globalisation as an ongoing experience

symbolised by the connection of the social events and social relations at a

distance shaped by local contexts. In essence, globalisation is associated with a

set of social, economic, political, and cultural processes in which experiences

and activities in different parts of the world influence each other. It is made

possible by a variety of interconnections which are characterised by unfixed

institutions linking local practices with world social relations (Coulby, 2005).

Thus, according to Cogburn and Adeya (1999), globalisation is facilitated by

organisations and/or institutions such as those under the United Nations (UN)

as well as the bilateral organisations and non-governmental organisations

which are specially designed to address global issues (Coulby, 2005). This

concept of globalisation implies that the establishment of the TDCs in Malawi

is a result of the influence by such global organisations and/or institutions as

the World Bank, the Department for International Development (DfID) and

Gesellschaft fur Technische Zusammenarbeit (GTZ) through their financial and

technical assistance, which in most cases set preconditions for funding such

reforms in their favour.
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According to Smith and Doyle (2002), globalisation involves not only the

connectedness of people but also the spread of production, communication and

technologies throughout the world. This way of defining globalisation

emphasises the diffusion of ideas, practices and technologies, in a broad focus

of cross-border relations between countries. Generally, globalisation is about

the spread of modern social structures worldwide, the process of spreading

various objects and experiences to people in different parts of the world, the

reconfiguration of geography, and not liberalisation (encouraging borderless

world economy) as other people’s definitions have alluded to (Smith, 2002).

Here, liberalisation may be perceived as a precondition for sustainable

globalisation. It is possible that the establishment of the TDCs in Malawi was a

result of liberalisation of the knowledge economy in education systems.

However, understanding the concept of globalisation is difficult (Smith, 2002)

partly because globalisation is a value-laden process with a marked difference

between its theory and practice (Kwame, 2007). For example, whereas global

interdependence may assume social equity, globalisation may create hierarchy,

unevenness and exploitation (Tonna, 2007). Similarly, whereas global

integration may imply unification and a sense of community, according to

Kwame (2007) and Davies (1999), globalisation may not produce a single

global village. Such a dichotomy between the theory and practice of

globalisation has made it difficult to have a common working definition of

globalisation and relate it to TPD in Malawi.
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According to Willis (2005), the aim of globalisation is to promote economic

growth and eradicate poverty (Robertson, et al., 2007) and consequently bring

about sustainable development. In this way, globalisation is not just about

economic development but a whole range of aspects of human development

including education (Bhola, 2000), as discussed in Section 1.4 on some of the

objectives of the Millennium Development Goals (MDGs). On the other hand,

Omolewa (2005) argued that globalisation is not the sole cause for

development but to some extent it ensures mobilisation of resources to combat

economic crisis. According to Omolewa (2005), regional and global

cooperation have emerged as a way of joining hands in solving economic

problems. Thus, globalisation is associated with sustainable activities across

national boundaries (Smith and Doyle, 2002). Malawi, as one of the poorest

countries in the world (Ministry of Education, Science and Technology,

2008b), requires global approaches to its economic development through a

range of human development activities including TPD which would ensure

quality education.

2.3 The origin and spread of globalisation

Historically, globalisation is both old and new (Kwame, 2007; Willis, 2005;

Bhola, 2000). It is old because it began with the early European explorers who

travelled worldwide setting up their own colonies, sometimes ignoring the

existence of the indigenous people (Tonna, 2007; Kennedy, 1999). These early

explorers spread not only trade, agriculture and technology but also culture,

which included education and religion (Kwame, 2007). For Africa, the
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unpopular colonial rule and slave trade emerged from the globalisation of

trade, market and labour (Omelowa, 2000). For Malawi, globalisation brought

colonisation, slave trade, trade, market and labour, together with western

culture and education.

Meanwhile, globalisation became popular in the 1990s to describe the

increasingly integrated and interdependent world economy (Obstfield and

Taylor, 2003; Tomlinson, 2003) partly due to the collapse of the market values

of some natural resources such as minerals on the one hand, and changes in

systems of government such as communism and technological developments

such as use of computers, phones, radio, television and aeroplanes, which have

increased global awareness (Willis, 2005; Pinch, 1996), on the other hand.

However, the concern here is not how old globalisation is, but how radical it is

in addressing local issues. In fact, globalisation has been described as less new

and less radical than is imagined in that innovation has had little effect on

development in Africa (Kwame, 2007). In this vein, I believe that the TDCs in

Malawi were born out of globalisation of education as a viable way of

improving the quality of education.

Although many authors have expressed difficulties in explaining the forces

behind globalisation, they seem to agree on some which are rather theoretical

(Coulby, 2005; Tomlinson, 2003; Smith and Doyle, 2002; Kennedy, 1999;

Pinch, 1996). First, for many economists, the role of market forces within the

context of technological changes, the dynamics of the international capitalist
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system, a product of modern rationalism and/or a combination of all these are

the possible causes of globalisation (Pinch, 1996). Second, with the

unprecedented development of technology (Tomlinson, 2003), such as jet

travel, radio, television, facsimiles, computers, internet and credit cards,

society is more of a global village than ever before (Scholte, 2007). Third, the

establishment of regional and international bodies has also played an enabling

role for globalisation through supra-territorial links by facilitating rules,

procedures, norms, and institutions (Coulby, 2005; Smith and Doyle, 2002). It

would be interesting to find out how globalisation is influencing education

reforms in Malawi.

In essence, the major force behind globalisation is perhaps that people are

sharing knowledge, skills and experiences in solving local, national and

international problems in more efficient and faster ways (Kennedy, 1999).

Thus, the forces behind globalisation are so strong that global processes have

become inevitable and largely irresistible as they are associated with economic

integration into national, regional and global markets underpinned by new

technologies (Kiely, 1998). This might be the reason why, as part of the global

village, Malawi embraces globalisation efforts in addressing the issues of

quality of education through the establishment of the TDCs in providing

support for TPD.

On the other hand, globalisation is a threat as it encourages dominant global

institutions to replace local communities and nation states (Coulby, 2005;
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Tomlinson, 2003). Globalisation tends to eliminate traditional boundaries

among nations, regions and ethnic groups, and instead the whole world has

become a ‘global village’ (Omolewa, 2005). It has changed social borders,

causing some communities to disintegrate while leaving others intact and

establishing new ones (Kiely, 1998). In terms of economics, globalisation

alters the organisation of production, exchange and consumption. In relation to

politics, globalisation has some implications for the conduct of governance.

National laws are being affected by international declarations on human rights

(Omolewa, 2005). The resultant situation raises far-reaching questions about

the nature of sovereignty and democracy in a globalised world. With regard to

culture, globalisation disturbs territorial identity, resulting in some people

reacting against globalisation with protective nationalism (Zambeta, 2005).

In supporting the arguments by Coulby (2005), Omolewa (2005), Tomlinson

(2003) and Kiely (1998), globalisation is also a threat to developing countries

including Malawi in that such countries continue to lose well trained and

qualified personnel in various fields such as education and health. Some of

these personnel migrate to developed countries such as the United States of

America (USA), Canada, the United Kingdom (UK), and South Africa for well

paying jobs, leaving their countries with an acute shortage of skilled personnel

such as teachers and nurses (brain drain) (Section 2.4) (Gorman, 2008).

Globalisation is also a threat to Malawians because of cross-border migrations

which encourage the spread of deadly diseases such as HIV/AIDS and
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tuberculosis. As many people travel in and out of Malawi, they help the spread

of such diseases which deplete the limited health resources in Malawi, thereby

inhibiting national growth and development (Ministry of Development

Planning and Cooperation, 2009). For example, HIV/AIDS has impacted on

education development partly because of loss of teachers through teacher

absenteeism and deaths as well as numerous pupils who are orphans and/or

experience long ill health (Kadzamira, 2006; Christie, et al., 2004).

Another global threat to education in most developing countries including

Malawi are the conditions and agendas set by donors and lending institutions in

the establishment of educational priorities (Section 2.4) in particular Africa as

it is more aid dependent than other regions (Christie, et al., 2004). For instance,

in Nigeria, the impact of austerity budgets on primary education led to a

reduction in enrolments for the poor and more especially the girls (Obasi,

2000).

Furthermore, national governments have failed to sustain donor-driven

education reform programmes when the donor pulls out. The reforms are

introduced by the donor with little regard to the ability of the national

governments to sustain them. As a result, poor countries become poorer than

before as they continue borrowing money to sustain the programmes. There are

reports of some African countries that have failed to sustain education

projects/programmes after the life of the donor aid. For example, Crossley et
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al. (2005) reported a failure to sustain an education project in Kenya after the

donor stopped supporting it.

It can be inferred from the above discussion that globalisation has both positive

and negative effects on education. Many authors have recognised the

importance of education in national development and donor aid especially in

Africa (Christie, et al., 2004). TPD is one of the education reforms that have

benefited from such institutions although, according to Christie et al. (2004), in

countries where there is financial austerity, TPD is rarely considered a priority.

If it does, it only occurs when there is need to orient teachers to new

curriculum (Kunje and Chimombo, 1999). Thus, it would be interesting to

know if the TDCs in Malawi that were donor funded are sustainable after the

life of the donor support.

2.4 Global economy and education

The relationship between globalisation and economic development seems to be

more complex than presented in the literature. Robertson et al. (2007)

described globalisation as geographical reorganisation of capitalism, in turn

causing changes in the territoriality of state power and the ways in which states

regulate the conditions for production and accumulation of wealth.

Furthermore, it is “a driving force behind the rapid social, political and

economic changes that are reshaping societies” (Robertson, et al., 2007:11).

They viewed it as a process which embodies a transformation in the

organisation of social relations and transactions.
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Robertson et al. (2007) also described some global organisations and

institutions through which economic development processes are carried out as

multilateral and bilateral. Multilateral institutions such as the UN, through its

constituent organisations such as the United Nations Educational, Scientific

and Cultural Organisation (UNESCO), the World Bank and the International

Monetary Fund (IMF), and also bilateral cooperation between developed and

developing countries such as the DfID), the United States Agency for

International Development (USAID), GTZ, Japan International Cooperation

Agency (JICA) and Canadian International Development Agency (CIDA),

which have exerted influence on educational policies and practices through

funding and technical assistance (Coulby, 2005). The institutions define what

counts as development and how economic activities should proceed. They

develop the programmes, set the conditions under which they are to be

financed, finance them and also lay down the terms of partnership with other

agencies and evaluate the activities. The non-governmental organisations

(NGOs) mediate the relationship between globalisation and economic

development especially in response to the failure of states and new social

movements to initiate sustainable economic development and also because of

the increasing reliance on NGOs by UN agencies to create new space for

national action for economic development. Regional institutions and

organisations such as the European Union (EU), the African Union (AU), and

the Economic Community for West African States (ECOWAS), and Southern

Africa Development Community (SADC) which each consist of at least three
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states are actively involved in economic development processes in member

states. The relationship between regionalism and globalisation is one of parts

and a whole (Coulby, 2005). Malawi is a beneficiary of financial and technical

support from almost all the multilateral and bilateral institutions, and NGOs,

some of which have been mentioned above, in its effort to achieve social

economic development, including the establishment of the TDCs as one of the

strategies for improving the quality of education through systematic TPD.

Robertson et al. (2007) further discussed theories which have been developed

to explain how global economic development is achieved. The first is

modernisation theory-improving the living conditions of poor people by

following regulatory policies to encourage economic take-off. It does not

consider the local culture and social context. The second theory is dependency

theory. It raises the question of the relationship between national state

development and the international capital economy, focuses on the unbalanced

power relations within the world economy which force low-income societies

and peoples into particular and passive roles and keep them there. In fact,

educational structures and content are the means by which developed countries

exercise control over the less developed countries, reproducing conditions for

the survival and advancement of themselves. As regards Malawi, there might

be a need to distinguish between a modernisation and dependency approach

when addressing issues of national development as they relate to improving

quality of education. Modernisation without human development is likely to
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lead to continued dependency on those who bring modernisation to the

countries, raising questions of the sustainability of such programmes as TDCs.

In discussing how globalisation is related to economic development, Robertson

et al. (2007) mentioned human capital as part of modern theory. Consistently

with Robertson et al., (2007), Becker (2006), who was awarded a Nobel Prize

in Economics for his contribution to human capital theory, compared

technology to the driver of the modern economy and human capital to its fuel.

Human capital economic theory puts education at the centre of economic

development. The issue here is that education plays a central role in developing

the knowledge and skills needed for economic development and that mass

education is one of the pillars of a developed society. Robertson et al. (2007)

pointed out that human capital theory is about investment in education, which

is a key promoter of economic growth.

Becker (2006) stated that human capital or knowledge-based capital economy

is related to education. Becker (2006:292) referred to education as human

capital in the global economy which is based on the “knowledge, information,

ideas, skills and health of individuals”. He argued that in this era of the global

economy, human capital is by far the most important form of capital

investment in modern economies and that economic development depends on

how extensively and effectively people are involved.

Becker (2006) further argued that the economic value of education increases

over time. He supported this claim with evidence from western countries which
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shows that the difference in income between school leavers and university

graduates doubled during the 1980s. However, what he failed to show is

whether this was due to a decline in the earnings of school leavers, which

would perhaps lead to an increase in the value of university degrees.

Furthermore, te Velde (2005) pointed out that the effects of education appear to

be larger for low-income countries, and this might be consistent with the

hypothesis that education is important for catch-up. Nevertheless, Becker

(2006) pointed out that there is need for education policy to support the

development of the knowledge economy including issues of how to build a

culture of lifelong learning.

Waters (1995) pointed out that lifelong learning ensures a change in the

interpretation of the world, a change of action and indeed professional

development (PD). People are expected to renew their skills regularly in order

to ensure their professional employability-continuing professional development

(CPD). Lifelong learning would be appropriate for a knowledge based

economy because, as Robertson et al., (2007) and Guskey (2000) pointed out,

knowledge becomes obsolete very quickly and there is the need for constantly

replenishing new knowledge. Lifelong learning is appropriate especially in

low-income countries such as Malawi where access to formal quality education

is limited for the majority of people. Among other things, in such countries,

opportunities for learning must be expanded beyond the classroom to include

out-of-school as well as informal learning. Teacher training programmes

should address real issues affecting the preparation of human capital resource.
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Therefore, there is the need for coordinated activities and effective resource

utilisation including information and communication technology. Quality

assurance systems are required to frequently and effectively monitor the quality

of education, creating a system for lifelong learning for the workforce so as to

embrace change with the increased participation of adults (Robertson, et al.,

2007).

At the local level, evidence tends to show that economic efficiency is more

important than the quality of education (Cogburn and Adeya, 1999). This

cannot be explained by traditional trade theory in that economic factors are also

important determinants of the ability to export. Economic competitiveness

depends on how effectively a country supports its education in accessing the

mastery of the new knowledge, skills and attitudes. At this point, there is little

doubt that education is linked to globalisation and that it is important to keep

upgrading and acquiring new knowledge and skills to enable people from

different parts of the world to interact and participate in global events.

Furthermore, if people are able to upgrade knowledge and skills to be able to

perform other functions, this may lead to an expansion of marketing

operations. It is from this perspective that I argue that Malawi must recognise

that improving the quality of education is the surest way of expanding

marketing prowess at global level.

Similarly, global technological development is a result of highly skilled labour

that education systems produce (Morgan, et al., 2006). According to Pinch
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(1996), it is envisaged that the global network of foreign educated people

facilitates the export of technology to other countries. Educated people might

be able to adjust to social, economic and political changes and operate

effectively in global activities. Thus, while local education is vital, cross border

education may also be important because it is a source of investment back into

the home country as well as in global industry.

However, while the number of talented and skilled people has increased over

the years, Robertson et al. (2007) lamented that globalisation has brought about

a ‘brain drain’ which is the loss of talented and skilled people from around the

world who would generate ideas that would in turn lead to development in their

home countries. Brain drain is critical especially for developing countries

which lose skilled workers to foreign countries (Morgan, et al., 2006).

According to Robertson et al. (2007), the cause of brain drain is differential in

economy, global migration and technology between rich and poor countries.

While poor countries are constantly deprived of skilled people (brain drain),

many developed countries are benefiting from foreign students (brain gains)

(Morgan, et al., 2006). Although many developed countries where university

education is an economic activity, have a policy that requires that foreign

students must return to their home countries upon completing their studies,

there is a dilemma whether foreign students who are highly skilled should

return to their home countries or remain in the developed countries to

contribute to development. For the low income countries to counter brain drain,
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they have to develop education beyond being a tool for economic development

to the level where it becomes an economic activity (Morgan, et al., 2006). The

implication is that the low-income countries need to increase funding not only

of basic education but also tertiary and higher education to attract both local

and foreign talented and skilled people (Omolewa, 2005). Thus, the divide

between the developed and the poor countries is the pursuit of a knowledge-

based economy in which education becomes not just a means but an economic

end (Coulby, 2005).

2.5 Globalisation and education in Africa

Globalisation is increasingly making an impact on educational reforms

worldwide. The impact is explicit in Africa more than anywhere else in the

world. Conferences on education in Africa were held in Addis Ababa (1961),

Paris (1962), Tananarive (1962), Abidjan (1964), Lagos (1964) and Nairobi

(1968) where delegates from African countries discussed issues concerning

education in the post colonial era (Dembele and Miaro-II, 2003). During these

conferences, it was noted that although there was increased school enrolment,

some targets set were not met due to inadequate funding resulting from

economic crises in the countries. There was also a decrease in enrolment with

high dropouts, massive grade repetition and low outputs of the educational

systems coupled with unemployment for university graduates. Consequently,

the next agenda was set to train African human power to modernise and boost

the post-colonial economy. As expected, the cost of schooling rose beyond
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what the national governments could afford and this adversely affected the

quality of education (Rose, 2006).

In most development initiatives, economic development and poverty

eradication have been at the centre. In some regions, the practice is more

explicitly related to education’s role in supporting regional economic

development efforts through equality, coordination and consistency of

education. However, while the regionalisms have influence on national

education, the education policies remain the responsibility of the national

governments (Robertson, et al., 2007). Malawi, which is a member of regional

and global organisations, incorporates global issues in the national policies on

education.

Adelabu (2006) pointed out that globalisation has brought changes in all

aspects of education in Africa. In a global context, a reform in education entails

the adoption of a new educational paradigm at all levels of education and the

reformulation of educational objectives which enhance the ability of each

learner to generate, access, assess, adopt and apply knowledge to solve

complex problems and recognition of adult learners to engage in lifelong

learning (Jarvis, 2004; Bhola, 2000). One of the recent education innovations

in Africa is on-line learning which is proving to be the greatest asset in adult

lifelong learning (Power, 2004; Dladla and Moon, 2002). Yet, the majority of

people have limited access to on-line learning facilities (Bhola, 2000).
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One of the current challenges of globalising education in Africa is educational

financing and funding (te Velde, 2005). Recognising that education is an

expensive social service that requires adequate financial provision for the

successful implementation of the educational programmes, the private and

international donor communities need to join hands with the governments in

funding education services at all levels (Adelabu, 2006). Education indeed

must be a cost-intensive enterprise as the dictates of globalisation appear to

have placed additional burdens on education systems (Cogburn and Adeya,

1999).

For example, information and communication technology is being used to

increase access to education on a global scale and a global view is being used

to enhance TPD through provision of stimulating and rich contexts for critical

reflection on education (Davies, 1999). At local level, there is an increase in

technology for communication such as internet and mobile phones, even in the

rural areas of Malawi. The use of mobile phones and internet is potentially a

resource for TPD especially in rural areas where travel is a problem. However,

the impact of technology on TPD may not be immediate because most teachers

are too poor to acquire and access phones and other telecom technologies. The

few that may have phones experience high costs for buying airtime coupled

with persistent power disruption which affects recharging of phones as well as

transmission network. Thus, the relevance of the findings of this study may be

affected by the ever increasing technological development especially in

telecommunications such as mobile phones, internet and websites.
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2.6 Globalisation of professional development in Malawi

Consistent with the arguments by Robertson, et al. (2007) and Becker (2006)

on the role of education in economic development, Malawi is committed to

education reforms. Malawi’s socio-economic development efforts require that

there should be high quality education in order to ensure human capital

economy. As one of the countries which follow the human capital economy,

Malawi has to prioritise improving the quality of education through among

others, PD of teachers, as a way of ensuring human capital economy. This

argument is significant for Malawi because through appropriate and effective

TPD programmes, Malawi might improve its human capital economy.

In its quest for improving the quality of education, Malawi adopted the use of

TCs from the global community to provide support for TPD. There are a

number of global practices and experiences on TPD that emerge from the

literature which will be used as benchmarks in this study. Some of the practices

and experiences are:

 TPD must be thought of as ongoing and long-term process, which begins

with initial preparation and only ends when the teacher retires from the

profession (Day, 2000; Guskey, 2000; Huberman, 1993). This new

approach to education and development of teachers requires a

transformation of processes and policies that support teachers, their

education, their work and their growth in the profession;

 TPD has a significant impact on the success of educational reforms and on

students’ learning as it increases teacher knowledge and skills, and brings
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about changes in classroom practice (Villegas-Reimer, 2003; Guskey,

2000). Therefore, TPD should be considered as a key factor in any

educational reform and instructional practices (Villegas-Reimer, 2003);

 TPD programmes must be well coordinated, monitored and evaluated to

inform different practitioners about the effectiveness of the PD practices

and steer the content, form, and structure of the future endeavors (Guskey,

2000). This means that an effective TPD must be based on clear

management and organisational structure with clear roles and

responsibilities to achieve its goals;

 TPD must be systematically planned, supported, funded and researched to

guarantee the effectiveness of its process (Guskey, 2000). This suggests

that an effective PD programme should be based on a clear model and with

enough resources;

 TPD must aim at improving teachers’ deep knowledge of the subjects they

teach: not only the content but how to signify the content for learners of all

kinds (Grossman, Schoenfeld and Lee, 2005). In addition, TPD should be

guided by principles that require qualitative transformation of aspects of

all the subjects which teachers teach (Schifter, 2005; Sparks and Hirsh,

1997).

Thus, my study uses some of these global practices and experiences as a

benchmark for shaping the direction of my research project. For example, I will

use the benchmarks in deciding on what data is to be collected and how it

should be analysed.
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2.7 Conclusion

The chapter has looked at the concept, origin, spread and impact of

globalisation. It has also explained how globalisation has affected national

economies and the quality of education reforms through international donors

and lending institutions especially in developing countries. Despite global

efforts to improve the quality of education through the international donor and

lending institutions, the quality of education is still poor, especially in

developing countries, because in most cases, donors and lending institutions set

agendas for education reforms which are incompatible with the national

economies. Thus, the national governments fail to sustain the education

reforms set up through donor support after the donors have stopped supporting

the reforms. As regards Malawi, the TDCs were established through donor

support. Therefore, it would be fascinating to find out how the TDCs are being

sustained years after the donors stopped supporting them and to ascertain

whether the forces of globalisation have indeed improved the quality of

education in Malawi.
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CHAPTER THREE

THE LOCAL CONTEXT OF THE STUDY

3.1 Introduction

In this chapter, I discuss the local context of teacher professional development

(TPD) in Malawi, in which the present study is conducted. To understand the

influence of the teacher development centres (TDCs) as a support strategy for

TPD in Malawi, it is important to examine the Malawi education development

plans and the Malawi education system focusing on primary education and

development and finally, the establishment of the TDCs as a support strategy

for TPD in Malawi.

3.2 The Malawi education development plans since

independence

In line with the demands for a knowledge-based global economy (Section 2.4),

the broad policy on education in Malawi is to develop an efficient and high

quality system of education of a type and size appropriate both to the available

resources and to the political, social and economic aspirations of the nation

(Ministry of Education, Science and Technology, 2001). Although the

emphasis of education in Malawi is to equip the students with skills and desire

for self-employment and entrepreneurship rather than conventional wage

employment, this has failed to take root in Malawi.
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In Malawi, while the Ministry of Education, Science and Technology is the

main provider of education at all levels, the private sector is currently active in

the provision of pre-primary, primary, secondary and tertiary (technical and

vocational) education including primary teacher education and higher

education. Private education providers are helping in addressing the shortage of

trained teachers by opening private teacher training colleges. They also make a

substantial contribution to increased access to education by opening private

schools (Ministry of Education, Science and Technology, 2008b). However,

the ever-increasing numbers of private schools deprive the public schools and

colleges of some quality teaching staff by offering them better conditions of

work such as higher salary and better accommodation among others. On the

other hand, there are also reports that some private schools employ unqualified

or untrained teachers, thereby lowering the standards of education (Ministry of

Education, Science and Technology, 2008b).

As regards TPD, it is mainly the responsibility of the government with the

support of the multilateral and bilateral institutions and Non-Governmental

Organisations (NGOs). However, private schools are not included in the

government programme for TPD (Ministry of Education, Science and

Technology, 1998). Thus, they have to find their own means of providing

professional development (PD) for their teachers. This is a threat to TPD

because, considering that most private schools use unqualified teachers, PD

would help in improving the professional skills of such teachers.
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So far the Government of Malawi has been guided by four Education

Development Plans (EDPs), which have succeeded each other. The first EDP

was formulated for the period 1973 to 1980 (Ministry of Education, Science

and Technology, 2008b:2). It had the following major objectives:

 Fulfilment of the specific needs of the labour market;

 The development of a school curriculum with relevance to the socio-

economic and environmental needs of the country;

 The improvement of efficiency in the utilisation of existing facilities and

resources;

 The achievement of a more equitable distribution of educational facilities

and resources.

These policy statements were formulated against the background of

nationalism which characterised the dawn of political independence from

Britain in 1964. The first EDP was formulated at the time when Malawi was in

dire need of human resources in both government and private sectors. The

economy was also so poor that education was without basic teaching and

learning resources.

The second EDP covered the period from 1985 to 1995 (Ministry of Education

and Culture, 2008b:2). It intended to address four overall objectives:

 The equalisation of educational opportunity through increased access to

education and elimination of gender disparity;
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 The promotion of efficiency in the educational system through continued

training and retraining of education staff especially teachers;

 The improvement of physical and human resources through constant repair

and construction of classrooms and other facilities as well as supply of

qualified teachers to schools;

 The judicious use of limited resources by encouraging teachers to share

limited resources for teaching as well as being resourceful in using locally

available materials and resources for teaching.

Implementation of these policy guidelines was met with numerous challenges

such as continued cultural beliefs which favour boys’ against girls’ education.

Promotion of efficiency in education systems was also challenged by increase

in demand for education through increase in national population. Teacher

shortage and insufficient classrooms and other structures continue to haunt the

education sector in Malawi. The resources are not only limited but scarce and

teachers are ill-prepared to be resourceful. Thus, the second EDP maintained to

address the issues of human resources amidst emerging issues such as gender.

However, studies suggest that little progress has been made not only in Malawi

but SSA and other developing countries (Tembon and Fort, 2008).

The third EDP, which was named the Policy and Investment Framework (PIF)

for Education in Malawi from 1995 to 2005 (Ministry of Education, Science

and Technology, 2008b:3), was much more elaborate. It aimed at:

 Eliminating illiteracy by emphasising the teaching of language skills;
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 Making primary education compulsory and free to all citizens through

among other things abolishing fees for primary education. However,

making education compulsory remains contentious;

 Offering greater access to higher learning and continuing education. To this

effect, a second public university was opened in the north of Malawi in

addition to several private universities. However, very little was done to

increase the range of tertiary education, such as teacher training colleges;

 Promoting national goals such as unity and elimination of political,

religious, racial and ethnic intolerance. This was achieved through the

review of school curriculum to include social studies, moral and religious

education which carried messages of ethnic tolerance.

The PIF focused on promoting literacy and access to education. Politics was

added perhaps because the dawn of multiparty politics in early 1990s was

dominated by political, religious, racial and ethnic intolerance. Education was

conceived as one way of bringing about tolerance among different groups of

people and through TPD, teachers would be the agents for achieving this.

While the first EDP and the PIF seem to be silent in supporting TPD, the

second EDP alluded to TPD in terms of wanting to promote efficiency in the

education system and improve human resources. For example, teachers were

encouraged to use limited resources judiciously. This led to the establishment

of the TDCs.
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Despite some education reforms during the last two decades aiming at

reorganising the educational system in order to cope with the current

educational challenges, the Malawi Education System has not yet reached the

desired level of development by any standards (Ministry of Education, Science

and Technology, 2008b). Constitutionally, education in Malawi is the

responsibility of the government through the Ministry of Education, Science

and Technology which is the largest of all the government ministries in terms

of financial, human and material resources demand. It takes more than 70 per

cent of the total civil servants (Kayuni and Tambulasi, 2007:90). As big as it is,

the Malawi Education System, however, remains predominantly centralised

and bureaucratically organised. The funding is basically provided by the

central government, with very little for TPD, making it difficult to implement

reforms.

In an attempt to increase the judicious and efficient use of limited resources,

there has been a gradual process towards the decentralisation of education.

Many decisions are taken by local authorities and representatives of social

organisations in several educational committees which exist both at school and

at regional levels (Ministry of Education, Science and Technology, 2008b).

Funds are managed at the administrative departments or divisional or district

levels. In spite of the introduction of various committees, the central education

authorities continue to take all fundamental decisions regarding education,

including TPD. Thus, teachers have little autonomy regarding their PD.
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In the fourth education policy, called Statement of National Education Sector

Plan (SNESP) for 2008-2017 (Ministry of Education, Science and Technology,

2008b:4), the Malawi Government noted that the rapid expansion of primary

education has drastically increased the demand for trained primary teachers.

First, there was a shortage of trained primary teachers as well as lack of

coherent policies and strategies for addressing teacher demand. There was also

no mention of teacher retention or how to improve teacher efficacy in the plan.

Second, there was inadequate funding for facilitating effective and efficient

training of teachers. TPD was not included on the list of areas requiring

funding. Third, qualified teachers rarely attended PD courses (Ministry of

Education, Science and Technology, 2008b). Fourth, there was lack of TPD

coordinating and management bodies mandated to link the Ministry and other

institutions and colleges despite having a Department of Teacher Education

and Development (DTED) within the Ministry of Education, Science and

Technology responsible for teacher education and development. Lastly, there

was poor inspection, supervision and management of schools leading to poor

quality of teaching and learning. The numerous challenges that were brought in

by the introduction of free primary education were a cause for recharging

teachers through PD. However, with limited data on the quality of teaching and

learning, there was a weak case for instituting PD in Malawi.

No wonder, therefore, the government of Malawi not only intended to increase

teacher supply through diversification of modes of training programmes but

also to strengthen TPD through the construction of TDCs (Ministry of
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Education, Science and Technology, 2008b; 2001). It also endeavoured to

strengthen inspection and supervision of schools and teachers as one way of

ensuring education quality. It is for these reasons that I consider the SNESP for

2008-2017 as the first step towards recognising the importance of TPD

although the government has failed to emphasise TPD as part of teacher

development but, in the plan, the Ministry of Education, Science and

Technology has singled out in-service education and training (INSET) courses

as the only way of supporting teachers to improve their profession and yet

INSET is just one aspect of TPD. Perhaps this explains the argument by

Christie et al. (2004:175-176) that:

... the state in Africa and its relationship to education have
historically specific dynamics, and models and expectations of
CPD need to be understood in a context which often differs from
CPD in states in the West/North. A broad and generalised view of
CPD in a range of countries does not readily yield a view of ‘best
practice.’

Thus, TPD in Malawi is mostly considered in relation to INSET where some

teachers would be invited to attend and not to participate in curriculum related

issues which at the end do not benefit all the teachers.

3.3 The Malawi education system

Education in Malawi is administratively decentralised into six divisions,

namely: Northern, Central East, Central West, South East, South West, and

Shire Highlands. Each of these divisions has a number of educational districts

within its jurisdiction. The educational system is formally structured on an 8-4-

4 basis: 8 years at primary level, 4 years at secondary, and 4 years at university
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(National Statistics Office, 2003). Primary school education lasts for eight

years and caters for children aged 6 to 13, although it is common to find pupils

older than 13 still in primary schools. Junior Secondary lasts for two years,

while Senior Secondary lasts for two years, making it 4 years at secondary

level (Ministry of Education, Science and Technology, 2008b).

Children start attending primary school from the age of approximately six

years, and there is no age limit when pupils can stop primary schooling.

Nursery and adult education are considered to be part of non-formal education

(National Statistical Office, 2003). Nursery (pre-school) education is provided

mostly by private agencies and confined to urban areas. However, current

efforts point towards the formalisation of pre-schooling to become part of the

government education system in Malawi (Ministry of Education, Science and

Technology, 2008b; 2001).

The majority of primary school teachers are graduates of secondary schools in

Malawi. According to the Ministry of Education, Science and Technology,

2008a), there are administratively seven types of secondary schools in Malawi:

Government Boarding Schools (BSs); Government Day schools (DSs);

Government Community Day Secondary Schools (CDSSs) (Approved);

CDSSs (Not Approved); Open Secondary Schools; Grant-aided Schools; and

Private Schools. The government and the grant-aided secondary schools are

grouped further into national boarding schools, district secondary schools

(boarding or day), approved CDSSs and unapproved CDSSs. As regards
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resource allocation in these secondary schools, the national boarding schools

are adequately resourced whereas the unapproved CDSSs are poorly resourced

(MacJessie-Mbewe and Kholowa, 2010).

Public examinations determine how individual students progress from primary

to secondary. A student has to pass with high grades in all subjects to compete

with others for the limited places in the government and grant-aided secondary

schools. According to MacJessie-Mbewe and Kholowa (2010), only about 30%

of the standard eight students (primary graduates) are selected to government

and grant-aided secondary schools in Malawi. Thus, public examinations put

pressure on teachers since their performance is judged by how many students

are selected to secondary schools from their classes. Communities are not

happy with primary schools which do not send students to secondary school.

Consequently, teachers teach for examinations rather than for active learning.

The different types of secondary schools cater for pupils of different abilities

and consequently produce graduates of different quality. Pupils who score high

grades in the primary school leaving certificate examinations (PSLCE) are

selected to national secondary schools (NSS); average performers are selected

to district secondary schools (DSSs), while low performers are selected to

Approved (CDSS). Furthermore, those students who are not selected to these

schools may voluntarily seek places in the Not Approved CDSS (MacJessie-

Mbewe and Kholowa, 2010). The graduates who become primary school

teachers are those who fail to make it to higher education (Section 3.5). Thus,

most teachers who are graduates of disadvantaged secondary schools do not
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have the appropriate level of academic qualifications to teach competently and

effectively and TPD seems to be a solution to this problem.

As for children with special educational needs (SEN), Malawi embarked on

Special Needs Education (SNE) in the early 1950s under the guidance of faith-

based organisations such as the Dutch Reformed Church (DRC), the

Evangelical Church (EC) and the Roman Catholic Church (RC) ( Ministry of

Education, Science and Technology, 2009a; 2009b). The Malawi Government

officially began to provide funding for SNE programmes in 1967 (Ministry of

Education, Science and Technology, 2009a; 2009b). Currently, Malawi is a

signatory to a number of universal agreements that advocate for the provision

of adequate education opportunities for learners with SEN. Guided by the

universal protocols; Malawi has developed strategies to respond to SEN. The

National Policy on SNE focuses on priority areas as stipulated in the

Educational Sector Plan which include: early identification; assessment and

intervention; advocacy; care and support; management; planning and

financing; access; quality; equity and relevance (Ministry of Education,

Science and Technology, 2009a:1).

The implementation guidelines for SNE reflect the views of various

stakeholders and ideas from the literature with special reference to Education

For All (EFA), the Millennium Development Goals (MDGs), the UN Standard

Rules for Equalisation of Opportunity for Persons with Disabilities, the

Salamanca Statement on Special Needs Education, the Malawi Growth and
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Development Strategy (MGDS), the Policy Investment Framework (PIF) and

the National Education Sector Plan (NESP) ( Ministry of Education, Science

and Technology, 2009a:1).

Again, with regard to children with SEN, Malawi has adopted an inclusive

education policy whereby children with SEN and those without impairments

learn together in the same school or classroom with appropriate support

(Malawi Institute of Education, 2008:94). However, depending on the gravity

of the impairment, some SEN children are referred to special schools.

Malawi more likely has promised to provide SNE services to the following

types of SEN children: visual impairment, hearing impairment, special learning

disabilities, intellectual disabilities, physical and health problems, emotional

and behavioural difficulties and gifted and talented ( Ministry of Education,

Science and Technology, 2009a; 2009b; Malawi Institute of Education, 2008).

Table 3.1 shows the number and type of special schools and resource centres.

Unfortunately there is no school for children with learning difficulties in

Malawi and virtually no attention to gifted and talented (Table 3.1).

Table 3.1: Number of special schools and resource centres

Type of impairment Special schools Resource centres

Visual 2 5

Hearing 4 3

Learning difficulties - 6

Source: Malawi Institute of Education, 2008:98
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Although Malawi is providing SNE services to a number of SEN children,

there are many challenges, including inadequate specialist teachers and also

inadequate teaching and learning resources ( Ministry of Education, Science

and Technology, 2009a; 2009b). The country is struggling to meet the great

demand for specialist teachers, because there is only one teacher training

college for SNE at Montfort.

According to Ministry of Education, Science and Technology (2009b), by the

year 2009, the education system had only 612 specialist teachers against about

70,000 learners with SEN in the primary education sector. Consequently, many

children with SEN in the mainstreams are taught by teachers who are not

specialists in SNE. In order to achieve SNE, teachers need to modify materials,

curriculum, instruction and delivery of services to meet individual learning

needs. Therefore, there is a need for Malawi to intensify its effort to address

issues of SNE not only through initial teacher training but also through TPD so

that newly qualified teachers are equipped with knowledge and skills relevant

to SNE. As for the old teachers who graduated before the SNE policy was in

place, there is a need for regular PD for teachers handling classes with various

SEN learners.

Furthermore, Malawi education system has some semi-autonomous education

institutions that serve to implement government education policies with

financial support from the government budget. One such institution is the

Malawi Institute of Education (MIE), which is responsible for implementing
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policies on school and teacher development apart from curriculum issues

(Ministry of Education and Culture, 1985). However, Malawi continues to send

people abroad to study for CPD because it is not taught as a subject in all local

institutions.

The Malawi National Examinations Board (MANEB) is another semi-

autonomous education institution closely linked with teacher education and

development. It is responsible for administering all public examinations for

schools and teachers colleges. However, MANEB plays very little role in TPD.

It is mostly involved in preparing teachers for supervising and marking

national examinations.

Thus, the education context described here provides a strong argument for

establishing a strong TPD policy in Malawi. Teachers of various schools and

also those involved in national examinations require to constantly update their

knowledge and skills. The shortage of specialised teachers for SEN children

coupled with increasing number of SEN children being integrated into

conventional schools requires that all teachers be retrained in SNE and TPD is

suitable for this training.

3.4 Malawi primary education

Malawi Primary Education dates back to the colonial days and indeed to the

days the missionaries first came to Malawi. According to Banda (1982), the

first primary school was founded in 1875 with the arrival of the Free Church of
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Scotland of the Livingstonia Mission at Cape Maclear. By 1910, the country

had about 1051 schools. Most of these schools were elementary or village

schools under the charge of African teachers with support from Europeans

based at the headquarters of the Missions. The emphasis was on literacy,

numeracy and science, with health education. Literacy focused on local

languages (Banda, 1982) whereas tertiary and higher education were neglected.

Since independence in 1964, there have been wide-reaching education

organisation and curriculum. With regard to primary education, the first major

reforms took place in the 1980s when the government reviewed the national

goals of education, the primary school goals and curriculum and the teacher

training curriculum (Kaperemera, 1992; Banda, 1982).

However, attempts to improve the quality of education were marred by overdue

education reforms and inadequate resources. According to Rose (2006), the

education reforms were also overtaken by socio-economic changes which

adversely affected education services. One of the reforms was the introduction

of free primary education in 1994. This led to the rapid increase in pupil

enrolment with very large classes, the proliferation of schools with high

numbers of untrained teachers and inadequate resources to cater for the

expanded enrolments.

The recent curriculum review saw the introduction of Social and

Environmental Science, Life Skills and Expressive Arts in addition to the
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traditional subjects such as Chichewa (local language), English, Mathematics,

Science, Agriculture, and Bible Knowledge in primary schools (Malawi

Institute of Education, 2008). Each subject on the curriculum was given a new

weighting, with English, Chichewa and Mathematics receiving relatively high

weighting to show an emphasis on numeracy and literacy. Second in emphasis

were Agriculture and Science. Furthermore, the medium of instruction is the

local language in all the school subjects except English during the first four

years. English is the medium of instruction from year 5 through to university in

all the subjects except in the local languages.

Such education reforms, according to Little (2001), cited in Villegas-Reimers

(2003:28-29), have implications for the teachers’ work, because in most cases

education reforms have the potential to:

 enhance or threaten classroom teaching as they may impose additional

responsibilities;

 create or break colleagues and other bonds of professional community;

 encroach on teachers’ private lives and damage family relationships as

there is an increased personal commitment of time, emotional and

intellectual energy.

Thus, for teachers to manage the reforms better, they require regular, effective

and well-supported TPD through such institutions as TDCs.
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3.5 Malawi primary teacher education

In order to respond to some of the challenges of primary education, Malawi has

been implementing different primary teacher education programmes since it

gained political independence in 1964. Before independence, primary teachers

were mostly trained in colleges run by church missions. However, in the 1970s,

Malawi took over the training of primary teachers, closed some colleges,

renovated others and constructed new colleges which came to a total of eight

(Hauya, 1993). However, Domasi Teachers College was converted into a

secondary teachers college in 1993; Mzuzu Teachers College and Montfort

Teachers College were turned into universities in 1998 and 2004 respectively.

This means that the remaining colleges were five only. In recent years, four

private primary teacher training colleges have been established making a total

of nine (Ministry of Education, Science and Technology, 2008a; 2008b). The

lack of sufficient teacher training colleges has resulted in reduced output of

trained and qualified teachers and consequently an increase in the recruitment

of untrained teachers.

Up until 2004, primary teacher trainees in Malawi were being recruited through

interviews of secondary graduates with Junior Certificate of Education (JCE)

and Malawi School Certificate of Education (MSCE), which is equivalent to

the GCSE qualification of the United Kingdom (UK), without any previous

teaching experience. However, in order to improve the quality of teaching, only

secondary school graduates with MSCE certificates are now recruited for

teacher training (Pfaffe, 1999).
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At independence in 1964, Malawi inherited a two-year teacher training

programme. It dedicated about two-thirds of the curriculum to methodology

and one third to content. The training required that trainees spend one and a

half years in college and three months in schools doing supervised teaching

practice. The curriculum for those with MSCE and with JCE was the same for

methodology but different for subject content. Although the course was

characterised by college-based classroom teaching practices, both JCE and

MSCE student teachers went to schools for a six week teaching practice which

marked the end of the course. At the end of the course, trainees sat for national

examinations and successful candidates were certified as primary school

teachers with T2 grade if they were holders of MSCE and T3 grade if they

were holders of JCE certificates (Kunje, Lewin, and Stuart, 2000).

From the mid 1980s, Malawi saw three modes of training running

concurrently. While the two-year course continued in seven colleges, the

government introduced a Special One-Year Teacher Programme in 1987 which

ended in 1993. The aim was to train all the untrained teachers in the system in

the shortest period possible. The enrolment was therefore restricted to the

untrained teachers already teaching in schools. First, the training course was

introduced in two colleges and later it was confined to the newly constructed

Domasi Teachers College only (Kunje and Chimombo, 1999). Although the

massive problems that characterised the implementation of the special one-year

teacher programme created doubts on the efficacy of the training course, it was
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seen as a useful means of certifying untrained teachers (Kunje and Stuart,

1996).

In 1990, a new teacher training programme, the Malawi Special Teacher

Education Programme (MASTEP) was launched (Ministry of Education,

Science and Technology, 1997; Kunje and Stuart, 1996), supplementary to the

normal two-year programme, as there was a projection of high school

enrolment growth rates between 1985 and 1988, with a shortfall of 4,000

teachers. The objective of the MASTEP was to train 4,000 primary school

teachers in three years. It was decided that the most cost-effective method for

producing teachers could be through a distance mode of teacher training, in

addition to a normal two year programme (Kunje and Stuart, 1996).

Evaluations of the MASTEP indicated that there were too many written

projects and assignments for students to carry out considering that they were

expected to teach as well. It was noted that the various modes of assessment

required support from college lecturers. With regard to the cost of the

programme, it was noted that much more of the project funds were spent on

students’ allowances and salaries more than on operational costs. The

programme was discontinued because of lack of capacity to supervise students.

The course period was also too long, resulting in wastage of limited resources.

Additionally, many inappropriate candidates were recruited. MASTEP came to

a halt in 1993 (Neumann, 1994).

Despite MASTEP and the two-year programme running concurrently, teacher

shortfall increased due to ever-increasing pupil enrolments in schools. As a
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result, a modified normal teacher programme was designed in which recruits

were to teach for a year before undergoing a one-year of college-based

training. This programme was an integration of the one-year programme with

the two-year normal programme. The normal two-year programme was

completely abandoned. The modified normal teacher programme, which was

operational between 1993 and 1996, was similar to the one-year programme in

many ways, except that the work was reduced. However, the teacher training

programme was found to be irrelevant for the primary curriculum. The teacher

training curriculum was also overloaded with no time for teaching practice.

This made internal assessment very difficult (Kunje and Chimombo, 1999).

Nevertheless, the one-year modified course was kept running because it was

thought that since the students were mature with previous teaching experience,

they would have few problems in coping. Furthermore, it was believed that

since the candidates for the one-year programme had already made up their

minds to become teachers, they would not drop out easily. However, it is not

clear whether the one-year course produced teachers of any better quality than

the normal two-year programme (Kunje and Stuart, 1996).

When the government of Malawi declared primary education free for all, the

pupil enrolment went up by 70% in the 1994/95 academic year. With its policy

of securing a pupil-teacher ratio of 60:1, the government projected a shortfall

of teachers and recruited 22,000 paraprofessional teachers, of whom 18,000

(42%) were untrained (Kunje and Stuart, 1996). Such a recruitment procedure

was unprecedented in education and fears were rife for the already poor quality



69

of education in Malawi to get poorer. To arrest this problem, one option was to

train these untrained teachers in the shortest period possible. Hence, some ad

hoc measures were put in place, such as a two-week orientation course where

untrained teachers were equipped with survival skills in the classroom.

Eventually, the Malawi In-Service Integrated Teacher Education Programme

(MIITEP) was designed to train all the untrained teachers by the year 2000

(Ministry of Education, Science and Technology, 1999). Thus, all other forms

of teacher training were suspended (Pfaffe, 1999). The interim report on

findings noted some serious problems with the procedures for recruiting

students, the curriculum, the course delivery, assessment procedures, the

management structure, the funding procedure, and the relationship between

MIITEP and other stakeholders (Ministry of Education, Science and

Technology, 2000).

In her study, Kadzamira (2006) noted that the quality of teachers produced

under MIITEP was poor and consequently a new teacher training programme,

known as the One-plus-One teacher training model, was introduced in 2004

and is still operational. The recruits must be holders of the MSCE. This mode,

which is a replica of the two-year course, has two phases. The first year of the

programme is college-based training, during which student teachers are

introduced to classroom pedagogy and internal teaching practice at a

demonstration school. During the second phase, student teachers are attached

to primary schools where they are expected to put into practice what they have

learnt in college. Student teachers in their various schools get professional
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support from their mentors, head teachers, and experienced teachers. The

trainees are placed in rural schools where there is an acute shortage of teachers

(Malawi Institute Education, 2006).

It is evident from the discussion above that primary school teachers in Malawi

have been trained using different modes. These training modes vary in

curricula, mode of delivery, assessment procedures and duration of training.

They tend to emphasise different aspects of teaching. The education

background of the teacher trainees also varies greatly (Section 3.3). OECD

(2009:49) argued that no matter how good initial teacher education is, it cannot

be expected to prepare teachers for all the challenges they will face throughout

their career. Therefore, these variations in teacher education in Malawi suggest

that teachers need continuous professional support throughout their career.

3.6 The primary school teachers in Malawi

There is an increase in the roles, accountability and responsibilities of teachers,

which is creating new demands and challenges in Malawi. Currently, the role

of primary school teachers is defined by social expectations, which come from

different sources such as documents and advisory reports, summed up in the

National Goals of Education. For example, a teacher is required to be devoted

to teaching by preparing thoroughly for teaching, show respect for pupils

(Hauya, 1993), be competent and be adaptable in their profession (Malawi

Institute of Education, 2008).
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However, teaching in Malawi primary schools is challenging in a number of

ways. First, according to Malawi Education Statistics 2008, pupil/teacher ratio

was 78:1 and pupil/qualified teacher ratio was 90:1 at national level against the

national standard pupil/teacher ratio of 60:1 (Ministry of Education, Science

and Technology, 2008a). These ratios show that there is an acute shortage of

teachers. There is also higher pupil/teacher ratio in the rural than in the urban

schools. For example, in 2008, pupil/teacher ratio was 83:1 in the rural and

49:1 in the urban schools. Table 3.2 shows that in all types of schools,

pupil/teacher ratio was higher than the government standard.

Besides, the table shows that the pupil/qualified teacher ratio was even higher,

especially in religious agency schools. The disparity of pupil/teacher ratios

between rural and urban areas is unfortunate because students in both areas sit

for the same national examinations after the eight-year cycle and are expected

to perform equally for them to be selected to various secondary schools in

Malawi (Section 3.3).

Table 3.2: Pupil/teacher ratios in primary schools in Malawi in 2008

Proprietor of schools Pupil/teacher

ratio

Pupil/qualified

teacher ratio

Ratio at National level 78:1 90:1

Ratio in Government schools 76:1 83:1

Ratio in Religious agency schools 85:1 95:1

Ratio in Private schools 23:1 92:1
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Another challenge in Malawi primary schools is teacher distribution by sex.

For example, Table 3.3 shows that urban schools had far more female teachers

than male teachers between 2004 and 2008 ( Ministry of Education, Science

and Technology, 2008a).

The unequal distribution of teachers by sex between rural and urban schools is

also common in other sub-Saharan African countries. According to Mulkeen

(2005), female teachers are less willing to accept posting to rural schools than

male counterparts partly because female teachers feel unsafe in rural schools.

Mulkeen (2005) also found that posting female teachers to rural schools would

limit their marriage prospects. There are actually more female teachers who

follow their spouses to urban areas (Kadzamira, 2006).

Table 3.3: Gender distribution of teachers between rural and urban at national

level in percentages

Year Rural Urban

Male Female Male Female

2004 69.20 30.80 17.66 82.34

2005 69.73 30.27 18.21 81.79

2006 69.40 30.60 19.81 80.19

2007 69.27 30.73 21.64 78.36

2008 68.34 31.66 22.58 77.42

Source: Malawi Education Statistics Ministry of Education,

Science and Technology (2004; 2005; 2006; 2007;

2008)
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The shortage of female teachers in the rural schools is unfortunate because

female teachers would act as role models to girls in these areas. The fewer

female teachers in rural areas mean that girls are less protected from sexual

abuse and exploitation from male teachers as well as boys and consequently,

most girls drop out of schools (UNESCO, 2006; Mulkeen, 2005). Their

presence in the rural areas would in a way help in promoting girls’ education in

the country (Milner and MacJessie-Mbewe, 2010).

Retention of teachers in the education system is another challenge. Kayuni and

Tambulasi (2007) pointed that one of the most serious problems in the teaching

profession is teacher turnover and that the government is finding it difficult to

retain teachers in schools. They acknowledged that the problem of teacher

turnover is not limited to Malawi only but it is a global problem. For example,

they cited reports which indicated that some developed countries, such as the

United States of America, the UK, Scotland, and Portugal, are also having

problems of teacher turnover. They further pointed that in developing countries

the problem is comparatively serious. On this point, Kayuni and Tambulasi

(2007) cited South Africa, Zambia, Papua New Guinea and Malawi as

countries where the problem had almost reached a tragic stage.

Kayuni and Tambulasi (2007) further pointed that in Malawi, the problem is

acute, even by Sub-Saharan standards. They argued that the problem in Malawi

can be largely attributed to general poor working conditions such as salaries

and incentives; loss of status of teachers; stress; high death rate due to illness;

poor recruitment and training programmes and retention strategies among
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others. In order to curb the problem of teacher turnover, the Government

introduced measures such as: (a) decentralising education management so as to

monitor teachers effectively; (b) introducing distance learning for unqualified

teachers; (c) increasing budget allocation to the education sector; (d)

encouraging programmes that strengthen the link between teachers and

communities around them; (e) pressing for more NGOs as well as donor

community involvement in the provision of teaching facilities and teacher

development (Kayuni and Tambulasi, 2007:9). However, they further argued

that retention measures adopted by the Malawi government may take time to

have an impact because they do not address the basic immediate needs of the

teachers. In their paper, they concluded with a call for drastic intervention.

Furthermore, teaching is challenging in Malawi partly due to ineffective

curriculum planning for primary schools. According to Kunje and Chimombo

(1999), the curriculum lacks differentiation for children with different abilities.

Instead, it favours the average child whereas very able children do not benefit

much and the least able find it difficult. Pupils are taught using the same

materials, at the same pace, as a group and everyone in the class is expected to

complete the same task. The use of the prescribed syllabus, the pupils’

textbooks and the teachers’ guides deny teachers any freedom in choosing their

materials and planning lessons in their own style; thus, leading to a passive

teaching approach associated with ineffective learning.
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Lack of basic teaching and learning resources is yet another problem in Malawi

(Milner and MacJessie-Mbewe, 2010). Textbooks and teachers’ guides are

inadequate and in some schools not available at all. Wall charts and worksheets

are unheard of in most schools and parents buy most of the writing materials

such as exercise books, pens and pencils. Classrooms, especially in the infant

and sometimes junior classes, are without desks, tables or basic equipment. The

role of teachers, therefore, is to improvise most of the materials where possible.

Worse still, because of a lack of storage facilities in schools, teachers keep

losing materials and consequently, the making of teaching and learning

materials is an ongoing activity.

According to Kunje and Chimombo (1999), classroom instruction in Malawi

Primary schools is challenging because it is class-based, as a teacher is

required to teach all the subjects in a given class. A teacher is expected to

monitor learning, assess pupils and discuss with parents and other concerned

people about pupils’ learning progress. Although Malawi advocates for learner-

centred approaches, teaching is still teacher-centred.

Another challenge is that there is low morale in teachers (Kadzamira, 2006).

As one of the 12 country case studies for an international research project on

teacher motivation and incentives in Sub-Saharan Africa and South Asia,

Kadzamira (2006) conducted a study on teacher motivation and incentives in

Malawi. She found that some factors that affected teacher motivation and job

satisfaction included: levels of remuneration, location and type of school,

availability of appropriate housing, opportunities for further training,
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conditions of service, workload, promotion, career path, student behaviour,

relationship with community, school quality factors such as the availability of

teaching and learning resources. She also found that lack of continuous PD,

especially opportunities for training and seminars which, on the other hand,

afforded one to receive allowances, was a critical factor that affected teacher

motivation.

Kadzamira’s (2006) findings are similar to those of the earlier studies, which

concluded that the levels of teacher job satisfaction and motivation in Malawi

primary schools were low. First, in a study commissioned by Department for

International Development (DfID), Moleni and Ndalama (2004) found out that

teacher motivational factors such as low salaries and poor working conditions

contributed to high absenteeism and attrition. Second, Kadzamira (2003) and

the National Economic Council (2002) found that poor incentives and

conditions of service resulted in low morale and consequently poor

performance among teachers. Third, Chimwenje (2003), Tudor-Craig (2002),

Kadzamira et al. (2001) and Kadzamira and Chibwana (2000) found that

teachers were also highly dissatisfied with their remuneration and other

conditions of service. Urwick et al. (2005) reported similar findings from

teachers in the Lesotho Education system. On the other hand, in their study

entitled ‘Is there a teacher motivation crisis in Tanzania?’ Bennell and

Mukyanuzi (2005) found that job satisfaction and motivation levels among

primary school teachers were not as low as was commonly suggested. They

were just below the level which was required in order to ensure that there was
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quality teaching and learning in schools. However, in their study, it was found

that living conditions for most teachers were unsatisfactory.

Kadzamira’s (2006) study mentioned control of students’ behaviour as one of

the challenges in primary schools. Until the 1980s, corporal punishment was a

common means for controlling students’ negative behaviour in schools in

Malawi. With the emergence of children’s rights thereafter, the use of corporal

punishment to control students’ negative behaviour became unlawful in

schools under Article 19 of the Constitution of Malawi. The Teachers’ Code of

Conduct also prohibits the use of corporal punishment in schools. However,

according to the Malawi Human Rights Commission (2007), there is no clear

prohibition in the laws of Malawi. In a study conducted by the National

Statistics Office in 2005, it was found that one fifth of 4,500 students

experienced violence at school, including corporal punishment (10.9%) and ill-

treatment by the head or teachers (20.9%). It was also found that teachers were

using corporal punishment (including manual labour) as the most common

form of managing negative behaviour (36.3%), despite its prohibition (The

National Statistics Office, 2005). On the other hand, in a study by the Centre

for Human Rights and Rehabilitation (2011), it was found that there was

increased recognition of corporal punishment as a rights issue in schools and

that some teachers were abandoning the use of corporal punishment as a

discipline measure and were instead applying alternative measures to manage

negative behaviour. Students who experience corporal punishment are more

likely to drop out of school and/or become violent in adulthood. Thus, it is
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imperative that teachers learn better ways of managing negative behaviour of

students to align teachers’ practice with educational policies (Day and Sachs,

2004).

TPD is another issue in primary education in Malawi (Kadzamira, 2006).

Before the 1990s, in Malawi, self-development among teachers was unheard

of, as teachers did not seem to interact often to share knowledge, skills and

other information necessary for improving classroom practices. It appears that

very little is done to prepare teachers for self-development during pre-service

training because PD is not included in the initial primary teacher education

courses (Ministry of Education, Science and Technology, 2007). Although the

provision of in-service training for teachers remains an option for keeping

teaching momentum, opportunities for in-service training tend to appear when

there is a need to orient teachers to new curricula. The provision of the ad-hoc

in-service training to teachers (Kunje and Chimombo, 1999) seems to be short

lived and without much impact in supporting TPD. Therefore, there is a need to

put in place a strategy that would ensure a sustainable programme of TPD -

hence the establishment of the TDCs in Malawi.

3.7 The teacher development centres in Malawi

TDCs in Malawi are part of a support strategy for TPD. The idea of TDCs was

raised when Malawi was faced with a number of challenges (Ministry of

Education, Science and Technology, 1999; Chona, 1996). First, there was an

urgent need for the orientation of newly recruited and untrained teachers who
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were given survival skills to enable them to begin teaching. There was also a

need for a strategy for training untrained teachers through the integrated

teacher education programme (MIITEP). Finally, there was need for the

coordination of support for TPD activities for all teachers at school and zonal

levels through the established network of trained staff with skills in TPD

(Malawi/GTZ, 1996).

As I discuss in Section 4.7 below, Malawi is not the first country to use the

idea of TDCs as a support strategy for TPD. It has been used in both developed

and developing countries. However, different names were used to describe the

same idea. The initiative of the TDCs in Malawi came about because of the

need to promote TPD especially at primary level (Ministry of Education,

Sports and Culture, 1998). The concept of a TDC is that of a purpose-built

structure where teachers from a cluster of schools come together to discuss

issues affecting their profession and learn to make room for change in schools

for the benefit of pupils.

The establishment of the TDCs was aimed at promoting TPD by bringing

resources close to schools. This was seen as an economical option for a poor

country such as Malawi. The TDCs were also expected to provide INSET. The

TDCs were further expected to provide an opportunity to develop and

demonstrate teaching and learning strategies; and materials that meet the real

needs of local children. As demonstration centre, the TDCs were conceived to

be ‘institutions of excellence’. It was anticipated that the TDCs would provide
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an opportunity for teachers to create stronger links with their local

communities and with teachers from other schools. Links with the stakeholders

were thought to be a means of increased community ownership and

empowerment, which would bring about sustainability of the TDCs (Ministry

of Education, Science and Technology, 1998).

The concept of the TDCs in Malawi is similar to that of teacher resource

centres (TRCs) in other countries (Knamiller, 1999) (Section 4.7) in that the

TDCs would have all the resources, which teachers and other key people need

to initiate, organise, coordinate, conduct and evaluate TPD. However, Malawi

opted for broad-based TDCs because they were seen to be more encompassing

in terms of teacher support services as well as centres of networking not just

between the schools and the TDC but also among the schools and between the

schools and the local people as seen in Figure 3.1. This is the model which was

desired in the Malawi Schools Support Systems Project (MSSSP) during the

life of the project which funded the establishment and development of the

TDCs.

In this model, the TDC is an 'open system' (Banda, et al., 1999) which is

responsive to its context, with exchange and feedback occurring between itself

and the rest of the zone. The schools should make a direct contribution to the

TDC and support each other in TPD activities. In this model teachers are

expected to share the limited resources in addressing problems relevant to their

needs and also develop a culture where impact on the classroom could become
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a central concern. It is also the model which is the most resource intensive to

set up and difficult to implement (Dembele and Miaro-II, 2003). Thus, the

success of the TDCs depends on other school support systems in the district,

division and national levels.

Figure 3.1: The ‘Network’ model of TDCs in Malawi

To achieve the objectives of the TDCs, the Ministry of Education, Science and

Technology clustered about 4000 primary schools into 315 zones (Ministry of

Education, Science and Technology, 1999a). Each zone has a primary

education advisor (PEA) who works in and with schools offering support,

inspecting and supervising teachers and also coordinating PD for teachers in

the zone. Each zone has a centre (TDC) close to one school where teachers

come together to discuss professional issues and share ideas and expertise. The

TDC as a structure comprises of a library, storeroom, meeting room (a hall),

office and house for the PEA. With these structures in place, it was hoped that

the PEA would be brought closer to the schools to assist teachers in their
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School School

School

School
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professional needs by visiting the schools regularly and conducting INSET

activities for the teachers. Each centre also was provided with a motorcycle for

the PEA to use in the work (Ministry of Education, Science and Technology,

1998).

To set up the network model through the TDCs, one of the challenges was to

group primary schools into manageable zones without losing sight of the

social, economic, political and geographical factors (Ministry of Education,

Sports and Culture, 1998). Another challenge was to identify personnel to

manage the TDCs. The Ministry of Education, Science and Technology opted

to use existing staff in the education system, PEAs, to be coordinators of the

TDCs in their respective zones. The PEAs are basically primary school

teachers who are promoted to work in and with schools in supporting,

inspecting, advising and supervising teachers (Ministry of Education, Sports

and Culture, 1998).

TDCs in Malawi operated on a number of principles (Ministry of Education,

Science and Technology, 1999a). The first principle was to make teachers feel

that the TDCs belonged to them and that teachers should have control over

their functions. It was believed that a TDC would serve the teachers in the

zones just like a hospital serves the community in their area. The second

principle was to involve teachers in the planning of the activities of the TDCs

which would be relevant to their needs. The third principle was to include in

the TDC management team representatives from the Parents-Teachers



83

Association (PTA), the school committees, head teachers, teachers and the

local community. The fourth principle was that a TDC should encourage

decentralisation of decision-making by involving schools and their

communities. Finally, roles and functions of the TDC personnel led by the

TDC coordinator were to serve the goals of the centre. These principles were to

make TDCs that were to be for teachers, of teachers and by teachers, but with

community involvement.

The aims and objectives of the TDCs were to promote TPD in terms of

identifying needs, planning, developing, executing and monitoring TPD

activities. The TDCs were expected to support curriculum development

through the exploration of new ways of teaching and learning and act as a focal

point for information exchange between all stakeholders in identifying, sharing

and exchanging expertise (networking). Besides, TDCs were to function as

resource centres for teachers (Ministry of Education, Science and Technology,

1998). The aims and objectives of the TDCs were therefore broadly based,

implying that supporting TPD was a complex venture. To achieve these aims

and objectives, TPD activities were to include workshops, seminars, production

of teaching and learning materials, use of teaching and learning materials,

model lessons, and dissemination of information and feedback. As a resource

centre, TDCs were expected to attract teachers, pupils and the community,

management teams, school communities, subject panels to carry out curriculum

development activities and community-initiated cultural activities such as

sports, drama, and dances.
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The major responsibility of the TDC management team was to help establish

ownership of the TDC by drawing up the aims of the centre and implementing

a development plan. The TDC management team would plan and provide a

programme of activities for teachers; raise awareness and mobilise teachers and

the community to use the TDC; monitor the work of the TDC and evaluate its

effectiveness in relation to the development plan; and finally recommend future

development activities and strategies for fundraising (Ministry of Education,

Sports and Culture, 1998). Thus, the management of the TDC was broad-

based, involving community members, some of whom might have very little

idea about principles of educational development. Such broad-based

management might have limitations due to conflicts of interests typical in

teamwork (Crawford, et al., 1997).

According to the Ministry of Education, Sports and Culture, (1998), the

coordination of the TDC activities was also critical in the development of the

TDCs. The coordinator of the TDC had clearly defined roles to be performed

which included the dissemination of knowledge, skills and information; to

collect, keep and transmit information from schools and other institutions; to

develop a system for the communication of new teaching approaches and skills

and for the production of teaching and learning materials to share with others;

to encourage school-based TPD. While the coordinator was responsible for the

daily running of the TDC, the involvement of teachers, head teachers, and the

community were seen to be key to the sustainability of the TDC (Ministry of
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Education, Sports and Culture, 1998). There was a need for the management

team to include representatives from teachers, head teachers and the

community in the zone. The TDC management team was to be composed of

Chairperson, Vice Chairperson, Secretary (TDC coordinator), Treasurer, and

representatives from each of the head teachers, teachers (Senior, Junior and

Infant classes), pupils and the community. All these members were to be drawn

from within the cluster.

It should be noted that the TDCs were developed when there were already

other institutions such as the MIE and the University of Malawi which were

doing similar work of professional development of teachers. However, it

appeared that the TDC was conceived not as an alternative institution but as

one made up of teachers, for the benefit of teachers and run by teachers, with

its own vision, aim and development plans (Ministry of Education, Science and

Technology, 1999a). The TDC was to be run autonomously by its management

team. While the daily running of the TDC was the responsibility of the centre

coordinator, the management would decide the future of the TDC in

consultation with the head teachers, teachers and community members.

While the concept of the TDC would recognise that different teachers and

schools have different needs (Ministry of Education, Science and Technology,

1998) and that sharing these different needs among teachers and schools would

help to develop teachers, schools and zones, the centre coordinator was

expected to prioritise the needs, decide where to conduct TPD activities and the
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target group. S/he was also expected to develop the programme of activities

meant to meet the needs of the teachers by developing a coherent plan of

activities. While the management team was expected to ensure that the TDC

achieved its objectives, the centre coordinator was to provide professional

guidance to the management team, the school and teachers.

The resources needed for the TDC were grouped into two categories; those

related to TPD activities, such as books, classrooms, teaching and learning

materials and those related to administrative purposes such as furniture and

equipment (Ministry of Education, Science and Technology, 1998). The

appropriate, sufficient and relevant resources were required to be in place and

accessible to teachers. The TDC coordinator was required to make available to

teachers all the necessary resources and to train the teachers how to use the

resources.

The success of the support strategy partly depended on the people who played

a central role in the implementation of the TDCs. The key participants were

teachers, head teachers, PEAs, District Education Managers (DEMs),

Education Division Managers (EDMs), Coordinator of the MSSSP and the In-

service Training Officer in the DTED in the Ministry of Education, Science

and Technology. The MIE was to provide professional and technical support to

the TDCs (Russell, et al., 1999).

As part of the implementation of the TDCs, a training programme for the key

participants was organised (Ministry of Education, Science and Technology,
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1999a). The aim of the training was to provide them with the knowledge, skills

and attitudes they needed to support TPD. The training strategy was based on a

cascading model. First, the national core training team (NCTT), which also

developed the training materials, was trained at the MIE. Second, each PEA

and two head teachers (male and female) from each zone were trained to

become the zonal training team by the NCTT at the MIE. The PEA and the two

head teachers in turn trained other head teachers and two senior teachers (male

and female) from each school in their zones at a TDC. Finally, the trained head

teachers and senior teachers were in turn expected to train teachers in their

respective schools from each school in their zone at a TDC. The NCTT

provided professional support during the zonal training. The trainers and the

trainees at zonal level were expected to receive certificates (Ministry of

Education, Science and Technology, 1999a). However, Banda (2002) found

that the training course was not effective partly because of the incompetence of

the facilitators at zonal level and also lack of content in the training materials.

3.8 The key participants in the teacher professional

development

It is important to decide on whose perceptions are useful in understanding the

influence of the TDC on the PD of teachers in Malawi. Key participants are

important people who made a significant contribution to the implementation of

the concept of the TDC as a support strategy for PD of teachers. As already

pointed out in Section 3.7, there were many participants in the implementation

of the MSSSP through the TDC. However, for the purpose of this study, the
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focus is on the teachers, head teachers, PEAs, DEMs, EDMs, Coordinator of

the MSSSP and In-service Training officer in the DTED in the Ministry of

Education, Science and Technology. Figure 3.2 shows how the key participants

described above were linked to each other in hierarchical order during the life

of the project which set up the TDCs in Malawi (Ministry of Education,

Science and Technology, 1999a).

The hierarchical relationship of the key participants is important because their

perceptions have to be interpreted in the context of the hierarchical authority

that linked the key participants. Although most of the key participants in the

implementation of the TDCs as a support strategy for PD of teachers were

linked in hierarchical order, the MIE was not linked to them in a hierarchical

order because the MIE is a parastatal organisation which provides professional

support to all the educational institutions and organisations on curriculum, pre-

service and in-service teacher education, production of educational materials

and other educational development activities. In this way, the coordinator of

the MSSSP who was a member of the professional staff at MIE was a key

participant to the implementation of the TDC (Ministry of Education, Science

and Technology, 1999b).
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Figure 3. 2: Concept mapping of the key participants

Figure 3.2: Concept Mapping of the Key Participants

The key participants I selected for my study played various roles in the

implementation of the PD activities through the TDC. For example, the role of

teachers was to initiate, plan, develop and conduct their own PD activities

typical of self-directed learning in adult learning as I discuss in Section 5.2. All

head teachers were equipped with knowledge and skills to better initiate, plan,

develop and conduct PD activities for themselves and their staff; the PEAs

were to coordinate the PD activities in the zone through the TDC; the DEM

was meant to provide support in the implementation of the PD activities in the

district through the TDCs; and the EDM was meant to provide support for the
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implementation of the PD activities in the division through the TDC (Ministry

of Education, Science and Technology, 1999b).

The coordinator for MSSSP at MIE coordinated the implementation and

monitoring of the PD activities through the TDC. This was in line with the

legal instrument, which set up the MIE that among other things, the Institute

shall assist with the training of teachers and also provide professional services

for all professional personnel in promoting the quality of education (Malawi

Institute of Education, 1996:1-2). In addition, one of the policy statements

stipulated in the PIF of the Education Sector clearly stated that MIE shall

mount programmes for the CPD of teachers and other educational personnel

(Ministry of Education, Science and Technology, 2008b; 2001).

The role of the In-Service Officer at DTED was to liaise with key participants

in the implementation of the PD activities of teachers through the TDC. In fact,

DTED was responsible for planning and management of the national

programmes of teacher education and development, which included TPD in

Malawi (Ministry of Education, Science and Technology, 1999b). The

perceptions of the teachers and other key participants in the use of the TDCs

for TPD are important in exploring the influence of the TDC in supporting

TPD.
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3.9 Conclusion

This chapter has analysed the local context of education in Malawi, in which

the present study is conducted. In understanding the local context, the Malawi

education development plans that have guided education reforms have been

discussed. The chapter has also looked at the primary teacher education in

order to appreciate the various training backgrounds of primary school teachers

in Malawi. Teachers’ working conditions in primary schools have been

analysed. The chapter has also examined the establishment of the TDCs as a

support strategy for TPD with a focus on concept, functions, management and

resources. Finally, the key participants in the PD of teachers who hold

information on teacher perceptions on the influence of the TDC as a support

strategy have been identified. It is evident from the chapter that the

establishment of the TDCs is one of the many education reforms which have

characterised the education system with the aim of improving the quality of

education. Given the social and economic challenges in which education

services are provided, the establishment of a well supported and sustainable

TPD is imperative. However, attempts to use the TDCs as a support strategy

for TPD have revealed its challenges worth studying. Therefore, this chapter

has clearly shown how the local context of education in Malawi relates directly

to the research on the influence of the TDCs on TPD
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CHAPTER FOUR

TEACHER PROFESSIONAL DEVELOPMENT

4.1 Introduction

Having discussed the national context of education in Malawi, this chapter

reviews literature related to teacher professional development (TPD) and the

practices in order to position this study in the larger context of TPD and

support. Specifically, the chapter focuses on the concept and purposes of TPD;

models of teacher change; approaches to TPD; some examples of the impact of

professional development (PD) on teachers’ work; some issues in PD; and the

global views on teacher centre (TC) as a support strategy for TPD.

4.2 The concept and purpose of teacher professional

development

There are several definitions and purposes of TPD in the literature (Villegas-

Reimers, 2003) that affect its design and impact, including skills training and

professional growth. In most cases the definitions and purposes of PD

emphasise the development of an individual teacher, the entire school and/or

the whole organisation. However, in discussing TPD, it is important to

understand what a profession is and teaching as a profession, because the

teacher is central to this study.

4.2.1 Definition of a profession

A study of TPD requires that the researcher has developed a clear

understanding of whether teachers are professionals. The term ‘profession’ has
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many meanings and is used in a variety of contexts (Knight and Morledge,

2005:1). While there is no agreed definition of a profession, many scholars and

organisations have come up with various ways of defining a profession.

For example, in an analytical view, The Australian Council of Professions

(2004:20) defined a profession as:

A disciplined group of individuals who adhere to ethical standards
and uphold themselves to, and are accepted by, the public as
possessing special knowledge and skills in a widely recognised
body of learning derived from education and training at a high
level, and who are prepared to exercise this knowledge and these
skills in the interest of others.

This definition emphasises the code of ethics that regulates the activities of a

profession and demands behaviour and practice beyond the individuals’ ethical

obligations.

The term profession is also defined by Speck and Knipe (2005) as a calling

based on expert education and training with the purpose of providing impartial

advice and service to others. This definition emphasises that a profession is a

vocation that is built upon sound knowledge and skills which an individual or a

community of members use to serve others. In addition, in defining a

profession, some people have identified essential features of a profession.

For example, Millerson (1964) cited by Knight and Morledge (2005) stated

that:

A profession involves a skill based on theoretical knowledge - the
skill requires training and knowledge - the professional must
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demonstrate competence by passing test - integrity is maintained
by adherence to a code of conduct - The service is for the public
good - the profession is organised (Millerson, 1964:4).

Again, Shulman (1998:516) cited in Bransford, Darling-Hammond and LePage

(2005) identified six characteristics that are shared by all professions as:

 service to society, implying an ethical and moral commitment to clients;

 a body of scholarly knowledge that forms the basis of the entitlement to

practice;

 engagement in practical action, hence the need to enact knowledge in

practice;

 uncertainty caused by the different needs of clients and the non-routine

nature of problems, hence the need to develop judgement in applying

knowledge;

 the importance of experience in developing practice, hence the need to

learn by reflecting on one’s practice and its outcomes; and

 the development of a professional community that aggregates and shares

knowledge and develops professional standards.

These definitions and the characteristics of a profession entail that a profession

is more than just doing a paid job; it is a vocation. In addition, the

characteristics of a profession are generally based on training, knowledge and

skill a person possesses (Bredeson, 2003) and uses to provide services to

others. Therefore, the challenge is to consider whether teaching falls within

these definitions and characteristics of a profession. The concept of profession
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has implications for the conceptualisation of this study as it set the grounds for

justifying why there should be PD.

4.2.2 Teaching as a profession

Being a teacher has been described as the ability to:

understand not only the subject matter to be taught, but also how to
teach that subject matter, how to modify and adapt instructional
practice to individual student needs, and how to diagnose those
needs (Darling-Hammond and Hudson 1990:241).

However, the question frequently asked is whether teaching is a profession or

not (Villegas-Reimers, 2003; Bezeau, 1989). If teaching is a profession, it

should share the same characteristics as those of other professions (Section

4.2.1). Day (2000:114) described professionalism in teaching as:

…having a technical culture (knowledge base); service ethic
(commitment to serving clients’ needs); professional commitment
(strong collective identity); and professional autonomy (control
over classroom practice).

Similarly, Hoyle (1995) came up with five criteria to define a profession: social

function, knowledge, practitioner autonomy, collective autonomy and

professional values. When considering teaching against these criteria, Hoyle

(1995) pointed out that teaching does not match all the criteria necessary to be

treated as a profession. For example, from the social function point of view,

teaching is important to the society and the individual (Hoyle, 1995). Yet, the

knowledge base of the teacher is questionable because of what is emphasised in

the teaching profession, whether content or pedagogy (Jackson, 1996); and

how teachers are prepared with skills for effective teaching and learning

(OECD, 1990).
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As regards practitioner autonomy, Villegas-Reimers (2003) argued that

teachers have little autonomy in their jobs as compared to other professions

such as medicine and law. Teacher autonomy is limited by governments and

local communities, although not all countries have the same problem of lack of

autonomy (Villegas-Reimers and Reimers, 1996). For example, in developed

countries such as France, the United Kingdom (UK) and the United States of

America (USA), teachers are reported to have autonomy to define their jobs

and practices and they see their jobs as a profession (Hoyle, 1995) whereas in

less developed countries, teachers have little or no autonomy regarding their

job. Regarding collective autonomy, teaching has less governing status and

independence from government because in most countries teachers are civil

servants expected to implement government educational policies. In addition,

the government controls teacher training and teaching practices. Finally, in

relation to professional values, teaching has less value than other professions

such medicine because teachers have many clients to whom they are

accountable and teaching lacks code of ethics that direct their practices

(Villegas-Reimers, 2003). The control of teaching by government may affect

the teacher involvement in PD.

Therefore, with these criteria for defining a profession, it is doubtful whether

teaching is a profession and whether teachers can improve their status in

society (Burbules and Densmore, 1991). However, regarding these concerns on
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teaching as a profession, Hargreaves (2000:176) argued that to reclaim its

professionalism:

…teachers need to become more proactive rather than reactive,
more outward-looking than being defensively introspective, to
embrace the ‘paradoxical challenge’ of becoming ‘professionally
stronger’.

These arguments on teaching as a profession indicate that knowledge is a key

to overcoming such doubts and ongoing TPD would be one way of providing

teachers with the knowledge and skills they need to better match other

professions.

4.2.3 Concept of teacher professional development

The elusiveness of teaching as a profession raises the question of the concept

of TPD being offered in Malawi. The practice of PD has changed over the

years (Villegas-Reimers, 2003) because of the concern by educators on narrow

views of PD as in-service education and training (INSET) (Craft, 2000;

Guskey, 2000). As a result, there are numerous concepts of PD. For example,

in emphasising that teaching needs ongoing learning, Fullan (1991:326)

defined PD as “the sum total of formal and informal learning experiences

throughout one’s career from pre-service teacher education to retirement”. In

view of teacher competence, Duke and Stiggins (1990) described PD as the

processes by which minimally competent teachers achieve higher levels of

teacher competence and expand their understanding of self, role, context, and

profession. For the purpose of improving student learning, Guskey (2000:16)

defined PD as “those processes and activities designed to enhance teacher

knowledge, skills and attitudes that they might, in turn, improve the learning of
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students”. In addition, in emphasising teacher change in beliefs and attitudes,

Guskey (1986:5) defined PD further as a “systematic attempt to bring about

change - change in the classroom practices of teachers, change in their beliefs

and attitudes, and change in the learning outcomes of students”.

Furthermore, Clement and Vandenberghe (2000:87) argued that PD is “a

continuous process determined by the interplay between the individual and the

organisation, leading to a combination of craftsmanship and mastery”. This

view of PD emphasises the importance of individual and institutional factors.

On the other hand, Evans (2002:131) provided the definition of TPD as “the

process whereby teachers’ professionality and/or professionalism may be

considered to be enhanced”. She stated that two constituent elements of teacher

development are attitudinal development and functional development.

Attitudinal development is where the teacher’s attitudes are modified, whereas

functional development is the process of improving a teacher’s professional

performance (Evans, 2002). However, there are other terms which are used

synonymously with PD.

Taylor (1975) identified staff development and further teacher study as two

terms which are used synonymously within TPD. He distinguishes between the

two aspects in that teacher study focuses on individual needs whereas staff

development focuses on institutional needs. The distinction between the two

aspects is based on the fundamental role of individuals within the institution

(Bell, 1991). The implication of this concept of TPD is that there is a need to
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devise TPD that meets teacher growth and improves the performance of both

teachers and institutions (Guskey, 2000). This concept stresses the importance

of recognising the interdependence between teachers and institutions. No

wonder that Guskey (2000:20) argued that:

Without a systematic approach, organisational variables can hinder
or prevent the success of improvement efforts, even when the
individual aspects of TPD are done right.

The implication of Guskey’s (2000) argument is that teachers cannot develop if

the institutions do not and conversely the institutions cannot improve their

performance if teachers do not develop. Furthermore, Bell (1991)

acknowledged that there are likely to be some tensions between individual

teacher needs and institutional needs that are inherent in a TPD programme.

For example, the individual teachers may want a programme that meets their

personal self-improvement, based on the difficulties and complexities of the

job. On the other hand, the institution may base the programme on the needs

and aspirations of the parents and other stakeholders for whom the

performance of the institution is assessed. Therefore, there is the need for TPD

to harmonise individual needs and the needs of the institutions.

The forgoing discussion shows that different scholars share a common view of

the concept that teachers must be given an opportunity for PD to upgrade,

explore and apply their knowledge and skills obtained through experience. In

other words, the term TPD goes beyond the meaning of staff development or

INSET (Villegas-Reimers, 2003) which is a one-time event rather than ongoing

learning experience (Christie, et al., 2004; Borko, et al., 2002; Guskey, 2000)
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which tend to be “intellectually superficial, disconnected from deep issues of

curriculum and learning, fragmented, and non-cumulative” (Cohen and Ball,

1999:15); not productive, not efficient, unrelated to practice, and lacking

intensity and follow-up (Corcoran, 1995; Bull, et al., 1994). Thus, TPD needs

to include both formal and informal ways of acquiring skills, broadening

knowledge and insights into pedagogical knowledge, skills and practices, as

well as individual development (Ganser, 2000).

4.2.4 Purposes of teacher professional development

The purposes of TPD will guide the course of this study. Educators have

offered numerous purposes of TPD. For example, Blandford (2000) mentioned

upgrading the competence of the teacher, extending teachers’ education and

enhancing qualifications as some of the purposes of TPD. Bolam (1993)

identified five purposes of PD along a continuum of needs of the system to the

needs of the individual staff performance, individual job performance, career

development, professional knowledge, and personal education. Day and Sachs

(2004) identified the purposes of PD in a broader view to align teachers’

practice with educational policies; to improve the learning outcomes; and to

enhance the status and profile of the teaching profession. According to Guskey

(1986), teachers engage in PD so that they can gain specific, concrete, and

practical ideas which relate directly to everyday operations of their classrooms.

Thus, PD can promote teacher growth through learner-centred and job-

embedded processes which may lead to the acquisition of skills, abilities, and

understandings necessary for the teachers’ own improvement as well as for
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student achievement (Speck and Knipe, 2005). However, Wideen (1987)

argued that these purposes are interrelated and that they influence the design of

the PD programmes.

Different countries put emphasis on different purposes (Day and Sachs, 2004;

Villegas-Reimers, 2003; Craft, 2000; Henderson, 1978), perhaps because of

differences in the context of the problems being addressed by TPD in those

countries. For example, in developing countries, emphasis is on upgrading

general education of teachers rather than improving their teaching skills. On

the other hand, in developed countries, TPD is used for the extension of the

professional knowledge, skills and abilities which enable teachers to develop

and adapt their range of practices through reflecting on experience, research

and practice in order to meet pupils’ needs collectively and individually.

Despite these differences, TPD contributes to the life of the school as the

teacher interacts with the school community and external agencies. TPD also

helps teachers to keep in touch with current educational thinking in order to

maintain and develop good practices; to give critical consideration to

educational policy on how to raise standards; and to widen their understanding

of society (Blandford, 2000).

Although different countries differ in the emphasis of the purposes of TPD, the

ultimate goal of TPD is to improve practices in the classroom (Bell, 1991). In

this regard, Blandford (2000) argued that TPD involves providing learning

opportunities for all teachers and supporting schools to implement TPD

programmes. It also serves to create a context in which teachers are enabled to
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develop their potential. However, for this to happen, there is a need to fulfil the

individual, social and academic potential of the teachers and the people in the

community because TPD includes personal development, team development

and school development. Perhaps what should be added to the list is

development of the system in which the teacher is a member and also

promoting shared values and equality of opportunity in education.

Furthermore, Clarke and Hollingsworth (2002) concluded that the purpose of

TPD is to provide an opportunity for teachers to change through training,

adaptation, personal development, local reform, systematic restructuring and

learning. Although these change processes are not mutually exclusive but

interrelated, the main focus for TPD is on transformative learning. Clarke and

Hollingsworth (2002) seem to associate teacher change (Section 5.3) with

learning, which is a natural and expected component of teaching. From this

perception of TPD, it can be argued further that support strategies for TPD tend

to include training, local reform and systematic restructuring on one hand and

the actual teacher change that includes adaptation, personal development, and

growth or learning on the other hand, as I illustrate in Figure 4.1. I also derive

some understanding of the purposes of TPD from a historical perspective that

TPD programmes have been based on the deficit mastery training model,

implying that TPD has been used to alleviate shortfalls in teacher skills and

knowledge mostly through a one-shot workshop (Christie, et al., 2004; Borko,

et al., 2002; Knight, 2002; Guskey, 2000).
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Figure 4.1: The support strategies enhance professional development processes

However, the major criticisms about the deficit model led to a new thinking on

TPD that focused on the teacher growth continuum, with emphasis on lifelong

learning. The fundamental purpose of TPD is learning more about teaching, not

repairing a personal inadequacy as a teacher but seeking greater fulfilment as a

practitioner of the art. TPD becomes never-ending, like a religious struggle to

escape sin (Knight, 2002:230). In other words, TPD serves to encourage

teachers to see themselves as reflective practitioners, as an opportunity for

learning situated in real contexts.

4.2.5 Types of teacher professional development

In addition to the purposes, there have been numerous types of PD identified in

the literature which may shape this study. For example, in the study titled

“Creating Effective Teaching and Learning Environment”, OECD (2009:50)

described the following types of PD:

 courses/workshops;

 education conferences or seminars;

 qualification programme;

Support strategies
 Training
 Local reform
 Systematic restructuring

Actual teacher change
 Adaptation,
 Personal development
 Growth or learning

Teacher Professional Development
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 observation visits to other schools;

 participation in a network of PD of teachers;

 individual or collaborative research on a topic of professional interest;

 mentoring and/or peer observation and coaching;

 reading professional literature; and

 engaging in informal dialogue with peers on how to improve teaching.

In a broader view, Day and Sachs (2004) described two types of PD: deficit

and aspirational. In a deficit type, it is assumed that teachers need to be

provided with knowledge and skills they don’t have. The aspirational type

includes an acknowledgement that teachers are already effective, but can

improve. Regarding these types, Day and Sachs (2004) argued that they do not

contradict but they complement each other. Thus, it is important in this study to

consider whether TPD in Malawi is based on deficit or aspirational or indeed

both types.

In addition, Bolam (1993) discussed different types of PD: practitioner

development, professional education, professional training, and professional

support. Practitioner development is essentially school-based and may include

observations, induction, and team teaching. Professional education involves

further and higher education. Workshops and conferences focus on practical

skills and are characterised by training. Professional support includes career

development, mentoring, and coaching. However, this grouping of PD tends to

limit the focus of PD. For example PD that focuses on workshops and
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conferences only would not be sufficient for teacher development. Essentially,

the study will explore if teachers experience most of these types of PD so as to

develop their potential.

4.2.6 Teaching as a profession in Malawi

In this section, I explore the status of teaching as a profession in Malawi by

comparing characteristics of a profession described in Section 4.2.2 with issues

affecting the teaching profession in order to establish whether teachers are

enjoying the status of professionals in Malawi.

In the last decade, there has been a continuous erosion of professional

autonomy of teachers in Malawi in a number of ways. The Malawi education

system is predominantly centralised and bureaucratically organised. Central

education authorities continue to take all fundamental decisions regarding

education, including TPD. Thus, teachers have little autonomy regarding their

PD (Section 3.2).

Second, emphasis on teacher accountability is one of the major causes of de-

professionalisation of teachers (Kadzombe, 1992). Teachers in Malawi are

often deceived into accepting reforms which take away the few privileges they

have traditionally enjoyed. For example, teachers in Malawi use centralised

and prescribed curriculum which in most cases limits their professional choices

of teaching what they feel would be appropriate for children. Teachers have

little power to manage and organise activities related to teaching. In addition,
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teaching has become routine and mechanical, which does not take into account

the knowledge and skills required (Kunje and Chimombo, 1999).

Third, most primary school teachers have low professional status partly

because they are perceived as having a weak academic background. Most

teachers are graduates of disadvantaged secondary schools which lack basic

resources and graduates from such schools do not have the appropriate level of

academic qualifications to teach competently and effectively (Section 3.3).

Fourth, teaching as a profession in Malawi has suffered from numerous and

uncoordinated reforms in initial teacher training (Kunje and Chimombo, 1999).

Since the 1980s, Malawi has witnessed various modes of initial training

programmes (Section 3.6) which have negatively impacted teaching as a

profession. Different modes of teacher training have had different durations

ranging from one to three years. These variations came about in order to

address teacher shortages, at the expense of improving the status of the

teaching profession (Section 3.5).

Finally, working conditions for teachers in Malawi have been consistently

unsuitable for professional practice. High workloads, large class sizes,

inadequate teaching and learning resources, poor accommodation for teachers,

low wages, limited teacher career path, challenging pupil behavior are some of

the factors which challenge the status of teaching as a profession in Malawi

(Sections 3.5; 3.6).
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Therefore, with these numerous problems affecting teachers in Malawi, it is

questionable whether teaching is a profession and whether there is a way in

which teachers would improve their professional status. For teachers to reclaim

their professional status in Malawi, they need to be proactive and more

outward looking in order to embrace the challenges of becoming professionally

stronger (Hargreaves, 2000) by engaging in ongoing and well supported

‘teacher learning’ which would provide them with the knowledge and skills

they need to better match other professions as I elaborate in Section 5.2.4.

4.3 Models of teacher change

Although one of the purposes of TPD is for teachers to change their

knowledge, skills and attitudes so as to improve performance (Villegas-

Reimers, 2003), it has been difficult to illustrate how change occurs in

teachers. Most of the models which have been used to explain teacher change

have been linear (Figure 4.2).

Figure 4.2: An implicit model of teacher change

For example, models of teacher change were previously presented as change in

the teachers, which implied change in learning outcomes. These linear models

were criticised for being simplistic as no single factor was responsible for
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teacher change. One of the major criticisms came from Guskey (1995) who

argued that teacher change could result from even the changes in the learning

outcomes suggesting that there is interrelatedness among the elements that

bring about teacher change, as I illustrate in Figure 4.3.

Figure 4.3: Guskey’s model of the process of teacher change

However, in seeking a better explanation of teacher change, (Clarke and

Hollingworth, 2002) reconstructed the model of teacher change based on the

understanding that teacher change involves mediating factors such as

reflecting, resulting in an interconnected model of teacher change (Figure 4.4).

Professional
development
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Change in student
leaning

Change in teacher
beliefs and attitudes
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Figure: 4.4. The interconnected model of teacher change

It appears that models of teacher change are so complex that for such changes

to be effected in teachers there will be the need for an equally carefully

conceptualised TPD programme.

4.4 Approaches to teacher professional development

An approach is perceived as merely resource mobilisation and use for a plan to

be implemented. A clear approach is crucial in achieving the aims of PD and

can influence the kind of support which is required. Different countries appear

to employ different approaches to TPD in some details which are dictated by

contextual developments, such as changes in economic situation, distribution

of resources, and nature of the initial teacher training programmes, proper

coordination and control of the TPD programme (InWent-Internationale
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Weiterbildung und Entwicklung, 2008; Shimahara, 1998). The approaches

include classroom-based; school-based; school-focused; radio/television and

their classification may be based on a different focus depending on the concept,

purpose, function, importance and also activities involved in the TPD

(Thiessen, 2001). In this thesis, my focus is on classroom-based TPD; school-

based; cluster- based; course-based and network and networking.

4.4.1 Classroom-based teacher professional development

Classroom-based TPD takes place in the classroom usually by the teacher

concerned. According to Thiessen (2001), three modes of classroom-based

TPD are teachers on their own, teachers with other teachers and teachers and

students. Thiessen (2001) pointed that for a larger part of the teaching

profession, teachers work alone both inside and outside the classroom as they

individually plan, implement and evaluate their work. They look for content

and methods for delivering the content. This makes their life easy and at the

same time enables to interact with pupils. In some cases, teachers are involved

in the trial and error activities, which are self-directed. In this way, teachers

bring about classroom routines by organising the curriculum and managing the

environment. Teachers also document their actions by maintaining journals and

engaging in self-evaluation. Lastly, they adapt teaching and learning

approaches by being self-directed. Such activities lead teachers to develop new

ways of teaching that benefit pupils.
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Reflective teaching is also another classroom-based approach for TPD in which

teachers may individually engage in self evaluation and planning for the next

action in order to improve their teaching (Carter and Dearmum, 1995).

Although Day (1993) argued that reflection is not a sufficient condition for

TPD, its impact on teachers’ lives is well documented (Hargreaves and

Goodson, 1996). Pollard and Tann (1987) pointed out that effective TPD

should enhance reflective practice in their work in order to renew and

invigorate their knowledge and skills.

It is a fact that teachers learn from fellow teachers (Thiessen, 2001), as they

identify effective as well as ineffective teachers (Day, 1994). The effective

teachers become their models. They sometimes talk to the effective ones,

observe them and imitate their ways of teaching. For example, teachers may

learn from each other by working together in the school or classroom. By doing

so, they exchange expertise and plan co-operatively in probing meaning, which

helps them to research into each others’ practices and compare notes and learn

through participation. Teachers may be involved in promoting collaborative

development to change their classroom practices through their evolving

relationship. They achieve this by elaborating practical theories and enhancing

teacher dialogue (Thiessen, 2001). Research on learning from others offers

guidance about the many decisions involved in designing a productive

discussion, including determining sources of evidence, collaborative structures,

and negotiation goals (Lam, 2001). Observing a fellow teacher teaching has

been recognised as a useful tool in that teachers help one another to develop
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(Lam, 2001). During lesson observation, a teacher who observes another

teacher may write notes on things s/he may like or dislike and then discuss

them.

TPD may take place through learning by imitation, which is learning through

copying from other teachers’ effective teaching skills. Imitative learning is the

quickest and most cost effective way of learning behaviours, beliefs, values,

habits, skills and attitudes related to the teaching profession. However,

imitation weakens teachers’ critical thinking because of the high chances of

copying things without understanding. If there are no good teachers to learn

from in the school, the danger is that there will be recycling and reinforcing

ignorance to teaching (Malawi Institute of Education, 2008).

The teacher-and-student approach is the most important of the three modes of

the classroom-based TPD, despite being the least considered in TPD (Thiessen,

2001). Teachers and pupils are the most important characters in the classroom

because they constantly interact to evoke teaching and learning. Because of the

dynamics of the classroom, every lesson produces unique experiences, which

makes the teacher change the approach in relation to teaching and learning. In

short, the interaction of teachers and pupils becomes a powerful tool for TPD

in a number of ways (Figure 4.5).

For instance, teachers share with students the teaching and learning process by

negotiating the curriculum, forming teams and posing problems. Teachers and
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students may also examine classroom phenomena by creating investigative

clubs, inquiring into students’ learning and evaluating teaching. TPD occurs by

improving what happens between teachers and students in the classroom.

Teachers transform teacher-student interaction; alter the curriculum in use, and

make a culture (Thiessen, 2001).
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Figure 4.5: Interaction of modes and emphasis (Adapted from Thiessen, 2001)

It is important to emphasise that there is a constant interaction among these

modes of classroom-based TPD as they all operate on a single teacher at any

one particular time. One advantage of classroom based TPD is that it has a

direct application in solving problems affecting classroom practices. However,

a classroom-based approach to TPD could be challenging especially in

developing countries such as Malawi where, for example, there are large class

sizes against limited resources (Ministry of Education, 2008b).
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4.4.2 School-based teacher professional development

One of the most popular approaches for TPD is school-based programmes

(Bell, 1991). As the name suggests, this is the approach that is based on the

notion that schools must meet to discuss problems facing them as individual

schools. The fundamental principle of school-based TPD is that a school is a

learning community and that there is expertise enough to plan and implement

TPD programmes that are responsive to the schools needs (Bell, 1991).

Schools have everything that can support TPD activities. The meetings must

take place at the school for every teacher to attend with ease.

According to Craft (2000:20), the school-based approach to TPD aims at

achieving a better match of PD course to the needs and culture of professionals

at a school as well as at having a direct impact on practice. The advantages for

the school-based TPD include low cost, relevance to the needs and aspirations

of the school and responsiveness to the problems (Guskey, 2000). However, it

is argued that school-based TPD may circulate ignorance (Banda, 2001). It is

important that the schools interact with the outside world to enrich their

knowledge and skills to avoid circulation of ignorance. Craft (2000) also

observed that the school-based approach to TPD can become limited, whether

it is facilitated by someone within the school or from outside the school.

However, the narrowness would be reduced with an external facilitator.

Similarly, OECD (1998:41) argued that:

...conducted in isolation, school-based development is in danger of
becoming introspective and replicating weaknesses that already
exist in the school as an organisation.
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Therefore, external resource persons should be used to increase the

effectiveness of school-based PD.

4.4.3 Cluster-based teacher professional development

The cluster-based TPD approach was developed as an alternative to a school-

based approach in order to reduce some of the problems that school-based

approach was facing. One of the problems of the school-based approach was

lack of relevance of the focus of TPD activities to a cluster of school needs.

Unlike school-based TPD, which emphasises the place where TPD activities

should take place, cluster-based TPD emphasises that, regardless of where it

takes place, TPD must address the real problems affecting cluster schools

(Bell, 1991).

In Britain, cluster-based TPD was perceived as a viable alternative to school-

based TPD and became popular in developed countries (MacBride, 1989).

Schools had their own coordinators who met at the zonal committee and liaised

with TCs. Furthermore, Morant (1978) suggested that cluster-based TPD

should:

 Serve the cluster’s institutional needs and therefore educational needs;

 Be intended for teachers actually serving at the cluster schools;

 Be initiated, planned, led and executed by members of the school staff in

the cluster;

 Utilise the cluster school’s physical resources and take place on the cluster

school premises.
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This view of the cluster-based TPD is rather restrictive. For example, cluster

schools may decide to use resources other than what they have or conduct their

activity at a place outside the school premises without changing the focus of

the TPD. What is crucial with cluster-based TPD is that TPD must be

conducted in accordance with the cluster aims and philosophy, and that it must

meet the needs of the individual teachers and the aspirations of the cluster

schools in which they teach (Bell, 1991).

4.4.4 Course-based teacher professional development

This is an approach whereby a national TPD programme is coordinated by one

institution and has the notion of taking teachers out of school and instructing

them in groups. According to Bell (1991), course-based TPD falls into three

groups. First, it is for upgrading for certification and higher qualifications.

Such courses tended to be theoretical and located in institutions of higher

education and based on what the staff of these institutions could offer with

little relevance to the needs of teachers and schools. The assumption is that

when teachers improve their qualification, they improve their teaching practice

and also become motivated.

The second type of course-based TPD is top-up courses, which are intended to

further develop teacher skills. The third type, remedial courses help teachers in

areas in which they are perceived to be experiencing difficulties. Bell (1991)

argued that the provision of courses is popular even today because they are
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perceived as a solution for improving the quality of education. The intention of

the courses is that the teachers, upon returning from the courses, are able to

identify those elements of the course work that are relevant to their classroom

practice and then be able to apply such expertise in the context of their day-to-

day work (Bell, 1991). This in turn would have an impact on other teachers and

the school as a whole. For example, up to 1997, the Malawi Institute of

Education was responsible for all TPD activities in Malawi. The institute could

get funding from the government or from the donors to run TPD programmes.

Some of the programmes were run in conjunction with universities or colleges

from outside Malawi such as the Brandon University of Canada (Mzumara,

1995). However, many teachers do not implement or apply the knowledge and

skills learnt from the courses.

Course-based TPD has advantages in that it ensures uniformity in the quality of

TPD and the use of highly qualified experts is ensured (Bell, 1991). However,

the quality is achieved at the expense of quantity in that it is difficult to reach

out to many teachers in a short period. Courses developed centrally tend to

compromise relevance to the needs and aspirations of individual schools and

teachers (Bell, 1991).

4.4.5 Networks and networking

Networks have found a place in TPD for a number of reasons. One of them is

technological evolution in communication systems. Other reasons include

constraints on resources, product differentiation and diversification, strategic
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alliances, an innovative culture, and need for functional information. Although

a network is not easy to define, Alter and Hage (1993) described a network as

constituting the basic social form that permits inter-organisational interaction

of exchange, connected action, and joint production. Networks can be formed

by either bounded or unbounded clusters of people or institutions, working

non-hierarchically but collectively while maintaining legally separate units. On

the other hand, networking is the art of creating and/or maintaining a cluster of

organisations for the purpose of exchanging expertise among member

organisations (Lipnack and Stamp, 1986). This view of networks and

networking embraces individuals and informal with emphasis on services

which facilitate access to formal knowledge and skill exchange.

Networking is the ability to create a web of lines between individuals and

across social systems. Besides, it promises to be a major area of skill

development for teachers. Networking ensures that TPD is not only a top-down

(experts to teachers) but also a horizontal (teachers to teachers) process and

that all those involved have the opportunity to exchange relevant information.

However, for networks to occur, to be maintained and to foster growth of

learning communities, there must be some means by which connections of a

less intimate, demanding and continuous kind can be made.

Alter and Hage (1993) argued that if well implemented, networks and

networking may make a huge contribution to TPD as they can stimulate

schools and individuals to open up and explore their diverse ideologies and
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approaches to education. They can bring more isolated skills into a new

educational venture. Most of all, networks can make resources available and

accessible. With networking, power may be distributed across a horizontal

organisational structure, and encourage co-operative modes of interaction.

Networks are highly supportive of external and internal systems and are highly

significant means of enabling TPD.

In the mid 1990s, the government of Malawi introduced a TPD programme

which was based on the networking model (Section 3.7). The TDCs were

constructed as support strategies for the networking approach to TPD, to link

schools with one another with TDCs as a hub. This has been a significant stride

in the transformation of TPD in Malawi although it would be dangerous at this

stage to assume that networking is a panacea for all the ills of teaching.

The literature shows that Malawi was not the first country to use the

networking approach to TPD. There are reports of a network approach to TPD

in Singapore (Tripp, 2004) and the Netherlands (Veugelers and Zijlstra, 1995).

For example, Veugelers and Zijlstra (1995) reported that the Netherlands used

networking based on the assumption that schools differ and therefore they can

learn from each other. However, some schools dropped out of networking due

to travelling long distances.

The study conducted in the Netherlands indicated that a networks approach to

TPD demands that schools be committed to each other and responsible to the
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government, and promote the restructuring of education. Relationships in the

networks require that teachers contribute in a network in a relaxed atmosphere

and speak openly about their own school. The relationships also demand that

each school should be willing both to receive and to give, and also to be careful

in using information from other schools (Veugelers and Zijlstra, 1995).

Therefore, the experience from the Netherlands suggests that the networking

approach to TPD calls for flexibility in the way schools can form groups and

organise their own education. Schools can learn from each other but not copy

all solutions because while some approaches can be adapted in different

contexts others cannot.

However, networking can be challenging to sustain because it is largely based

on likes and interests, less diffused, weak, volatile, and based on mutual trust.

Nevertheless, networking is becoming a popular alternative approach for TPD

(Veugelers and Zijlstra, 1995).

4.5 Impact of professional development on teachers’ work

Despite numerous challenges of assessing the impact of PD on teachers’ work

(O’Sullivan, 2005) (Section 1.1) the literature review shows that successful PD

practices have a noticeable impact on teachers’ work, both inside and outside

the classroom (Villegas-Reimers, 2003), taking into account that a large

number of teachers throughout the world, especially in developing countries,

are under-prepared for their profession (Villegas-Reimers, 2003; Kadzamira,

1996; Farrell and Oliveira, 1993). For example, evidence has shown that PD
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has an impact on teachers’ beliefs and behaviour although the relationship

between teachers’ beliefs and their practices is not straight-forward (Franke, et

al., 1998).

Results reported by Craig, Kraft and Du Plessis (1998) indicated that when

teachers were actively involved and empowered in PD, they significantly

changed their behaviour and classroom environment and also improved student

achievement. Furthermore, in studies by Kettle and Sellars (1996) in Australia

and also by Kallestad and Olweus (1998) in Norway, the results showed that

teachers’ professional preparation and development had a large impact on

defining teachers’ goals for their students, and the set goals in turn affected

teachers’ behaviour in the classroom and schools.

Other studies have also indicated that the degree of impact depends on the type

of PD (4.2.5). For example, in a study by OECD (2009), ‘Creating Effective

Teaching and Learning Environments: First Results from Teaching and

Learning International Survey (TALIS)’, it was found that qualification

programmes had more impact than participation programmes on teachers.

Similarly, Burchell, Dyson and Rees (2002) conducted a case study of the

impact of PD on teachers’ practices of two Masters of Education Degree

graduates in the UK. They found that their new qualifications had a positive

impact on their PD practices.
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In another study of PD in adult learning by the National Center for the Study of

Adult learning and Literacy (2003) in the USA, one of the findings was that

multiple factors influence teacher change as a result of participating in PD. One

of the factors was teachers’ motivation to attend PD, years of experience,

venues and the level of formal education. The most important PD factors

included hours of PD in which teachers attended, and the quality of PD.

Borko et al. (2002) also found out that learning is a slow and uncertain process

for teachers, just as it is for students. Franke et al. (2001) and Fennema et al.

(1996) found out that some teachers change more than others through

participation in PD programmes. Furthermore, some elements of teachers’

knowledge, skills and practice are changed easier than others.

In spite of the evidence of the impact of PD on teachers’ work, Guskey (1995)

argued that more research was needed on the specific aspects of TPD that

create a significant effect on teachers’ practices. Issues of the impact of TPD

on teachers work are relevant to this study because one of the ultimate goals of

TPD is to bring about change in teachers’ professional lives (Section 5.3)

through active and frequent involvement in their PD activities.

4.6 Some factors affecting teacher professional development

In this section, I discuss issues that have characterised TPD globally including

context of TPD; policy for TPD; whether PD should be compulsory for all

teachers and time when teachers are due for PD.
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4.6.1 The context of teacher professional development

It is worth considering that TPD does not take place in a ‘social vacuum’

(Kelchtermans, 2004), as pointed out in Section 1.5, but in a ‘social context’

(Guskey, 1995). The literature suggests that the uniqueness of the individual

setting is always a critical factor in education and what works in one context

may not work in another (Guskey, 2000). Kelchtermans (2004:221) described

context as the “social, organisational and cultural environment teachers are

working in” and elaborated that context consists of:

... the multiple social interactions with colleagues, parents,
students, principals; shared or contested norms and values, habits
and traditions that make up the ‘culture’ of a particular school; the
policy decisions and measures that constitute the political and
structural framework schools have to operate in, etc. (Kelchtermans
2004:221)

Similarly, Guskey (2000) emphasised the importance of context in supporting

TPD because PD does not occur in isolation, but in a context, which includes

the school culture, social interactions, and educational changes. The school

system provides the context for TPD which can be characterised by resources,

which in turn provide a total support system. The management system also

provides a context that determines the institutional policy and practices,

whereas the community provides the sources of the TPD (Blackman, 1989).

Related to context is the creation of decentralised provision of TPD (Yehorata,

2001). For example, OECD (1998) reported that the context of TPD in Sweden

included social changes and decentralisation. Decentralisation has become an
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imperative innovation of providing education services in recent years because

of the failure of central authority to produce quality education and the link

between policy and practice that would allow schools to create their own

programmes in collaboration with other stakeholders. With regard to the

establishment of the TDCs in school clusters (Section 3.7), it can be assumed

that Malawi adopted the decentralisation of TPD to empower teachers in their

clusters.

Linked to context is also the opportunity for teachers to engage in PD. For

example, Smylie (1995) identified four conditions that promote TPD in the

workplace. First, the workplace should provide opportunities for teachers to

work together and learn from each other on an ongoing basis. Second, the

workplace should enable teachers to work together as professionals. Third, the

workplace should ensure shared power, authority and decision-making. Fourth,

the workplace should promote PD with some degree of autonomy and choices

by individual teachers. However, Smylie (1995) noted that it may not be

enough to identify the conditions of a workplace, but to understand and control

the contextual factors that promote or hinder TPD. Since the concept of TDCs

is operating in a context different from where the concept originated, the TDCs

in Malawi might meet unique challenges worth exploring.

4.6.2 Policy for teacher professional development

Another issue closely related to context is policy, which guides the kinds of

input, the process and product of TPD (Guskey, 2000; Blackman, 1989). A
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policy is a statement of intent, agreed and legitimate, which an organisation

intends to achieve (Locke, 1990). The policy can also be conceived as a

statement of purpose and broad guidelines on how the purpose is to be

achieved (Caldwell and Spinks, 1988). Thus, for TPD to be effective there is

the need to have a clear policy, which represents the views of the stakeholders

at all levels (Blandford, 2000). For a policy statement to guide the management

and process of TPD it has to be related to the overall education policy and

development plan, which are derived from the national development policies

(Oldroyd and Hall, 1991). Notwithstanding its significance, policy

development is a continuing process that involves wide consultation and

provides a clear basis for planning who does what, where, when, how and why.

Sugrue (2004) provided an overview of a policy framework for TPD in

developed countries. Policy frameworks on TPD in developed countries tend to

focus on shifting teacher-centred education towards learner-centred education

where teachers become facilitators and learners take full responsibility for their

learning; where learning outcomes or benchmarks are paramount; and where

assessment becomes part of the learning process and not a product. There is a

tendency among member countries especially in Europe to adopt similar policy

frameworks for TPD in order to be subjected to the same audit measures. Thus,

some developed countries have a clear policy focus for TPD.



126

However, the literature shows that many educational policies in Africa do not

reflect TPD, perhaps because TPD is not a national priority. According to

Christie et al. (2004:170):

In a context of financial austerity and underdevelopment,
competing claims for funding within education systems are
inevitable. Where there is lack of funding for basic education, CPD
is readily displaced as a priority area and is more likely to be
narrowly targeted.

Despite the lack of prioritisation of TPD, some countries such as Kenya and

South Africa have a policy framework (Christie, et al., 2004) which are

characterised by ‘policy-borrowing’ (Sugrue, 2004) from developed countries

through externally donor-funded initiatives. Consequently, the policy

frameworks fail to guide teacher development in developing countries and TPD

has been ad hoc, erratic and irregular (Kunje and Chimombo, 1999). According

to Ministry of Education, Science and Technology (1998:18), one of the

education policy statements focusing on TPD in Malawi states:

Provision of the services will be decentralised to improve
effectiveness. TDCs will be established in each district. Each centre
will cater for clusters of 15 to 20 schools. A Primary Education
Advisor (PEA) could coordinate the activities in the cluster.

However, the policy frameworks on TPD in developed countries seem not to

provide a clear basis for planning and implementing TPD partly because of the

complexity of educational policy, especially in a pluralistic society (Bernier

and McClelland, 1989). In the same vein, it would be argued that a policy

could be limiting in empowering teachers to undertake the PD activities, partly

because there could be tension between institutional and individual

requirements (Blandford, 2000).
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Furthermore, the policy for TPD might be affected by such factors as

organisation, culture and career management as they relate to teaching and

learning (Hargreaves and Goodson, 1996). The policy may also depend on

context and purpose (Section 4.6.1) (Guskey, 1995). For example, depending

on context, the policy may be descriptive or normative; general or specific;

implicit or explicit; or targeted to a selective group of people (Hargreaves, and

Goodson, 1996). Therefore, in offering guidelines for TPD, there might be a

need for policy makers to consider elements that would deliberately empower

teachers to plan and implement their own TPD programmes using the resources

available within their reach, as theories of adult learning emphasise (Chapter

Five).

4.6.3 Compulsory teacher professional development

Related to any policy on TPD (Section 4.6.2) is whether PD should be

compulsory for all teachers. Compulsory TPD occurs where the frequency,

level and intensity of participation in PD activities are required by all teachers

(OECD, 2009). According to OECD (2009), TPD may be either compulsory or

not and those who argue for compulsory PD do so because they believe that the

skills and knowledge which the activities aim at enhancing are considered

important for the quality of teachers. OCED (2009) further argued that in some

cases, participation in PD may even be compulsory for teacher certification. On

the other hand, those who do not subscribe to compulsory PD believe that it is

important for teachers to use their own professional judgement in identifying
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and participating in the PD activities which they feel are most beneficial to

them (OECD, 2009).

Sugrue (2004) discussed compulsory TPD in countries such as the UK,

Australia and Germany, where specific numbers of days were set for teachers

to undertake PD. The number of days for TPD ranged from one to six in an

academic year. For example, in the late 1980s, England and Wales introduced

five days of compulsory PD for all teachers, although this policy suffered from

disparity in resources among others (Bolam and McMahon, 2004).

According to Sugrue (2004), there are some challenges regarding number of

days for compulsory TPD. For example, when teachers absent themselves from

school to participate in TPD, it could be misunderstood by the community as

an additional school holiday. In addition, closing the school for some days

could be disruptive to students’ learning. However, to avoid disrupting

students’ learning, some countries, such as the UK, use supply teaching cover

from agencies, although this attracts an additional financial cost for the school.

Similarly, in a study conducted by Sturrock and Lennie (2009), it was found

that, although dietitians recognised the importance of CPD, they experienced a

lot of challenges that prevented them from engaging in CPD regularly. Lack of

time and heavy workloads were perceived by the dietitians as significantly

hindering their participation in CPD. In other studies, professionals such as

pharmacists, nurses and dentists reported having similar challenges, including
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shortage of staff to cover study leave, reluctance of management to allow them

to attend courses, conflict of CPD with home and domestic commitments and a

lack of knowledge of CPD (Gould, et al., 2007; Leggate and Russell, 2002;

Mottram, et al., 2002).

Furthermore, in a study by OECD (2009) in some countries in Europe, it was

reported that on average the non-participation rate was higher for male teachers

than for female teachers. However, for the few countries in Europe in which

non-participation was higher among female teachers than male teachers, only

in Turkey was the difference noteworthy, suggesting that the difference in the

rate of participation in TPD between male and female teachers may vary from

country to country.

Regardless of the challenges associated with compulsory PD, the advantage is

that all teachers have time set aside to be freed from teaching work and

participate in PD. According to Sugrue (2004), the introduction of PD days

across systems might be recognition by policy makers that teachers need time

to learn. In addition, compulsory PD might be an indication of a well-managed

PD system (OECD, 2009).

On the other hand, Guskey (2000:19) argued that:

Viewing professional development as special events that occur on 3
or 4 days of the school year severely restricts educators’
opportunities to learn. But if we view professional development as
an ongoing, job-embedded process, everyday presents a variety of
learning opportunities.
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In the quotation above, Guskey (2000) highlights the shortfall of compulsory

PD in that it is incompatible with the popular notion of viewing PD as an

ongoing learning process. Attempts have been made to introduce compulsory

TPD in some developing countries. For example, in the state of Andhra

Pradesh in India, compulsory TPD meetings in the TCs were introduced as part

of the Andhra Pradesh Primary Project (APPEP) strategy (Weigand and Jain,

1999), as I discuss in Section 4.7.3. All teachers were required to attend a one-

day meeting six times a year. Schools were closed to allow teachers to attend

the meetings at the centre and travel expenses were refunded. Sustaining the

meetings was, however, challenging because of lack of funds and lack of focus

during discussions, which led to increased absenteeism (Weigand and Jain,

1999). Compulsory TPD might bring about a different scenario in Africa,

where TPD is not a priority (Christie, et al., 2004); teachers are overloaded

(Kadzamira, 2006), there is high school enrolment and very limited resources

(Glewwe and Kremer, 2005; Kunje and Stuart, 1996).

4.6.4 Time for teacher professional development

Another issue affecting TPD is about the provision of time for PD. The greatest

challenge to effective PD may be lack of time (Villegas-Reimers, 1998; Abdal-

Haqq, 1996; Darling-Hammond, 1996). It is argued that teachers need time to

make PD an ongoing part of their work on a daily basis (Bush, 1999) and see

the results of their efforts (Dorph and Holtz, 2000). This means that teachers

need time to plan their own PD, understand new concepts, learn new skills,

develop new attitudes, do some research, reflect, assess and be able to integrate
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them in their practice (Cambone, 1995; Corcoran, 1995; Troen and Bolles,

1994; Watts and Castle, 1993). Cambone (1995) further argued that teachers as

adult learners need time for learning, experiencing and integrating new ideas in

their work.

To gain time for TPD requires a restructuring of the school schedule of

activities. According to Guskey (2000), there are different ways of structuring

school schedules to make more time for TPD. Some of the strategies include:

 Adding PD days to school calendar where a number of teaching days

remains the same, but more days are added to teachers’ professional

contacts;

 Adding PD hours to the school day where a number of teaching days

remains the same, but more days are added to teachers’ daily schedules;

 Adding professional staff to allow additional released time by hiring

substitute teachers on a permanent basis and teachers are released for

classroom observation or planning;

 Altering the weekly school schedule by adding time to some days of the

week and dismissing students early on one day;

 Creating block scheduling with provision of a shared planning period in

which schedules are arranged for shared planning and requires extensive

planning in the primary school; and

 Altering school or class daily schedules which require flexible assignments

of special subject teachers and extensive planning, coordination and team

teaching.
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Congruent to Guskey’s suggestion on how to make time for TPD, in a study

conducted in the USA, Darling-Hammond (1999) found out that when more

time is given for TPD activities, teachers teach more effectively and students’

learning improves. However, where education resources are limited, the school

calendars may offer few opportunities for teachers to “explore the problems of

teaching and learning, to plan lessons collaboratively and examine their effects,

or to observe and learn from one another” (Guskey, 2000:163). Thus, when

time is provided for TPD, it must be put to good use as allocating time for TPD

does not guarantee effective TPD. Adding time for TPD must be accompanied

with activities that are focused, purposeful and outcome-based.

Another issue related to time is the conceptualisation of TPD as a lifelong

learning process (Jarvis, 2004; Knight, 2002; Waters, 1995) (Sections 2.4;

4.2.4). According to Henderson (1978), TPD may include everything that

happens to a teacher from the first day of appointment to the day of retirement.

TPD is not about ad hoc activities but more importantly, “structured activities

designed, exclusively, to reflect their professional life so as to improve their

performance” (Henderson 1978:12) and to offer something to the society.

Thus, TPD is an active, career-long process, which requires teachers to actually

work to develop, as it does not happen merely as a result of the years of

teaching (Guskey, 2000). It goes beyond the pre-service and in-service courses

developed to educate and train teachers and provide opportunities for teacher-

learning to improve the effectiveness of the teaching-learning process (Day,

1994).
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Related to time is the fact that teaching requires constant upgrading,

improvement and development in the job because teachers’ needs and

dispositions may differ from one stage to another in their lifelong learning

continuum (Day and Sachs, 2004; Huberman, 1993). There are a number of

models which describe the various stages of PD. Huberman (1993) explored

the relationship between teachers’ professional lives and their PD and he

argued that teacher motivation for PD depends on the stage and position they

have reached in their career. Huberman (1989) identified five stages of TPD

and their features in their career cycle as follows:

 Career entry (1-3 years): this is also referred to as launching a career. It is

an easy or painful beginning, characterised by initial commitment when

teachers try to survive and discover their job;

 Stabilisation (4-6 years): it is the period during which teachers show their

commitment, consolidation, emancipation and integration into peer group;

 Divergent period (8-18 years): it is characterised by new challenges and

concerns. Teachers explore themselves and develop new methods of

teaching through experimentation and responsibility;

 Second divergent period (19-30 years): this is when a teacher reaches a

professional stability. Some teachers tend to relax and assess themselves,

others begin to criticise the system, administration and colleagues. This is

also the period when teachers stop striving for promotion; they enjoy or

stagnate;
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 Disengagement (up to 50 years): this is a final stage during which teachers

gradually separate themselves from their profession. To some, it is a time

of bitterness, disappointment and withdrawal from professional activities.

There is also an increasing concern with pupil learning and search for

outside interests.

Thus, it is self-evident from these career stages and features that the PD needs

of newly qualified teachers are likely to be very different from those of

experienced teachers in an advanced stage of their career and/or in a leadership

role (Bolam and McMahon, 2004).

Lack of time to implement PD programmes has also been indicated as another

challenge (Abdal-Haqq, 1996), in particular in developing countries where

most schools do not allow enough time for PD (Villegas-Reimers, 1998). For

example, in the state of Andhra Pradesh, teachers experienced challenges in

using the TCs because of lack of time. The TCs were open at the same time as

the schools. Thus, the time teachers could go to the TCs for their PD was the

time they were required to be teaching in class (Wiegand and Jain, 1999). In

contrast, Abdal-Haqq (1996) and Darling-Hammond (1996) reported that in

developed countries such as China, Germany and Japan, teachers have enough

time to engage in PD because they teach fewer classes. Darling-Hammond

(1996) observed that these differences in the amount of time provided for PD

are related to differences in conditions of employment between developed and

developing countries.
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Therefore, time is one of the major factors affecting the provision of TPD.

Teachers at various stages of their career cycle need to be given time for PD so

that they can revitalise their professional competence. Some studies have

shown that there is a relationship between the amount time given to teachers

for PD and their effectiveness in teaching and improved students’ learning

(Darling-Hammond, 1996). Thus, it would be appropriate to conclude that time

for PD is significant.

Related to time is teacher age which can affect teacher participation in TPD.

For example, in some countries in Europe, it was found that, on average,

teachers under 30 had the highest non-participation rate, followed by teachers

aged 50 and above, then teachers aged 30 to 39 and finally teachers aged 40 to

49, who had the lowest non-participation rate, as shown in Figure 4.6, below

(OECD, 2009).

Figure 4.6: Teacher age range and their frequency of non-participation in TPD
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However, there are exceptions in teacher age range and their rate of non-

participation in TPD. For example, in Korea, teachers under 30 years had the

lowest non-participation rate. On the other hand, the highest non-participation

rate was among teachers aged 50 and above, in the Slovak Republic, Poland

and Korea. In Denmark, the non-participation rate was high for all age

categories, but it was lower among teachers aged 50 or above than for the other

age categories.

4.6.5 Other factors in teacher professional development

In addition to these factors, the culture of support in PD (Lieberman 1994),

stage of development of a school system (McLaughlin, 1994) and financial

resources (Geiger, 1996) are also important in PD. The factors presented in this

section justify the importance of supporting TPD if it is to be more effective.

Figure 4.7 summarises factors that influence TPD.

Figure 4.7: Factors which influence TPD

Stage development of a
school system

Role of context

Resources:
materials, human,
finance and time
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The diagram has effective PD at the centre which is surrounded by seven

factors. It is assumed that there is relationship between the factors and TPD as

well as among the factors themselves.

Issues which affect the provision of TPD are related and their magnitude is

more felt in developing countries than in developed countries, perhaps because

in most developing countries, TPD is not a priority (Christie, et al., 2004)

(Section 4.6.3). Therefore, it is important to carefully consider issues such as

context, policy, whether TPD should be compulsory or not, time, and teacher

age ranges when implementing any PD programmes or activities.

4.7 Teacher centres for supporting professional development

In this section, I discuss TCs in Britain, the USA, Asia and Africa from their

emergence in the 1960s, with the aim of identifying major issues surrounding

the intentions, organisation, activities and evaluation of TCs and comparing

them with those of the TDCs in Malawi. The purpose of this section is to trace

the movement of the British TCs concept to the USA and to the developing

countries especially in Africa and Asia.

4.7.1 Teacher centres in Britain

TDCs in Malawi are an adaptation of the TCs which started in Britain in the

1960s (Knamiller, 1999) and emerged as one of the most prolific support

strategies for PD worldwide. The need for TCs, in essence, sprang from “the

idea that educational reform, or at least educational improvement, can occur
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through a change in teachers” (Adams, 1975:167). The aim of the TCs then

was to alter the skills, knowledge and capacity of the individual teachers,

thereby helping practising teachers deal with their own needs for growth,

development and extension (Shostak, 1987; Redknap, 1977).

In his article, ‘Teacher centres as seen through the pages of the British Journal

of In-service Education’, Gough (1997:1) wrote:

We, in Britain, do not have too much to shout about. Our economy
is not too good; our sporting prowess is way down the league table.
Teacher centres, however, were a British invention.

In short, Gough (1997) is telling us that TCs were a rare and valuable invention

which they must be proud of. Indeed, today people all over the world are proud

of this invention too. In Britain, the development of TCs started in about 1967

(Morant, 1978). According to Kahn (1982), the TC was both a concept and a

place. As a concept, TCs are a support strategy for PD. As a place, TCs are

places where teachers share knowledge, skills and innovations. To the British,

the name TC implied that the centre was for the teachers, run by teachers and

responding to the needs of teachers and enhancing their PD (Kahn, 1982).

TCs were seen as curriculum development centres as well as for upgrading

teaching skills and knowledge (Gough, 1997). According to Adams (1975), the

functions of the TCs were: access to new materials and curricula, skill-

learning, renewal and rejuvenation, materials development, lateral diffusion of

practice, elementary-secondary articulation, and reduction of alienation

through social support, trouble- shooting, personal development, PD and
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strategic empowerment. The TCs were later called PD centres in some parts of

Britain, such as Kettering, with the focus changing to include teacher-focused,

school-focused and needs-based PD (MacBride, 1989). Despite all these

changes, TCs maintained a strong link with the schools they served (Salter,

Parsons and Steadman, 1983; Weindling, Reid and Davies, 1983).

The concept of TCs became a British export because many countries became

interested in using the idea to enhance TPD (Gough 1997; Shostak, 1987;

Thornbury, 1977; 1973). Since then, many people have visited Britain to learn

more about the TCs (Kahn, 1991). The great demand for the TCs forced the

Commonwealth to develop a handbook entitled ‘Teacher Resource Centres’ in

1984 (Kahn, 1991). Although the book contained the basic guiding principles

of the TCs, the writer cautioned that it was not a description of the best TC

(Kahn, 1991). The receiving countries were encouraged to adapt the model to

suit their local resources, conditions, and needs of the teachers and of the

educational system. The adaptation of the TC concept has to take into

consideration the political, economical, social systems as well as resources,

teacher needs, school conditions and many more (Hoppers, 1996; Hawes,

1977).

While British TCs were difficult to define, being uncoordinated and developing

according to local circumstances and constraints, there was an overriding

philosophy which was captured and guided the establishment of TCs elsewhere

(Gough, 1989). The early concept of TCs was that they were teacher-centred
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and that they should quickly respond to teacher needs and wants in order to

provide support to the teacher as a professional because the ultimate goal of

TCs was to support teachers in their aspirations and to improve teaching and

learning in the classroom (Kahn, 1982). It was also part of the belief in the

British concept of the TCs that its main role was to break the teacher isolation

and loneliness and instead, make teaching as a social service that works best

when teachers socialise and collaborate. However, because of the differences in

roles and functions of different TCs, there were no clear guidelines regarding

how the centres were to be run (Kahn, 1982). Consequently, teachers would

share their expertise, ideas, advice and opinions which could benefit the

educational system as a whole and the classroom in particular.

To achieve this philosophy, the British TCs operated on the following

principles (Kahn, 1982):

 Provide support for teachers and relevant needs to the classroom by acting

as a neutral meeting ground for deliberating educational concerns that

affect teachers and learners;

 Be flexible with the provision of the courses that reflect the needs and

aspirations of teachers;

 Recognise teachers as providers as well as consumers through the

utilisation of their expertise as well as dissemination of educational

innovations;

 Serve the teachers with all the diligence and respect for their profession

without fear or favour;
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 Move from a solution-centred to a problem-centred focus in creating a

professional atmosphere;

 Provide a background for teachers to start in small way innovative ideas

that would later grow and impact on the whole educational system using

the local setting of the TCs in addressing the local needs of teachers.

The functions of the TCs in Britain, which included TPD, support services for

teachers, the production and distribution of teaching resources, social and

recreational services and centres for community involvement in education

(Kahn, 1982) were more specific and focused (Redknap, 1977). In the same

vein, Newman (1981), cited in Gough (1997), suggested three main functions

of the centres as providers, facilitators and initiators of PD. These functions

had a distinct advantage of offering a chance for diagnosis and provision of PD

activities, a quick response to needs, a secure environment and professional

esteem arising from a sense of involvement (Midwinter, 1974). With the

recognition of teachers as professionals, TCs as a place and a concept with the

purpose of breaking down teacher isolation, bringing about teacher support and

addressing the relevant needs of the teachers, TCs became accessible,

acceptable, and neutral grounds without hierarchies, as is the case in other

institutions (Redknap, 1977).

The TCs in Britain were run by a warden who had status and a fair level of

autonomy. The success of the wardens was partly attributed to their flexible

and quick response to new demands and challenges. They were responsible for
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coordinating PD activities whereas the Local Education Authorities (LEAs)

were providing the actual courses. The wardens ensured that the centres

provided a stimulating environment for teachers (Knamiller, 1999).

Such was the idea, philosophy, and functions of the TCs which led to their

export to developing countries despite warning against wholesale adoption of

the British concept, rather adapting to suit the local conditions (Kahn, 1982).

There were also warnings against the belief that TCs were a solution to all the

problems of TPD, but that they would provide a forum for addressing

educational matters (Davies, 1978; Brugelmann, 1975).

Finally, Gough (1997) summarised the growth and demise of TCs in Britain, as

indicated in Table 4.1. TCs in Britain were regarded as very successful in

supporting TPD and to providing access to a range of educational resources.

Williams (1981) cited in Gough (1997) reported that TCs made a significant

impact on bringing about innovations and changes in education, and as such,

got high recognition in the government machinery. The TCs, therefore, were

increasingly getting absorbed in the educational system. They brought some

excitement, interest and sponsorship even in the countries that were copying

from them (Morant, 1978). However, the downfall of TCs in Britain is very

interesting because they became “victims of their own success” (Williams,

1981:112), as they were integrated into the main education institutions, making

them disappear from scene as a separate entity (Gough, 1997).
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Table 4.1: The growth and demise of teacher centres in Britain

Decade Dominant theme Key processes Effects on teacher centres

1960s Curriculum development Innovations Initiation and growth

1970s Staff development Management Consolidation

1980s Institutional development Accountability Retrenchment

Source: Adapted from Gough, 1989:53

Gough (1997) summed up the success and demise of TCs in Britain in this

quotation:

This, however, had become modified. Innovation had begun to
become almost a routine activity. The teachers’ centre leaders –
who had been, by and large, innovators themselves, creating a new
and different role in the educational enterprise – were being
increasingly absorbed into the bureaucratic machinery of local
government and hence losing much of the charisma associated with
their initial activities. This was probably inevitable since the
leaders had to be seen as appropriate figures within the educational
hierarchy rather than ‘educational gypsies’ as they were perceived
by some (Gough, 1997:26)

Nevertheless, with the success story of the TCs in the four decades, people

wondered what would be their future. There were fears that the TCs would die;

but in reality, TCs evolved, grew wings and flew to distant lands only to

become one of the most popular global support strategies for TPD, as I discuss

in the next sub-sections.

4.7.2 Teacher centres in the USA

With TCs in Britain taking a lead, centres were introduced in the USA in 1976

(Priselac and Priselac, 1975). In 1977 and 1978 the Federal Government of the

USA boosted the development of the TCs (Edelfelt and Hruska, 1982). In line
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with the principle of adaptation, the concept of TCs in the USA was slightly

different from Britain in many respects. In the USA, different districts and

states took up different names for TCs such as staff development centres, pre-

student teaching centres, curriculum development centres, subject area

specialist centres and multi-institutional centres (Priselac and Priselac, 1975).

Nevertheless, unlike in Britain, the USA concept of TCs was an institution

aimed at facilitating cooperation between schools, other human service

agencies, universities, colleges, and communities in the improving of pre-

service and in-service training of teachers (Redknap, 1977).

There were more differences than similarities in the working assumptions

between the American and British TCs. The working assumptions for the

American TCs included delivery, system orientations, national scope,

institutional linkages and materials emphasis (Marczely, 1996). On the other

hand, the British TCs were not part of the national network, locally managed,

developing uniquely according to the demands of the immediate situations

(Kahn, 1982).

Just like in Britain, there were different types of centres for TPD that emerged

in different states in the USA, which were an adaptation of the British TCs

(Marczely, 1996). For example, the Teacher Active Learning Centres, which

started as pre-service mathematics workshops, were adapted from British TCs

(Shaeffer, 1993). The major components of the centres included a stimulating

and flexible, but structured physical environment, with a supportive,
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collaborative personal climate, and active learning through direct interaction of

the participants with the environment (Buxton, 1976).

The American concept of the teacher active learning centres was similar to the

British TCs in that they both emphasised teachers doing and becoming

different, providing resources, providing peer support on the part of centre staff

and emphasising the gradual, developmental nature of change in teacher-

behaviour and curriculum development (Shaeffer, 1993). The strategy for

implementation of the teacher active learning centres was based on the

centrality of the teachers, voluntary participation, and independence of the

centre from the existing structure of educational institutional on neutral ground

(Buxton, 1976). Besides, it was based on lack of financial benefits, actual

physical separation from school and on college environment, heterogeneity of

participants and focus on curriculum (Buxton, 1976). This setting implied that

the centres were like alternative institutions for the TPD.

Feiman (1977) described three types of TCs that were operational in the USA

as behavioural, humanistic and developmental. The behavioural type of TCs

was designed to improve teaching behaviours. The assumption was that

teaching is a behaviour that can be improved and measured. The humanistic

type rested on the assumption that practising teachers (Redknap, 1977) can

understand teaching best. Besides, teachers can improve their skills if they are

supported. The role of the centre was to create a learning environment where

teachers could benefit from each other’s expertise (Feiman, 1977). The
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developmental type encouraged teachers to develop new understanding of their

classroom through reflecting on their teaching and students’ learning. The

development centre is where everyone else became a listener or facilitator,

providing an enabling environment for teachers to widen their professional

horizon (Feiman, 1977).

The classification of the TCs in the USA is relevant to TDCs in Malawi in that

all the three types of classification: behavioural, humanistic and developmental

were integrated in the concept of TDCs in Malawi. As a behavioural type, the

TDCs in Malawi aimed at improving teaching behaviours through the use of

resource persons. As a humanistic type, the TDCs were designed to facilitate

teachers networking in sharing and reflecting on teaching skills (Section 3.7).

As a developmental type, the TDCs were designed to encourage teachers to

develop new knowledge and skills in teaching. An integration of the three

types in a single model of the TDCs in Malawi meant that the TDCs had a huge

task to accomplish in enhancing TPD. However, it would be interesting to find

out whether the TDCs were actually helping in improving teaching behaviours,

facilitating teacher networking and encouraging teachers to develop new

knowledge and skills and so on.

Such classification of the TCs in the USA provides a deeper understanding of

the fundamental principles which governed their functions. In whatever way

the TCs were classified, the names denoted the philosophy, which formed the

basis of the kind of PD and support that was provided. The organisation of the
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TCs is also a source of concern, because their effectiveness may partly depend

on how they are organised. Zigarmi (1978) reported some organisational types

of centres identified in the USA, including: the independent, the almost

independent, the professional, the single-unit, the free-partnership, the free

consortium, and the legislative/political-consortium TCs. Some functional

types were also identified, including facilitating, advocacy, responsive and

functionally unique. However, because the major characteristics of each of

these types are not provided, it is difficult to critically analyse these types.

Nevertheless, the types are based on the origin and goal of the TC. As for the

TDCs in Malawi, the original need was to provide a centre for orienting and

training the untrained teachers and also to provide TPD (Section 3.7).

The classification of TCs into organisational and functional status (Zigarmi,

1978) is relevant to Malawi because the role of the TCs has to be understood in

terms of how they are organised and also their anticipated functions because

the uniqueness of the individual TCs would be a critical factor in the provision

of TPD.

4.7.3 Teacher centres in Asia

TCs were also used as a support strategy for TPD in some countries in Asia

(Knamiller, Maharjan and Shresh, 1999). Weigand and Jain (1999), Ravi and

Rao (1994) and John (1993) reported that the State of Andhra Pradesh in India,

in trying to improve the quality of education, embarked on Andhra Pradesh

Primary Project (APPEP) with funding from the UK government in 1991. The
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aim of APPEP was to improve human resources by enhancing the quality of

teachers and supervision in primary schools. The overall goal was to improve

teacher competencies, classroom practices and learning outcomes and to

contribute to the attainment of universal primary education (UPE) (Section

1.4). To achieve this, the state adopted a number of strategies, one of which

was the provision of professional support for teachers on a continuous basis

through a network of TCs, training school supervisors to act as facilitators,

constructing TCs on school sites and providing necessary materials at the TCs.

In 1996, a District Primary Education Project (DPED) was initiated in five

districts with the aim of supporting a variety of activities, including those of the

TCs (Weigand and Jain, 1999).

According to Weigand and Jain (1999) and Ravi and Rao (1994), the project

planning involved all stakeholders, including teachers and the donors who

funded the project. Training materials were produced and training courses were

conducted. The project development strategies included providing child-

centred activities, teacher training and consumable materials; adopting a

collaborative approach among stakeholders; establishing TCs to be more

flexible and responsive to local circumstances; and establishing local

developments to be shared with other teachers, supervisors, teacher trainers and

project staff at annual national workshops. The project developed a newsletter

to be used for dissemination of interesting ideas. Project implementation

included the organisational structure at national level with offices of the

director of school of education, project director and deputy project director, the



149

human resources director, evaluation officer, research officer, design officer

and office of the administrator and accounts in that hierarchical order.

Weigand and Jain (1999) further reported that there was a steering committee

responsible for all those concerned with primary education including teacher

educators. District organisational structure, which included the District

Education Officer (DEO) and Zonal Educational Officer (ZEO), was

responsible for the administration of the implementation of the project. The

District Monitoring Officer (DMO), assistant to the DEO, was responsible for

the District Institute of Education and Training, which provided the

professional support for the project at the district level by conducting in-service

courses for the TC staff; monitoring district and zonal level courses; providing

professional support for TCs and schools; organising annual district level

workshops; and providing support and collect field data for agreed evaluation

studies.

According to Weigand and Jain (1999), a major element of the APPEP strategy

was to establish TCs that would act as the forum for professional interaction

among teachers. The TCs were expected to provide space and opportunity for

teachers to exchange experiences, develop materials and enable the message of

their initial APPEP training to be reinforced. Approximately 4,800 TCs were

established as part of a larger primary school cluster of 7-13 schools of which

the head teacher was the secretary and a teacher from the cluster as assistant
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secretary. Each TC was catering for about 30 teachers and one teacher in the

cluster as a resource person trained for conducting INSET.

Regarding resource provision at the centres, Weigand and Jain (1999) reported

that approximately 1100 TC buildings were constructed. Apart from TC

meetings, the centre building was used as staffroom or classroom and

occasionally for other community committee meetings. Where the TC

buildings were not constructed, any one room at the school was used as TC.

Apart from material resources, all TCs were given funds for buying various

items such as furniture and consumables. Teachers were also given funds for

travel expenses for attending TC meetings.

In APPEP, the TC meetings were compulsory for all teachers and schools were

closed on the day of meetings to allow all teachers to attend the meetings

(Weigand and Jain, 1999). The activities of the day were characterised by

presentation of model lessons and display of teaching and learning materials in

the morning and group work in the afternoon. The meeting would end with

selecting two teachers who would present model lessons during the next

meeting.

Wiegand and Jain (1999) reported that the project was sustainable partly

because the government continued supporting the activities after the funding

from the Overseas Development Agency (ODA) had ceased. TC meetings

offered opportunities for the continuing professional growth of teachers
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through sharing relevant experiences and developing materials for use in the

classroom to enhance activity-based learning. Training played a vital role in

ensuring that the school supervisors and the zonal educational officers received

training in providing professional support for teachers at school level.

Furthermore, a handbook of school supervision was prepared as reference

material (Ravi and Rao, 1994).

Furthermore, regarding sustainability of the TCs, there was also a need for

commitment and interest of the stakeholders. Considering that the donor

funding provided the initial resources for the TCs, the cost of the TCs and their

activities, the supply of materials and funding were not within the capacity of

the government. Most of the materials held at the centres were those made by

teachers. Some resources were stolen from the centres and there were no funds

to replace them (Weigand and Jain, 1999).

Teacher attendance at the activities at the TCs was affected by the distances

which some teachers had to travel (Weigand and Jain, 1999). Some teachers

would travel for one-and half hours and would arrive at the centre tired and

therefore ineffective. Travel refunds were discontinued due to logistical

problems. There was no mechanism for reimbursing travel expenses other than

for official meetings. Teacher use of the centres was also hampered by time.

The centres were open at the same time as the schools, so teachers found it

difficult to leave the classroom to attend to some activities at the centre.
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Nonetheless, because the schools and TCs were treated equally during the

project activities, this permitted the simultaneous establishment of TCs and the

immediate reinforcement of TCs activities; and thus provided immediate

reinforcement of the training programmes (John, 1993).

In another scenario, Tangyong and Gardner (1994) reported that in an effort to

improve the quality of education, the government of Indonesia recognised that

teachers were a major resource to influence the quality of education.

Consequently, Indonesia came up with a project targeting teachers. The main

objective of the project was to bring about change in primary classroom

practices. It was recognised that to introduce such changes, teachers would be

required to be inducted into new ideas and practices. Teachers would also

require sustainable long-term support. Therefore, to achieve this, schools were

grouped into 6 to 8 and in each group a teachers’ club was set up. The purpose

of the teachers’ club was to provide teachers with an opportunity to meet and

share their professional experiences. In addition, TCs were established to

provide more permanent venues for meetings, short courses and as a resource

centre.

According to Tangyong and Gardner (1994), the two main thrusts of the

project, to change classroom practices and to provide professional support, had

to be fitted into the conception of support and training throughout the education

system. The organisational structure to coordinate the project was put in place.
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It consisted of coordinators at national, provincial, district, sub-district and

school levels with their roles clearly defined.

The strategy for the project was to establish a centre for better practice

(Tangyong and Gardner, 1994). The process started with the training of

teachers, head teachers and school supervisors through local workshops and

then international courses. The trained participants became leaders and

coordinators on the ground. It was locally managed through teachers’ clubs,

head teachers’ clubs, supervisors’ clubs and the TCs. The success of the project

was enhanced by deliberately incorporating good practices generated at the TC

into the mainstream of education.

Nevertheless, Tangyong and Gardner (1994) reported that the project suffered

from lack of continued monitoring due to insufficient funding. The project was

funded through the British Council but the funds were so modest that they were

limited to the provision of consultancy, training of leaders and overseas

training of selected personnel but not for monitoring. The government of

Indonesia provided the funds for supporting and sustaining PD activities even

though the project was not directed from the central government. The activity-

based professional support demanded a lot of resources, which was a challenge

for sustainability. Thus, the people of Indonesia believed that the project would

be suitable for rich countries (Tangyong and Gardner, 1994).

As regards clubs, the teachers’ clubs proved a major thrust towards the success

of the project because they brought about ownership. The teachers’ clubs were
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also successful whereas the head teachers’ clubs and the supervisor clubs were

not. The sustainability of the project suffered from lack of new posts created at

national, provincial and district levels to continue with the activities of the

programme (Tangyong and Gardner, 1994).

4.7.4 Teacher centres in Africa

As discussed in Section 1.4, TCs have also been regarded as a means of

providing a viable support strategy for PD in Africa, especially after the

Jomtien Declaration of Education for All in 1990 (Knamiller, 1999; Hoppers,

1996). However, it is far from the truth to say that they did not exist before,

only that they were too few and far apart to be noticed (Little, et al., 1994). It

was difficult to develop TCs during the period of political instability and poor

economic growth, coupled with the expansion of education at a time when the

countries had limited resources, untrained personnel and little autonomy in

decision making and action (Little, et al., 1994).

Nonetheless, there is evidence that in some countries, there were TCs which

served as meeting places where teachers shared problems and achievement in

their respective schools (Little, et al., 1994). Reports indicate that the TCs

started emerging as centres for supporting professional self-development,

locally and on a modest scale (Hoppers, 1996). With time and increased

political and economic stability, the role of the centres changed to providing

strategies for controlling the training of teachers and the implementation of the

new curriculum initiatives. Where this took place, the responsibilities to TPD
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and support were reversed to become teachers colleges and curriculum centres

(Hoppers, 1996).

There are a number of reasons for the development of TCs in Africa

(Knamiller, 1999). The first reason is the issue of the quality of education in

Africa (Rose, 2006) (Sections 1.1; 1.4; 2.5). TCs were seen to be a means for

improving the quality of education in Africa. It was assumed that the TCs

would develop PD activities that would promote good classroom practices

(Zigarmi, 1978), and consequently, improve the quality of education. The

quality of education has also to be considered with regard to TCs in that there

was a need for minimum conditions that schools must meet if quality of

education is to improve (Hopkins, 2001; Guskey, 2000). Teachers would be

able to apply whatever they gain from the TCs if the school provides the

enabling conditions. However, it seems that the conditions and the contexts in

Africa might considerably reduce the contribution that TCs would make to the

quality of education. For example, the social, economic and political conditions

in which teachers’ work (Sections 2.4; 4.6.1) might inhibit TCs from

functioning desirably.

The second reason for the establishment of the TCs in Africa was due to

educational reforms such as decentralisation of education services (Yehorata,

1983) (Section 4.6.1) and the systems of teacher training (Nzimande, 2002).

The establishment of TCs was part of the decentralisation of the education

services to empower teachers and give them professional autonomy in
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decision-making, although teacher autonomy is rare in Africa (Kelly and

McDiarmid, 2002) (Section 4.2.2). For example, the 1995 World Bank Review

provides evidence to show that schools in low- and middle-income countries

are far less autonomous than those in the west (Shaeffer, 1993). The

management structures in these countries which make schools solely

accountable to central bureaucracies limit school and teacher autonomy.

Resources and autonomy at the local level are virtually non-existent and

initiatives cannot take place before central permission is granted (Shaeffer,

1993).

In resolutions made at the end of the Arusha Conference in 1996, the feeling

was that TCs would be a major instrument for educational decentralisation

(Kelly and McDiarmid, 2002). Although over the years, decentralisation of

educational services has been increasing, a major area of concern has been the

control of teaching activities and the costs and benefits associated with

centralised versus decentralised education policies. Kelly and McDiarmid

(2002) claimed that the implementation of the centralised education policies is

poor, not effective and expensive. Despite concerns about decentralisation in a

number of countries, the desire for it has been strong in paving the way for the

development of TCs.

The third reason is that Africa needed to adopt a global system for providing

support for TPD if it was to be seen as moving with the times (Chapter 2).

“The pressures of globalisation have universally shaped government policies
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for education provision in general and CPD in particular” (Day and Sachs,

2004:4). It is through the global pressures that TCs were imported into Africa

from other parts of the world, in particular from Britain (Section 4.7.1). They

were introduced to Africa through donor-funded initiatives for easy global

accountability through verification, auditing and standards (Day and Sachs,

2004). Having tried the TCs elsewhere, donors thought that the TCs would be a

way of improving the quality of education in Africa through a systematically

organised and supported TPD. TCs were established in Kenya and Zambia

among other counties, as I discuss in the next part of this section.

Kenya adopted two different types of TCs: TACs for the primary school

teachers and TRCs for the secondary school teachers (Lilly, 1990; Ayot, 1983).

Both of them were constructed with financial support from ODA (Lilly, 1990).

For the purpose of this study, my focus is on the TACs for primary school

teachers.

Unlike the TRCs for secondary school teachers, TACs for primary school

teachers were situated in the teacher training colleges. The TACs, which were

the bases for teacher advisors and tutors, functioned as centres for curriculum

development and management, in-service training, and the production of

teaching and learning materials.

The purpose of TACs was to initiate, coordinate and undertake school

improvement programmes (Lilly, 1990). According to Lilly (1990), the
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operational strategies included coordinating schools through a zone and then

several zones by a district TAC. This was possible because schools were

grouped into zones and zones into districts. The teacher training college

provided professional support whereas the district TAC administratively

coordinated each TAC.

In Kenya, there were permanent tutors in each zone who coordinated INSET at

centres, which included identifying one teacher and one head teacher in each

zone to attend the INSET courses so that when they return to their respective

schools, they should teach other school staff (Lilly, 1990). Workshops were

also conducted during which teachers were awarded certificates of attendance

(Welford and Khatete, 1999).

Although teachers were reported to value the usefulness of the workshops,

there was “no direct evidence that TAC workshops impacted on the

professional development” of teachers (Welford and Khatete, 1999:112). There

was also very little evidence of transfer of knowledge and skills to schools

from the tutors. The development of teaching and learning aids was hampered

by lack of funds, as Welford and Khatete (1999:112) reported, “Money for

teachers to develop teaching aids, for instance, was scarce and we saw few of

these.”

In Zambia, the Swedish International Development Aid (SIDA) and ODA

funded the establishment of the TRCs which started in 1989 (Gibbs and

Kazilimani, 1999). The TRCs were part of the Self-Help Action Plan for
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Education (SHAPE) which was established with the support of SIDA in 1986.

The focus of SHAPE was to enhance the capacity in self-help in the production

of teaching and learning materials especially in practical subjects such as

Agriculture and Home Economics in schools and colleges. SHAPE had an

organisational structure from province, district, zone to schools/colleges.

SHAPE, however, encountered problems in bringing about change in the

classrooms, although reasons are not reported (Gibbs and Kazilimani, 1999).

While SHAPE was in operation, the English TRCs were established in eight

secondary schools in 1989 (Gibbs and Kazilimani, 1999). The centres were

secondary-based, centred on small school-based resource centres and subject

specific. The work of the SHAPE and English TRCs led to the development of

the Action to Improve English, Mathematics and Science (AIEMS) programme

which started in 1993 (Gibbs and Kazilimani, 1999). The AIEMS approach

was a cascade model of INSET, from national, provincial, district, zone to

school levels. The five stages in the cascade reflected the five levels in the

Zambian educational system. AIEMS established TRCs at the provincial and

district levels. The SHAPE TRCs were taken by AIEMS and all the TRCs were

provided with materials and equipment for use for meetings, INSET and the

production of teaching and learning materials. The TRC coordinators were well

integrated into the cascading model and were both effective and efficient

managers of the system (Gibbs and Kazilimani, 1999).

Most teachers had positive attitude towards the resource centres and the

AIEMS programme. However, there was little evidence to indicate that
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teachers were using the centres to make teaching and learning materials (Gibbs

and Kazilimani, 1999). In addition, teachers made very little use of facilities

such as duplicating machines and photocopiers for professional matters.

Although there was variation in the use of the centre by teachers, there was no

reported evidence of teachers systematically using the centre with their pupils.

The resource centres played a minimal role as training venues for the cascade

model because they were too small and did not offer accommodation for

participants. Resource centres made no significant contribution to improved

resources in the classroom. Furthermore, the location of the TRCs had an

influence on their use, in that most teachers could not use them because, as

Gibbs and Kazilimani (1999:163) reported, “Distance and transport problems

and costs meant that for the vast majority the TRCs were inaccessible. Even

where the TRCs were on the teachers’ doorsteps, teachers made little use of the

resources”. Finally, it was evident that Zambia could not sustain the

programme without donor support because of its complexity in the cascade

model, the high cost of financing the workshops at all levels of the cascade and

sustaining expensive resources such as photocopiers and duplicating machines

(Gibbs and Kazilimani, 1999).

4.7.5 Teacher centres in developed and developing countries compared

The review of the literature on TCs suggests that, as in Britain (Section 4.7.1)

where the concept of the TCs originated, the TCs in developing countries were

seen to be critical in enhancing the quality of education (Knamiller, 1999).

However, in developing countries this role rarely afforded a status to the
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coordinators of the TCs, who were often teachers seconded from other schools

and had little autonomy (Knamiller, 1999). The centre coordinators were

expected to provide INSET, but without specialised training in how to manage

or where to obtain expertise (Knamiller, 1999; Ravi and Rao, 1994).

Unlike the British TCs, there were limited resources in the TCs in developing

countries (Knamiller 1999; Ravi and Rao, 1994). The wide range of resources

made available at the British TCs attracted teachers to visit them, whereas in

Africa, resources were limited in most centres. For example, the only resources

in most of the TRCs in Kenya were those that teachers produced and these

materials were replicas of what teachers already met during training (Welford

and Khatete, 1999), thereby inhibiting creativity. Furthermore, in Zambia,

where the facilities for producing materials were underutilised, there was no

culture of teachers making learning materials, understandably due to large class

sizes, high costs in time and money (Gibbs and Kazilimani, 1999).

In addition, unlike the TCs in the USA, which were established as part of

institutions of higher or further learning with the aim of allowing staff from the

institutions to use the TCs for research and at the same time for the TCs to tap

expertise from the staff of the institutions (Redknap, 1977), the TCs in

developing countries such as Zambia (Gibbs and Kazilimani, 1999) and the

State of Andhra Pradesh in India (Weigand and Jain, 1999; Ravi and Rao,

1994; John, 1993), were established on school grounds and relied on primary
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school staff as resource persons and centre coordinators as permanent or part-

time workers.

Facilities provided at the TCs in developing countries also varied greatly. For

example, in Andhra Pradesh, the meetings were held in very basic facilities,

usually in rooms in a school (Weigand and Jain, 1999; Ravi and Rao, 1994;

John, 1993). In Zambia, the equipment was good but underutilised because it

was not appropriate for training programmes (Gibbs and Kazilimani, 1999). In

Kenya, meetings were held in classrooms at schools (Welford and Khatete,

1999) and this created a shortfall of classrooms.

In addition to material resources, funding of the TCs shows a bewildering level

of variations. TCs in Britain received regular and reliable funding from the

Local Education Authority (LEA), while in developing countries funding of the

TCs largely depended on donors (Andhra Pradesh, Indonesia, Kenya and

Zambia). Where donor funding stopped, the functions of the TCs were greatly

affected. In Kenya, donor funding for the TRCs stopped in 1992, making the

TRCs less functioning (Welford and Khatete, 1999). In Andhra Pradesh,

discontinuity of funding from the government reduced the frequency of

meetings of teachers (Ravi and Rao, 1994; John, 1993). Although a number of

different strategies to make TCs more self-sufficient, adequate and reliable

funding seemed to be necessary for TCs in order to have an impact on

teaching. Lack of funding made the TCs change the focus and level of

activities.
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Furthermore, the TCs in most African countries have been challenged on

sustainability (Bennell and Mukyanuzi, 2005; Knamiller, 1999). Although

sustainability was built in the establishment of most TCs, in Kenya, it was

constrained by poverty (Crossley, et al 2005). In most cases it has been ensured

by opening use to the community to raise money for the running of the centre

(Chona, 1996). In some countries, for the teachers the centres were free,

whereas the community had to pay for use. However, in Kenya, although the

TAC had an impact on head teachers, it suffered from lack of sustainability and

institutionalisation. The foregoing challenges in education systems in most

African countries necessitated that some adaptations from the British concept

of the TCs be made with an emphasis on providing resource support to teachers

and schools (Knamiller, 1999).

From the literature review above, I have learnt that to explore the influence of

the TDCs as a support strategy for TPD, I need to focus on the nature of the

TDCs, the process of TPD and teacher change using multiple methods of data

collection and analysis. Considering that TPD is a complex process (Guskey,

2000), selecting an appropriate conceptual framework which would relate to

teacher learning is necessary.

4.8 Conclusion

In reviewing the literature related to TPD, the chapter has explored the concept,

purposes and approaches of TPD. It began with examining teaching as a



164

profession and justifying why PD. The literature reviewed has demonstrated

that teachers are professionals and deserve a well-supported PD. I have traced

the development of how TCs have been introduced in developed and

developing countries as a support for TPD. Besides, I have explored the

meaning, purpose and functions of TRCs and empirical evidence on the role of

the TCs in TPD.
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CHAPTER FIVE

CONCEPTUAL FRAMEWORK FOR THE STUDY

5.1 Introduction

This chapter presents the conceptual framework to guide the research process.

Developing a conceptual framework is helpful in focusing and delimiting the

study, and giving direction to the methodological decisions. There are many

ways in which to analyse the same situation and individuals can perceive the

same situation differently depending on the prior knowledge they have and also

the power to analyse the situation. This is to say that individuals analyse

situations by comparison with their own knowledge, skills and attitudes. It is

for this reason that similar studies with similar approaches may produce similar

conclusions but not necessarily the same. Thus, researchers are not without

bias, but the validity of their studies depends on being explicit about their

personal knowledge, assumptions and beliefs about the situation being studied.

Although there are many frameworks at global level for investigating the

influence of the teacher development centres (TDCs) in supporting teacher

professional development (TPD), the conceptual framework chosen for this

study is based on theories of adult learning. These theories are rarely used in

studying TPD; yet they seem to encapsulate how teachers as adults learn new

knowledge and skills to enable them to change their professional decisions and

actions. This chapter, therefore, justifies my choice of the conceptual

framework, starting with a discussion of TPD as adult learning. Next, I discuss

theories of transformative learning which emphasises learning for change,
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followed by a discussion of variables used to measure the influence of the

TDCs as a support strategy for TPD.

5.2 TPD as adult learning

This section discusses theories of adult learning which are relevant to TPD. It

is a known fact that teachers are adults and that TPD is about adult learning

(Bransford, Brown and Cocking, 2000; Brookfield, 1986). According to

Mezirow (1991), adult learning can be understood as a process of transforming

experience to knowledge, skills, attitudes and values. Learning in adults can

also be understood as a representation of changes in perceptions and values, in

which the focus is on development of meanings from one’s experiences and

also by harmonising, arranging, broadening and exceeding the current

experience (Mezirow, 1991).

Tschannen-Moran (2010) pointed out that adult learning theory, or andragogy,

emerged in the 1960s with the work of Malcolm Knowles, who, according to

Conner (2007) was the founding father of andragogy. The work of Knowles

and other proponents of adult learning theory provide a broad overview of an

understanding of the theory of adult learning (Tschannen-Moran, 2010).

Merriam and Caffarella (1999:272) described andragogy as “the art and science

of helping adults learn”. Andragogy is sometimes referred to as a theory of

adult education, theory of adult learning, theory of technology of adult

learning, methods of adult education, techniques of adult education, and a set

of assumptions (Conlan, Grabowski and Smith, 2003). However, the primary
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focus of andragogy is on adult learning strategies and means of involving adult

learners with the structure of learning experiences (Tschannen-Moran, 2010).

This theory is congruent to one of the objectives of the TDCs in Malawi in that

teachers were expected to be actively involved at the TDC by initiating their

own PD activities with the support of the TDC coordinators and other

resources (Section 3.7).

Adult learning is also explained by Dewey’s model of learning, which states

that learning begins with vague situations that present a dilemma. The

individual locates the problem, analyses it and seeks the solution (Dewey,

1938). A dilemma is essentially a problem of trying to make a choice between

two equally plausible alternatives.

This theory assumes that adults are preoccupied with making choices, some of

which are harder than others due to the closeness of the alternatives, and this

creates dilemmas in an individual who then seeks help or more information on

which to make a final decision. It is this desire for more information that urges

an individual to engage in learning. However, it would be too much to assume

that all adults are experts with some basic knowledge upon which they would

base their learning of new knowledge. The implication is that TDCs as a

support strategy for TPD would encourage teachers to identify analyse and find

solutions to their professional problems.
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Furthermore, Argyris and Schon (1978) came up with a model that explains

that adult learning occurs under conditions of surprise that create tension in an

individual. The tension which results from personal knowledge and current

experience makes individuals balance their behaviour to accommodate new

experience (Smylie, 1995). Tension is, basically, the difference between what it

is and is not, where an individual feels that there is a gap. People always want

to fill the gap with information, which leads to learning. Tension creates an

internal imbalance of thoughts. However, one criticism of this theory is that it

is sometimes difficult to imagine how tensions may occur in an individual

without prior knowledge to choose from or to look for. So learning has to start

from more than simply tensions. The implication is that teaching brings about

lots of tensions and these tensions may be eased through participation in

ongoing PD activities at the TDC and in schools.

Schein (1988) described a theory of adult learning which integrates the two

theories discussed above, and stated that learning occurs when an individual

tries to alter an existing cognitive-psychological equilibrium that supports the

present behaviour (unfreezing). Cognitive redefinition follows, which is an

attempt to resolve the dilemma. The individual then integrates all the new

information into the ongoing personality, which leads to a new equilibrium,

and freezing. This learning process is affected by such factors as the level of

discrepancy of the new and old knowledge. The implication is that TPD

through the TDCs would provide teachers with adequate knowledge to be able

to resolve the tension between old and new knowledge. Although the theory
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explains how learning occurs in adults, it does not explain the characteristics of

adult learning, as I discuss in the next sections.

5.2.1 Characteristics of adult learning

Knowles was known for his influence on the development of humanist learning

theory and constructed several basic characteristics of adult learners which

differentiate adult learning from how children learn (Merriam and Caffarella,

1999). These include self-directedness, experience, readiness to learn,

orientation to learning and motivation to learn (Knowles, 1984:12).

5.2.1.1 Self-directed learning

Self-directed learning in adult learning has been described in various ways. For

example, Merriam and Caffarella (1999) pointed out that self-directed learning

is a process in which people take key initiative for planning, carrying out, and

evaluating their own learning. McEntyre and Pahl (2006) described self-

directed learning as an informal learning process in which individuals take on

the responsibility for their learning process by identifying their learning needs,

setting goals, finding resources, implementing strategies, and evaluating their

results. Grieve (2003) described it as a personal attribute, the psychological

readiness to carry out one’s own learning and a set of attitudes, behaviours and

skills for self-direction. The goals of self-directed learning therefore vary, for

example, the descriptions point to having individuals reach their full potential,

promoting in adults a transformed perspective and finally promoting social

change (Baumgartner, 2003). According to McEntyre and Pahl (2006), the

goals, the process, and the learner are the three categories that are involved in
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self-directed learning. Thus, from an adult learning perspective, the goals are

self-determined in the process and can be enhanced by means of facilitation,

along with the provision of resources.

Most importantly, in self-directed learning, there is a need to recognise and

respect that the learner is a self-directed, self-actualised and active participant

who learns through a series of interpersonal relationships and will not learn if

he/she does not want to. The concept of self-directed learning helps in

regarding teachers as adults who learn better if they are allowed to exercise

self-directedness in their PD.

5.2.1.2 Experience in adult learning

Adults have a reservour of experience that is a resource for learning and they

have a greater depth, breadth, and variation in the quality of previous life

experiences than younger people (O’Brien, 2004). Experience refers to the

nature of the events someone has undergone the subjective nature of one’s

current existence or accumulated product of past experiences. It comprises

knowledge of, skill in or observation of something or event gained through

involvement or exposure. Thus, it generally refers to know-how or procedural

knowledge, rather than propositional knowledge: on-the job training rather than

book-learning.

Lindeman (1926) emphasised that experience is a defining feature of adult

learning. There is a belief that TPD should be grounded in adults’ experiences,
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and that these experiences represent a valuable resource. This emphasis on the

role of experience in adult learning is central to TPD. Teachers as adults draw

upon their experiences to aid their professional learning. Thus, during adult

learning, there is a need to link new knowledge to the prior experiences of the

learner in order to move from the known to unknown. By sharing and

reflecting on their experiences, all teachers get the opportunity to act as a rich

resource for learning. In addition, valuing teacher experiences means

representing their long-term investment in their self-image.

5.2.1.3 Readiness to learn in adults

Readiness to learn is another characteristic feature in adult learning. As a

person matures his readiness to learn is oriented increasingly to the

developmental tasks of his social roles. Ingalls (1984:7) acknowledged that:

It is well known that educational development occurs best through
sequencing of learning activities into developmental tasks so that
the learner is presented with opportunities for learning certain
topics or activities when ready to assimilate them but not before.

In the context of PD, this means that teachers feel the readiness to learn

something or experience a teachable moment (Knowles, 1980) depending on

where their needs and interests are during a particular developmental stage.

Thus, PD providers need to be aware that teachers’ learning needs and interests

differ; not all teachers would experience readiness to learn at the same time. It

is important to help teachers to diagnose their learning needs, group them

according to their needs and interests so as to give them opportunities to share

the common ones (Knowles, 1980).
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5.2.1.4 Orientation to learning in adults

Adult learning is influenced by adults’ orientation to learning what is

immediately applicable to problem-solving. As Knowles (1980) explained,

adults are goal-oriented. To adults, education is “a process of improving their

ability to cope with life problems they face now” Knowles (1980:53). When

this perspective is considered, TPD becomes not a subject-oriented activity, but

a performance- or problem- centred learning process. Ingalls (1984:9)

described this process as an “orientation to the discovery of improved situation,

a desired goal, a corrective experience or developmental possibility in relation

to the reality of the present situation.”

Related to adult learning orientation is relevancy-orientation (Merriam, 2001).

Teachers as adult learners not only appreciate the reason for learning

something, but most importantly the learning that is applicable to their work or

other responsibilities valued by them. This can be fulfilled by letting teachers

choose PD activities that reflect their own interests. Related to adult learning

orientation is also the immediate practical application of what is learnt,

focusing on the aspects of the PD activities most useful to them in their work

(Trotter, 2006). Adult learners may not be interested in knowledge for its own

sake. As adults, teachers learn new knowledge which they would want to apply

immediately in problem-solving. Thus, PD providers need to notify teachers

explicitly how the PD activities might be useful to them regarding their own

job. In addition, adults need to be shown respect; acknowledge the wealth of



173

experiences which they bring into the PD and avoid discrimination. In this

way, teachers as adult learners become encouraged to participate in activities

with free minds.

5.2.1.5. Motivation to learn in adults

Motivation is one of the characteristics of adult learning (Merriam and

Caffarella, 1999). Everard and Morris (1996:20) defined motivation as “getting

results through people or getting the best out of people”. They further said that

motivation in professional learning refers to getting the best learning out of

teachers. Adult learners are motivated by their immediate needs and interests,

or actual problems that need to be solved (Merriam, 2001; Knowles, 1990).

Adult learners can be motivated by informing them of the reason for engaging

in learning. For example, adults can be motivated by establishing a friendly,

open atmosphere of helpfulness and by setting the degree of difficulty of the

learning experience high enough to challenge them but not so high that they

become frustrated by information overload.

Knowles (1980) observed that adults were motivated to learn as they

experienced needs and interests which the learning would satisfy them.

Learning for adults is lifelong, experience-based, self-directed, and individual

differences among people increase with age (Knowles, 1980). Smith (1982)

also observed that to motivate adult towards learning, there is a need to

generate different conditions for learning and relate them to the learners’

developmental changes and life roles. He added that the climate of learning
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should be non-threatening and should recognise various styles of learning.

Furthermore, MacKeracher (1999:28) pointed out that adults will learn best

when:

 others respect and acknowledge them and their past experiences and

personal knowledge, skills, values, and motives;

 they are treated in ways which are consistent with their existing description

of who they are and what they are capable of doing;

 their learning bears some relationship to past experience and can be

connected to their existing meanings and personal model of reality;

 they have some sense of where they are going in the learning process, how

they will get there, and how they will know when they have succeeded.

Therefore, motivation in professional learning refers to getting the best

learning out of teachers. Adults are motivated to learn when they have a sense

of belonging to a community of professionals. Motivation is important in

professional learning because TPD revolves around the development of

identity as a teacher. A growing participation in the social practice of the

profession involves an increasing sense of identity as a master practitioner,

which is a source of motivation (Lave and Wenger, 1991). Therefore,

motivating teachers as adult learners to learn is to motivate them to work

towards learning goals in which they have been involved and to which they are

committed. If teachers do not feel committed towards a given learning result or

activity, the only sources of motivation are rewards and punishment. Having

discussed the main features of adult learning and how they relate to TPD, it is
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important to also consider principles which are guidelines for enhancing adult

learning, as I discuss in the next section.

5.2.2 Principles of adult learning

According to Gordon (2004) and Merriam (2001), there are a number of

principles of adult learning which relate to TPD. First, adults need to be

actively involved in their learning process. This principle means that as adult

learners, teachers need to be involved in planning, designing and implementing

their PD programme. Second, experience provides the foundation for their

learning. This means that adults enter learning with prior knowledge, skills and

attitudes, which serve as advance organisers of their new learning. Thus, there

is a need for providing teachers with an opportunity to participate in their PD

processes and to reflect on their experiences and knowledge during their

learning. Third, adults are most interested in learning about subjects that have

immediate relevance to their job or personal lives. This principle implies that

needs assessments are essential to design TPD programmes around the

identified needs. Finally, adult learning is problem-centred rather than content-

oriented and it occurs when problems relate in meaningful ways to adult life.

This principle indicates that adult learners prefer doing realistic tasks rather

than following unrealistic instructions.

Similarly, Speck (1996:36-37) noted that there are some important points of

adult learning theory which could be considered when designing PD activities

for teachers. First, adults are motivated to learn when the goals and objectives
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are realistic and important to them and their PD learning and daily activities are

related and relevant. They also need direct, concrete opportunities to apply

their learning in real work. Second, adults want to be the source of their own

learning and will resist learning activities that confront their competence. Thus,

PD needs to give participants some power over their learning. Third, PD needs

to be structured, to encourage collaborative learning and to reduce anxiety

during learning. Fourth, adults need to participate in small-group activities

during their learning to promote higher-order learning (application, analysis,

synthesis, and evaluation) through sharing, reflecting, and generalising their

learning experiences. Fifth, adult learners come to learning with a variety of

previous experiences, knowledge, self-direction, interests, and competencies.

Therefore, when planning for PD, there is a need to accommodate this diversity

in learners. Sixth, for adults, transfer of learning into daily practice is not

automatic. It is facilitated and sustained through coaching, mentoring and other

kinds of follow-up support. Finally, adults need to receive feedback on how

they are doing and the results of their efforts. Therefore, PD activities should

provide opportunities for learners to practice what they have learnt and receive

useful feedback.

The adult learning principles discussed in the preceding paragraphs have

implications for TPD programmes. For example, emphasis on the importance

of prior knowledge, experiences, beliefs and culture in adult learning

(Terehoff, 2002, Speck, 1996) implies that TPD programmes should recognise

teacher’s prior experiences and beliefs. Thus, principles of adult learning are
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important tools in investigating whether the TDCs consider the principles of

adult learning in PD programmes.

5.2.3 Adult development and functional theories

A number of theories of adult learning can help in investigating the influence

of the TDCs as a support strategy for TPD (Knowles, 1984). The theories

discussed in this section include: Age Theory, Stage Theory, Cognitive

Development Theory, and Functional Theory (Trotter, 2006).

5.2.3.1 Age theory

Age theory suggests that as people age, they do not stop learning. Learning

continues throughout the human life cycle. Age theory identifies age-related

periods of life and focuses on the problems and personal issues that affect

adults at certain ages. Advocates of age theory contend that the issues which

adults face change with age (Trotter, 2006). For example, according to OECD

(2009), teacher participation in PD increases with age, with a peak between 40

and 49, before their participation begins to drop. However, this variation varies

from country to country. Age theory focuses on concerns, problems or tasks

common to most or all adults at various times in their life cycle (Trotter, 2006).

Sheehy (1976) cited in Trotter (2006) reported that adults pass through a mid-

life transition period that occurs in the late thirties and early forties. Sheehy

(1976) referred to this transition period as the elbow joint of life, during which

adults reflect upon and evaluate their lives. During this stage, adults develop a

sense of contextual and cultural identity.
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Levinson, Darrow and Klien (1979), cited in Trotter (2006), reported that by

their mid-40s and early-50s, adults enter the next stage in which they begin

constructing new structures for the rest of their lives. During this time, adults

value relationships, work, and commitments which are crucial to decision-

making. As individuals age, they think more about their lives and their

occupation and they tend to make more informed decisions about their future

life. Therefore, PD providers need to take into consideration the practical

knowledge and experiences of their teachers as adult learners.

5.2.3.2 Stage theory

Stage theory focuses on differences in modes of thinking at various points in

adult development that are not necessarily age-related. The stage theory

believes that adults move through various stages of development. For example,

Daloz (1986) classified this theory into collective stages. First, the

preconvention stage focuses on survival and second, the conventional stage

focuses on fitting in, being accepted and conforming. The third and final post-

conventional stage focuses on thinking things over and evaluating events

critically rather than surviving or conforming. Loevinger (1976) examined

personality development and described how adults pass through stages as they

attempt to understand themselves. She contended that adults move from

conformity to emotional independence, and then to a stage where they

reconcile their inner conflicts, give up the unattainable and value their own

identity. Furthermore, Kohlberg (1969), having studied moral development in
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adults, believed that orientations toward authority, others and self changed with

different stages in the life cycle. Kegan (1982) also found that individuals grow

through stages of development from self-centred and impulsive to a more

centred stage that involves interpersonal relationships. The final stage is

gradual and involves the development of new self and making connections

with others. On career stages, Huberman (1989) described the developmental

stages as consisting of career entry (1-3 years), stabilisation (4-6 years),

divergent period (8-18 years), second divergent period (19-30 years) and

disengagement (up to 50 years) (Section 4.6.4). Thus, PD that considers

differentiation for adult learners respects the personal and professional

experiences of each learner.

5.2.3.3 Cognitive development theory

Cognitive development is the development of conceptual levels with degrees in

abstractness and interpersonal maturity (Hunt, 1975). Cognitive development

theory states that adults move from concrete to abstract thinking, and operate

from internal rather than external means (Perry, 1970). The theory of

developmental stages consists of four levels of progression. Level 1, dualism,

is where a person sees the world in polar terms such as right and wrong. Level

2 of his theory, multiplicity, accepts diversity and uncertainty. Level 3,

relativism, saw knowledge as contextual and relativistic. Level 4, the final

level, commitment to relativism, involves a commitment to affirm self and the

process of ongoing cycles (Perry, 1970).
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This theory of cognitive development indicates that adults move from concrete

to abstract and that adults move through stages with the most advanced stage

operating from internal rather than external standards. Thus, experienced

teachers are more likely than beginning and mid-career teachers to have a

commitment to self-affirmation than to externally-generated success. They

endure changes and reforms and still remain in teaching, perhaps because of

the intrinsic satisfaction, regardless of negative factors that affect their lives

and profession. Therefore, there is a need for TPD to realise the differing needs

of teachers as adult learners to make their development more meaningful and

transferable into their work.

5.2.3.4 Functional theory

Gibb (1960) who developed the functional theory of adult learning stated that

learning should be problem- and experience- centred and meaningful to the

learner. According to functional theory, adults prefer to plan their own

educational avenues and choose learning areas which they think can be directly

applied in other situations such as the classroom. Similarly, Knox (1977)

believed that adults learn continually and informally as they adjust and adapt to

changing roles and other conditions. Furthermore, Smith (1982) observed that

adult learning is lifelong, personal, part of human development, and partly

intuitive. He also observed that adult learning involves change and experience.

He further asserted that the developmental stages of the learner generate

different conditions for learning, and what is learnt should be related to the

learners’ developmental changes and life roles. He added that the climate of
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learning should be non-threatening and should realise a range of learning

styles. Thus, TPD should take into account adult experience, background and

interests so as to promote adult learning that yields positive professional

change and growth, which affect their professional practice (Tschannen-Moran,

2010).

In this view, Trotter (2006) stressed that there is a need to have an

understanding and appreciation of developmental and functional theories of

adult learning in order to increase both the relevance and quality of PD. The

developmental and functional theories of adult learners have helped in

understanding and identifying the teacher characteristics used as some of the

independent variables for this study.

The preceding sections have shown that there are many theories of adult

learning. However, what is more critical is to put in place effective practices

that support adult learning in PD. The theories of adult learning discussed so

far are based on valuing the experience of adults when they are approaching

professional learning. Thus, adult learning requires building on the prior

knowledge using techniques that treat learners with respect (Dalgarno, 1996),

and recognising that people have different learning styles and have a variety of

responsibilities and time commitments. In addition, PD providers need to

recognise that adults in most cases learn collectively from each other. Their

learning is self-directed, self-motivated and collaborative. Therefore, PD

providers and teachers themselves will be more successful in PD if they
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understand the theories of adult learning and apply them in PD programmes

and other relevant learning activities. The theories of adult learning have

indicated that learning is influenced by the environment and internal processes,

and that adults engage in learning to change their practice as well as for their

wellbeing. Hence, in considering adult learning as the conceptual framework

for this study, teacher learning is also discussed because supporting teacher

learning through the TDCs is the focus of this study.

5.2.4 The teacher as an adult learner

As discussed in Section 5.2, TPD is about adult learning (Bransford, Brown

and Cocking, 2000). Thus, teachers exhibit the characteristics and principles of

adult learners (Smylie, 1995). Teacher learning involves changing practice and

developing the skills of professional practice with in-depth understanding

(Bryk and Schneider, 2002). For this reason, teachers need a variety of

opportunities to learn new information and translate it into practice. Teacher

learning is cyclical rather than linear, so teachers need to be able to revisit

partially understood ideas as they try them out in their everyday contexts.

Dewey (1938) claimed that education should be guided by a well trained

teacher who is grounded in pedagogical and subject knowledge. Similarly,

Darling-Hammond and Baratz-Snowden (2005) argued that the common

practices of effective teachers utilise three general areas of knowledge. First,

they have the knowledge of learners and how they learn and develop. Second,

they have the knowledge of the subject matter and skills to be taught in light of
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the social purposes of education. Finally, such teachers have an understanding

of teaching in light of the content and the learners they teach. Therefore, the

goal for teacher learning is to understand both the challenges of the discipline

and the needs of the students. However, for teachers to be grounded in

pedagogical and subject knowledge and demonstrate their effectiveness in the

classroom, they need well supported ongoing professional learning through

various ways.

The importance of teacher learning is based on the following principles

(Timperley, 2009). First, teachers need to alter their beliefs about teaching and

learning. Such beliefs about learning are often limited by their own experiences

and practices. Thus, for teachers to change these beliefs, they need to be

introduced to better ideas that can challenge their own experiences and beliefs.

Second, teachers need to promote their subject knowledge and learn about the

diversity of culture and contexts. In order to foster their subject knowledge,

teachers need to acquire sufficient ideas about their disciplines and to engage in

learning activities that would help them link new ideas to formerly held ideas.

After some time, this process enables teachers to understand their subjects in a

broader and deeper context, thus improving their ability to present subject

matter in ways that enable diverse learners to connect with subject knowledge.

Finally, teachers are confronted with new roles both inside and outside the

classroom. However, teacher education programmes rarely prepare teachers for

the new roles and practices. Teachers need to continue to learn in order to

adapt their new and challenging roles and practices.
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Eraut (1995) points out that the basis for TPD is that teachers are learning

professionals. Teachers go through initial training where they acquire

professional knowledge about teaching and learning and continue to learn

while on the job. In fact, TPD is associated with formally organised

conferences, courses or educational events and also work-based learning.

Teachers also learn informally from their work experiences through their

perceptions, expectations and reflections, making sense and linking

experiences with personal knowledge. Nevertheless, facilitating professional

learning is likely to take into account an appropriate combination of learning

settings, time for study, consultation and reflection, the availability of suitable

learning resources, people who are prepared to give support, and the learner’s

own capacity to learn and to take advantage of the opportunities available

(Eraut, 1995), as I elaborate later in this section.

Walgron and Moore (1991) discussed some characteristics of teachers as

learners from which I also draw a parallel with characteristics of adult learning

(Section 5.2.1). They stated that teacher learning is voluntary, non-

institutionalised, participatory, experience oriented, related to an independent

self-concept, problem-centred and immediate. Most teachers approach learning

with a particular goal in mind and/or because they want to use the knowledge

and skills gained. They are motivated to learn to change their knowledge and

ways of doing things, especially when they see that the knowledge gained will

change their lives, such as in employment. Furthermore, teachers learn because
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of satisfaction such as an increase in self-esteem and a sense of pleasing and/or

impressing others. Finally, many teachers engage in learning for self-

development, when they set their own learning objectives, which they achieve

with little help from experts.

Although many teachers may not engage in learning for self-development

because of lack of time, resources and opportunity, the reasons are deeper than

these (Clair and Adger, 1999). They include fear of the unknown, perhaps due

to previous, possibly unpleasant, learning experiences. Teachers would like to

learn things that are practical, applicable, meaningful and related to their

personal and professional growth and development (Section 5.2.2). Therefore,

the challenge to those concerned with providing support for TPD is to take on

board what, why and how teachers learn. To this effect, Clair and Adger

(1999:3-4) mentioned the need for support and integrated professional

development in school development planning and also making teacher and

organisational learning a priority.

For teacher learning to take place, the following conditions need to be met.

First, there is need for opportunities and resources to be available for teachers.

These opportunities and resources depend mostly on public and policymakers’

support, and learning opportunities must consist of more than just in-service

workshops and short courses (Section 4.2.5). Second, theory and practice need

to be integrated (Timperley, Wilson, Barrar, and Fung, 2007). This integration

helps teachers to use their theoretical understandings as the foundation for
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making decisions about practice. Third, teachers learn better when they are

concerned with improving their real-time action (Ur, 1989). Therefore, there is

a need to confront teachers with problem situations which require a solution.

Fourth, teachers learn better when their leaders are actively involved in

promoting teacher learning (Robinson, 2007; Stein and Nelson, 2003). So

leaders must ensure that teacher learning opportunities are well-organised and

appropriate conditions are in place for ongoing and in-depth professional

learning (Robinson, 2007).

Finally, teachers learn better when there are supportive organisational

conditions such as sustainable infrastructure that supports professional

learning. In addition, sustained teacher learning depends on teachers

developing strong theoretical frameworks that provide them with a basis for

making informed decision regarding changes in their beliefs and practices

(Hattie and Timperley, 2007) as I discuss in the next section.

5.3 Transformative adult learning

Transformative learning theory is a component of adult learning theory and it

explains how adults learn and make meaning of their lives (Mezirow, 1991).

Transformative learning theory came out of Mezirow’s (1978) earlier theory of

perspective transformation, which he saw as the same concept as Paulo Freire’s

“conscientisation” and Jurgen Haberman’s “emancipatory action” domain of

learning. Central to transformative learning is the contention that ‘because we
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are all trapped by our own meaning perspectives, we can never make

interpretations of our experience free from bias’ (Mezirow1990:10). Thus,

transformative learning aims to liberate individuals through the process of

‘perspective transformation’, which is ‘the process of becoming critically

aware of how and why our assumptions have come to constrain the way we

perceive, understand, and feel about our world’ (Mezirow 1991:167).

Transformative learning is learning that produces change in teachers (Section,

4.5), and which upon reflection, has a significant impact on teachers’

subsequent experiences. It involves a great shift in knowledge and experience

(Baumgartner, 2003). In line with the knowledge based economy (Section 2.5)

in which education is seen to play a central role, there is a need for professional

learning that encourages the application of knowledge (Coulby, 2005); this

need has led to the application of the theories of transformative learning (Scott,

1997) in TPD.

Different theorists hold different views about transformative learning (Kerka,

2005). Freire (1970) saw transformative learning as consciousness-raising

which he referred to as conscientisation. The aim is to foster critical

consciousness among individuals and groups. Critical consciousness refers to a

process in which learners develop an ability to analyse, pose questions, and

take action on the social, political, cultural, and economic contexts which

influence and shape peoples’ lives (Freire, 1970). Similarly, Boyd (1989)

viewed transformative learning as individuation. Adults learn by making the

unconscious conscious and by becoming aware of aspects of themselves of
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which they are not conscious. It is a basic change in an individual’s personality

that involves the resolution of a personal dilemma and the expansion of

consciousness, which results into greater personality integration. By contrast,

Daloz (1986) viewed transformative learning as growth and development

which motivates adult learners when they participate in formal learning

experiences. Likewise, Kegan et al. (2001) described transformative learning

as a developmental process which individuals undergo as they change. This is a

belief that individuals change meanings in relation to their developmental

stages of their lives.

Thus, transformative learning can be understood as learning that brings about

change in the learner by gaining new knowledge and experiences which affect

the his/her future experiences (Cranton, 1997). Transformative learning

assumes that for learners to change their meaning structures, they need to

engage in critical reflection on their experiences, which in turn lead to a

transformation of perspectives. Figure 5.1, below, summarises Cranton’s ideas

of how transformative learning occurs.
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Figure 5.1: Model of Transformative Learning process (Adapted from

Cranton, 1992).

According to Cranton (1992), the process of transformative learning occurs in
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events and context in an environment challenges the assumptions which often

demand that learners question their initial assumptions in very direct and

sometimes terrible ways which lead to reflection.

STABILITY
Social

Context

Change in assumption

Change in perspective

ARE ASSUMPTIONS

VALID?

ASSUMPTION
CHALLENGED

REFLECTION

CRITICAL
REFLECTION

EXAMINATION OF SOURCES

AND CONSEQUENCES OF

Action on changed
perspective

Transformative
Learning

PERSPECTIVE

AWARENESS OF

ASSUMPTIONS

EXAMINATION OF

No

Yes

Events
People

Context
change

REFLECTION



190

Transformative learning moves from awareness and examination of

assumptions through examination of sources and consequences of assumptions

to questioning the authenticity of the assumptions themselves. Transformative

learning occurs through changes in the learners’ assumptions, perspectives,

behaviour and self (Cranton, 1992). In this study, I am concerned with

perspective transformation of teachers as a result of their involvement in the

TDCs activities for their PD. The research methods used did not allow me to

explore the other modes of change that would occur in teachers, as it required

that I focus on observing the teachers at work.

Before Cranton’s (1992) model of transformative learning was developed, Jack

Mezirow, who first developed transformative learning theory in 1978

(Merriam, 2001), emphasised a cognitive process of reflection on experiences,

assumptions, and beliefs that lead to the adoption of a new perspective

(Mezirow, 1991). Both Cranton’s (1992) and Mezirow’s (1978) theories of

transformative learning were developed on similar foundations of the

psychoanalytic theory and the critical social theory. Mezirow (1991) and

Taylor (1998) viewed transformative learning as critical reflection which

involves the transformation of points of view, habits of mind and worldviews.

According to Mezirow (1991), critical reflection is one of characteristics of

adult learning. Critical reflection is where teachers as adults raise issues that

are related to moral and ethical situations faced in their profession and where

teachers may pose questions (Potter and Badiali, 2001).
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In a nutshell, these views provide a central framework for understanding

transformation as adult learning. First, central to these views is the emphasis on

an actualisation of persons and society through liberation and freedom (Freire,

1970). Transformative learning should identify and remove factors that

constrain adults to be active learners. Second, all the views underscore the

importance of meaning-making in the process of learning and the role of adults

in constructing the meanings in their experience (Cranton, 1992; Mezirow,

1991). Third, there is an emphasis of learning that brings about change in

oneself and the society (Cranton, 1992). Fourth, transformative learning

stresses the importance of the relationship between self and the society within

the learning experience (Kegan, et al., 2001). Finally, transformative learning,

which brings about growth and development, motivates adults to participate in

formal learning (Daloz, 1986).

However, in transformative learning, adult learners need to have a

responsibility for creating the learning atmosphere (Taylor, 1998) by taking an

active role in their learning process. According to Mezirow (1997),

transformative learning can take place in a welcoming environment in which

the learners have adequate information, are free from intimidation, have equal

opportunity to take up various roles in an institution, can become critically

reflective of assumptions, are empathetic, are good listeners, and are willing to

search for common goals. Thus, the environment in which adults have to

participate in learning is a critical factor in transformative learning.
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As in theories of adult learning (Section 5.3.2), there are some fundamental

guiding principles in fostering transformative learning. Taylor (1998) outlined

them as follows:

 Ideal learning conditions promote a sense of safety, openness, and trust;

 Effective instructional methods supporting learner-centred approaches

promote learner autonomy, participation and collaboration;

 Learner activities should encourage the exploration of alternative personal

perspectives, problem-posing, and critical reflection;

 Facilitators have to demonstrate qualities such as trust, empathy, care,

authenticity, sincerity and a high degree of integrity;

 Feed-back and self-assessment are important to the learners (Taylor,

1998:53-54).

There is evidence of the application of transformative learning theory in adult

learning. For example, King (2000) interviewed English as Second Language

(ESL) learners to identify how they experienced perspective transformation. Of

the 208 adult ESL learners who participated in the study, about 67% indicated

to have experienced a transformation in at least one of the following areas:

 their view of English and language learning;

 their view of American culture; or

 their self-concept.
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Factors which facilitated transformative learning consisted of learning

activities that included reflection and exploration of different beliefs and world

views, personal support and changes in their lives outside classroom. King

(2000) extended her research on perspective transformation to an adult basic

education setting in which 18 out of 19 adults reported transformative

experiences. In describing their experiences, the learners focused on academic

and personal accomplishment. They experienced a profound change in their

cognitive structures and world views through a supportive environment.

In another study, the role of a supportive environment in transforming

perspectives was also evident in the Adult Development Study conducted by

the National Centre for the Study of Adult Learning and Literacy in the US.

The experiences of 41 adult learners in three settings were explored (Kegan, et

al., 2001). The learners experienced perspective transformations which

included ways of knowing and increased confidence. The mechanism for

transformations which they experienced was a supportive and challenging

environment. In this study, the environment was composed of learner cohorts.

The factors enabling the learners to adopt new experiences were collaborative

activities, emotional support, and the challenge of engaging with other diverse

learners (Kegan, et al., 2001).

Finally, reconceptualising TPD as transformative learning implies that TPD

should involve personal development (Harvey and Knight, 1996), self-

awareness, self-improvement, and empowerment and emancipation (Eraut,
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1994). In addition, transformative learning implies that TPD should make

teachers as learners see a new way to interact with others and expand their

capacity for tolerance, acceptance, understanding, and compassion (Mezirow,

1997) and in particular their well-being in the world they live. Transformative

learning is a state where PD is more reflective and intuitive, and which

includes transformation of professional identity and professional practices.

These views of personal development and PD could be understood from the

perspective transformation in individual cognitive structures.

TPD as transformative learning takes place in context, which suggests that

there is a need for individual reflection and collaborative negotiation in the

community of professional practice. What is important is that for

transformative learning in PD to occur, there is a need for learning

opportunities for teachers that recognise the prior knowledge and experience of

teachers as well as their ability to learn.

In conclusion, transformative learning theory, as it relates to theories of adult

learning, is useful in the study because TDCs were expected to alter teachers’

beliefs, feelings and actions. Often these changes mean that teachers explore

their understanding of themselves and others. Transformative learning serves

as a learning process in which a person becomes critical of his or her

assumptions and the assumptions of others. Transformative learning theory

explains why and how adults learn and achieve perspective transformation.

Thus, transformative learning theory complements adult/teacher learning, to
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contribute to the conceptual framework for investigating TDCs as a support

strategy for TPD.

Perspective transformation in TPD is indeed complex. Teachers have their own

strategies for dealing with the challenges which they meet as they attempt to

transform themselves individually and professionally. In this case, a question

that needs to be answered is: What forms of perspective transformation

practices in TDCs help the teachers develop strategies that would help them

change? Beyond questions about the effectiveness of various PD practices are

questions about who is able to engage in what PD activities, when, and where.

In other words, what constitutes TDC activities for perspective transformation

for teachers? These questions are helpful in identifying the variables to be

explored in this study. Next, I explore the variables identified in these learning

theories that would be used in this study.

5.4 Exploring the TDCs as a support strategy for adult

learning approach to TPD

The preceding literature has shown that learning theories related to adult

learning can provide useful tools to investigate TPD activities at the TDCs. In

the current study, the idea of the influence of the TDCs as a support strategy

for TPD is explored in several ways. First, I explore the extent to which the

TDCs provide teachers with opportunities to engage in their PD: the type of PD

activities and how teachers are involved at the TDCs. Second, I look at how

teachers as adult learners were engaged in the learning processes at the TDCs.
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Third, I explore the perspective transformation in the teachers as a result of

being involved in the PD activities at the TDCs and school clusters. Finally, I

explore if the TDCs are creating an environment that is conducive to TPD. In

this study, the theories of adult learning are used to find out how the TDCs

enhance TPD. Furthermore, the learning theories are used to assess the

challenges in the use of the TDCs as a support strategy for TPD. The learning

theories address my interest in identifying the implicit as well as explicit

features of the TDCs that influence the TPD activities. These features point to

the PD activities which the TDCs provide for teachers.

Theories of adult learning imply that teachers as adults learn better when they

are involved in their PD processes, have basic knowledge, are motivated, and

are supported in risk free conditions and that PD may occur in groups or

individual (Trotter, 2006; Speck, 1996; Huberman, 1992). Thus, for teachers to

be involved in PD activities it requires involving teachers in exploring new

ways of planning, organising and implementing PD activities which are

ongoing through active hands-on participation (Dalgarno, 1996). However,

teacher involvement in the TDC activities for TPD may be influenced by

teacher characteristics such as sex and academic qualifications. In addition,

teacher involvement may also be influenced by the TDC characteristics. Thus,

in this study, teacher characteristics and TDC characteristics become a set of

variables.
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The theories of adult learning emphasise the importance of context when

implementing TPD activities because, as Guskey and Sparks (1996) suggested,

the context in which TPD takes place is crucial. TPD takes place in an

institutional, organisational and social context, which is made up of the

organisational culture, adequate funding and time, and with colleagues,

positive feedback, and shared vision (Richardson, 1996). According to

Kelchtermans (2004) and Guskey (2000), understanding the influence of

context in supporting TPD (Section 4.6.1), implies examining organisational

support, participants’ use of new knowledge and skills and learning outcomes

(Section 5.3).

As discussed in Section 5.2.4, leaders have responsibility for promoting

professional learning by ensuring that teachers are provided with opportunities

to learn new ideas and skills and be able to try them out (Robinson, 2007).

Therefore, in this study, I identify the potential leaders and investigate how

they support teacher learning. For example, I will explore how the TDC

coordinators create opportunities and provide support for teacher learning.

In Section 5.2.3, it emerged that TPD should promote adult learning that yields

positive professional change and growth, which affect their professional

practices (Tschannen-Moran, 2010). In Section 5.2.4, it also emerged that

teacher learning involves changing practice and developing the skills of

professional practice with in-depth understanding (Bryk and Schneider, 2002;

Phillips, 2003; Wilson and Berne, 1999). Finally, in Section 5.3, it is argued

that transformative learning is learning that produces change in teachers. The
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main argument here is that TPD should result in teacher change in knowledge

and practice. Therefore, in this study, I set out to explore how teachers have

changed as a result of being involved in the TDC activities.

From the adult learning theory point of view, sustainability is another variable

for analysing the influence of the TDCs as a support strategy for TPD. Despite

the use of the term ‘sustainability’ in relation to professional development, very

few if any have attempted to define or describe the concept of sustainability

within education reforms. Instead, much is written about sustainability within

business studies where some authors have discussed sustainability in terms of

profitability and viability of a business venture. Nevertheless, it is possible to

draw a parallel understanding of the concept of sustainability between business

and TPD because both of them aim at profit over time.

Using the ideas of sustainability presented by Harris, Griffin and Williams

(2002), I interpret the concept of sustainability to mean that the TDC and TPD

are not only compatible but necessary partners. The sustainability of a TDC

means that it is developed and maintained in such a manner and on such a scale

that it remains viable over a long period and does not undermine the

organisational structure that sustains and nurtures it. The TDC needs to be

economically viable and sustainable because if a support strategy is not

economically viable, it is questionable whether it is organisationally

sustainable. A TDC that is uneconomic will simply cease to exist, meaning that

the TDCs might stop supporting the PD of teachers and instead they might

become just centres for social activities.
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In this study, I am concerned with the sustainability of the TDCs (Section 7.3)

and also sustainability of teacher learning (Section 5.2.4) - whether the TDCs

would support the teacher learning over a long period or not. The sustainability

of TPD requires that the TDCs continue to support teachers as adult learners in

their professional needs and that they remain professionally viable over a long

period and do not undermine the professional demands that they support. The

relevance and applicability of the TDC activities as well as the suitability and

durability of the TDC as a physical structure would guarantee that the TDCs

are sustainable. Thus, sustainability of the TDC as a physical structure and as a

concept for providing support for TPD also becomes one of the variables in

this study.

A summary of the variables which are explored in this study are presented in

Figure 5.2. The arrow shows that the sources of the influence of the TDCs in

supporting TPD are measured through the characteristics of the TDCs and the

teacher characteristics as independent variables and PD activities as dependent

variables.
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Dependent variable

Figure 5.2: Conceptualised relationships among variables

Figure 5.2 shows that the characteristics of the TDCs interact with those of the

teachers to determine teacher involvement in the TDC activities. The theories

of adult learning that encompass the conceptual framework of this study are

based on the supposition that a high level of teacher involvement at the TDC is

achieved through the integration of theories of adult learning in TPD activities,

teachers interacting with the necessary and well-managed resources in a

supportive environment (Kegan, et al., 2001; King, 2000; Taylor, 1998;

Mezirow, 1997; Guskey, 1995), in a humanistic approach to teachers as adult

learners with the purpose of constructing knowledge and transforming teachers

(Mezirow, 1997; Knowles, 1984).

TDC characteristics
 Policy and organisational structure
 Management strategy
 TDC resources
 Distance between TDC and school
 TDC setting-Urban/rural

PD activities
 Teacher involvement/participation in the TDC activities
 Teacher perceived change in professional practice
 Sustainability of the TDCs and TPD

Teacher characteristics
 Teacher sex
 Teacher academic qualification
 Teacher responsibility

Independent variables
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The evidence of TDCs as a support strategy for TPD, teacher involvement,

perspective transformation and the challenges in the use of the TDCs will be

drawn from teachers’ words as well as those from other key participants.

5.5 Conclusion

In this chapter, I have developed the conceptual framework for my study by

using the theories of adult learning, including transformative learning, as they

relate to TPD. The main argument is that TPD is about adult learning which

can be investigated through the theories of adult learning. The learning theories

have helped me to identify the variables which I use to explore the research

problem. The conceptual framework described here provides a logical basis for

exploring the research questions as presented in section 1.6. I discuss the

research design and the methodology for the study in the next chapter.
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CHAPTER SIX

RESEARCH METHODOLOGY

6.1 Introduction

This chapter describes and justifies the research approach used to investigate

the research problem defined in Chapter One. It examines theoretical debates

and practical choices for using a research approach, its potential advantages

and limitations, clarifying the interface between the practice, theory and

epistemological underpinnings of my study (Maykut and Morehouse, 1994).

This chapter begins with a discussion of my philosophical stance on the

research approach and also the issues of validity, reliability, triangulation,

generalisability and research ethics, because these concepts are related and

when considered together will determine the significance of my study. Then I

develop my research design with a focus on the selection of research methods,

research instruments, negotiating access and selection of the participants. I also

describe the implementation of the study, which involves piloting, fieldwork

and reflections on fieldwork. Finally, I describe both quantitative and

qualitative data analysis procedures. I conclude the chapter by reflecting on

how the methodology is suitable for addressing my research problem.

6.2 Research framework

I find the view of Creswell and Clark (2007:4), who extended the definition of

methodology as merely “the philosophical framework and fundamental

assumptions of research” to a more focused view that methodology is “the

framework that relates to the entire process of research”, a wonderful
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encapsulation of the concept of research methodology. Indeed, whether stated

or not, all types of research are guided by a framework (Cohen, Manion and

Morrison, 2000) a way of looking at the world; the assumption researchers

have about what is important and what makes the investigation worthwhile. In

this section, I develop the research framework to guide me in data coherence so

as to avoid unsystematic presentation of information (Cohen, et al., 2000) by

focusing on the philosophical perspectives associated with the approach to the

study.

With my research inclination towards TPD as adult learning, which has its own

philosophical assumptions guiding the research process (Creswell and Clark,

2007), I approached the world with a set of ideas which underpins my

questions that were then examined in a specific way. This research, therefore,

reflects my perspectives on ontology, epistemology and methodology which

are intrinsically connected, because the methods which give me knowledge of

what is out in the world may depend, in part, upon what is there to be known

and how it can be known (Denzin and Lincoln, 1994).

During the course of the study, my ontological reflections, i.e. on “the nature of

reality”, and my epistemological assumptions, i.e. a concern for “the origin of

knowledge” (Maykut and Morehouse, 1994:3) changed my prior beliefs in

objective knowledge to believing in multiple realities, which coexist. My new

ontological and epistemological beliefs were influenced by constructed reality

(Punch, 2005). I found the view of constructed reality significant because it
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shows that there are multiple ways in which reality may be constructed and that

there are multiple rationales for doing so. Thus, ‘truth’ is that which is

understood. Even though events, people and objects are concrete things, the

meanings derived from or ascribed to such concrete things in order to make

sense of and organise them, are but constructed realities. Furthermore, the sum

of these constructed realities is not absolute truth but tentative and relative

(Cohen, et al., 2000).

An ontological position that asserts that “social phenomena and their meanings

are continually being accomplished by social actors” (Bryman, 2004:538)

denies the existence of the wholesome view of ‘things’ free from partiality and

perspectives. As my research world is somewhat uncertain, I learned to adopt a

cautious approach to all questions of knowledge. I understand that the natural

and social sciences are partial as they are both controlled by our social and

research interests. Moreover, I believe that we can never know anything

beyond how ‘things’ appear to us, and the purpose of research must

consequently be to describe our experience and the relationships between them,

not to speculate about some reality beyond that experience.

My ontological position leads to a number of important epistemological

assumptions, which include (Maykut and Morehouse, 1994:12):

 the knower and the known are interdependent: the way we understand the

nature of reality directly affects the way we see ourselves in relation to

knowledge. Hence, if we see knowledge as constructed, then the knower
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can never be totally separated from what is known. Knowledge is seen as

being collaboratively constructed;

 values mediate and shape what is understood: as the knower and the known

are inseparable, the researcher’s values become entrenched in the research,

in the topic chosen for study, and in the way the researcher conducts the

study;

 the underlying relationship is complex and multi-directional: as events are

mutually shaped, multi-directional relationships can be discovered within

situations. The complexity of things is evident from attempts at explaining

positions that are interconnected and multi-directional;

 only tentative explanations bound by time and place are possible: research

findings have to value context sensitivity. The intention is to understand a

phenomenon in all its complexity and within a particular situation and

environment;

 research seeks to discover propositions: research within this approach is

characterised by a close examination of people’s words and actions in order

to distinguish patterns of meaning which emerge from data. The finality of

this is the discovery of propositions, which emerge from the patterns of the

examined data.

In this study, because I held these assumptions, I emphasised the socially

constructed nature of reality, the relationship between what I studied, myself,

and the situational constraints that shaped my enquiry. The scope of my

research was to construct a social reality that is based upon the participants’
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frame of reference within the setting. However, exploring the philosophical

orientation on which to base my research approach was challenging because of

the complexity of the intellectual arguments and debates, leading to concepts

which in some cases overlapped (Hospers, 1997). For example, the concept of

knowledge is related to beliefs, truth and reality although there are overlaps

among beliefs, truth and reality. What I claim as knowledge is usually what I

believe to be an accurate representation of reality. However, not all beliefs are

knowledge because they may not represent reality. Nevertheless, I was

somewhat reassured to go ahead and identify the philosophical orientation

around which I could conduct the research by the fact that the literature clearly

states that, by its very nature; there is no conclusive answer in philosophical

debates (Hospers, 1997).

Reflections on ontology and epistemology led me to methodology. According

to Silverman (2005:4):

A methodology refers to the choices we make about cases to study,
methods of data gathering, and forms of data analyses etc. in
planning and executing a research study.

I approached my methodological issues with the view that I had to describe

how I would study my research problem. When reflecting on the methodology

of my study, I began by exploring my own thoughts and beliefs surrounding

the research methodology. The research problem was located in the social

world as it primarily focused on the practitioners and their interpretation of

their experiences with the TDCs as a support strategy for PD.
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The relationship between self and others is a central concern in a symbolic

interactionist approach to social research. My initial thoughts indicated that I

must clarify my position as I am investigating a social phenomenon and that I

am part of the social group that I am investigating. At the same time, I am an

educator. Thus, I attempt to put my study in the symbolic interactionist

framework.

Symbolic interactionism is a term coined by Blumer (1969) who suggested that

people interact with each other by interpreting or redefining each other’s

actions instead of simply reacting to them. Symbolic interactionism believes

that human actions and behaviours are based on the meanings that they attach

to their situations. It is about how people attach and create meanings during the

course of social interactions, how they construct the self and how they

eventually define their own situation in the presence of others. The main idea is

that people act and behave the way they do because of how they define

situations and not how the situations define them and control their behaviour or

actions.

Blumer (1969) set out three basic premises of symbolic interaction:

 Human beings act towards things on the basis of the meanings which the

things have for them;

 The meaning of such things is derived from or arises out of the social

interaction that one has with others;
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 Such meanings are handled in and modified through an interpretive process

used by the individual in dealing with the things which he/she encounters.

Thus, according to Blumer (1969), symbolic interactionism emphasises the

subjective meaning of human behavior, the social process and pragmatism. It

focuses on the subjective rather than objective aspects of social life because it

bases its theoretical perspective on the image of humans, rather than on their

image of society. Furthermore, symbolic interactionism believes that humans

are pragmatic actors who continually adjust their behavior to the actions of

other actors. Humans adjust to these actions because they are able to interpret

them, express them symbolically, and treat the actions and actors as symbolic

objects. This process of adjustment is aided by the human ability to

imaginatively rehearse alternative lines of action before they act. The process is

further aided by the human ability to think about and to react to his/her own

actions and self as symbolic objects. Thus, through the theory of symbolic

interactionism, I perceived research participants as humans who are active and

creative in constructing their professional world and not passively conforming

objects of the teaching profession.

As described in Section 1.2, an illustration of symbolic interaction might be

teacher involvement in the activities at the TDC. Teachers might have one or

more motives for their involvement in the activities at the TDCs, for example,

improved teaching skills, career advancement or indeed promotion. A simple

example of a symbolic interaction might be a centre coordinator (subject) who
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is modifying a teacher (object) so that the teaching is improved (outcome)

using the resources available at the TDC (tool) as illustrated in Figure 6.1.

Figure 6.1: An illustration of symbolic interaction between TDCs and teachers

As teachers interact with the TDC coordinators (human resources) and

materials resources at the TDCs, they construct their own meaning about

teaching as a profession which may in turn influence their involvement in the

PD activities.

Symbolic interactionism raises the question of how people who are interacting

with each other can create the illusion of a shared social order even when they

don’t understand each other fully or they have different points of view

(Strykes, 1980). Strykes (1980) argued that close contact and immersion in the

everyday lives of the participants is necessary for understanding the meaning

of actions, the definition of the situation itself, and the process by which actors

construct the situation through their interaction. Thus, given my close contact

with the participants, I considered this study as insider research. The term

‘insider research’ refers to projects in which the researcher has a direct

Improved teaching and
Learning (Outcomes)
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connection with the research setting (Robson, 2002). Insider research is

different from scientific research in which the researcher is an ‘objective

outsider’ studying subjects which are external to the researcher (Denzin and

Lincoln, 1994). Thus, I considered myself as an insider researcher.

There are some advantages of insider research. For example, insiders may have

a wealth of knowledge which the outsider may not have (Tedlock, 2000). In

addition, the outsiders may feel more comfortable and freer to talk openly if

they are familiar with the insider researcher (Tierney, 1994). However, there

are some disadvantages with insider research arising from:

 the researcher’s tacit knowledge which lead to misinterpreting data or

making false assumptions;

 the researcher’s insider knowledge which lead to making assumptions and

missing potentially important information;

 the researcher’s politics, loyalties, or hidden agendas which lead to some

misrepresentations of the findings; and

 the researcher’s social standpoints which lead to subconsciously distorting

data (Kvale, 1995).

In order to minimise such threats, I made explicit use of participants’ values

and at the same time tried to be objective in conducting my study. In addition, I

tried to be transparent in carrying out my research process (Hammersley,

2003).
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The preceding discussion shows that arguments surrounding insider research

are complex. However, I believe that rather than perceiving my close proximity

to the research participants as problematic, I took it as advantageous in that I

could understand the professional world within which teachers reside. It was

important to clarify my position because it allows the reader to understand the

stance I took in interpreting the participants’ words and actions (Bryman,

2004:266) in this study. I agree with Maykut and Morehouse (1994) that if the

participants (who were the researched) and I (the researcher) are

interdependent, then there must be integrity between how I experienced the

participants in the study, how the participants experienced the situation and

their participation in it and how their results were presented.

6.3 Approaches to the study

As I turned to a discussion of the choice of the approach to my study, I was

confronted by the question of whether I should take a qualitative or a

quantitative approach to the topic, as some literature presented the two as

“opposites derived from different philosophies” (Burns, 2000:391). In striving

to discover the reality of the world, it was essential that I consider what

knowledge is and how knowledge is acquired.

There are two main paradigms in searching for social reality: objectivism and

subjectivism (Burns, 2000). Objectivism views social existence to be the world

of natural phenomena where knowledge has independent natures and is

external to the observer. Thus knowledge is described as being hard, objective
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and tangible, and so discoverable and observable (Burns, 2000). In congruence

with this paradigm, research approaches are classified as quantitative (May,

2001). Quantitative approaches are modelled on objectivism and emphasise the

application of measurement for data gathering. Sophisticated statistics are

employed to analyse numerical data and make deductions (Field, 2000). Data is

often collected from large sample sizes and generalisations are made about the

social world. However, quantitative approaches do not provide reasons for

people’s behaviour (Bernard, 2002).

On the other hand, subjectivism views reality as a construct of the human

mind. Reality varies according to the understandings of what is real (Maykut

and Morehouse, 1994). Therefore, social reality is not something objective as

described by natural science but must be grounded in the ways people perceive

reality through their social experience. It recognises that people are masters,

controllers and constructors of their environment. Interpretations of human

actions are based on the social meanings that they engage in their daily lives

and are changed through social interaction (Maykut and Morehouse, 1994).

Thus, knowledge is described as being soft, personal and humanly created. In

congruence with this paradigm, research approaches are classified as

qualitative. Qualitative approaches are modelled on the social sciences with an

emphasis on understanding of subjects’ perspectives, processes and contextual

components (Radnor, 2001). In contrast to numerical measurement, qualitative

approaches employ techniques like interviews to provide in-depth information

about phenomena. Qualitative data are rich words which aim to answer the
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why and how questions and provide greater depth of understanding (Bryman,

2004). They are characterised as inductive approaches and they begin with data

collection and then generate theory.

Although it was very important for me to choose between quantitative and

qualitative approaches, I did not try to adopt the rules that different authors

have put forward for making such decisions (May, 2001). Instead, I based my

decision on the nature of the research question: what exactly am I trying to find

out? In studies where the research questions come earlier, it is possible to use

the research questions as a guiding principle for the research approach (Punch,

2005). In fact:

The questions can be developed first, and the methods aligned; or
the research might begin with only a general approach to its topic,
and then develop focus in the questions and methods as things
proceed; or, there might be a mixture of these two, where the
researcher cycles backwards and forwards between questions,
methods and some initial data (Punch, 2005:32).

However, in identifying a research approach to the study, I was mindful that

the research questions were not only the guiding principles for the choice of the

research approach to the study, but that the research topic and the methods

were also interrelated (Punch, 2005).

My consideration of the interrelatedness between the research topic and the

research approach took me back to examining the approach that would produce

knowledge to guide professional practices. I wanted to explore the participants’

perspectives, actions and context (Guskey, 2000). Indeed, the nature of the
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constructed knowledge that I investigated had an influence on the approach I

chose to adopt (Bogdan and Biklen, 1992). The nature of the social phenomena

and my inclination towards social research guided me to use both qualitative

and quantitative approaches (Punch, 2005; Silverman, 2005; Creswell, 2003). I

believe that the social world is complex and dynamic, requiring more than one

research approach, and that a qualitative approach would be more appropriate

for exploring the what, why and how, whereas a quantitative approach would

be more appropriate for exploring the frequency of occurrences of phenomena

(Maykut and Morehouse, 1994). For me, the social settings consisted of an

education system, which was implementing an education policy of a support

strategy for teacher professional development (TPD), aiming at empowering

teachers to plan and initiate their own professional development (PD)

activities. Finally, my position and the nature of the knowledge I sought in this

study are worthwhile, because research of this nature requires making a

significant contribution towards the development of knowledge (Cryer, 2006).

The literature shows that the dominant research approaches, quantitative and

qualitative, have both strengths and weaknesses and that there is a current shift

from using a single research approach, either quantitative or qualitative, to one

combining both qualitative and quantitative approaches (Creswell, 2003).

I chose to use both qualitative and quantitative approaches in a single study

because I wanted to capitalise on the strengths of both (Punch, 2005; Bryman,

2004). For example, the qualitative approach provides depth whereas the
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quantitative approach provides breadth for the understanding of human

activities (Bogdan and Biklen, 1992; Brannen, 1992). It was also my strong

desire to use both qualitative and quantitative approaches in order to

understand the life of teachers in the context within flexible research (Schostak,

2002).

6.4 Trustworthiness and acceptability of the study

Validity, reliability, triangulation and generalisability are central research

concepts closely linked to the trustworthiness and acceptability of research

findings. Although these concepts represent different aspects of research, they

are concerned with persuading people to trust and believe in a study. As I

needed to produce a study that is credible, I discuss their meanings, why they

are important and how I applied them in my study.

Punch (2005) argues that there is no foolproof procedure to establish trust in

any research, be it qualitative or quantitative, as the procedures depend on

other factors such as research problem, context and theoretical framework.

Thus, using both qualitative and quantitative research approaches brings about

new challenges in seeking to maximise validity and reliability, because as

Burns (2000:391) wrote:

It is impossible to judge one approach or method using the
concepts derived from another totally different approach, thus
concepts of reliability, validity… may not be relevant or require
redefinition when used in another method
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Burns (2000) argues for a continuous redefinition of the concepts whenever a

different research method is used. My decision to use both quantitative and

qualitative approaches required that I reconsider how I would assure trust,

because trust is relative to the nature of the study. First, whether qualitative or

quantitative or both, I considered validity - the extent to which an account

accurately represents the social phenomenon to which it refers as an essential

element if my research was to be credible (Silverman, 2005; Robson, 2002;

Gross, 1987).

Both quantitative and qualitative approaches used in this study demanded a set

of unique measures for the validity of the study. For example, the qualitative

approach required that I consider such measures as honesty, depth, richness

and the scope of the data achieved, clarifying bias, the participants approached,

the extent of triangulation, and the objectivity of the researcher (Cohen, et al.,

2000:105). On the other hand, a quantitative approach required that I address:

 internal validity threats: the study procedures, treatments or experiences of

the participants that threaten the researcher making inferences from the data

in the study;

 external validity threats: when a researcher draws incorrect inferences from

the sample data to other persons, other settings, and past or future

situations;

 statistical conclusion threats: when a researcher draws inaccurate inferences

from the data because of inadequate statistical power or assumptions;
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 construct validity threats: when a researcher uses inadequate definitions

and measures of variables (Creswell, 2003:171).

Thus, although it is difficult to talk of absolute validity, as it is relative to the

nature of the study, I took measures to make my research more credible. These

measures included detailed descriptions of the procedure for conducting my

study and accuracy in report writing so that the reader should identify the

research problem, theoretical and conceptual framework, design, data

collection methods and data analysis procedures employed.

As a researcher within the research setting, the validity of this study might have

been affected and this would have resulted in problematic issues such as biased

and compromised behaviours during data collection and data reporting. To

address these concerns, I used numerous strategies such as rich and thick

description (Creswell, 2003; 1996; Hatch, 2002, Moustakas, 1994), which

included direct quotations of the respondents’ perceptions of involvement in

the TDC activities for their professional development - respondent validity and

a report of discrepant information during the data analysis phase of the study

(Creswell, 1996). Section 6.7 contains a more detailed explanation of how

these measures ensure the trustworthiness of the study.

Another aspect of achieving quality in the study was checking the reliability of

the instruments and procedures for data collection and analysis. Reliability,

which is consistency in measurement, is one of the essential parts of any
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research process as it is linked to validity of the study (Fraenkel and Wallen,

2009; Kumar, 2005; Bryman, 2004). For example, reliability is one of the

conditions for a study to be valid; but a study which is reliable may not

necessarily be valid (Fraenkel and Wallen, 2009). Evidence of reliability lies in

the quality of the methods used, the extent to which records are kept as an audit

trail, whether explicit links have been made between the conclusion and the

data exhibits, and how explicitly subjectivity is dealt with (Bryman, 2004).

In this study, I increased reliability by conducting a pilot study to improve the

quality of the data collection instruments and procedures. I developed the data

collection instruments, and ensured that they were sensitive to the respondents’

moods (Burns, 2000), by conducting a pilot study to improve the consistency,

precision, and accuracy of the methods and data collection instruments

(Sarantakos, 2005; Bryman, 2004; Gross, 1987). Finally, I conducted data

analysis several times, each time starting all over again until I established the

degree of consistency (Hammersley, 2003).

I did not aim at checking the replicability of all or some aspects of the study

but the accuracy and comprehensiveness of the data (Silverman, 2005; Robson,

2002; Denzin and Lincoln, 1994). Therefore, my stance in this study was to

view reliability as consistency in what I recorded as data of what actually

occurred in the setting under study, rather than the literal consistency across

different research settings.
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Triangulation, which is linked to research trustworthiness and acceptability, is

also one of the major aspects of my research design. In fact, the current debate

on use of both quantitative and qualitative approaches aims to achieve the

trustworthiness of the study (Burns, 2000) through triangulation. The use of

triangulation in a study of some aspects of human behaviour is seen by Cohen

and Manion (1994:233) as an:

attempt to map out or explain more fully, the richness and
complexity of human behaviour by studying it from more than one
standpoint.

Thus, I used methodological triangulation (Bryman, 2004) to check the

perceptions of the same teachers who completed a questionnaire at one point

and then were interviewed at another point. I also collected data from other key

participants as a means of data source triangulation (Harmmersley and

Atkinson, 1983).

I anticipated that triangulation could be problematic if data generated by

different methods were divergent and could not be naturally accommodated

within a single interpretation and conclusion; but this did not counteract the

advantages in the use of both interviews and questionnaire survey. The choices

of the two methods of data collection, as a means of triangulation, were

subjective decisions based on my research context because I was dealing with a

complex social situation which had previously not been researched in depth.

Triangulation contributed to checking out the consistency of the findings that I

generated through different data collection methods and sources.
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Related to validity was the consideration of whether the findings of this study

would be generalisable to a larger population. Generalisability, which is about

external validity of the research, is a concern for the extent to which findings

from a sample are applicable to the population or replicable in different settings

(Fraenkel and Wallen, 2009). Much of the debate about generalisability is

about how it is achieved in different research paradigms—quantitative and

qualitative—as different researchers tend to view generalisability in different

ways largely because of their beliefs about research paradigms (Silverman,

2005; Bryman, 2004). The objectivists view generalisability as a sample-to-

population inference which is based on how representative the sample is of the

population (Punch, 2005). Sample representativeness in quantitative research is

achieved mainly through probabilistic sampling techniques followed by use of

appropriate statistical data analysis techniques usually to give equal chance of

each member of a population to participate in the study (Bryman, 2004).

However, non-probabilistic sampling techniques such as purposive technique

(Fraenkel and Wallen, 2009), where members of a population are included in

the study because of what they are believed to offer, were used to achieve data

representativeness rather than sample representativeness in this study.

On the other hand, subjectivists view generalisability as the transferability of

the findings to another situation preferably of similar characteristics. In

qualitative research approaches, transferability is addressed through:

 Theoretical sampling: Is the sample theoretically diverse enough to capture

enough variations to encourage transfer of the findings to other situations?
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 context sampling: Is the context thickly described so that the reader can

judge the transferability of the findings to other situations?

 theory-generating: Are the concepts at a sufficient level of abstraction to

permit their application to other settings? (Punch, 2005)

Thus, in both research paradigms (quantitative and qualitative), generalisability

is a concern for external validity of research findings (Fraenkel and Wallen,

2009; Bryman, 2004) beyond the general setting; a concern for whether the

findings from the sample would be applicable to the population from where the

sample was drawn (population generalisability), whether the study would be

replicated in different settings by different researchers (ecological

generalisability), as well as whether the theory generated is transferable to

other settings (theoretical generalisability) (Fraenkel and Wallen, 2009;

Robson, 2002). This view, which places generalisability in the realm of trust

associated with external factors to the field of study, is appropriate for this

study.

Therefore, in this study, the findings from the questionnaire would be

generalisable to a setting in similar conditions because of the ecological

generalisability and theoretical generalisability (Fraenkel and Wallen, 2009;

Bryman, 2004). Regarding interviews, generalisability of the findings was

increased by using purposive sampling techniques (Lincoln and Guba, 1985)

when selecting interviewees and using appropriate places for conducting

interviews, thus reducing threats to the study (Robson, 2002). Furthermore, the
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findings from interviews may be generalised not to the population but to the

theory (Bryman, 2004:285).

In addition, I used an analytic model, which assumes that generalisability is

present in the existence of any single participant. According to May (2001),

generalisability in qualitative research can be achieved by not rejecting outright

the findings from a single case because such findings point to a major social

behaviour. The proponents of the analytical model argue that it does not matter

where you begin searching for knowledge, but what counts are the findings

(Burns, 2000).

6.5 Ethical considerations

I conducted my research within the code of conduct for research ethics which I

was given by the university. Rather than relying blindly on the codes of ethics,

I developed my own interpretations of the ethics within my research context. In

practice, the ethical considerations revolved around issues of harm, consent,

deception, privacy and anonymity (Miles and Huberman, 1994). However, my

own ethical practices, which were based on my values and beliefs, did not

prevent me from experiencing difficulties in dealing with ethical dilemmas.

As the study progressed, I became ever more conscious that the relationship

between the researcher and the researched is invariably unbalanced. In

particular, the awareness that the information I might obtain from the

researched could give me harmful power over them (Simons, 1989) made it
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imperative that I protect them (Punch, 2005). Consequently, whilst I

understand that the aim of research is to produce accurate accounts of social

phenomena, because of my philosophical inclination I do not agree that this

should be pursued at all cost. As the right to know can easily clash with the

principle of respect (Pring, 2000), it is essential for each participant to give

informed consent (Appendices I and J), to fully understand the conditions of

consent, and to give consent voluntarily (Pring, 2000). The information given

to the participants included aspects such as the research aim, participants’ role,

why and how participants are selected, the risks and benefits of participation,

ways in which data would be used and the possibility of withdrawing

participation at any time (Pring, 2000). I understand, however, that it is not

always possible or advisable to tell the participants everything about the study,

as some detailed information may affect participants’ behaviour in a way that

will invalidate the research (Ruane, 2005). As long as the interests of the

participants are protected, I did not see any holding back of some information

as deceitful. This permitted me to associate myself with Simmons’s (1989)

views that making the introduction to the study very general is not being

‘cunning’ as long as it serves its aim.

I had to strike a balance between the public right to know and the individual

right to privacy (Simons, 1989) by negotiating clearance of information offered

by participants and used as data for the study before taking it away for use

(Simons, 1989), by asking a simple question: Did you find anything in this

questionnaire/interview not appropriate for me to take? This is where the
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principle of confidentiality, which practically assigns the right of ownership to

participants in order to protect private and possibly damaging data from

negotiated dissemination, comes in. As a matter of fact, I treated as

confidential all data I collected until cleared by the participants by indicating

that they were not concerned with any part of the questionnaire or interview.

However, I did not offer the participants any form of ownership during the

interpretation and conclusion of my study.

The concept of anonymity, which offers individuals some privacy in the

research process or protection from identification whilst allowing more explicit

discussion or reporting of contentious issues, is often linked with

confidentiality (Simons, 1989). But in spite of the strong feeling amongst

social researchers that settings and responses should not be identifiable in print

(Punch, 2005), anonymity appears almost impossible to achieve (Simons,

1989) as the study required that perceptions of some groups of people are

analysed and compared. Nevertheless, it may still be important to maintain the

principle of anonymity when reports are disseminated, as this decreases the

likelihood of identification over time and distance. This also applies to

unpublished academic research studies, as these are usually public documents

placed in a library and open to all. To protect participants from harm, the

circulation of the report can be limited to relevant audiences that are negotiated

and declared from the outset (Simons, 1989).
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Finally, I must mention that given the complexities involved in conducting

research of this kind, it was not easy to fully respect all the rights of the

individuals involved. Even seasoned researchers continually experience

difficulties in dealing with ethical dilemmas (Punch, 2005). Believing that the

integrity of the researched and the researcher ultimately depended upon the

fulfilment of expectations generated by interpersonal perceptions, I sought to

position trust which I tried to win rather than assume at the centre of my work

(Simons, 1989). Even though no set of rules fully captured the spirit of trust, I

worked for the trust by meticulously meeting all my agreements with the

participants, which concealed some of the dangers they would face in exchange

for their conceding the right for me to know (Pring, 2000). Indeed, if I did err

in my interactions with the participants, I did so on the side of caution and

respect.

6.6 Selecting research methods and instruments

In using both quantitative and qualitative approaches, I perceived the social

world as a sea of knowledge and realised that I needed to ‘cast nets of different

sizes,’ ‘wide and deep’ to capture many ideas of different theoretical and

practical significance. The choice of the methods, and consequently, the

instruments, was arrived at after considering the research problem and also the

context in which the study was to be conducted (Robson, 2002). I chose to use

questionnaire survey and interviews because the two methods served as a

complementary tool to each other as well as a means of methodological
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triangulation (Silverman, 2005; Bryman, 2004; Hitchcock and Hughes, 1995)

as discussed in Section 6.4.

6.6.1 The questionnaire survey

Although questionnaire surveys are associated with the objectivity paradigm,

as they rely on numerical measurements, they interface between objectivity and

subjectivity because they yield numerical data that represent human opinions,

views and behaviour (May, 2001). Thus, by using a questionnaire survey, I

want to be taken as standing between objectivism and subjectivism.

The survey involved administering a questionnaire - a set of written

questions/statements - to a large number of respondents. The use of the survey

addressed the concern for the breadth of the data I collected, because it allowed

me to deal with a larger amount of content and collect numerical data that

represented the views and opinions of a large sample. The questionnaire

maintained a high level of anonymity. It was also economic in terms of time

and resources (Sarantakos, 2005).

When constructing the questionnaire, I used the Likert scale, which asks

respondents to indicate the extent to which they agree or disagree with items

(Fraenkel and Wallen, 2009; Bryman, 2004; Burns, 2000). The Likert scale is

popular among social sciences (Sarantakos 2005; Gross 1987) as it builds in

the degree of sensitivity and differentiation of responses while still generating

numbers (Cohen and Manion, 2000:253) and it also “measures the intensity of
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feelings about the area in question” (Burns, 2004:68). The Likert scale can be

used in different scale formats. The most common ones are the 3-, 5- and 7-

point scales (Fraenkel and Wallen, 2009; Bryman, 2004). The 3-point scale has

manageable options but less intensity whereas the 7-point scale has a very high

degree of intensity but a too large number of options. Thus, in this study, I used

the 5-point Likert scale because it provided the respondents with a manageable

range of responses and options to a given statement (Sarantakos 2005; Gross,

1987).

Although it was not easy for me to work out the degrees of sensitivity in the

Likert scale, it provided an opportunity for flexible responses, with the ability

to work out frequencies and other forms of quantitative analysis (Burns, 2000).

It also afforded me the freedom to blend measurement with opinion, quantity

and quality expressed in each item in the questionnaire.

When developing the questionnaire, I planned and described the variables

(May 2001). I turned them into measurable ones (Sarantakos, 2005). To

achieve this, I moved from the aims and objectives of the study through the

general research questions to detailed and specific data collection questions

focusing on activities which teachers and other key participants undertake at

the TDCs and in schools as a result of the establishment and development of

the TDCs in Malawi. Then, I turned them into concrete measurable fields from

which actual data could be gathered. I identified and itemised the

complementary topics which relate to the central purpose of the
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implementation of the TDCs. For example, teacher involvement with the TDCs

formed a topic which was related to the focus of the study.

The questionnaire contained main sections such as characteristics of the

teachers, teacher involvement in TDC activities, perceptions of teacher

perspective transformation and the perceived barriers/constraints to the role of

the TDCs. These sections had sub-sections, which helped in focusing the

questionnaire further on the issues deemed to be pertinent to the research focus

(Appendix A). For example, management of the TDC was one of the sub-

sections for perceptions of the role of the TDCs in TPD. The third phase of

developing the questionnaire involved formulating specific items relating to

each of the main concerns. For example, in relation to TDC management, there

was a need for developing detailed information such as teacher involvement in

the TDC management from a relatively large number of teachers, and possibly

to compare the perceptions across different TDCs and teacher characteristics.

However, I felt that the questionnaire alone might have failed to solicit the

views of the participants at a very personal level. It would provide data about

words and actions but would fail to provide reasons for the actions and thought.

Thus, interviews with individuals were seen to be appropriate to encouraging

the participants into offering their views and opinions associated with the

TDCs in supporting TPD.



229

6.6.2 Semi-structured interviews

In line with my epistemological stance that knowledge is socially constructed

(Section 6.2), I carefully constructed semi-structured interview questions in

addition to a questionnaire (May, 2001; Burns, 2000). A semi-structured

interview is a set of guiding questions that are in the general form (Bryman,

2004) and stands between structured and unstructured interviews. Such

questions allowed for greater flexibility and at the same time provided

direction for in-depth responses from the participants’ perceptions of reality, a

condition that matches the exploratory design with the qualitative approach of

the study (Silverman, 2005).

Before constructing the interview questions, I identified two groups of

participants to interview: teachers as the target group for the programme, in

one, and the Primary Education Advisors (PEAs), head teachers, middle

managers, policy implementers and policy makers (referred to as other key

participants in this study) in the other. The aim of the interviews was to collect

information about teachers and the TDCs from the teachers and providers of

support for TPD. I constructed parallel schedules of interview questions - one

for teachers and the other for other key participants - because of the difference

I expected from the two groups (Appendices B and C).

When constructing the questions, first I identified themes for discussion similar

to the ones in the questionnaire. Under each theme was a main question, which

had several specific questions used as prompts to help in focusing the interview
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further on the issues that were pertinent to the research focus. Prompts were

useful during interviews, as they guided and helped the participants to recall

their experiences in which the information was embedded and also suggested

to the respondents a possible content area to be considered when answering a

question (Punch, 2005; May, 2001). Unlike the main questions, prompts were

simply ‘signposts’, as I would rephrase the wording and sometimes provide

explanations when the respondent had problems in understanding. I would omit

some prompts, which were not appropriate for some respondents (Robson,

2002). However, because all the participants from the same group, such as

teachers, were asked the same main questions in the same order, variations in

the responses were due to individual differences in viewpoints and not changes

in the wording of the prompts. I also did not overuse the prompts, as this could

result in my imposing what I expected from the participants (Sarantakos, 2005;

Bryman, 2004; Patton, 1987).

Although I anticipated that using two schedules of interview questions would

present problems during data analysis and interpretations, as the data from

different key participants would be difficult to compare, the data was

complementary because I had set out to explore similar issues with different

groups of people who gave their views of varying degrees on related issues.

6.6.3 Identifying data sources

This section provides an explanation of and justification for the choice of

participants for the present study. It was considered essential to do this, in
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order to contribute to a better understanding of the context of the study. The

data source is linked to the methods I chose for data collection. Identifying data

sources was not straightforward, as each of the two approaches and hence each

method required that I collect data from different sources which addressed

theoretical underpinnings of the research approach.

Figure 6.2: Data sources

It was not possible for me to include a representative sample on a national basis

because of time and resource constraints. Instead, I conducted my study in

Zomba Rural and Urban districts, because the first TDCs in Malawi were

constructed in these districts so teachers in these districts had a longer exposure

to the TDCs than any other district. Furthermore, since all the TDCs were

established and run using the same government policy guidelines, the findings

from the two districts would be representative of all the TDCs nationwide. The

two districts also provided the urban/rural settings which offered me disparity
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cases from which I could learn about issues of central importance to the

purpose of the research. Particularly important was that the two districts

presented what Patton (1990) calls typical cases and critical cases. The

participants were purposively selected from different institutions, including the

TDCs, as shown in Figure 6.2 above.

6.6.4 Negotiating access

Before I began negotiating access, I needed to be clear about ‘what’ (the type

of data), ‘whom’ (the participants), ‘how’ (the data collection procedures) and

‘when’ (the appropriateness of the time and timing of the study) (Pring, 2000;

Burgess, 1993). My research interest was both on the whole implementation

process and at the same time on the TDCs as a support strategy for TPD. In

particular, I found myself increasingly intrigued by the relationship between

the functions of the TDCs in PD, and the role of the key participants in the

TDCs. I needed participants to reflect on how the TDCs were supporting TPD.

Thus, I began making preparations to enter formally into the field.

Bogdan and Biklen (1992) pointed out that one of the factors affecting data

collection in a study of this kind is negotiating access to information because

participants are not obliged to provide information unless asked politely. To

negotiate access in fieldwork required that I reach mutual agreement with not

only the participants but also the authorities (Bryman, 2004; Cohen, et al.,

2000). Furthermore, I had to start the process in good time, so as to get through

the formal procedure for applying for permission can be a long and laborious
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process (Taylor and Bogdan, 1998). To minimise the problem of negotiating

access, I made a preliminary enquiry to obtain information of the formal

education system and identify the gatekeepers as well as the potential subjects

in the TDCs and TPD in Malawi (Ruane, 2005).

Initially, I identified a key gatekeeper - the Director of Planning in the Ministry

of Education, Science and Technology responsible for educational research

matters. But later, acting upon a suggestion from the TDC coordinators, I

added the District Education Manager responsible for the management of

primary education in the district, and the head teachers of the schools. My first

step towards official access was to write a letter to the Ministry of Education,

Science and Technology applying for permission to conduct my study in

Malawi. I received a letter of approval (Appendix H), which I used to approach

the middle managers and head teachers. Fortunately, none of the gatekeepers

tried to influence the direction of my study. All approved and encouraged me

to go ahead. Thus, it was time to identify the participants and locate them in the

institutions.

6.6.5 Sample and sampling techniques

In this study, the population consisted of all the key participants in the

institutions described in Section 6.6.3. The sample consisted of smaller groups

of the key participants purposively chosen because of their common

characteristics, which made a particular contribution to the data (Bernard,

2002; May, 2001). As discussed in Section 3.8, the key participants were those
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who contributed in the establishment of the TDCs as a support strategy for

TPD. The sample consisted of various units of key participants such as

teachers, head teachers, PEAs/TDC coordinators, middle managers (Education

Division [EDM] and District Education [DEM] Managers), policy

implementers (lecturers from the Malawi Institute of Education [MIE]), and

policymakers ([Ministry of Education, Science and Technology] headquarters).

Thus, the sample involved in the interviews consisted of 16 primary school

teachers selected through stratified random sampling (Fraenkel and Wallen,

2009; Kumar, 2005; Bryman, 2004). However, eight head teachers, four PEAs,

two DEMs, two officers from the Education Divisions, three lecturers at MIE

and three senior members of staff at Ministry of Education, Science and

Technology headquarters were all purposively selected.

For the purpose of using statistical analysis on the data collected through the

questionnaire, the questionnaire was administered to a large sample of teachers.

Therefore, the population consisted of all primary school teachers in Zomba

Rural and Zomba Urban districts. Two primary schools in each of the four

zones, one school at the TDC and another school away from the TDC were

purposively selected, giving a total of eight primary schools. Thus, the sample

for the questionnaire consisted of all teachers in the eight primary schools.
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6.7 Implementing the study

I implemented the research plan in two distinctive stages: the pilot study and

the actual fieldwork. In describing the implementation process, I want to make

the study transparent so that the reader can appreciate the successes and

challenges of fieldwork.

6.7.1 Pilot study

After completion of the construction of research instruments, I conducted a

pilot study in order to verify the research instruments and identify possible

mistakes (Kumar, 2005). I needed to establish what would work in the field, as

not all that is planned can work (Robson, 2002); ‘to check the applicability,

misunderstandings, and ambiguities’ concerning the research procedures

(Jackson and Furnham, 2000:9); to establish the feasibility of the study before

the main study was conducted (Kumar, 2005); and to experiment with and

improve my research approach for the study (Maykut and Morehouse, 1994;

Morrison, 1993; Oppenheim, 1992).

I conducted a two-phase pilot study. The first phase, which was an informal

pilot, was conducted in Mpingu and Dzenza Zones in Lilongwe Rural West, in

the Central Region of Malawi, between August and October 2003. The aim of

this pilot was to establish the feasibility (Blaxter, Hughes, and Tight, 2001) of

such a study in Malawi. According to Blaxter et al. (2001:42-43) informal

piloting is defined as:
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an early initial try-out, through which you can judge the feasibility
of your overall research plans, and then make modifications as
necessary.

During this ‘fact-finding’ phase, which was less focused than Phase Two, my

concerns were to establish the availability of the participants and also have a

feel for the fieldwork. I visited two schools and two TDCs; I interviewed some

teachers and head teachers, PEAs, school committee members and one DEM

and also administered a questionnaire to all teachers and head teachers from the

schools hosting the TDCs and one PEA in each of the two TDCs I visited. I

collected information and documents about the TDCs and also TPD in Malawi,

which I used in determining the context of this study, described in Chapter

Three. I used the information from the documents to identify those who played

key roles in the establishment of the TDCs as a support strategy for TPD. I also

found out that the TDCs were being established in phases, so some became

operational earlier than others. In carrying out the first pilot study, I learnt that

the sample of twelve TDCs, which I had initially intended to explore, was too

large to be achieved in the period of my research study given the multiple

methods of data generation.

The results of the preliminary pilot study were used to map out the focus of the

study by narrowing down, for example, from including the community around

the TDC and schools, to just focusing on teachers and other key people in

different institutions such as MIE, Ministry of Education, Science and

Technology headquarters, the Education Division office, the District Education

office and the TDCs. I used the ideas collected from the documents and also



237

various key people in drafting the early chapters of the thesis, especially the

context of the study (Chapter Three) as well as the development of the research

problem and instruments. Thus, the next stage of the development of the

research focused on what to collect from the key participants.

In the second phase of the pilot study, which took place in Ekwendeni Zone in

Mzimba North in the Northern Region of Malawi, in March 2004, I tried out

data collection methods. First, I asked people to complete the questionnaires

and comment on each item as easy/difficult to understand/answer. I used this

information to improve the questionnaire. For example, I found that the

respondents took more than one hour to complete the questionnaire so I

concluded that the original questionnaire was too long.

To pilot test the interview guide in the field, I tried it out on a sample of the

actual key participants. In addition to pilot testing in the field, I was able to

pilot test the interview schedules through expert judgement whereby experts

read the interview schedules and commented on the possible problems of using

the interview guide. The findings from the two sources helped me to reorder

the questions and change the vocabulary in some items.

6.7.2 Fieldwork

I conducted the fieldwork between 1st July and 30th September 2005, during

which I administered a questionnaire and conducted interviews concurrently.

What follows is a detailed account of my fieldwork during that time.
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6.7.2.1 Administering the questionnaire

On arrival at a school, I introduced myself to the head teacher and explained

the purpose of my visit - to administer a research questionnaire. I then asked

for a quiet room where teachers could complete the questionnaire. When

teachers gathered in the room, I explained to them the purpose of the

questionnaire and asked them to feel free to leave the room if they did not want

to participate in the survey. Fortunately for me all teachers in all schools I

visited consented to participate without being coerced (Appendix I).

Since the use of a questionnaire is associated with the problem of non-

responses, as many participants do not return the questionnaires (Hitchcock

and Hughes, 1995), I administered the questionnaire in person, waited for the

respondents to complete it and then collected the questionnaires on the same

day in the same session. In this way, respondents had little opportunity to

discuss their responses and I collected individual responses. This approach also

helped me to achieve 100% return of the questionnaires.

There were some challenges with data collection through the questionnaire. For

example, on average respondents took about one hour to complete the

questionnaire, the font size was too small for two respondents with sight

problems, and also five respondents did not easily understand two items. The

last problem required that I explain what was meant and required of them. For

the respondents who had the sight problem, I prepared questionnaires with a
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large font size and one-half line spacing, which I had already prepared in

anticipation of such problems. I also encouraged all the respondents to ask for

clarification when they did not understand any of the items. The second part of

the challenge was to make sure that the respondents did not omit any question.

This required that I check that every participant had responded to all the items

before leaving the room.

6.7.2.2 Conducting semi-structured interviews

I used stratified random sampling to select two teachers, one male and one

female (Cohen, et al., 2000) (Section 6.6.5) from each school, to ensure that

there was equal representation of male and female teachers in the interview

sample. This was appropriate because I needed to guard against male

dominance in the teacher interviews, where a very small group of teachers

would participate, to avoid gender-biased interview data. Gender issues remain

a challenge in developing countries such as Malawi (Section 3.6). The other

participants were drawn from a population of people who took a leading role in

the establishment of the TDCs, using purposive sampling. For example, the

head teacher of the school was eligible for interviews. In all, a total of 38

participants, consisting of 16 teachers, eight head teachers, four PEAs, four

middle managers, three policy implementers and three policy makers were

interviewed (Section 6.6.5).

In the same way as for the questionnaire survey, I introduced myself to the

head teacher and explained the purpose of my visit - to conduct interviews. I
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then asked for a quiet room where I could conduct individual interviews. I

explained to each participant the purpose of the interviews and asked them to

feel free to leave the room if they did not want to participate. Fortunately for

me all participants consented without being coerced (Appendix J).

I initially planned to conduct the interviews in English, because I was aware

that I was required to write the thesis in English. I had hoped that all

participants would welcome the use of English, as English is the official

language in Malawi, the language of study at all levels of education and the

medium of instruction from Year 5 of the Malawi Primary education system

(Section 3.3). On the other hand, I was aware that all the participants were also

fluent in Chichewa, which is the national language. Soon I noticed that some

teachers had problems expressing themselves in English, I quickly allowed

them to use whichever they felt comfortable with. Although conducting the

interviews in two different languages made data analysis challenging, it posed

no threat as I was fluent in both languages. What emerged from the interviews

was that fewer than five teachers kept switching from English and Chichewa

whereas I constantly presented the questions in English.

When conducting the interviews, I used an advanced organiser of the questions

by reading out the areas on which the interviews focused. The advanced

organiser was useful because, as Foddy (1994) argues, it may be dangerous to

assume that the informant is exposed to the information you want and that s/he

will remember everything. People are known to remember only events which
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affect their life and forget the rest. Some people are not aware of the causes of

their behaviour and memory of events fades with time.

I also used probes to collect richer data (Punch, 2005; Patton, 1987), by

seeking clarification, especially where the response was not very clear, or

asking questions to follow up on points mentioned or not by the participants

(Ruane, 2005). In a similar way, probes helped me to gain more information

about an issue addressed in a primary question, exemplifying, and extending

statements, and stimulating, guiding and assisting the respondent to answer the

questions (Sarantakos, 2005). The probes I used took different forms. For

example, I used probes such as tell me more; expand on this (Rubin and Rubin,

1995) as well as to find out ‘why’ and ‘how’ (May, 2001), and to seek details,

elaboration and clarification (Patton, 1990). As Rubin and Rubin (1995:148)

pointed out, I also used probes to show that I was paying attention to the

conversation. However, I was aware that overuse of probes might have a

negative effect and if taken too far, they could result in subjective and biased

data (Wellington, 2000).

I was not able to write down everything the participants said, because of the

amount of talking that characterises an interview. Instead, I used audiotape

recordings because they provided a permanent record of the interview, which I

could replay several times for discussion, analysis and redrafting accounts (cf.

Robson, 2002; Silverman, 2006). However, audiotapes may cause some loss of

important visual cues such as facial expression, gesture, body language and
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movement. It is difficult to identify the individuals who are speaking, and

analysis time can sometimes be substantially increased (Bryman, 2004).

Therefore, although audiotape recordings might have caused inhibiting effects,

they were useful in my study because it was difficult for me to record verbatim

interviews by hand (Bogdan and Biklen 1992).

Conducting semi-structured interviews had its challenges. First, using the

interview guidelines required that I memorise the questions so that I was not

seen to be reading from the paper. Second, some participants gave more

information than I asked for, and this meant that I had to be patient and

carefully guide the participants towards what I sought. This called for the use

of proper prompts and probes. The school staff required more prompts than any

other group of participants, as it was common for them to give short answers,

possibly because of limited English and also inadequate knowledge of the TDC

and its activities. The amount of talk increased from the school staff through to

the policy makers.

In the field, I kept detailed field notes (Appendix G). Most were initially short

handwritten notes recorded discreetly at the first opportunity, in order to avoid

the participants feeling uneasy about my presence during data collection. But

later that same day, I habitually developed these sketchy pictures into detailed

accounts. This was an account of what I had seen and heard without

interpretation (Maykut and Morehouse, 1994). Field notes entries included

some field episodes that I recorded in a couple of sentences before, during and
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after data collection activities, and also my reflections on the data and my

personal commentary. I was very careful to distinguish in my field notes

between what was observed and what was inferred behaviour, between what I

sensed and what sense I made of it. The comments in the field notes

represented my feelings, reactions, initial interpretations and even working

themes about the setting, people, and activities, and included relationship

between self and others in the process of the research. Finally, I was also

engaged in some preliminary data analysis as I was writing my field notes.

As discussed in Section 1.2 and later in Section 6.2, I approached the study as

an insider researcher. According to Merton (1972) quoted in Hellawell (2006),

an insider is an individual who possesses an advance intimate knowledge of the

community and its members whereas Wainwright and Sambrook (2009) view

insider research as any research undertaken with research ‘subjects’ with whom

the researcher has a professional or personal relationship.

There are advantages and concerns associated with insider research. Regarding

advantages, Hockey (1993) stated that an insider researcher does not

experience culture shock, but enjoys a better rapport with the participants, is

able to measure the accuracy of the responses to questions, and is seen by the

respondent as concerned. On the other hand, Gunasekaia (2007) cautioned that

the “informed perspective” of the interviewer may influence both data

collection and interpretation. As such, Hellawell (2006) suggested that the

researcher need to reflect on his or her own beliefs and values, as well as the

research methodology employed. One possible problem with insider research is
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over-affinity between researcher and participant. However, Miles and Crush

(1993) pointed out that the interview conducted by an insider achieves “a

degree of depth, flexibility, richness, and vitality often lacking in conventional

questionnaire-based interviews” (Miles and Crush, 1993:85). Such an approach

facilitates the discovery of “not only what people did, but what they wanted to

do, what they believed they were doing, and what they now think they did”

(Portelli, 1998:67). Some scholars, for example Kvale (1996), observed insider

research as an approach that allows for understanding through a rational

conversation and mutual critique among those identifying and interpreting a

phenomenon.

From my perspective as the researcher, I viewed my knowledge of and

professional relationship with some of the participants as an advantage rather

than a disadvantage. In this study, although I shared a professional relationship

with the participants, being out of the school setting for six years prior to

conducting the study facilitated my establishing professional and personal

distance between the participants and myself.

When investigating the experiences of participants, it was important for me to

take measures to avoid researcher’s bias in conducting the study (Hatch, 2002).

To address this issue, I suspended my personal judgments about events,

experiences and occurrences (Sokolowski, 2000) and also considered “setting

aside predilections, prejudices, predispositions, and allowing things, events,

and people to enter anew into consciousness, as if for the first time”

(Moustakas, 1994:85). I also cleared my mind as much as possible prior to data



245

collection. This measure ensured that I listened to what participants told me

with as little prejudice as possible and with an open mind about what they had

experienced in interacting with the TDCs for their own professional learning.

I chose to play a central role in transcribing the interviews because I saw this as

an opportunity to increase my familiarity with the growing body of data. I

produced verbatim transcriptions of the recorded interviews, restricting myself

to limited and purposeful editing in order to facilitate the communication of the

meaning of the participants’ narratives. Without this editing, statements which

were perfectly coherent within the context of a live conversation would have

become incoherent or even contradictory in a transcript. Although I should

have ideally transcribed interviews whilst they were still fresh in my mind

(Maykut and Morehouse, 1994), this was not always possible. Sometimes I

began transcribing an interview days after I had recorded it, owing to the sheer

number of interviews involved. Some parts of the interview tapes were so

inaudible that I had to listen several times before understanding what was said.

This took more time to transcribe. To partially make up for this delay, I

referred to the post interview reflections I had written in my field notes before

actually proceeding to the transcription. This helped me to recall and to re-

immerse myself in the interviews.

6.8 Data analysis

After data collection, there was a need to analyse the data in order to find

answers to the research questions. Fraenkel and Wallen (2009) described data
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as any information obtained about the sample or population and data analysis

as the process of simplifying data in order to make it understandable. Although

researchers use different approaches to data analysis (Maykut and Morehouse,

1994), Silverman (2006:52) warns that “choosing a clear analytical approach is

a help but not everything.” Some researchers begin their data analysis with

experts’ techniques (a step-by-step description of how to analyse data

developed by individuals) while others prefer to develop their own strategies to

respond to their research context. In this study, I adopted both experts’

strategies and my own strategies, which were guided by the works of such

authors as Creswell and Clark (2007), Silverman (2006), Punch (2005) and

Bryman (2004). The general procedures in data analysis described by Creswell

and Clark (2007) and also Fielding and Gilbert (2000) involved:

 Preparing the data for analysis: converting the raw data into a form useful

for data analysis;

 Exploring the data: examining the data with an eye to developing broad

trends and the shape of the distribution and/or reading through the data,

making memos, and developing a preliminary understanding of the

database;

 Analysing the data: examining the database to address the research

questions;

 Representing the data analysis: presenting the results of the analysis in

summary form such as statements, tables, and figures;

 Validating the data analysis: reporting on the reliability and validity of the

data and results.



247

Although the general principles were the same for both qualitative and

quantitative data analysis, they differed in the actual procedures. I chose to

analyse quantitative data independent of qualitative data because the research

design I used required that I employ techniques for quantitative data analysis

different from those required for analysing qualitative data (Creswell and

Clark, 2007).

6.8.1 Analysing quantitative data from the questionnaire

When preparing for the analysis of the data from the questionnaire, I entered

the data into the Statistical Package for Social Sciences (SPSS) programme.

Next, I employed the descriptive analyses on the SPSS to check for trends and

distributions of variables. The descriptive analyses included frequencies and

percentages of the ratings of the items (Creswell and Clark, 2007; Punch, 2005;

Bryman, 2004; May, 2001). The descriptive analysis helped me to describe the

patterns inherent in the data collected from the sample to which the findings

could be generalised. I also ran cross-tabulation against some teacher

characteristics to explore if such characteristics had any effect on the patterns

in the data.

6.8.2 Analysing qualitative data from the interviews

In order to meet the criteria for the constant comparative methods for

qualitative data analysis, I used Kemke and Kramlinger’s schema for analysing

the texts (Silverman, 2006), which involved producing a list of key ideas,

words, phrases and quotes that were generated from each interview transcript.
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To do this, I read the transcripts several times, each time identifying both

positive and negative issues. For example, some issues which were expressed

as wishes, such as ‘I wish I could use the TDC’, were presented, as ‘I do not

use the TDC’. I considered such wishes as evidence of teacher

involvement/non-involvement in the TDC activities.

As soon as I started looking at the data, I found it fascinating and rewarding to

identify patterns in the data and to construct a deeper understanding of the

events surrounding the influence of the TDCs as a support strategy for PD. The

ideas, words, phrases and quotes which I identified, were then put into

categories of similar issues obtained from different key participants. Figure 6.3

shows the data analysis process using the constant comparative methods in

analysing the data from the interview findings.

As the categories began to pile up, I started to notice links and common

meanings within and amongst the different data sources. As a result, specific

meanings began to evolve into general themes, which then led to my data

interpretation.
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Figure 6.3: The process of data analysis.

What I present from qualitative data analysis in Chapter Seven is, therefore,

tentative knowledge, bearing my marks, which is situated in its context and

therefore always subject to further revision (Griffiths, 1998).

6.9 Conclusion

This chapter focused on the research design and methodology applied in the

study. I discussed the importance of applying the theory of symbolic

interactionism in the study. I argued that both quantitative and qualitative

research approaches are appropriate to investigate teachers’ perceptions of the

TDCs as a support strategy for the PD of teachers in Malawi, because these

approaches stress the participant’s perspectives about the phenomena under

study. I also discussed measures for increasing the trustworthiness and

Data

Developing meanings from participants’ words,
phrases and sentences in the transcripts

Coding the meanings

Developing categories of meanings

Refining the categories

Exploring relationships and
patterns across categories

Integration of data yielding an understanding of the
influence of the TDCs as a support strategy for TPD
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acceptability of the study, as well as ethical considerations. I described the

population and sample and explained the reasons for the sampling procedures

used for the study. I presented an account of the data collection methods and

instruments used. I described the pilot study and modifications made after the

responses. Finally, I discussed data analysis procedures and indicated that

simple statistical procedures would be followed during the analysis of

quantitative data whereas constant comparative methods would be followed

during the analysis of qualitative data. Chapter Seven discusses the results of

the study.
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CHAPTER SEVEN

RESULTS OF THE STUDY

7.1 Introduction

The purpose of this study was to explore how the teacher development centres

(TDCs) influence teacher professional development (TPD) in Malawi. The

chapter attempts to provide answers to the research questions outlined in

Section 1.6, which are:

 What professional development (PD) activities take place at the TDC?

 To what extent are teachers involved in the PD activities?

 What changes are there in the teachers as a result of their involvement in

PD activities at the TDCs?

 What factors affect the sustainability of the TDCs in providing support for

TPD?

As I discussed in Section 6.6.1, I used questionnaire survey to collect

numerical data which explored participants’ perceptions about the influence of

the TDCs as a support strategy for TPD. Frequency tables containing the

numbers and percentages of the participants who responded to each item are

presented in Appendices D1 and F.

I also conducted semi-structured interviews to triangulate the findings from the

questionnaire survey (Section 6.7.2.2). To ensure the accuracy of the findings, I

used triangulation of interview data which involved using multiple sources of

data to confirm the emerging findings (Harmmersley and Atkinson, 1983).
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In this chapter, I present the results from the analysis of the questionnaire and

interview data. The chapter begins with the presentation of the demographic

information of the sample. Then I present the findings under the following

themes: activities at the TDC, teacher involvement in the TDC activities,

perspective teacher transformation, prospects and challenges in the TDCs and

sustainability factors. Finally, I summarise the main findings of the study.

7.2 Demographic information

Data analysed in this chapter was collected using a self-administered

questionnaire and interviews concurrently (Section 6.7.2.1). I administered the

questionnaires to 586 participants from eight primary schools in Zomba Rural

and Zomba Urban education districts. This method of administering the

questionnaire ensured that there was 100% return of the questionnaires.

Participants in the questionnaire survey had different characteristics. Table 7.1

shows that almost 57% of the participants who completed the questionnaire

were females indicating that the majority of primary school teachers in Zomba

Rural and Urban education districts are female.

Table 7.1: Sex of the participants

Sex of participants Frequency Percentage

Male 253 43.17

Female 333 56.83

Total 586 100
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It can be assumed that the reason for this is that female teachers generally take

up teaching profession.

Locality of the school clusters was also considered as a variable. The majority

of the teachers who took part in the questionnaire survey were from schools in

the urban area (see Table 7.2). This could be attributed to the fact that Zomba

Urban has large primary schools which attract a high number of teachers,

especially females who follow their spouses working in government

departments and other organisations.

Table 7.2: Locality/area of the zone/school cluster

Location Frequency Percentage

Urban 372 63.48

Rural 214 36.52

Total 586 100

This pattern of teacher distribution conforms to the findings in other national

surveys which have repeatedly reported that in Malawi, there are more female

than male teachers in urban schools (Ministry of Education, 2004). On the

other hand, there are more male than female teachers in the rural schools

(Section 3.6). The majority of teachers who participated in the questionnaire

survey had leadership positions in their respective schools (see Table 7.3).
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Here, leadership positions were not limited to head teachers and deputy head

teachers but also heads of sections, subject committees as well as those

responsibilities for extra curricular activities such as sports and clubs.

Table 7.3: Participants with/without leadership positions in the schools

Leadership position of participants Frequency Percentage

With leadership position 363 61.95

Without leadership position 223 38.05

Total 586 100

Over 50% of the teachers who completed the questionnaire had a Junior

Certificate of Education (JCE) certificate as their highest academic

qualification while the remainder had a Malawi School Certificate of Education

(MSCE) certificate (see Table 7.4). This means that the majority of the teachers

in this study had lower academic qualifications.

Table 7.4: Highest academic qualification of participants

Academic qualification Frequency Percentage

MSCE certificate 274 46.76

JCE certificate 312 53.24

Total 586 100

Finally, the interview sample consisted of 16 primary school teachers (Ts),

eight head teachers (Hs), four primary education advisors (PEAs), two District
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Education Managers (DEMs), two Education Divisions Managers (EDMs),

three Policy Implementers (PIs), lecturers at the Malawi Institute of Education

(MIE) and three Policy Makers (PMs) from Ministry of Education, Science and

Technology headquarters as described in Section 6.6.5.

This demographic information is useful in this study because it provides

descriptions of the independent variables upon which dependent variables such

as teacher involvement in the TDC activities, teacher perspective

transformation as a result of their participation in the TDC activities and

challenges of TDCs as a support strategy for TPD are explored in the sections

which follow. Furthermore, it defines the characteristics of the population to

which the findings of the present study are generalised.

7.3 Activities at the teacher development centres

The first research question explored in this study was: What PD activities take

place at the TDC? In answering this question, generally, participants indicated

that a number of activities were taking place at the TDC. According to the

teachers interviewed in this study, the most common activities included making

teaching and learning materials, borrowing text books for class use and

meetings related to curriculum issues connected with TPD, whereas weddings

and wedding meetings, prayers, census for teachers and sports have little

relevance to TPD. Some participants indicated that some activities were

organised by Non-Governmental Organisations (NGOs) especially when they

wanted to use teachers as agents in the implementation of their project
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activities. However, the findings from the questionnaire data (Appendix F1)

showed that almost 30% of teachers indicated that the PEAs initiated activities

for TPD, suggesting that very few activities were initiated and organised by the

TDC coordinators, especially for TPD. One of the reasons given was that the

TDC coordinators were often busy with other activities (38.4%).

The limited number and range of TDC-initiated activities suggest that the

TDCs were not promoting TPD (Section 3.7 and 4.2.4). In addition, the

number of activities which were unrelated to TPD meant that there was limited

TPD. The findings of this study demonstrate that it would be difficult to define

the type of TPD which the TDCs in Malawi were promoting as deficit or

aspirational (Day and Sachs, 2004). The number and range of activities taking

place in the TDCs also fall short of the classification of the types of TPD

activities put forward by OECD (2009) (Section 4.2.5).

7.4 Teacher involvement in the teacher development centre

activities

The second research question explored in this study was: To what extent are

teachers involved in the PD activities? In order to explore teacher involvement

in the TDCs activities, I used both the questionnaire (Section 6.6.1) and the

interviews (Section 6.6.2) to examine not only whether teachers were involved

in the TDCs activities but also the extent of teacher involvement and reasons

for their involvement/non-involvement. This approach was based on the

symbolic interactionism theory described in Section 6.2. As pointed out in
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Section 3.7, the TDCs were established to provide support for TPD through a

range of activities to improve their classroom performance and also through the

in-service training by sharing and working more closely with other teachers

and schools. It is for this reason that teachers were expected to be involved in

the TDC activities. The findings of this study showed that some teachers were

involved in the TDC activities whereas others were not as I elaborate in the

next subsections.

7.4.1 Involvement of teachers in the teacher development centre

activities

In order to explore teacher involvement in the TDC activities, the respondents

were asked to indicate how many times they were involved in the TDC

activities in a year (Appendix A). The results from the questionnaire indicated

that above 50% of the respondents were involved in the TDC activities with the

least percentage in dissemination of research findings (Appendix D1). The

analysis of the interview data indicated that eight out of 16 teachers who

participated in the interviews were involved in a number of activities such as

making teaching and learning materials at the TDC. One teacher elaborated:

I go there to make teaching and learning materials for music which
is one of the subjects I teach. Sometimes I leave at the TDC some of
the materials I make for other teachers to use (T11).

As the participants described the nature of their involvement in the TDC

activities, they painted the picture that they did not only make teaching and

learning materials but also left some of them at the TDC as a way of sharing

with other teachers. Similarly, the findings from the questionnaire survey
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indicated that over 70% of the respondents prepared teaching and learning

materials (Appendix D1).

The library was one of the resources which were placed at the TDC for

teachers to use (Section 3.7). Some participants indicated that teachers

borrowed books from the TDC library. One teacher explained how he used the

library as follows:

I borrow books such as teachers’ guides, pupils’ books, and I
borrow teaching and learning materials (T6).

Over 60% of the teachers who participated in this study borrowed books from

the library and over half used the library for reading (Appendix D1). Thus, the

findings from both the questionnaire and the interviews indicate that teachers

tended to use the TDC as a resource centre. The Teacher Resource Centre

(TRC) concept was also used in countries such as Kenya, Zambia and India in

the state of Andhra Pradesh (Section 4.7) because the emphasis was to have a

centre where teachers could access teaching and learning materials for

themselves as well as for pupils.

Some participants also indicated that teachers were involved in study circles,

sessions organised by teachers to prepare for the national examinations, in

order to improve their academic qualifications. One teacher explained that the

TDC supported her involvement in the study circles because:

There are some books at the TDC which assist us in our study
circles because we would like to sit for MSCE (Malawi School
Certificate of Education). Secondary school teachers come to teach
us (T13).
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One TDC coordinator gave similar view when he indicated that:

Teachers come to use the TDC for their special studies. I can cite an
example of teachers from the schools which come here for studies
preparing for their MSCE (PEA1).

The TDC coordinators explained that the study circles were organised by

teachers themselves with external facilitators such as secondary school

teachers. The TDCs were used merely as venues and the PEAs played a passive

role in the study circles. This finding is similar to the questionnaire findings

that over 40% of the respondents were involved in the study circles at the TDC

(Appendix D1). The teachers tended to use the TDCs as study centres to

upgrade their academic qualifications. Improving one’s academic qualifications

is in line with the claim by Dewey (1938) that education should be guided by

teachers who are well-grounded in pedagogical and subject knowledge, which

is one of the characteristics of an effective teacher. Similarly, Timperley (2009)

argued that teachers need to promote their subject knowledge in order to foster

their professional competencies (Section 5.2.4). In fact, upgrading teacher

academic qualifications is regarded as one of the purposes of TPD (Blandford,

2000).

Furthermore, some participants described the TDCs as administrative centres

for primary education. To this effect, some teachers were involved in

administrative activities such as teacher census and payment of teacher

salaries. One teacher indicated: I went to the TDC when I was asked to submit

my certificate (T5). Another teacher elaborated further that: There was a time
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when something went wrong with my salary. I went to the TDC to discuss the

issue with the PEA (T8). One head teacher summed up like this:

They don’t go to the TDC unless there is teacher census, some
messages from the DEM’s (District Education Manager) office, and
payment of salaries (H3).

Similarly, five teachers said that the TDC was often used by those in

management positions and also those with various responsibilities. For

example, one teacher indicated:

It is the very same teachers from this school, especially those who
have responsibilities go to the TDC to meet the PEA to discuss how
to manage and administrate schools (T3).

The use of the TDCs as administrative centres was supported by the findings

from the questionnaire, which indicated that more than 85% of the respondents

were involved in meetings with the PEAs at the TDC (Appendix D1). The use

of the TDCs as administrative centres is in line with government efforts to

decentralise education services: one of the initial functions was to administer

clusters of schools. Thus, the TDC buildings were also used as administrative

offices for the zones in Malawi (Section 3.7). Using the teacher centres (TCs)

as administrative centres is not confined to Malawi only. Most developing

countries use the TCs as part of decentralisation of education services

(Yehorata, 1983) to empower teachers and give them professional autonomy in

decision making (Kelly and McDiarmid, 2002).

Some participants were involved in activities related to curriculum:
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They invited me to a training course on how to use some local
materials to make teaching and learning materials for Social
Studies (T15).

Similarly, two other teachers elaborated further:

I have been involved in the implementation of the life skills
programme and also some time back, we had an INSET whereby we
were trained in how we can teach the languages effectively and also
how we can formulate questions when we are examining learners in
various subjects (T13).

We go there to learn about class management, teaching methods
and continuous assessment in infant classes organised by the
Malawi Institute of Education (T9).

One head teacher also had similar views when he said:

Each year, I participate in the briefing sessions organised by
MANEB (Malawi National Examinations Board) to prepare for
standard eight national examinations procedures. ...Yes, the briefing
takes place at the TDCs. All head teachers, invigilators and the PEA
from this zone are invited to attend the briefing sessions (H5).

Thus, the findings from the interview data are comparable with the findings

from the questionnaire data which indicated that the majority of the

respondents were involved in subject committee meetings (60.8%) and

orientation to national examinations procedures (56.7%) (Appendix D1). These

findings are similar to those in Britain, where the TCs were at one stage

curriculum development centres for sciences and mathematics (Section 4.7.1).

The only difference here is that while in Britain teachers were developing

curriculum, in Malawi, teachers discussed the implementation of the

curriculum and examination issues.
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Some participants indicated that they were involved in extra curricular

activities such as sports for all schools in the zone. One teacher shared his

view:

I am a sports master at my school. I attend sports meetings at the
TDC to plan for the zonal competitions (T9).

Another teacher gave the following account of how the TDC was being used:

Sometimes we do use the TDC mainly for the activities involving all
schools in the zone such as sports activities and education day
activities (T15).

This statement provides evidence that the TDCs were also used as centres for

zonal activities, perhaps because of the site rather than the sports facilities.

During my visits to the TDCs (Appendix G), I saw no special sports equipment

and facilities - to make the TDCs suitable as centres for zonal activities. It

seems that establishing sports and recreation facilities at the TDCs was not in

the initial plans.

The analysis of the interview data also showed that the TDCs were used for

social activities such as weddings, political meetings and church related

meetings organised by members of the community other than teachers

themselves. For example, two teachers described their experiences as follows:

I remember one time I was doing my science subject because myself
I like science. We were in the TDC after an hour we were told; ‘can
you please take your books and go to the class other people would
like to use the TDC?’ (T8).

The TDC is mostly occupied by other people and not the teachers.
Most of the times it’s booked for weddings, political meetings, NGO
activities, meetings for health or forestry officials and for church
prayers (T10).
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During my visit to the TDC in Zomba urban, I found a wedding ceremony in

session on one day and a gender-related function organised by an NGO

responsible for social mobilisation for gender in education on another day

(Appendix G).

Thus, the preceding findings have indicated that although some teachers were

involved in education-related activities such as making teaching and learning

materials, others used the TDCs for social activities unrelated to teaching and

learning, and irrelevant to TPD. Furthermore, the TDCs were mostly used as

resource centres, administration centres, curriculum centres, course centres and

extra-curricular activities centres. These findings suggest that the functions of

the TDCs in Malawi are similar to those of the TCs in other countries such as

Kenya, Zambia, Indonesia and the State of Andhra Pradesh in India (Sections

4.7.3 and 4.7.4).

7.4.2 Non-involvement of teachers in teacher development centre

activities

The findings of this study have further indicated that not all teachers were

involved in TDC activities for various reasons. One teacher interviewed in this

study indicated:

We can’t use the TDC because the PEA never wants teachers to use
the TDC facilities. Teachers have to seek permission to use the
TDC. Mostly the PEA is angry if someone is found using the TDC
without his permission. That happened to me (T1).
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A poor relationship between teachers and the TDC coordinator emerged as one

of the major hindrances to teacher involvement in the activities at the TDCs.

Commenting on the relationship between the PEAs and the teachers, one PEA

indicated:

The teacher use of the TDC will depend upon the relationship
between the PEA, who is at the TDC and the teachers. When the
relationship is that good teachers will be coming to the TDC
because it is their source. I would say poor relationship between the
PEA and teachers is a barrier, something which stops them from
using the TDC. But as long as the relationship is good everything
goes up because teachers work freely, other than intimidating them
by shouting at them. But when they come here at the TDC, whatever
they want from the TDC I have to assist them professionally whether
they want to borrow books, whether they want to read, I have to
assist them (PEA1).

The statements above indicate that some PEAs might not have been treating

some teachers well and this could be the reason for teachers in some zones not

using the TDCs. Furthermore, about half of the teachers I interviewed said that

they were not involved in TDC activities because PEAs could not allow them

to use the TDC on their own unless the PEAs invited them. In addition, these

teachers reported that the PEAs tended to invite the very same teachers to

attend TDC activities. For example, one teacher said: No. I’ve never been

invited by the organisers of the workshops (T1) and another teacher added: I

have never attended a workshop at the TDC because the organisers of the

workshops have never invited me (T6).

Two teachers attributed their non- involvement to their PEAs not inviting them.

I do not participate in the TDC activities because I am not given the
chance. It happens that sometimes the same people use the TDC.
There is a bit of monopoly. The PEA has that right to choose who to
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participate in the TDC activities. There are always the same people
who are picked, let’s talk of activities like invigilation of national
examinations. Instead of picking other teachers they are always the
same teachers who are picked for different activities (T7).

The PEA does not invite us to raise our views on how we can use it.
Sometimes the Heads are invited to discuss our concerns, and give
us feed back. But we are not told the issues they discuss, They are
only invited to these TDC whenever there’s a certain activity, like
they want to put something within the TDC or a meeting and
perhaps if they’ve been called for a meeting to explain about exams
(T8).

Similarly, some head teachers explained that PEAs did not invite some teachers

to the TDCs. One head teacher indicated that:

The teachers from my school are not invited in most activities which
take place at this TDC (H4).

These findings from the interviews are similar to the findings from the

questionnaire survey, which indicated that less than one-third of teachers

agreed that PEAs allowed teachers to visit the TDCs for their PD activities

(Appendix F1).

Thus, both teachers and head teachers agreed that some PEAs could not allow

some teachers to use the TDC unless they were invited, which was contrary to

the views of the PEAs. Some PEAs indicated that they invited teachers to the

TDCs for various activities. We have also some teachers who are very

intelligent, they have some skills. I invite them to help other teachers (PEA3).

Another PEA insisted that:

During my school visits, if I find that the teachers are not using
teaching and learning materials during the lesson delivery, I invite
them to the TDC to assist them on how they can use these materials.
So they come here for that particular training. I invite standard 8
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teachers to come here to discuss things related to pupils’
performance in tests and examinations. I invite them to read in the
library (PEA1). I do not invite every teacher. I only invite their
representatives (PEA2).

Yet another PEA had this to say:

When some NGOs come here to do some activities, they do not just
invite me but also some teachers to the workshop. I also invite many
teachers from many schools but not all the teachers, When I invite
these teachers to come here, I talk to them on how they are going to
manage their school-based activities, then I invite them to come
again here and report whatever they have discussed in the schools
(PEA4).

This contradiction highlights critical issues affecting the TDCs as a support

strategy for TPD, in that teachers do not have to wait to be invited by the PEAs

to use the TDCs for their PD because, as Kahn (1982) argued, the TCs are for

the teachers, run by teachers to respond to the needs of teachers and enhance

their PD. On the other hand, PEAs, as leaders who are entrusted with the power

to support TPD in the cluster schools, need to ensure that teachers are provided

with opportunities to engage in meaningful professional learning within a

supportive environment (Robinson, 2007).

These findings suggest that when TPD is not compulsory, the level of teachers’

participation in TPD activities becomes low. In Section 4.6.3, it has been

argued that compulsory TPD increases the frequency, level and intensity of

participation by all teachers (OECD, 2009). Thus, to increase teacher

participation in PD, there would be a need for Malawi to introduce compulsory

TPD.
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Some key participants interviewed in this study indicated that some teachers

were not involved in the TDC activities because of lack of incentives in the

form of certificates of attendance, promotion to high positions and financial

rewards which would encourage them to participate in the TDC activities. In

relation to certificates of attendance and financial rewards, one policy

implementer said:

When the TDCs started operating, teachers were motivated because
they were promised that, after the training at the TDC, they would
receive certificates and yet they have not been given certificates.
Teachers were also promised to receive some salary increment as a
token for attending the INSET but they did not get it. The policy on
training and certification need to be reviewed (PI2).

This indicates that some teachers were not motivated to participate in the TDC

activities because they were frustrated by the government’s failure to fulfil its

promise relating to TPD. All the policy makers and middle managers

acknowledged that certificates of attendance, which would function as

recognition for the importance of teacher involvement in the TDC activities,

were not issued to the teachers who attended TPD activities.

The government failure to promote teachers to higher posts as promised was

also reported by some participants as an issue affecting teacher involvement in

TDC activities. Commenting on this, one middle manager explained:

Teachers do not participate in the TDC activities because they are
not promoted as promised by the government. So this hinders them
from participating in the TDC activities. Teachers say, ‘whether I
participate in the TDC activities or not, I will not be promoted’
(MM2).
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Related to promotion and salary increment for teachers who participated in the

PD activities, some PEAs indicated that teachers tended not to be involved in

the TDC activities probably because they expected to receive allowances each

time they attended for their PD.

It is difficult to invite teachers to participate in activities here at the
TDC because whenever we invite teachers, the first thing they would
think of is how much money they are going to get from the
workshop. So this element of giving financial incentives is another
contributing factor that is affecting the TPD (PEA2).

Another PEA elaborated further on the problem of allowances:

Whenever I invite teachers for an INSET at the TDC, they ask for
allowances. When I fail to give them allowances, teachers do not
attend the INSET. They return to their schools. The TDC has no
funds to pay allowances (PEA4).

In addition, all the middle managers expressed similar views that whenever

teachers were involved in the TDC activities, they expected to be given

allowances:

Teachers think that whenever they were called for meetings
[workshops, seminars, and courses] at the TDCs, they would receive
allowances. If they hear that there was no allowance, teachers
would not attend. So the TDCs have inherited the problem of
allowances (MM2).

Thus, giving allowances to teachers during the TDC activities tended to have

negative effect on providing support for TPD, as one policy maker observed:

If teachers attach more value to receiving allowances than to PD,
they will not attend the TDC activities as they are usually without
allowances. Teachers should move away from the allowance
syndrome and look beyond the money issues to considering the
professional gains when they attend the TDC activities (PM1).
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The interview data analysis also showed that activities initiated by some non-

governmental organisations (NGOs) had some financial incentives whereas the

TDC initiated activities had little or no financial incentives. As one middle

manger said:

It is these NGOs who are bringing the allowance syndrome. They
come with big pay of allowances to attract people into attending the
NGO activities. Consequently, the people expect every institution to
pay lots of allowances. If they don’t, people don’t attend the
activities (MM1).

As a result, teachers tended to shun TDC activities organised by the PEAs

because such TDC activities lacked monetary incentives. Instead, they

preferred to be involved in NGO initiated activities because of monetary

incentives, even if the activities had little relevance to TPD. This finding is

consistent with the findings from the questionnaire where over 60% of the

respondents indicated that the TDCs had no funds for its activities and over

80% with no plans for raising funds for running the TPD activities (Appendix

F2).

Generally, the interview findings suggest that non-involvement of teachers was

an isolated issue applicable to few individual teachers because the

questionnaire findings indicated that the majority of teachers were involved in

the TDC activities. Nevertheless, the few teachers who indicated that they were

not involved in the TDC activities with the reasons given suggest that some

teachers were not motivated to be involved in their PD activities. This nullifies

the influence TDCs have on TPD. Thus, the findings presented here suggest

that some teachers were not involved in the TPD activities partly because of
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lack of motivation in form of incentives. As discussed in Section 5.2.1.5,

teacher motivation should be a constituent element of TPD. In addition, what

has emerged in this section is that teacher non-involvement in PD at the TDCs

was partly due to lack of leadership, guidance and support (Section 5.2.4).

7.4.3 Teacher involvement against distance from school to the teacher

development centre

The establishment of the TDCs was aimed at promoting TPD by bringing

educational resources close to schools so as to increase the accessibility of the

resources. Thus, when the TDCs were being established, as discussed in

Section 3.7, the site was determined by the number of schools and teachers that

each would support. The distances between a TDC and the furthest schools in a

cluster were estimated to be not more than ten kilometers (Ministry of

Education, Sports and Culture, 1998). It was assumed that the distance teachers

had to travel from their schools to their own TDCs was likely to affect their

involvement in TDC activities. Those teachers who were nearer to the TDCs

might use the TDCs more than those teachers who were far away.

The results from the questionnaire showed that about 70% of the respondents

who were involved in TDC activities were from schools at a distance of 0-5km

from their TDC (Figure 7.1). Some schools, however, were at a distance of 10

or more kilometres from the TDCs, contrary to the idea of bringing resources

close to schools (Section 3.7).
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Figure 7.1: Frequency of teacher involvement in teacher development centre

activities against distance from school to teacher development centre

Similarly, some participants interviewed perceived that accessibility of the

TDCs was affected not only by distance, but also by geographical barriers and

sites. On distance between schools and the TDCs, the findings from the

interview data showed that some teachers could not access their TDCs because

they were very far. Transport was also a problem as one teacher explained:

I have not been to this TDC on my own. It is too far and I have no
bicycle. I wish I had transport to go and read in the library (T10).

One PEA indicated similar problems:

Some teachers do not use the TDCs because they come from very far
away from the TDC. This TDC is not at the centre. Some schools in
my zone are about 20 km away from the TDCs (PEA1).

In relation to geographical terrains, one PEA cited one school in his zone and

another PEA cited three schools, far and cut off from the TDC by impassable

geographical terrain, all in rural areas.
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I have a school behind those mountains. It is in a valley that has
swamps. It is difficult even for me to reach that school especially
during rainy season. I wish it was under a different zone (PEA2).

One PEA in the urban area also cited one school, which was situated on

mountain plateau, which was also far and difficult to communicate with.

One school is at the top of Zomba plateau. I think you know it. It
belongs to this TDC. Yet I find it difficult to invite teachers from that
school. So there is no communication and no transport (PEA3).

Thus, the long distances from the schools to the TDC, coupled with poor mode

of transport, especially in the rural areas, affected the accessibility of the

TDCs.

In relation to accessibility, some participants tended to perceive the site of the

TDC as having an effect on teacher involvement in TDC activities. They cited

two such examples. First, some head teachers and teachers felt that teachers

from the centre schools (where the TDC was located) dominated in the

activities and management of the TDCs. One teacher from the host school said:

We [staff from the centre school] have an advantage over other
schools. We can borrow books frequently, we get news of any
development at the TDC and mostly we are the first to benefit from
most of the activities here (T1).

Additionally, two head teachers and all the four PEAs involved in this study

indicated that teachers from the centre schools used the TDCs more than

teachers from other schools. For example,

Unlike other schools, we at this school are privileged to have the
TDC on our school premises. All members of staff at my school
borrow books from the TDC library and we use the TDCs to hold
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staff meetings. This is not easy with other schools because of
distance (H4).

Furthermore, related to the site of the TDC was that some TDCs were

constructed on religious premises, which created tension in the use of the

TDCs, as different religious groups required that teachers use the TDCs at

specific times and not other times. One policy implementer and one PEA

reported this concern:

In … district, in … Zone the TDC has been built at the … church run
school. So teachers cannot carry out activities at the TDC on
Saturdays because it is a day of prayers (PM2).

This TDC is sometimes out of bounds for teachers because the
church personnel close the gate to protect the church property. The
TDC is within the fence and the church keeps their property here.
After all, the school buildings are theirs (PEA3).

These findings from both the interview and questionnaire data are similar to

those of Gibbs and Kazilimani (1998) that in Zambia the location of the TRCs

had an influence on their use. Most teachers could not use the TRCs due to the

long distances which they had to travel from their schools. Similar findings

were reported from the State of Andhra Pradesh in India where attendance at

activities at the TCs was affected by the distance which some teachers had to

travel (Weigand and Jain, 1998). The implication is that shortening the distance

which teachers travel between schools and TDCs would be one way of

increasing teacher involvement in the TDC activities for their PD.



274

7.4.4 Zonal variations in teacher involvement in the teacher development

centre activities

The analysis of the interview data further showed that teacher involvement in

the TDC activities varied from zone to zone, as two teachers and one middle

manager perceived that there were some zones where teachers effectively used

the TDCs whereas in other zones teachers did not use the TDCs at all. One

teacher said:

There were some activities at the TDC but time has gone since we
last had them. That time we had a PEA things were working very
well. Then came another PEA, things changed. The PEA was not
coming up with activities for teachers. We were not coming to the
TDC on our own. But now that we have a new PEA, things have
started working again (T2).

A new teacher at one school indicated that:

I was at a school before coming here. While there, I was involved in
a number of TDC activities. I would say the TDC was helping us
there. But since I came here, although the TDC is there, very close
to us, I have not been involved in any activities. I have witnessed
very few activities at the TDC which involve teachers. Things are
different here from where I was. I don’t know why (T11).

One middle manager described the variations of the TDC activities as follows:

The use of the TDCs varies from zone to zone and they are very few
zones where teachers are using the TDCs but in some zones not very
much. In fact, in some zones the TDCs are dead (MM1).

The opinion expressed in the above statements indicates a strong perception

that there were differences in the use of the TDCs in different zones. Similar

results from the questionnaire indicated that the majority of the respondents

from both the rural and the urban area were involved in the TDC activities,

with slightly higher percentages in the rural areas (Appendix D2). This could
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be partly because of the differences in socio-economic and educational levels

among the rural and urban communities in which the TDCs were set up.

Furthermore, one head teacher said that there were some variations in teacher

involvement in the TDC activities at school level.

Mostly it is teachers in the senior section at my school who use the
TDC most, because teachers in the senior section need wider
reading to understand and teach the subject content well. But
teachers from lower classes don’t (H1).

The above observation is confirmed by the teachers of senior classes, who

might be challenged by subject content. They often went to the TDC library to

consult textbooks for lesson preparation, as one Standard 8 teacher explained:

I teach standard 8 and some of the content I teach is difficult to
explain. There at the TDC there is a library where I go to read the
books to prepare for my lessons. Sometimes I don’t have the right
materials. So I borrow the materials from the TDC for my class
(T14).

The findings of the study indicate that there were some variations in the use of

the TDCs at zonal, school and teacher levels. These variations may imply that

there were some challenges associated with the policy for TPD. These

challenges might be due to lack of comprehensive guidelines on TPD (Section

3.2.).

7.5 Teacher involvement and their perspective

transformation

The third research question I explored in this study was: What changes are

there in the teachers as a result of their involvement in PD activities at the
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TDCs? The essence of this research question was to establish possible

occurrences of teacher learning which could be attributed to perspective

transformative learning from participants’ perspectives.

7.5.1 Views from teachers

The questionnaire findings indicated that a total of 76 respondents (13%) out of

a sample of 586 were involved in all 14 TDC activities. My assumption was

that the respondents who indicated that they were involved in all activities were

more likely to have experienced changes in their professional knowledge and

skills and that they could easily describe these changes. Similarly, 16 teachers

and other key participants in the semi-structured interviews (Section 6.6.2)

were asked to state their perspective transformation in teacher professional

practices as a result of their involvement in TDC activities.

One of the challenges in Malawi is teaching large classes, which render

teaching and learning ineffective. However, one teacher indicated: I have

learnt to teach large classes (T6). To address challenges of teaching large

classes, some teachers use group work as a teaching method, as one teacher

indicated:

Before attending the INSET at the TDC, I was not using group work
in my methods of teaching. But now I am grouping them in 10
because in my class I do not have enough textbooks (T10).

Generally, using group work is one of the effective methods of teaching large

classes as it provides an opportunity for collaborative learning. It can also be

suitable where teaching and learning resources are limited.
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The data analysis further indicated that some teachers had improved in class

management skills. For example, one teacher said:

At this school, class management is by defaults because I have a
class as large as 200 pupils in standard 8 (T16).

While this teacher admitted that there were challenges in managing of large

class, another teacher indicated having learnt strategies to manage large

classes.

Now I know how to make a sitting plan for pupils and take measures
to make the class attentive and I know how to make them busy so
that they gain more from the lesson (T3).

Related to large class sizes is the challenge of managing pupil negative

behaviour, which one teacher indicated having improved.

In the past, you know, I used to whip pupils when they do wrong
things. I have changed the way I punish pupils (T16).

By whipping pupils to manage negative behaviour, the teacher was using

corporal punishment, which, according to the rights of the child, is prohibited

in Malawi (Centre for Human Rights and Rehabilitation, 2011). Stopping the

use of corporal punishment to control pupil behaviour was in line with the

Constitution of Malawi and Teachers’ Code of Conduct (Section 3.6). Thus,

the TDCs were helping teachers to change their beliefs and practices in line

with educational policies.

The questionnaire findings also indicated that over 80% of teachers had

improved in class management skills (Appendix E4). Class management is one
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of the challenges which teachers face in Malawi schools because of large class

sizes against limited resources (Section 3.6). These findings indicate that

through the use of the TDCs, teachers realised the importance of class

management skills for promoting pupil learning. Teachers were adopting

strategies to improve classroom conditions which facilitated teaching and

learning, which is one of the purposes of TPD (Bell, 1991). Effective

classroom management is an important condition for effective teaching and

learning because it is management which sets the social and psychological

climate for learning to take place (Ministry of Education, Science and

Technology, 2009).

The interview data also indicated that some teachers improved in planning and

teaching different subjects. One teacher indicated having improved in writing

lesson plans.

I have improved in writing well detailed lesson plans as well as
schemes of work. I have also improved my teaching skill such as
timing the lesson delivery (T3).

The above finding is confirmed in the questionnaires, which indicated that over

80% of teachers had improved in lesson preparation (Appendix E2). These

statements indicate that although teachers learn how to prepare for teaching

during their initial teacher training programmes, they do not master all the

skills, leading to poor lesson preparation during their career (Kunje and

Chimombo, 1999). Thus, PD helps teachers improve skills which they might

not have mastered during the initial teacher training programmes (Speck and

Knipe, 2005).
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Furthermore, six teachers indicated that they had improved in teaching of

various subjects. For example, one teacher explained:

I had problems with teaching English in the past but now I am one
of the best teachers in the teaching of English. I didn’t know how to
use methodology properly but now am able to use appropriate
methods during my lessons. In my lessons I used to omit pair work
because I thought it was difficult as I have a large class but once I
learnt about it at the TDC, I find it very interesting. I’ve also
improved my teaching skills because in the past I was using lecture
methods but when we met at the school we agreed to change the
methods because it’s boring to pupils. So nowadays we are using
brainstorming, discussions, pair work, and group work (T9).

Other teachers gave similar brief comments:

I have increased my knowledge in the teaching of science and English (T10).

I am now confident in teaching Social Studies and Chichewa. (T13).

These statements suggest that teachers experience challenges in teaching some

subjects. Improving the teaching of specific subjects is one of the purposes of

TPD because, as OECD (2009) argued, initial teacher education cannot prepare

teachers for all the challenges of their teaching career. These findings are

congruent with the claim made by Dewey (1938) that teachers need to be

grounded in pedagogical and subject knowledge in order to be more competent

in their work.

The interview data further indicated that some teachers had improved in

making and using teaching and learning materials. One teacher remarked: I

have also found a lot of materials at the TDC which are making my work easy

(T11). Another teacher claimed:
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I have improved in the use of materials for teaching. I now use local
materials for example, seeds to draw a map on a paper and then
have simple seeds and put them around the map so it will have
something like a decoration (T15).

Similarly, the questionnaire findings indicated that almost 90% of teachers had

improved in making and using teaching and learning materials (Appendix E3).

These findings suggest that some teachers recognised that using teaching and

learning materials during lesson delivery enhances students’ learning and that

they needed to improve their skills in making appropriate materials. As

discussed in Section 3.6, in Malawi, classrooms lack adequate teaching and

learning materials. Thus, the role of teachers is to improvise the materials

where possible. However, since there are limited storage facilities, making of

teaching and learning materials is an ongoing activity (Milner and MacJessie-

Mbewe, 2010).

Commenting on improving students’ assessment procedures, three teachers

indicated that PD activities at the TDC had helped them improve in the

construction of test tools.

I have also improved in assessing pupils especially by providing a
short quiz at the end of each lesson (T2).

I assess them individually and through groups, in my subjects which
I teach, I form questions to assess pupils of different abilities (T13).

I assess pupils weekly through writing an exercise not just oral. I
can now assess each one’s ability confidently (T15).

Two teachers also indicated that they had improved in skills for pupil

assessment, as one explained:
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I assess pupils on their daily exercises which are given to them as I
need to know if pupils are improving and that they have to be
assessed weekly. I now know whether pupils are improving or not. I
know their progress they’re making, and I do assist them (T10).

Another teacher said:

Nowadays, I do continuous assessment. I assess pupils almost daily.
Pupils are able to complete daily work because I tell them that I will
be assessing them daily; so they are ready every day to do whatever
I want them to do (T9).

Similarly, the questionnaire survey also revealed that over 80% of teachers had

improved in pupil assessment skills (Appendix E5). Pupil assessment is an

issue at this time, when Malawi is implementing outcome-based education

(OBE) curriculum which emphasises continuous assessment (CA) in primary

schools. CA is different from other forms of assessment and is more

demanding, in that it is done throughout the course at regular intervals using

different assessment tools (Malawi institute of education, 2008). However,

many teachers, especially those who graduated before OBE was introduced in

primary schools in 2007, might be ill-prepared for the implementation of CA

(Malawi institute of education, 2007). Therefore, pupil assessment needs to be

part of the teacher learning content within the policy framework of TPD

(Sugrue, 2004).

In terms of collaboration among teachers, one teacher explained that:

I assist other teachers in teaching of music and creative arts. In
these subjects that’s where I can say I am doing my best. When I
know that I am lacking some knowledge I ask other teachers to
assist me and I also invite teachers to observe my lessons in creative
arts especially when I am doing paper recycling (T11).
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Another teacher explained that their head of section encouraged teachers who

teach pupils of the same class to plan together and teach the same content. I

mean teachers of standard 4A, 4B and 4C plan together (T10).

Similarly, the questionnaire findings showed that over 80% of teachers

improved in working with other teachers within the school (Appendix E1).

These findings reflect a popular belief that teachers as adults learn from each

other (Thiessen, 2001) by working together in the school or classroom. They

exchange expertise, plan collaboratively and change their classroom practices

through their evolving relationships (Thiessen, 2001). After all, it is claimed

that working together reduces anxiety among teachers as adults (Speck, 1996).

The interviews revealed that some teachers improved their academic

qualifications, as one teacher indicated: Definitely the TDC has helped me

studying for my MSCE certificates (T11). The questionnaires likewise indicated

that over 80% of teachers had improved in subject knowledge (Appendix E2).

As indicated in Table 7.4, over half the teachers had JCE as their highest

academic qualification. Previously, the Government of Malawi was recruiting

both JCE and MSCE holders for initial teacher training. However, in order to

improve the quality of teaching, the Government of Malawi stopped recruiting

JCE holders because JCE qualification was regarded as insufficient for

effective teaching (Pfaffe, 1999). Thus, the government is encouraging teachers

with JCE to improve their academic qualification to MSCE level if they are to

be considered for promotion or further training. Perhaps that is why the



283

findings of this study have indicated that some teachers were involved in the

study circles to prepare for the national examinations (Section 7.4.1).

On networking, some teachers indicated that they had little time to visit other

schools to seek professional assistance, because they were overloaded with

classroom work. For example: I hardly find time to visit other schools because

I teach all the subjects alone (T7). This statement suggests that some teachers

did not engage in networking. One of the reasons for not having the time for

networking was high teaching workloads (Kadzamira, 2006) due to acute

shortage of teachers which affects most schools, especially in rural areas in

Malawi (Ministry of Education, Malawi, 2008a).

Another reason for not engaging in networking was lack of knowledge about

networking as one teacher indicated:

I have not heard anything about networking. No one has mentioned
about it. So we don’t know it (T5).

Lack of teacher knowledge about networking was perhaps due to insufficient

training of teachers in TPD (Banda, 2002).

Generally, the findings indicated that teachers experienced some changes in

their teaching processes, such as in classroom management skills, making

teaching and learning materials and pupil assessment skills, as well as

academic qualifications,. However, they did not embrace networking as one of



284

the PD activities because of lack of time due to high teaching workloads and

lack of knowledge about networking.

7.5.2 Views from other key participants

In this section, I triangulate the views of the teachers with those of other key

participants on how they felt about the perceived teacher changes as a result of

engaging in PD activities at the TDC. As discussed in Section 7.2, the other

key participants in this study who were involved in the semi-structured

interviews included Hs, PEAs, DEMs, EDMs, PIs and PMs.

The interview findings indicated teachers who were involved in TDC activities

for their PD had improved in a number of ways. Commenting on management

of pupil behaviour, two head teachers indicated that:

They are now aware of the rights of pupils and the pupils themselves
know their rights and responsibilities. Pupil drop out rate at this
school has also decreased which means there is a change in coming
of the TDCs (H2).

Some teachers no longer use corporal punishments to pupils (H5.)

The statements above indicate that there was a growing awareness of rights of

children to education. These views correlate with those of teachers presented in

Section 7.5.1 in that some teachers indicated that they had stopped

administering corporal punishment as a way of managing negative behaviour

of pupils.
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Some PEAs mentioned that some teachers had started being committed to their

work. For example, one PEA elaborated:

In my zone, teachers used to be lazy. They were unable to prepare
lesson plans, teach effectively and even to prepare and administer
mock examinations. But today, teachers prepare lessons and mock
tests together and the teaching has really improved (PEA4).

These views from the PEA are congruent to the characteristics of a profession

which calls for commitment to convert knowledge to action (Section 4.2.1).

This is important especially since teachers are often accused of being lazy and

negligent in their profession, as the above PEA stated.

One head teacher indicated that there was a spirit of self-development in some

teachers: Teachers have realised the importance of reading different books in

the TDC library (H2). One policy maker also explained:

Teachers are eager to improve in their own way of doing things in
the classroom as a result of using the TDC. They learn from the
assistant coordinator, from the PEAs or from other teachers. In
some centres I have seen that there are some teachers who are
trying to improve in certain things so that the rest of the teachers in
the zones can also learn from them (PM3).

The statements from the head teacher and PM support the views of some

teachers who indicated that their involvement in TDC activities had helped

them to recognise the need to increase their knowledge and skills to improve

their classroom practice (Section 7.5.1). Teachers as adult learners engage in

learning for self-development, so they like to set their own goals which they

achieve with minimum help from experts (Walgron and Moore, 1991. The
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TDCs create an environment that motivates teachers towards their self-

development (Hoppers, 1996).

Furthermore, four head teachers observed that there was an increase in

teamwork among teachers in schools, for example:

There is teamwork at my school as a result of school managers
attending the meetings at the TDC. Teamwork is really helping us a
lot in such a way that when a teacher is teaching in a class,
normally a partner would help in marking the exercise given to the
students. ...Teachers are no longer isolated when staying at this
school but they are able to associate with others (H5.

Two PEAs also expressed similar views that there was improved teamwork

among teachers, for example: When there is something in their schools, they

come together and plan (PEA1). Another PEA was more elaborate when he

said:

About team work, I can say that it has improved as a result of
teacher involvement in the TDC activities because as I go round
supervising schools, I observe lessons where teachers’ team teach
and so on (PEA3).

Finally, one policy-maker had similar perception that teacher involvement in

TDC activities helped them improve in teamwork;

Team work is taking place when teachers go to draw a plan together
because may be they are having problems in certain areas in their
work. They team up to come with some way out. But of course that is
unlikely to happen in other schools especially in the rural areas
where there is shortage of teachers (PM2).

Thus, some head teachers, PEAs and a policy-maker believed that teacher

participation in TDC activities helped them to improve in how to work as a

team, an indication that teachers realised the importance of cooperative efforts
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in teaching. These views are comparable to those of the teachers that their

involvement in TDC activities helped them to work as a team in their schools

(Section 7.5.1). Developing a professional community of teachers who share

knowledge and professional standards through teamwork is one of the

characteristics of teaching as a profession (Bransford, Darling-Hammond and

LePage, 2005).

Related to networking, some key participants indicated that teachers were

visiting each other in search of possible solutions to their professional

problems. Two head teachers made these brief statements:

... Teachers from other schools are invited to attend in these
meetings (H6).

Teachers go to their friends from other schools to borrow books
(H2).

Two other head teachers also observed:

There is networking among teachers in my zone. For example, when
we have a problem of teachers’ guides, we go to other schools to
borrow them. So we exchange the materials and information (H5).

Teachers from my school went to see how other teachers in another
school are doing to make sure that many standard 8 pupils get
selected to secondary schools (H7).

Furthermore, two PEAs held similar views:

There are different programmes in which teachers work together.
Teachers go to another school to observe other teachers’ lessons
under the MBTL [Malawi Breakthrough to Literacy] project (PEA3)

Whenever one school has a problem the Head teacher has a chance
of inviting teachers from another school to assist them (PEA4).
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Thus, there was a general agreement among head teachers and PEAs that

teachers improved in networking. Contrary to the views of the head teachers

and the PEAs, some teachers indicated that there was little or no networking

among schools and that they did not have time to visit other schools because

they were overloaded with classroom work (Section 7.5.1). This contradiction

might indicate participants’ lack of knowledge about networking (Section

4.4.5).

Related to teacher resourcefulness, some key participants observed that some

teachers were becoming more resourceful in order to improve teaching and

learning in their schools. For example, one middle manager stated that:

Realising that teachers are lacking teaching and learning materials
in their schools, they organised a workshop to learn how to make
teaching and learning resources using locally available materials
(MM3).

This statement corresponds with the assertions made by the majority of

teachers that they were involved in making teaching and learning materials at

the TDC and that some of the materials were left at the TDC for other teachers

to borrow and also for display in the TDC. Displaying materials at the TDCs

was also practised in the State of Andhra Pradesh in India where the materials

served as models (Weigand and Jain, 1999).

Furthermore, some key participants indicated that pupil performance had

improved in some schools as a result of teacher involvement in TDC activities

for their PD. For example, one head teacher explained:



289

There is a lot of improvement considering the results of the pupils in
different classes which are taken by these teachers who have gone to
attend workshops and INSET at the TDC (H8).

Two PEAs held similar views when they indicated that the TDCs had helped

teachers improve pupil performance. For example, one PEA had this to say:

I recall that the schools where pupils are selected to go to secondary
schools are those who get involved more in the TDC activities. I had
quite a good percentage from those schools, not only boys but also
girls have gone to national secondary schools (PEA3).

The claims made by these key participants that teacher involvement in TDC

activities for their PD helped teachers to improve pupil performance in their

schools may relate to the teachers’ perceived changes as indicated in Section

7.5.1. However, there may be no direct link between teacher change and pupil

performance because improved pupil performance is a function of numerous

factors, including the curriculum, pupil, teacher and school.

Generally, the findings from the interviews of both teachers and other key

participants have indicated that there was teacher perspective transformation in

their job. The teacher questionnaire findings indicated similar changes

(Appendices E1; E2; E3; E4; E5). However, while these findings indicated that

there was networking among teachers, the teacher interview findings indicated

that there was little networking among teachers. The possible reason for this

discrepancy could be as noted above in Section 7.5.1, that teachers might have

a scanty idea about what constitute teacher networks.
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Based on the findings of this study, it can be concluded that the majority of

teachers were involved in the TDC activities and some teachers perceived

changes such as in their classroom practices, although the study has not

provided supporting evidence to elaborate on how they changed, as it did not

involve systematic classroom observations to quantify teacher change as

already stated above. Superimposing the findings of this study on the theory of

symbolic interactionism (Section 6.2), it appears that there was little interaction

among teachers to understand each other’s professional actions instead of

simply reacting to them. . Teachers did not create or attach meanings to their

school and classroom situations during their involvement in activities at the

TDCs. They did not construct their self as professionals in the presence of

others. The argument here is that teachers acted and behaved the way they did

because of how they defined the teaching profession (Section 4.2.6) and not

how the teaching profession defined them and controlled their behaviour or

actions.

Teachers change in different ways as a result of participating in PD. A number

of factors influence the type of change, including:

 Individual factors which include their experiences, background, and

motivation as they come into the PD;

 Professional development factors which include the quality and amount of

professional development attended;
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 Program and system factors which include the structure of and support

offered by the program, education system, and PD system in which they

work, including teachers' working conditions.

Therefore, teacher perspective transformation is dependent on many factors. So

for teachers to experience more and meaningful changes, they need to

understand the factors which enable teacher professional learning to take place.

The findings of this study are similar to those of a study by King (2000) who

reported that about two-thirds of the English as Second Language (ESL)

learners who participated in the study experienced a perspective transformation

in views about English and language learning; the United States of America

(USA) culture; and their self-concept. Unlike King’s (2000) study, where

factors facilitating transformative learning were identified as learning activities

with reflection and exploration of different beliefs and world views, and

personal support and changes in their lives outside classroom, in this study,

teachers experienced perspective transformation through their involvement in

TDC activities but with little reflection on knowledge, skills, beliefs and

values, with little support from the TDC coordinators, and with inadequate

resources to support them in their learning process.
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7.6 Prospects and challenges of the TDCs as a support

strategy for TPD

The final research question explored in this study was: What factors affect the

sustainability of the TDCs in providing support for TPD? In order to

understand the prospects and challenges in the TDCs as a support strategy for

TPD, I sought the views of the participants about the TDCs as the participants

understood them. Many issues emerged from the data analysis too numerous to

be reported here. However, these issues have been grouped into training of

PEAs, head teachers and teachers; coordination of TDC activities; management

of the TDCs; links with other stakeholders; resources at the TDCs; and

sustainability of the TDCs as a support strategy for TPD. In developing the

themes I present the factors that determine the influence of the TDCs on PD

together with the sustainability of the TDCs and PD. The overlaps among the

themes of the factors make the themes less discrete.

7.6.1 Training of primary education advisors, head teachers and

teachers

As pointed out in Section 3.7, a training course for the PEAs, head teachers,

deputy head teacher and one head of section from each school was conducted

to provide them with the knowledge, skills and attitude they needed to

undertake and support TPD. The results from the interview data analysis

showed that all the PEAs were trained in supervision, inspection, provision of

in-service education and training (INSET) for teachers and management of the
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TDCs during the Malawi Schools Support Systems Project (MSSSP). One

policy maker explained:

Training course was conducted to prepare all the PEAs from all the
zones on provision and management of INSET for teachers using the
TDCs and also in how to orient teachers. We went to each district to
train them and we even trained them how to establish their TDCs as
a PD centre for teachers. I am sure that the PEAs have the
knowledge and skills required for them to establish the TDCs, but
why they are not using that knowledge and skills to support the
teachers in all zones, I don’t know (PM3).

The claims made in the above statement could not be verified because, despite

the national training course for all the PEAs, head teachers and a deputy head

teacher or a head of section per primary school which was conducted during

the life of the project (Section 3.7), it was surprising to me to find that three out

of the four PEAs and all the eight head teachers involved in this study had not

been trained in PD. The possible reason for not training them was that the

trained TDC coordinators (PEAs) were posted away from their TDCs and were

replaced by new coordinators, as one teacher explained:

The PEA who was here got a new post as head teacher of primary
school. He went through interviews, passed and accepted the post of
the primary school head because the post of head teacher was
higher than that of a PEA. Since then, things are not working
because the new PEA does not know what to do (T2).

One policy implementer elaborated further:

The PEAs were trained in the TDC management and coordination of
the TDC activities. The government shortly advertised the post of
head teacher of primary school which was a more senior position
than the post of the PEA. Many PEAs went for the interviews for the
post, passed and were transferred to be head teachers of large
primary schools (PI2).
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The trained TDC coordinators were instead replaced by untrained ones who

were serving as head teachers, as one PEA explained:

I am new here. Before coming here I was a head teacher of primary
school. I went for interviews for the post of head teacher of primary
school and failed. I have been sent here to be the new PEA. The
PEA who was here is now a head teacher of a primary school. I am
just trying to do my job without training (PEA2).

Two policy makers supported this view, for example:

In most TDCs, the PEA who was managing the TDCs might not
have been trained because the original person we trained to manage
the TDC has been transferred to be a head teacher of a primary
school somewhere. Some of the new TDC coordinators were
recruited but without initial training in TPD. Teachers in the zones
were aware of the fact that the new coordinator was not trained in
how to manage the TDC and might have the feeling that the one who
is managing the TDC is as ignorant as the teacher himself (PM3).

The statements above indicate that there was training for PEAs, but many of

those who were trained had moved to other posts. Their replacements were not

trained because, as one policy maker (PM3) explained, funds were not

available.

Similarly, the questionnaire findings revealed that about 45% of teachers who

took part in the survey indicated that the TDCs had staff trained in TPD

(Appendix F2). Thus, the findings of the study have shown that although the

PEAs were managing the TDCs, the majority of them were not trained because

those who were trained during the life of the project which set up the TDCs

were posted away. Instead new PEAs were appointed without any initial

training. This implies that most of the TDCs were being managed by untrained

PEAs.
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The interview data analysis also showed that teachers were not trained in how

to use the TDCs for PD, for example:

Here, we have never been oriented. We have not heard anything
about the TDC; we do not know very well; but the centre
coordinators know everything (T1).

We are not free to visit the TDC because we have not been oriented
to the use of the TDC. We have not been oriented to the functions of
the TDC (T4).

These statements indicate that many teachers had little or no knowledge about

the TDCs or late alone how to use them. Similarly, the questionnaire findings

indicated that less than half of the number of teachers involved in the survey

knew how to use the TDC (Appendix F2).

Commenting on self-development, one teacher elaborated:

For other teachers to participate in the TDC activities we teachers
have got a disease, this disease is that we want to receive something
without working hard for it. Whenever I visit the TDC my fellow
teachers ask me if I will receive something. When I was doing it in
Mangochi District, I was producing materials some of which I left at
the TDC for others to use. But some of my friends were murmuring:
what are you doing? Do you think you are going to receive
something there? I said no it’s not you who is going to bless me it’s
God who is going to bless me because you don’t know where I am
coming from and you don’t know where I am going. So I believe that
teachers fail to use the TDC because of their thinking capability. So
I think teachers are not serious enough to use the TDC for self-
development (T16).

This teacher showed that he was committed to self-development, even though

other teachers who were apparently not committed to self-development

discouraged him. The possible reason for some teachers discouraging others

from self-development activities, according to the policymaker, could be this.
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First thing is that there is lack of knowledge of PD. In Malawi, self-
improvement among teachers is unheard. Teachers join teaching
just because they have no other jobs to do. Once employed, what
they aim for is the earnings. They do not try to reflect on teaching,
school effectiveness or to understand the teaching and learning
processes. They are contented with teaching. Next, they get pay.
They do not understand that teaching is the child’s future and the
future of the country. So lack of knowledge among teachers is quite
a critical problem (PM2).

Although this is subject to verification, the perception expressed by the policy-

maker cannot be ignored because of the clear absence of teacher assertiveness

in describing their involvement in TDC activities. Critical thinking about their

PD and also reflective practice in identifying ways and means of improving

their teaching practices, vital tools to enable them to undertake PD activities,

seemed not to be completely lacking.

The findings have thus indicated that some PEAs, head teachers and teachers

were not trained in the use of the TDCs for TPD, which exacerbated the

problems of teacher involvement in TPD activities (Section 7.4). Lack of

training for teachers denied them of readiness to learn which, is one of the

characteristics of adult learning (Section 5.2.1). Training would have prepared

teachers for PD.

7.6.2 Coordination of teacher development centre activities

As part of the establishment of the TDCs, the PEAs who were already

managing their zones were given another responsibility of coordinating the

activities of the TDCs. The TDC coordinators had clearly defined roles, as

pointed out in Section 3.7. In order to explore the prospects and challenges of
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TDCs supporting TPD, the participants were asked to indicate their degree of

agreement with statements related to roles and responsibilities of coordinating

TDC activities.

The results from the questionnaire survey indicated that less than 50% of the

teachers who took part in the survey perceived that coordination of TDC

activities was taking place (Appendix F1).This means that some teachers

perceived that coordination of TDC activities was not adequate to support

TPD. The reasons for inadequate coordination of the TDC activities emerged

from the analysis of the interview data.

The interview data showed that using the PEAs as coordinators for TDC

activities had its challenges in that, apart from coordinating the TDC activities,

these PEAs had other roles such as inspection, supervision, and administration,

as one PEA indicated:

I cannot implement my work plan because when I make my own plan
for a month, you see a lot of things coming in. They tell me oh! You
do this, oh! Go somewhere, and do this and that. That’s why when
we sometimes meet, to review the activities of the TDC, we have
problems. I can cite activities for this zone, I planned to do this and
that and within our plan I was asked to attend a social studies
workshop and I came back, then another workshop, came back. I
was told to do this and that, so there is always disturbance in
whatever programme I make in this zone, so that’s why I am saying
I don’t really fulfil all those plans. It seems we are also serving
other roles which are not of our role as such (PEA3).

Similarly, one policy maker had this to say:

The PEA is supposed to manage the TDC. At the same time the PEA
is supposed to visit the school to supervise teachers and advise
them. Not only is that, the same PEAs involved in inspection. They
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don’t inspect their own zones but they are taken to inspect other
zones in the same districts or in other districts that is still going on.
But then when it comes to effectiveness, you find that I mentioned
about NGOs and these other institutions that are bringing in new
things which pupils need to know. PEAs are involved. So you find
that maybe even 50% of their time they are being involved in these
other activities and the other 50% is shared for the management of
the TDC, and yet for inspection and supervision, it is not enough
because the ministry’s priority is to spend 65% of their time in
schools, something that they are not doing (PM3).

Asking PEAs to coordinate TDC activities was an added role which exerted

specific demands on them in initiating, developing, organising, conducting and

monitoring PD activities for teachers over and above those of inspection and

supervision. With added roles, the PEAs could not fulfil all the plans because

of other activities that required their attention. Related to the added roles of the

PEAs was the concern for the changing roles of PEAs over the years, which

had left the PEAs not sure of what they were supposed to be doing.

For you to appreciate the problems which the PEAs are facing you
need to understand who the PEA is and to whom he/she reports.
This PEA was previously a district inspector of schools. Now, the
PEA reported to the education methods advisory service. The
introduction of school clusters necessitated the establishment of
TPD centres within the same area in order to carry out in-service
with the PEA as the coordinator. Because the PEA changed from
inspector to advisory roles, he does all the three roles of inspector,
advisor and in-service provider. The PEA is now confused and to
the extent that the functions of this PEA being an advisor, inspector
and in-service provider are conflicting and the effectiveness of that
particular office is compromised (PM2).

Thus, the statements above indicate that coordination of the TDCs was difficult

partly because the PEAs had many roles. It was for this reason that perhaps

teachers rarely found their PEAs when they visited the TDCs, as one teacher

complained:
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I came here and found that there was nobody. The TDC was closed.
They said the PEA was busy. So I failed to borrow the books (T5).

Some head teachers shared similar views concerning the PEA as a TDC

coordinator. One indicated: Sometimes they [teachers] could go to the TDC

and find that the PEA is out (H7). Another mentioned the actual days when the

TDC coordinator was not available at the centre: Most of the times from

Monday to Thursday they [PEAs] are always not there [at the TDC] (H3). Yet

another head teacher said:

Most of the time when I want to go and use the TDC I find it closed.
I don’t find the PEA, even the assistant coordinator who is also a
teacher. She has a class to teach at her school. And the PEAs
themselves are also involved in other education matters. So when I
go there, I find that there is nobody (H8).

The statements above highlight one of the reasons why some teachers could not

go to the TDCs for PD. Teachers were not likely to travel to the TDCs if the

availability of and access to the TDCs was unpredictable. The unavailability of

the PEAs at the TDCs was supported by the two PEAs in the urban area, who

told me that they were found at the TDCs on Thursdays only because they were

required to do school inspection and supervision on the other days of the week.

Apparently, during my study visit to the TDCs, I found that three TDCs were

closed and that the PEAs were reported to have gone out on other official

duties (Appendix G). Interestingly, one day, when I went to interview the

District Education Manager (DEM) at his office, I found some PEAs in the

urban area gathered at the district education office supervising the

administration of national examinations (Appendix G). This was an indication

to me that the PEAs had some administrative roles as well (Section 7.3). Thus,
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because of the many roles which the PEAs had, they were rarely found at the

TDCs because they were mostly out in the field performing other roles.

However, the questionnaire findings indicated that less than 40% of the

teachers who took part in the survey believed that the PEAs were busy with

other TPD activities (Appendix F1). This contradiction can be attributed to

teachers’ lack of knowledge about the numerous roles and responsibilities of

the PEAs who were also TDC coordinators.

The findings from the interview data analysis further indicated that the

assistant coordinators, who were appointed from among the school staff

usually from the host school, were also busy with teaching in their schools.

One teacher said:

The teacher who assists the PEA teaches standard 7. He has a full
class to teach and he is rarely at the TDC. When a visitor comes he
leaves the class unattended to go and attend to the visitor at the
TDC. This is not good. Why not have full time assistant coordinators
for the TDC? (T12).

Thus, appointing the assistant coordinator, who might have already some

teaching roles and responsibilities, from among the school staff is not

appropriate for the coordination of TDC activities. The assistant coordinator is

unlikely to have enough time to attend to his/her teaching roles and

responsibilities and at the same time coordinate the TDC activities.

In addition, as pointed out in Section 3.7, one of the roles of the TDC

coordinator was to develop and implement programmes of activities for the

zone. However, the interview data showed that there were very few
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programmes of activities for TPD in the zones and that the PEAs tended not to

organise PD activities for the teachers, as one PEA was quick to say: To be

honest, I haven’t conducted any activities which involve teachers (PEA2).

Another PEA could not implement some TDC activities because she was not

oriented to the functions of the TDC:

But for your information, I am not oriented to the use of the TDC. I
didn’t find any PEA to help me in orienting my teachers on how to
use the TDC (PEA3).

In terms of the ability of PEAs to coordinate TPD activities in their zones, one

policy implementer explained:

The biggest problem is the ability of the PEAs to initiate and plan
for the education development activities because they seem not to
understand the PD concept; I don’t think they have grasped the
concept of the TDC. Their academic background is limited for them
to grasp it, because from the study we conducted, we found that
their understanding of PD was very limited (PI1).

Another policy implementer explained that:

I think the problem is the TDC coordinators themselves, because
they don’t organise INSET which may help teachers to grow
professionally. The action plan may be there but it is not
implemented. They can sometimes prepare the action plan but fail to
implement. They are too busy with other education matters (PI2).

The statements above indicate that, apart from having too many roles to do, the

PEAs seemed not to have adequate time to implement TDC activities and their

knowledge of TPD was questionable. These findings could explain the

problems of coordination of the TDCs as indicated in the findings from the

questionnaire in (Appendix F1).
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Furthermore, one of the responsibilities of the PEAs was to monitor the TDC

activities in supporting TPD (Section 3.7). In the present study, the interview

data show that there was little monitoring of the TDC activities. One PEA

indicated:

No I don’t have the records of the activities at this TDC and I have
not been told what and how to record things at the TDC (PEA4).

Another TDC coordinator elaborated:

At zonal level we have not evaluated the TDC activities. We have
not come to a stage of finding out if we have achieved anything
because there is nothing to find out. … yes, I do not monitor (PEA3).

Linked to lack of monitoring of TDC an activity was that very few meetings

were organised at zonal level to evaluate the activities of the TDCs. If the

evaluation meetings were organised, the analysis indicated that teachers were

rarely invited to such meetings to discuss the activities at the TDC, as one

teacher indicated: The PEA has never invited anyone from this school to a

meeting to review the activities for the TDC (T3). Furthermore, one head

teacher made a similar observation:

We sometimes just hear that there was a meeting. They agreed that
teachers must contribute money towards the maintenance of the
TDC (H3).

Another head teacher said: I have not been involved in the monitoring of the

activities of the TDCs (H7). These statements indicate that some head teachers

and teachers seemed not to be involved in monitoring and evaluating the TDC

activities. Thus, the consistency in the findings from teachers, head teachers
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and PEAs suggests that there was little monitoring and evaluation of the TDC

activities.

Generally, the findings from the study have indicated that TDC coordinators

were not effective in coordinating TDC activities for TPD. There were a

number of reasons for their ineffectiveness. First, the TDC coordinators were

not trained in how to coordinate TDC activities as they replaced the trained

TDC coordinators, who were given different jobs as head teachers of the

primary schools. This suggests that there was a policy conflict regarding

staffing at the TDC. There was no more provision for training of the newly

recruited TDC coordinators because of discontinued financial support for

training when the MSSSP which set up the TDCs wound up its activities. This

finding is similar to those of the studies conducted in Zambia, (Gibbs and

Kazilimani 1999), Kenya, (Welford and Khatete, 1999) and Indonesia

(Tangyong and Gardner, 1994), in that TPD activities could not be sustained

when the donors stopped funding their activities.

The second reason was that the TDC coordinators (PEAs) were constrained by

having many roles and responsibilities such as inspection, supervision and

administration, apart from coordination of TDC activities. The implication is

that the TDC coordinators were overloaded with work resulting in reduced

TDC activities for TPD. There is a need to reduce the roles of the PEAs to just

coordinating the TDCs for TPD, as in Britain, where the wardens were

responsible for coordinating PD activities whereas the Local Education
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Authorities (LEAs) were providing the actual courses (Knamiller, 1999). In

addition, the wardens ensured that the centres provided a stimulating

environment for teachers (Knamiller, 1999). The idea of reducing the roles and

responsibilities of the TDC coordinator is to ensure increased efficiency.

The third reason was that the coordination of TDC activities was constrained

by the poor relationship between the TDC staff and some of the teachers. Some

teachers who visited the TDCs were subjected to questions, which made them

feel unwelcome to use the TDCs for their PD. Smith (1982) observed that the

climate of learning for adults should be non-threatening. In addition, in Britain,

one of the principles for the TCs was to serve the teachers with all the diligence

and respect for their profession, without fear or favour (Kahn, 1982). Similarly,

the major components of the centres in the USA included a stimulating and

flexible physical environment, but structured with a supportive, collaborative

personal climate, and active learning through direct interaction of the

participants with the environment (Buxton, 1976). Furthermore, in a study by

the National Center for the Study of Adult Learning and Literacy (2003) in the

USA, one of the findings was that one factor for teachers to attend to PD was

motivation. Teachers would not be expected to go to the TDCs if they were not

respected by those in charge of the TDCs. The TDCs needed to recognise and

respect those teachers as adult learners who are self-directed, self-actualised

and active participants who learn through a series of interpersonal relationships

and will not learn if they do not want to (Section 5.2.1). Therefore, TPD has to
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provide learning opportunities for all teachers (Blandford 2000) without

constraints.

Finally, considering that Malawi opted for a TDC which would be a centre for

networking, not just between the schools and the TDCs but also among the

schools (Section 3.7), there was a need for Malawi to have an effective TDC

coordinator if networking was to succeed. The role of the TDC coordinator in a

network model is crucial. For example, it was reported in Guinea (Dembele

and Miaro-II, 2003) that using a network model in supporting TPD failed due

to poor coordination. It was also reported that in the Netherlands (Veugelers

and Zijlstra, 1995) coordination of TPD based on network model was

challenged by long distances which teachers had to travel, differences of

interests, lack of flexibility and lack of mutual trust.

7.6.3 Management of the teacher development centres

One of the principles followed in the management of the TDCs was to try and

make teachers feel that the TDCs belonged to them and give them control over

its functions (Section 3.7). This principle might imply that teachers needed to

take a greater role in the management of the TDCs. In order to understand the

role of teachers in the management of the TDCs, participants were asked to

comment on whether and how teachers were involved.

The results from the questionnaire survey indicated that, on average, about

44% of the teachers who took part perceived that management of the TDCs
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was appropriate (Appendix F2). In other words, management of the TDCs had

challenges in providing support for TPD. The reasons for the challenges

emerged from the analysis of the interview data.

The interview data indicated that some teachers were involved in the

management of the TDCs through representatives. For example, one of them

said:

We participate in the TDC management meetings through
representatives. We have a teacher from this school who is a
member of the TDC management committee. Our head teacher too
is a member (T11).

One middle manager held similar views that teachers were involved in the

TDC management through representatives.

We have got the TDC management committee. We have got the
teachers, head teachers and section heads that are represented in
the management committees (MM4).

Furthermore, some teachers indicated that they were involved in the TDC

management through contributions to funds for maintaining the TDCs, as one

teacher elaborated: We discuss how we can raise funds for the TDC (T13).

Another teacher recalled:

I remember sometime back, during our meeting, the head teacher
told us that every teacher is asked to contribute K30 for payment of
electricity bills at the TDC (T14).

The fundraising was conceived as part of management strategies (Section 3.7)

for the sustainability of the TDCs. It appears that teachers were required to help

alleviate the financial problems of the TDCs.
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In Section 3.7, I pointed out that one of the principles adopted in the

management of the TDCs was to have a broad-based management committee

with members drawn from schools, communities as well as institutions

surrounding the TDCs. However, the analysis of the interview data indicated

that this principle was not followed by some TDCs as the composition of the

management committees varied from one TDC to the other.

There are some TDCs where the management committees have
educated people with work experience and retired people, and some
of them are university graduates. So when such people are included
in the TDC management committees they help their PEAs to be
competent. The other reason is how central the TDCs are and what
was it that the PEAs started with when it came to sensitising the
communities. So these are some of the reasons why the TDCs have
differed in the way they perform (MM1).

This illustrates that the TDCs with educated members in their management

committees were likely to perform better than those with less educated

members. The other factor highlighted here is the need to sensitise community

members about the concept of the TDC and the role of the community

members.

The findings of the study also indicated that for some TDCs, there was little

commitment of some members of the community in the management of the

TDCs. Two PEAs explained that some members tended not to attend the TDC

management committee meetings despite being invited to attend. As a result,

one of the four TDCs dropped out the community members from the

management committee as one PEA elaborated:
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We had them [community members], for example, last year. But as
for today there are no longer in the committee because in most of
the meetings, they would not turn up (PEA2).

Further analysis of the interview data also indicated that key people who could

provide professional support were not included in the TDC management

committee. One middle manager argued:

The TDC committee has no influence on the PD probably because of
the composition of the committee. There is no direct link between the
members of the management and teacher activities at the TDC. The
community members in the committee also do not have the capacity
to advise on the TDC activities which would benefit teachers
(MM3).

It can be deduced from such statements that some key participants believe that

the committees were contributing very little to the overall management of the

TDCs because most members lacked the capacity to support the TDCs in

achieving their objectives.

The findings further indicated that lecturers from teacher training colleges

(TTCs) who might have knowledge about TPD were not included in TDC

management committees. The participants tended to think that lecturers would

help to make a difference in the role of the TDCs in supporting TPD as they

would provide the technical know-how. This concern was expressed by all the

policy makers, policy implementers and middle managers. For example, one

policy maker said:

We expect other institutions with interest in education activities to
take a role in the TDCs management. The lecturers from the TTC
can help in the TDCs activities for TPD. We didn’t bring them on
board not fully (PM1).
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In general, the findings have indicated that the TDC management committees

which had a responsibility to support the TDCs for TPD varied from one TDC

to the other. For example, some TDC management committees contained

members who had little education whereas other TDC management committees

had some members who were well educated and had retired from civil service

and other jobs. This variation obviously contributed to the differences in the

management of the TDCs. As described in Section 3.7, the TDC management

committees had clearly defined responsibilities (Ministry of Education, Sports

and Culture, 1998). One wonders if the TDCs were functioning as desired if

some committee members were not educated and had inadequate knowledge

about TPD.

The findings also have indicated that although the TDC management

committees were required to include representatives from teachers, some

management committees did not have teachers as representatives. Empowering

teachers to own the TDCs would mean that teachers take an active role in the

management of the TDCs. For example, teachers were supposed to be given

opportunities to participate in decision-making regarding their PD needs. This

is in line with one of the principles of adult learning that teachers as adults

need to be actively involved in their learning process such as in planning,

designing and implementing their own PD activities (Gordon, 2004; Merriam,

2001).



310

Furthermore, TDC management committee meetings had little focus on TPD;

instead the focus was on fundraising activities for maintaining the TDCs. The

implication here is that even if teachers participated in the management of the

TDCs, TPD issues were not put on the agenda of such meetings.

The findings have also indicated that the middle managers who were

responsible for education services in the districts and divisions respectively

were not actively involved in the running of the TDCs until at a later stage.

This might have created some dilemmas and tensions in the middle managers

regarding their roles and responsibilities in the management of the TDCs. For

example, it was not clear whether the middle managers at district and division

levels or DTED were responsible for the inclusion of funding in the TDCs for

TPD in their annual budget for submission to the central government. The

implication is that the TDCs were poorly funded, if at all.

Furthermore, the interview findings indicated that the TTC lecturers were not

included in the TDC management team until later, when a few lecturers were

incorporated only as members of the National Core Training Team (NCTT) for

the MSSSP (Section 3.7). Unlike TACs for primary schools in Kenya (Welford

and Khatete, 1999) and TCs in the USA (Redknap, 1977) (Section 4.7), the

TDCs in Malawi did not involve the TTCs in management of the TDCs for

TPD. The implication is that by leaving out the college lecturers, the TDCs in

Malawi lacked professional expertise in TPD.
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7.6.4 Teacher development centre links with other stakeholders

As pointed out in Section 3.8, links with the appropriate departments in the

Ministry of Education were thought to be a means of increasing the efficiency

and effectiveness of the TDCs. Nonetheless, this study’s findings suggest that

some stakeholders were not linked to the TDCs even at policy level. The

interview data indicated that the TDCs were not clearly linked to other

departments within the organisational structure in the Ministry of Education, as

one policy maker explained.

The PEA is under Department of Education Methods and Advisory
Services (DEMAS) and yet there’s no time when DEMAS people
visit the TDCs because they mostly deal with secondary schools. So
although we say this PEA belongs to DEMAS and is responsible to
DEMAS, there’s no direct link between these two in terms of
supervision and accountability. The PEA, who is said to belong to
DEMAS, is used by DTED to coordinate the TDC which is under
DTED. In other words DTED is using an officer from DEMAS to
run its centres; yet the PEA’s job under DEMAS is to inspect,
supervise and advise teachers and not to coordinate the TDCs. The
organisational structure is in shambles (PM2).

This implies that the TDC is linked to DTED whereas the PEAs are linked to

three education departments—as PEAs, to DEMAS; as primary education

officers, to the Department of Basic Education; and as TDC coordinators, to

DTED. To this effect, one policy maker elaborated:

The PEA receives instructions from DTED on supervision and
training in in-service and from DEMAS on advisory and inspection
(PM1).

This statement entails that the PEAs serve three different education

departments with different functions: DTED, which is responsible for teacher

education and development, requires the coordinator of the TDC to conduct
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TPD activities, whereas DEMAS requires the coordinator to inspect schools.

The Department of Basic Education uses the coordinators in the administration

of schools. Thus, when discharging the duties, the coordinators might have

been experiencing ‘role conflict’ when dealing with teachers and schools, for

example, whether to pose as an inspector or administrator or support teachers

in TPD. Thus, each department demanded that the TDC coordinator fulfilled

certain roles which would be equally plausible. In this way, the demands on the

PEA created not only dilemmas and tensions but conflicts of interest among the

policy makers when it came to how PEAs were to work and how the TDCs

were to be run. The effect of organisational conflict on PEA’s work is reflected

in the words of PEA3, cited in Section 7.6.2: he outlined his problems in

implementing work plans.

Related to organisation of the TDCs was a need to constantly monitor the

activities of the TDC, the schools and the teachers. The findings of the study

showed that there were no plans and procedures for monitoring and evaluating

TDC activities (Section 7.6.2) at the national, division, and district levels.

There was only one officer at the national level at DTED and none at division,

district or local levels who could monitor the TDC activities, as one policy

implementer commented:

Unfortunately, at national level, we have not evaluated the TDCs.
The problem is that we start a thing but we do not try to find out if
we have achieved the objectives. What we see is a TDC as an
institution but the effects of the TDC we have not evaluated whether
the objectives have been achieved or not (PI3).
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There has clearly been a lack of organisational commitment to monitor and

evaluate TDC activities.

Generally, the findings indicate that there was conflict among departments in

the Ministry of Education as to who was responsible for the TDCs, which in

turn affected their operation. The working relationship among the stakeholders

was not supportive of each other in the management of the TDCs. For example,

the middle managers were not involved in the monitoring of TDC activities,

yet they were directly responsible for all the education services including the

TDCs in the districts. Instead, there was only one officer responsible for the

monitoring of the TDCs based at DTED and there was no monitoring

mechanism at the district and divisional level. This omission of important

players in the management of TDCs might have caused the TDC coordinators

not to effectively plan and implement their TDC activities for TPD. Perhaps, in

Malawi, there is a need for a well-organised structure at national, divisional,

district and zonal levels involving key people working together in the

management of the TDCs, as happened in the State of Andhra Pradesh in India

(Weigand and Jain, 1998) (Section 4.7.3).

7.6.5 The resources at the teacher development centres

As pointed out in Section 3.7, TDCs were established to bring resources closer

to schools, not in schools, so that a cluster of schools could share limited

resources for maximum output. In this study, in order to understand the
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resources at the TDCs, I solicited the views of the participants about the

availability, adequacy and the appropriateness of the TDC resources.

The results from the questionnaire showed that, on average, 32% of the

teachers who took part perceived that the resources and equipment at the TDC

were available, adequate, and relevant or appropriate (Appendix F3). The

interview data elaborated further on the status of the resources at the TDCs.

The most commonly mentioned resources included library books, buildings,

furniture, teaching and learning materials and motor cycles, available in all the

four TDCs. Although not directly mentioned, staff working at the TDC

constituted one of the resources.

In relation to human resources at the TDCs, all the TDCs studied had a

coordinator and an assistant coordinator. In addition, each TDC had a security

guard. However, the TDC coordinator and his/her assistant were described as

not enough to provide support for TPD because they had other roles to

perform, as discussed in Section 7.6.2. The TDC coordinator was a PEA

whereas the assistant coordinator was a class teacher. The work at the TDC

was a secondary job for both of them. In addition, the TDC coordinators in this

study were in some cases not trained in the provision of TPD as most of those

who were trained had been posted away to be head teachers of some primary

schools, as discussed in Section 7.6.1. The problems of human resources at the

TDCs in Malawi are similar to those in other countries. For example,

Tangyong and Gardner (1994) found that in Indonesia, the project suffered
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from lack of new posts created at national, provincial and district levels to

continue with the programme activities.

Regarding material resources, the interview data showed that some of the

resources were inadequate for certain TDC activities. Some teachers repeatedly

mentioned that, each time they went to the TDCs, they could not find enough

textbooks to borrow for teaching in their schools. For example, one teacher

explained: The TDC does not have enough books to help me in teaching and

also books to read about PD (T13).

Similarly, one head teacher indicated that:

Some of the materials are in short supply at the centre. For example,
some books especially standard seven and eight science books and
other teaching and learning materials such as the charts are not
enough (H7).

Furthermore, the PEAs, middle managers, policy implementers and policy

makers also acknowledged that the TDCs did not have enough materials

because of lack of continued material support from the government to provide

resources after the life of the project.

The data analysis also showed that the resources at the TDCs seemed not to be

appropriate for teachers who were studying for high academic qualifications.

One PEA had this to say:

There are three teachers who would like to improve their academic
qualifications. So they would like to have many professional books
from the library. The books which are here are just too shallow
(PEA4).
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It appears that the procurement of books for the TDCs was done with little

consideration of what books would be required to support TPD. Indeed, most

of the books were donations to the TDCs, with little relevance to TPD. It was

clear from the TDC libraries that most of the books and materials were for use

in the classroom and not for teachers to use for PD (Appendix G).

Furthermore, some TDCs did not have equipment, facilities and materials for

producing teaching and learning materials, as one PEA explained:

You know we run mock examinations for standard 8 pupils. But we
have no machines for producing the examination papers. We go to
town to have the examinations papers typed and we borrow the
duplicating machine from secondary school to produce copies. This
is not good. We require machines for running our exams here
(PEA1).

The policy makers were also aware of the non-availability of equipment,

facilities and materials in some TDCs as one policy maker observed:

Some TDCs have no computers, no telephone, no internet, and no
fax machines. There are no syllabuses, reference books, and some
equipment like projectors for teaching and learning. Most of the
TDCs in the rural areas have no access to electricity and piped
water. So how would we expect teachers to use the TDCs without
these facilities? (PM3).

The above statements indicate that some TDCs lacked most of the resources,

such as electricity, piped water and equipment which would make the TDCs

function effectively for the day-to-day administration of the centre. However,

with the recent development in telecommunications technology, such as mobile

phones, this finding may become irrelevant in the near future.
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Generally, the findings have indicated that the TDCs had limited resources,

although the availability of resources may not be a solution to the use of the

TDCs for PD. For example, in Zambia, it was reported that teachers made very

little use of facilities such as duplicating machines and photocopiers for their

PD (Gibbs and Kazilimani, 1998), suggesting that it may not be enough just to

provide the equipment, but also necessary to train teachers in how to use and

repair the equipment. No wonder therefore that I noted that a computer was just

gathering dust at one of the TDCs, because no one knew how to use it

(Appendix G).

In relation to financial resources, the analysis showed that all the participants

tended to view TDC funding as very crucial if teachers were to undertake

activities there. They mentioned that the TDCs seemed not to have enough

money for various activities such as paying utility bills, maintenance work and

buying new materials and equipment. One PEA elaborated:

The TDC needs money to pay bills, to buy materials for running and
maintaining the motor bike as you can see it there. It broke down
when I went to visit a school. We have no money to pay bills for
telephone, electricity, and water and to pay security man. There is
no money to conduct TDC activities (PEA2).

Since the TDCs are government institutions, participants’ expectations were

that the government would fund TDC activities, as one respondent indicated:

As the District Coordinating PEA, I am involved in making budgets
for the district. In the budgets, there is provision for the TDC funds.
However, for the past three years my TDC has been receiving
MK3000.00 for one INSET per year. In most cases, the money has
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not been enough as I just use it for food and transport for those
invited (PEA1).

These findings suggest that the TDCs had no funds to maintain infrastructure,

let alone conduct PD activities, which could result in TDCs becoming non-

functional unless the funding issues are addressed. However, commenting on

funding for the TDCs, all the middle managers indicated that there was a

budget for all. For example, one middle manager explained:

There is a budget set aside for the running of the TDCs but the PEAs
do not make a request for money for their activities (MM4).

One policy implementer also said:

Since the project came to an end, there has been no money given to
the TDC for the activities. The budget is made and submitted to the
government but no money is released. I wonder whether we are
serious about PD. The Ministry of Education has no budget for
running the TDCs. The budget is nil. There is completely nothing.
Teachers are discouraged. They think the TDCs are not important
(PI1).

Related to the problem of funding the TDCs, one policy-maker elaborated:

There is need to have a budget for the TDC activities, replacing text
books at the TDCs, getting connected to the internet, paying the
telephone bills …. DTED has some funds to run its activities but not
for the teacher initiated activities at the TDCs. Most of the time
when the internal training budget is presented to the treasury, it is
heavily reduced to say K10m. But how much can be done with
K10m? That is not enough for about 50,000 teachers (PM1).

Another policy maker also said:

The primary sub sector does not budget for the TDCs because they
think it is donor funded. Fortunately, of late the government has
instructed that the TDCs activities be funded from the government
treasury. So the districts through the division are making some
budgets for the TDC activities. But I have not seen the budgets. So
this is an issue in the budgeting system to make sure that someone is
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responsible for the budget for the TDCs because this is where the
question becomes complicated. It could be the DEM doing the
budgeting but DTED and DEMAS are also responsible for
budgeting (PM2).

These findings indicate that the Government of Malawi did not provide enough

funds for the TDC activities. The TDC coordinators also seemed to have little

knowledge about how to source funding from government. However,

participants held conflicting views regarding financial resources at the TDCs,

when some indicated that the TDCs had money for running TDC activities, yet

others said there was no allocation of funds. In addition, it was not clear which

department was to follow up the issues of funding because there was an

information gap or communication breakdown among the stakeholders.

Contrary to the operational procedures which set up the TDCs (Section 3.7), in

this study it was reported that teachers were contributing money for running the

TDC activities, as one teacher explained: There is money at the TDC. We

contribute money towards the TDC funds. The community hires the TDC hall

and pay money (T8).

Furthermore, one PEA described how money was raised for their TDC.

When I was at Bala [not real name], teachers were asked to
contributed K100 per term and raised about K10 000 per term and
K30, 000 in three terms. Then from that we started a revolving fund
(lending out the money with some interest). And not only that, the
school committees assisted us with about K200. We organised a
bicycle ride for girls only they had to ride from Chini [not real
name] to Phala [not real name] and we raised about K15, 000 to
contribute towards that TDC. That is how we raised money for the
TDC (PEA1).
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These findings indicate that due to lack of funds some TDCs resorted to

fundraising through other means, such as allowing the community to use the

facilities for social activities as discussed in Section 7.6.3. Furthermore, there

was little transparency in the budgeting process for the TDC activities as

different participants gave conflicting information on the status of TDC

funding. Furthermore, the TDCs had insufficient funds for their activities and

had unreliable sources of funding, as they mostly depended on fundraising

activities at the TDC. Considering that some TDCs are in rural settings in low-

income communities, generating funds through fundraising is not feasible.

These findings are similar to those in other countries such as in Zambia, where

the development of teaching and learning aids was hampered by lack of funds

(Welford and Khatete, 1999). Similarly, in Indonesia some TPD activities such

as monitoring stopped because of insufficient funding (Tangyong and Gardner,

1994). However, in Britain, where the concept of the TC was hatched, the TCs

received regular and reliable funding from the LEA (Section 4.7). The

problems of funding in developing countries confirm the global view that

education in Africa is an expensive social service that requires adequate

financial support (Adelabu, 2006; te Velde, 2005; Cogburn and Adeya, 1999).

As discussed in Section 4.6.4, time is one of the major resources for TPD.

However, the findings indicated that some teachers did not have the time to go

to the TDCs for PD. The interview data indicated that it was impossible,

because the teachers were overloaded with class work which took up most of
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their time. For example, one teacher said: I hardly find time to visit the TDC

because I teach all the subjects alone (T7).

Similar findings were reported by Sturrock and Lennie (2009), who found that

lack of time and workloads were factors which prevented dietitians from

participating in PD. On the other hand, Abdal-Haqq (1996) and Darling-

Hammond (1996) reported that in developed countries such as China, Germany

and Japan, teachers had enough time to engage in PD because they taught

fewer classes.

Another challenge related to time was inconsistency in the opening times for

the TDCs, as some teachers would find their TDCs closed with no one to

attend to them. This challenge affected not only teachers but also head

teachers, as we noted for both in Section 7.6.2. These statements suggest that

the TDC coordinators did not have enough time to open the TDCs for teachers

to use because they were busy with other roles, as already pointed out in

Section 7.6.2.

These findings are comparable to those from the State of Andhra Pradesh,

where some teachers had no time to go to the TCs for their PD activities

because the TCs were opened at the same time as the schools (Wiegand and

Jain, 1998). They support the findings of other studies which indicated that a

challenge to effective TPD is lack of time (Villegas-Reimers, 1998; Abdal-

Haqq, 1996; Darling-Hammond, 1996), in particular in developing countries
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(Villegas-Reimers, 1998). These differences in the amount of time provided for

PD could be related to differences in conditions of employment between

developed and developing countries (Darling-Hammond, 1996).

Finally, as pointed out in Section 3.7, the establishment of the TDCs was aimed

at promoting TPD by bringing educational resources close to schools so as to

increase the accessibility of the resources. Most participants in this study

perceived that accessibility of the TDC resources was affected by distances

between schools and the TDCs, geographical barriers, and sites of the TDCs.

Regarding distances which teachers had to travel from their schools to the

TDCs, the findings indicated that there were some variations in teacher

involvement in the TDC activities within and between the zones influenced by

the proximity of the TDCs to the schools. For example, the majority of teachers

who used the TDCs were those who were coming from schools which were

closer. In other words, the shorter the distance, the greater the number of

teachers involved in the TDC activities (Figure 7.1). The interview data

showed that some schools could not access the TDC resources because they

were very far away. Both teachers and PEAs confirmed the problems created

by distance from TDC, as reported in Section 7.4.3. Thus, the long distances

from the schools to the TDCs, coupled with poor mode of transport, especially

in the rural areas, affected the accessibility of the TDCs for TPD. In addition to

distance, accessibility of some TDCs is affected by geographical location, as
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also noted in Section 7.4.3. These statements suggest that some parts of

Malawi are so underdeveloped that it is difficult to access the TDCs for TPD.

These findings are similar to those of Gibbs and Kazilimani (1998), that in

Zambia most teachers could not use the TRCs due to the long distances which

they had to travel from their schools. Similarly, in the State of Andhra Pradesh

in India teacher attendance to the activities at the TCs was affected by distance

which some teachers had to travel (Weigand and Jain, 1998). Thus, distance

which teachers travel from schools to their TDCs is an important factor in

TDCs supporting TPD.

The questionnaire data indicated that some teachers were at schools more than

5 km from the TDCs (Figure 7.1). The distance which teachers were to travel

to the TDC is critical to TPD in that teacher involvement in the TDC activities

decreased with distance from the schools to the TDCs (Figure 7.1) Thus, the

long distances from the schools to the TDC coupled with poor mode of

transport especially in the rural areas, affected the accessibility of the TDCs.

Moreover, the participants perceived the site of some TDCs as having an effect

on teacher involvement in TDC activities. Some head teachers and teachers,

and all PEAs, felt that teachers from the centre schools (where the TDC was

constructed) were at an advantage, and dominated in the activities and the

management of the TDCs, again as noted in Section 7.4.3, for example:

The staff from my [centre] school uses the TDC. Every member of
staff uses this TDC. Since the TDC is close to our school we come
here to conduct the staff meeting monthly (H1).
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There was sufficient evidence from the interview data that the staff from centre

schools tended to use the TDCs more than those from other schools, suggesting

that constructing the TDC at the centre school premises made it difficult for

teachers from other schools to use the TDCs.

Furthermore, related to the site of the TDC, some TDCs were constructed on

religious premises, which created tension in the use of the TDC, as different

religious groups required that teachers use the TDC at some times and not

others. Both policy implementers and TDC coordinators reported this concern,

as noted in Section 7.4.3.

Thus, teachers were allowed to use the TDCs on some days and not others, as

dictated by the church. It appears that church premises are common sites for

the TDCs (Appendix G).

Thus, these findings on TDC resources in Malawi support the views that in

developing countries there are limited resources for providing support for

education services (Christie, et al., 2004). These issues about resources confirm

Fullan’s (1995:397) views that:

… in their desire to bring about needed changes, policy makers
frequently neglect or seriously underestimate issues of resources …

Perhaps, that is why Adams and Chem (cited in Bishop, 1986) emphasised that

there is a need to consider issues of resources when planning for any

educational reform, in this case, resources to support TPD at the TDCs,
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because, as McEntyre and Pahl (2006) contended, self-directed learning in

adults can be enhanced by means of facilitation, along with the provision of

resources.

In concluding this section, I am overwhelmed by the similarities of the findings

from both the questionnaire and interview data as they not only confirmed but

also complemented and supplemented each other. For example, while the

questionnaire data suggested that the TDC coordinators might be incompetent

in the coordination of the TDC activities, the findings from the interview data

explained further that the TDC coordinators were incompetent because they

had many roles to perform. The differences emerged especially in the interview

data because the interviews explained both differences in perceptions and

reasons for these perceptions. For example, a contradiction emerged on the

funding of the TDCs in that most key participants in management positions

indicated that there was a budget for funding the TDCs, whereas most teachers

indicated that they were not aware of any funding of the TDCs from the

government. These differences call for further verification.

7.7 Sustainability of the teacher development centres

In Sections 2.4, 3.7, 4.7, and 5.4, I discussed the concerns for sustainability of

TPD and TDCs. In Section 5.2.4, I also discussed the importance of

sustainability of teacher learning through constant support from the

environment. In order to explore the sustainability of the TDCs and teacher

learning, I solicited the views of the participants on the future of the TDCs. The
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findings from both the questionnaire and interview data showed that the

majority of the participants perceived that the TDCs were not sustainable. The

interview data further provided the reasons why the TDCs were not

sustainable, especially after the life of the project which set them up.

Different reasons were given for the lack of sustainability. Some TDCs were

deemed unsustainable because the PEAs were not sensitising members of the

community in raising funds for the TDCs, suggesting that some TDCs operated

without enough funds.

However, it is clear that a support strategy such as a TDC requires that enough

financial resources, not relying on contributions from the community members,

since this might work only where the economy of the community is good, as

noted by this PEA:

Yes, it’s going to be sustained, as long as we the PEAs continue to
involve teachers in the TDC activities such as fundraising to run the
TDCs. The community hires out the TDCs that we can carry out
some small maintenance but still the government should provide
some money for maintenance. At the moment the Ministry of
Education does not provide funds for running the TDC (PEA4).

In the State of Andhra Pradesh in India, it was reported that the project was

sustainable because the government continued to support PD activities after the

life of the project (Wiegand and Jain, 1999).

Another reason for the TDCs not being sustainable is that there was no

sustainability framework, as a policy-maker elaborated:
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The TDC management, the district level, and the national office
seem not to think of sustainability mechanisms and at each level
there is need to see that everyone is doing his/her part. At the
national level there is no provision for a sustainability framework.
The TDC should be part and parcel of the institutions under a
department such as DTED. We need to have mentor teachers in the
zone to facilitate the training of other teachers at both the zonal
level and even within their schools, instead of relying on the PEAs
only. So whatever the DTED plans to do should involve all
stakeholders (PM2).

To this policy-maker, the TDCs can be sustained if there is a proper

organisational structure involving all stakeholders with defined roles and

responsibilities in supporting TPD. In the State of Andhra Pradesh in India, the

planning and implementation of a similar project on TPD involved all

stakeholders, including clear organisational structure (Weigand and Jain, 1999;

Ravi and Rao, 1994).

Finally, the sustainability of TPD was perceived in terms of involving

stakeholders such as lecturers from the TTCs and middle managers in

designing and implementing TPD activities. One policy-maker explained:

We also have to involve the tutors from the TTC in helping the
TDCs. There is no national INSET programmes in which all
teachers would participate in the year (PM3).

One middle manager had similar views on how TDCs would be sustained:

I think stakeholders needed to come in, not just the PEAs. The
DEMs should take an active role in the TDCs. Right from the
beginning of the project, the middle managers needed to take an
active role as they are directly involved with teachers in the districts
and schools (MM3).
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Central to these statements above is that sustainability of the TDCs was

affected by lack of involvement of some stakeholders who would provide

expertise in PD. Weigand and Jain (1998) reported that, in the State of Andhra

Pradesh in India, teacher educators were included in the steering committee

responsible for TPD. Teacher educators might have been involved to provide

the technical know-how.

Generally, the findings of this study have indicated that the TDCs could not be

sustainable unless certain conditions were met. The participants perceived

sustainability as questionable because, despite TDCs having strong buildings,

there were challenges in relation to training of teachers, coordination of TDC

activities, management of the TDCs, TDC links with other stakeholders and the

resources at the TDCs as discussed in Section 7.6. As discussed in Section 5.4,

sustainability of the TDCs means that the TDCs are developed and maintained

in a manner and at a scale such that they remain viable over a long period.

The findings on the sustainability of the TDCs as a support strategy for the

TPD in Malawi are similar to those reported in some developing countries such

as Kenya (Welford and Khatete, 1999), Tanzania (Bennell and Mukyanuzi,

2005), Zambia (Gibbs and Kazilimani, 1998) and Indonesia (Tangyong and

Gardner, 1994), where there were problems sustaining the TCs for PD. In fact,

Lilly (1990) observed that in developing countries there were problems for the

government to sustain the TCs after the life of the project, due to limited

resources, especially funding (Crossley, 2005). It is impossible, without
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adequate and appropriate resources, to the TDCs to effectively support TPD as

TPD is resource intensive (Dembele and Miaro-II, 2003).

The sustainability of the TDCs as a support strategy for TPD suffered from

lack of posts created specifically for TPD at national, division, district, zonal

and school levels. Malawi decided to use the existing structure of the civil

service in the implementation of the TPD programme because, as pointed out

in Section 3.7, was seen as an economical way. However, this arrangement

created unfavourable conditions for TPD as the existing staff had already roles

and responsibilities. As noted in Section 4.7.3, in Indonesia the sustainability

of a similar project suffered from lack of new posts created at national,

provincial and district levels to continue with the activities of the programme

(Tangyong and Gardner, 1994).

7.8 Conclusion

The findings presented in this chapter have shown that some teachers were

involved in some and not all TDC activities, and that their involvement had

helped them perceive some changes in their job as teachers. The symbolic

interaction that occurred between teachers and the TDC resources provided the

teachers with meaningful learning opportunities that related specifically to their

needs and the needs of their students. However, teacher involvement was

constrained by long distances which teachers had to travel between schools and

TDCs, teacher desire for workshops and monetary gains, lack of clarity on the

organisation of the TDCs and insufficient resources at the TDCs. As discussed
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in Section 4.7, resources tended to influence the sustainability of the TDCs as a

support strategy for TPD. In light of these findings, where knowledge and

practices of TPD and limited resources created multiple challenges which

might have made them less sustainable in providing support for TPD. The

TDCs had strong physical infrastructures but they were struggling in providing

professional support. Through the construction of the TDCs nationwide, the PD

programme became too big for a programme which lacked institutional and

organisational structure to coordinate and manage it. Contrary to the claims

made in the conceptualisation papers in guiding the establishment of the TDCs

in Malawi (Section 3.7), the implementation was not based on the principles of

decentralisation. The TDCs were organised, managed and run from the

Ministry of Education headquarters and not the existing structure of the

division and district offices. The findings are consistent with the problems of

decentralisation of education services discussed in Section 4.6.1. In addition,

the conceptualisation of the TDCs was not based on theories of adult learning

as discussed in Chapter Five.

Having identified in this chapter the extent of support that the TDCs were

providing to teachers, I explore the interrelatedness of the elements of support

in the next chapter.
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CHAPTER EIGHT

INTERPRETATION OF THE FINDINGS

8.1 Introduction

In order to explore the influence of the teacher development centres (TDCs) as

a support strategy for the professional development (PD) of primary school

teachers in Malawi, the following general research question was formulated:

To what extent do the TDCs provide support for TPD in Malawi? Data

collection for this investigation involved administering questionnaire to 586

teachers and conducting semi-structured interviews with 16 primary school

teachers, eight head teachers, four primary education advisors, two District

Education Managers, two Education Divisions Managers, three Policy

Implementers at the Malawi Institute of Education and three Policy Makers.

In Chapter Seven, the findings of the study were presented. The purpose of this

chapter is to make sense of the findings by developing the core categories and

relating them to each other; describing the nature and the implications of the

teacher TDCs as an implicit support strategy for teacher professional

development (TPD) in Malawi; identifying the determinants of the TDC as an

explicit support strategy; and developing a model of a TDC as an explicit

support strategy for TPD.

During interpretation of the findings, I refer back to the literature presented in

Chapters One to Six for the purpose of elaborating, validating and placing the

findings in the wider body of knowledge in providing support for TPD. I
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further examine how the TDCs in Malawi support TPD within the dynamics of

the social and economic context prevalent globally (Chapter Two) and locally

in Malawi (Chapter Three). I also consider the relatedness of the essential

elements of the TDCs, which constantly influence teacher involvement in TPD

activities and develop the type of support strategy being experienced in

Malawi.

8.2 The TDC as an implicit support strategy for TPD

In this section, I discuss the major lessons which I have learnt from the

research findings in order to elaborate on the nature of the influence of the

TDCs in supporting TPD in Malawi. Although the findings of the study

indicated that there was evidence of teacher involvement in TDC activities,

which resulted in some teacher perspective transformations, many challenges

were identified with the TDCs in supporting TPD. Thus, in reflecting on the

type and nature of the problems at the TDCs as a support strategy, I deduce that

the TDCs supported TPD implicitly rather than explicitly, as I elaborate below.

8.2.1 A teacher development centre with limited coordination

The findings of the study indicated that coordination of TDC activities was

limited for a number of reasons. First, some of the TDC coordinators were not

trained in how to support teachers in their PD. Many of the coordinators who

were trained during the life of the project were subsequently given other posts

and were replaced by untrained coordinators. Second, the coordinators were

overloaded with roles and responsibilities such as those of school inspection,
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supervision and administration, in addition to those of coordination of TDC

activities. These problems meant that the TDC coordinators could not conduct

systematic needs identification, plan, implement and monitor the TDC

activities for TPD. Thus, the findings suggest that coordination of the TDC

activities to support TPD was considered as simple, and that it could be

coordinated by what Bishop (1986) called intuitional judgement or educated

guess (Section 1.4). They further suggest that the TDC activities, which were

not well coordinated, resulted in waste of scarce resources, stress and

disillusionment among teachers and ultimately failure of the TDCs to support

TPD.

The findings also indicated that some of the TDC coordinators were unfriendly

to teachers who wanted to use the TDC facilities. For example, teachers

reported that they were subjected to questions about why they had come to the

TDC. The negative attitude of TDC coordinators towards the teachers irritated

many teachers who swore never to go back to the TDC. This finding suggests

that, much as teachers would want to visit the TDC, some TDC coordinators

did not welcome the teachers with dignity. The findings highlight the problems

of using the PEAs as TDC coordinators, in that the PEAs behaved more as

inspectors of schools than as TDC coordinators when they met teachers at the

TDCs. This finding is similar to the teacher advisory centres in Kenya where

Welford and Khatete (1999) reported that teachers had a negative attitude

towards advisors but not towards college tutors. These findings are contrary to

theories of adult learning, which emphasise that adults learn better in an

environment which is free from intimidation (Mezirow, 1997) and promotes a
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sense of safety, openness, and trust (Taylor, 1998). Adults need to be shown

respect. There is a need to acknowledge the wealth of experiences which they

bring to PD and avoid discrimination.

Finally, coordination of the TDC activities was challenged by the fact that

teachers were not oriented to the use of the TDCs for their PD. Implying that,

both the TDC coordinators and teachers had little knowledge about the TDCs

as a support strategy for PD. Perhaps, that is why most of the teachers indicated

to have little knowledge about the TDCs and their functions. Considering that

different countries - including Malawi - are trying to adapt the teacher centres

(TCs) as a support strategy for TPD, the findings of this study have

demonstrated that there is a need for training teachers in the functions of the

TDCs as a support strategy because teachers have their own perceptions of how

things should work in as far as the use of the TDCs for TPD is concerned. This

is what Stoll and Fink (1996:110) emphasised when they wrote that:

What teachers do and think is fundamentally influenced by their
beliefs, assumptions, and values, which, in turn shape norms.

Thus, what teachers did and thought about the TDC was a function of beliefs,

assumptions and values they held about TPD. For example, teachers were not

proactive in their PD meaning that they waited for a chance to be invited

(reactive) rather than organising their own programmes of activities based on

their professional needs (proactive) (Hargreaves, 2000). This is in contrast with

the assumption in the establishment of the TDCs in Malawi that teachers were

to take an active role in initiating, organising, conducting and evaluating their
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own PD (Section 3.7). This finding is in support of the theory that teachers

cannot change what they don’t know (Simons, 1982). Thus, with the problems

highlighted above in relation to the coordination of the TDC activities for PD, I

argue that although teachers were involved in their PD and that some teachers

perceived transformation in their teaching, coordination of the TDC activities

was limited in some ways.

8.2.2 A teacher development centre with limited management

The findings further indicated that there was limited capacity for the

management of the TDCs because the TDC management committees did not

include some key stakeholders such as teacher educators from the Teacher

Training Colleges (TTC) who would provide expertise on TPD. Furthermore,

most of the management committees had members who had little knowledge

about education in general and in particular TPD. This suggests that the

composition of the TDC management committees lacked some experts in PD.

Some TDC management committees were not helping the TDCs to realise the

goals of providing support for TPD. Lack of expertise in the management of

the TDCs meant that TPD needs were not being identified, experts were not

consulted, action plans were not carried out and relevant information was not

disseminated to stakeholders. Instead the committees spent time discussing

issues of how to raise money for maintaining the TDCs and how to find

resources to sustain them, and not discussing issues relating to TPD. These

findings indicate that the management structure of the TDCs in Malawi was

slightly different from those of other countries such as the State of Andhra
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Pradesh in India where, for example, teacher educators were included in the

committees (Weigand and Jain, 1998). Thus, the fact that some of the TDC

management committees in Malawi were composed of people with little or no

knowledge about education in general and TPD in particular meant that the

TDC management provided limited support for TPD.

8.2.3 A teacher development centre with limited resources

The findings of the present study have indicated that the basic resources at the

TDCs were either inadequate or unavailable. First, some TDCs had no

equipment, facilities and materials for producing teaching and learning

materials. Second, some resources were not accessible to teachers due to the

distance that they were to travel to the TDCs, impassable geographical terrains,

restrictions due to religious festivities and transport problems. Third, funds

were either insufficient or not available for TDC activities because the sources

of funding were not reliable, as in most cases the main source of money was

income-generating activities at the TDC. In other cases, teachers were asked to

contribute to the management of the TDCs, which was against the guidelines

for managing the TDCs. Although the findings indicated that there was a

government budget for TDC activities held at the district office, all the TDC

coordinators in this study indicated that they were not aware that there were

some funds allocated for the TDC activities.

Fourth, the findings of the study also indicated that the TDCs did not have

adequate staff to provide support for TPD. For example, one coordinator and

his/her assistant at the TDC were far too few to coordinate the TDC activities
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in a cluster of schools especially that these two people had other roles to

perform. The TDC coordinator had other roles to perform as a PEA and the

assistant coordinator had other roles to perform as a class teacher. The findings

are similar to those of studies conducted in other developing countries such as

Kenya (Welford and Khatete, 1999) and Zanzibar (Bennell and Mukyanuzi

(2005), where TCs were reported to be understaffed. They support reports from

the State of Andhra Pradesh (Ravi and Rao, 1994) and Indonesia (Tangyong

and Gardner, 1994) (Section 4.7.3) that TCs were regarded as demanding huge

resources. Where the government had failed to provide the resources, the TCs

failed to support TPD. Perhaps that is why the people of Indonesia believed

that the TCs as a support strategy for TPD would be suitable for the rich

countries (Tangyong and Gardner, 1994). Thus, the TDC approach to

providing support for TPD could be depicted as not viable in poor countries

such as Malawi.

8.2.4 A teacher development centre with limited support for TPD

The findings of the study have indicated that although there were some

activities which took place at the TDCs, most of them were traditional

activities based on teaching routines with little focus on TPD as they seemed to

offer few opportunities for teachers to learn new knowledge, skills and

attitudes. For example, making teaching and learning materials is a typical

teaching routine. Mention of PD activities such as observation visits to other

schools, mentoring, peer observation and coaching (OECD, 2009) were

conspicuously missing from the interview data. By contrast, PD activities at the
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TCs in the State of Andhra Pradesh were characterised by presentations of

model lessons and displays of teaching and learning materials and some group

work (Weigand and Jain, 1998), suggesting that, teachers were actively

engaged in their PD because there were some PD plans at the centre.

The findings also indicated that teacher involvement in TDC activities might

have been affected by a conflict between using the TDC as a resource centre or

as a PD centre or as an administration centre. As a resource centre, the TDC

was being used by teachers for such activities as making and borrowing

teaching and learning materials they needed in their classrooms. As an

administration centre, the TDC was being used by teachers for meetings with

the coordinator (PEA) to discuss administration issues such as teacher salaries.

As PD centre, the TDC was being used for activities such as orientation to the

new curriculum. Such conflicts in the activities at the TDCs could be reduced if

there was a policy for compulsory TPD in Malawi (Section 4.6.3) so that

teachers would have adequate time to engage in PD activities at the TDC.

Furthermore, there was very little evidence of networking among teachers and

schools because the trained coordinators at the TDCs were quickly posted

away and the TDCs were staffed by untrained coordinators. This meant that the

TDCs were deprived of knowledgeable personnel capable of providing support

for networking among teachers in the zone. In addition, teachers did not engage

in networks because they were overloaded with classroom work and there was

no time set aside for networking among teachers. Yet, one of the functions of
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the TDC in Malawi was to act as a focal point for sharing and exchanging

expertise (networking) among teachers (Section 3.7). However, there are

reports that networking approach to TPD can be challenging. For example,

Veugelers and Zijlstra (1995) reported that in the Netherlands the model of

networks did not work because of long distances which teachers had to travel

(Section 4.4.5). Perhaps, in Malawi, the distance which teachers had to travel

affected the implementation of networking among teachers. On the other hand,

in Britain networking among teachers disappeared because the TCs were

reduced to resource centres where teachers just went to use the resources.

Expertise was re-allocated to schools (Section 4.7.1).

In short, considering that TPD in Malawi was characterised by activities drawn

from teaching routines rather than exploring new knowledge to improve

teacher classroom practices, conflict in the use of the TDCs and lack of time

for teachers to engage in networking, I conclude that the TDCs were limited in

the PD of teachers. Thus, the present state of the TDCs could not sustain

teacher learning.

8.2.5 A teacher development centre within a TPD policy vacuum

The findings of the study indicated that the TDCs in Malawi were operating

under a government policy vacuum because there was no policy statement to

guide the purpose, process and product of the PD activities. For example, none

of the four education development plans (EDPs) reviewed in this study is

explicit on the policy of PD of teachers in Malawi (Section 3.2). There has
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been no clear policy direction on what, why, how and when to conduct TPD

except for policy guidelines for the operation of the TDCs.

According to the findings, the policy vacuum had consequences for the TDCs

as a support strategy for TPD. First, the budget for TPD from the government

was not clear because, although the middle managers said that a small amount

of money was allocated for TPD, the TDC coordinators and teachers were not

aware of the budget. Second, the TDC coordinators who were trained during

the life of the Malawi Schools Support Systems Project (MSSSP) got posted

away from the TDCs, only to be replaced by untrained people, and there was

no more training after the life of the project. Yet, in the current global view,

investing in education such as TPD is one way of promoting human capital

economic growth through quality education at all levels (Robertson, et al.,

2007).

Third, the findings indicated that there was no provision of time for PD at the

TDCs. Yet, time is one of the major factors affecting the provision of effective

TPD (Villegas-Reimers, 1998; Abdal-Haqq, 1996; Darling-Hammond, 1996).

In the same vein, Cambone (1995) argued that teachers as adult learners need

time for learning, experiencing and integrating new ideas in their work. Related

to the provision of time for TPD, the findings also suggested that the teaching

loads might have a negative influence on how teachers used the TDCs for their

TPD (Section 4.6.3). For example, it was impossible for many teachers to find

time to visit the TDCs. Furthermore, teachers seemed not to discuss anything

about TPD at school level, suggesting that it was regarded as an extra activity
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which teachers would do if they had the time. Related to time was the fact that

TPD was not integrated into the primary school calendar. If TPD is not

included in the school calendar to provide time for teachers to engage in

meaningful TPD activities, then the TDCs will have problems to systematically

support TPD. Having observed similar problems of time for PD, Abdal-Haqq

(1996) suggested that more time for PD can be added by extending the school

day or year, extracting time from the existing schedule, and altering staff

utilisation patterns.

Fourth, the findings of this study have indicated that TPD was voluntary, not

compulsory as it is in other countries such as the United Kingdom (UK),

Australia and Germany (Sugrue, 2004) (Section 4.6.3) and in the State of

Andhra Pradesh in India (Weigand and Jain, 1998) (Section 4.7.3). Where

compulsory TPD occurs, frequency, level and intensity of participation in PD

activities are required by all teachers (OECD, 2009).

Fifth, the findings have indicated that there was no mechanism for motivating

teachers to engage in TPD. For example, it was reported that some teachers

were not involved in their PD because of lack of incentives in the form of

certificates of attendance, promotion to high positions and financial rewards,

suggesting that teachers were not motivated. This finding is consistent with

those of Kadzamira (2006), who noted that factors that affected teacher

motivation were remuneration, opportunities for further training and seminars

[leading to certification] which might lead to receiving allowances or
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promotion (Section 3.6). Participation in TPD might in some cases lead to

teacher certification (OCED, 2009). For example, as pointed out in Section

4.7.4, in Kenya, issuing certificates to teachers who attended PD tended to

motivate them to engage in more PD activities (Welford and Khatete, 1999).

Thus, teachers as adults were not motivated to engage in their PD because they

were not informed of the reason for engaging in learning and their immediate

needs and interests were not addressed (Merriam, 2001; Knowles, 1990).

Finally, the findings have indicated that in all four TDCs where this study was

conducted, not one teacher was specialised in special needs education (SNE)

based at the TDC to coordinate PD in SNE. Yet, the Malawi government has a

policy on inclusive education (Section 3.3). Having no policy on TPD

regarding SNE meant that SNE was not important in TPD, thus, denying

children with special education needs (SENs) of quality education. If TDCs in

Malawi were part of a support strategy for TPD, all teachers, including those

who teach children with SENs, would have equal opportunities in the use of the

TDCs with appropriate resources support.

In conclusion, the fact that TPD was not fully integrated in a macro-framework

of improving education is congruent to Guskey’s (1995) argument that TPD

might fail. Introducing TPD without policy guidelines may result in

overloading teachers with disjointed, clumsy and short-lived PD activities.

Some teachers may view PD as isolated trends that are soon replaced by others.

Thus, with the global influence on education reforms in which teachers have
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witnessed many TPD activities coming in and phasing out, for example, the

Malawi Institute of Education in collaboration with Brandon University

(MIE/BU), MIITEP and MSSSP (Section 3.7), many teachers may not take

seriously the implementation of such PD because of the belief, “Don’t worry,

this too shall pass” (Guskey, 1995:115).

So far, I have described in my own words what the findings of this study have

revealed: that the TDC was an implicit support strategy for TPD. I have drawn

from the findings some of the reasons for describing the TDC as an implicit

support strategy. Next, is the discussion of the implications of the TDC as an

implicit support strategy for TPD.

8.3 Implications for an implicit support strategy for TPD

Having made sense of the findings of this study, I now move on to discussing

their implications for how the TDCs might implicitly support TPD. The

implications formulated here subsequently serve to shed light on the quality of

the TDCs from the perspective of creating teacher learning communities. There

are a number of implications of the TDCs being implicitly involved in TPD

deduced from the findings, as described in the preceding sections of this

chapter together with those from Chapter Seven. First, failure of the

educational system to help teachers become professionally conscious, as most

teachers were not oriented to the use of the TDC for their PD, makes it

impossible for them to fully benefit and take ownership of the TDCs (Section

3.7). Teachers cannot use the TDC for their PD without understanding the
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what, why and how. Without the appropriate knowledge of TPD, teachers are

likely to perceive the TDC as an administrative office rather than a centre for

their PD. This will prevent teachers from engaging in TDC activities that are

needed to address their day-to-day classroom practices. Perhaps to enhance

teacher knowledge about PD, there is need for the initial primary teacher

education courses to include PD in the curriculum; otherwise teachers shall

only rely on the TDCs for their PD.

Second, the fact that the TDCs emphasised more non-TPD activities such as

weddings, religious meetings and those organised by NGOs, with less focus in

TPD, meant that the TDCs were failing to serve the needs and interests of

teachers. If the TDCs offered activities without defining professional values

embedded in them, teachers could only grow professionally through what von

Glasersfield (1995) called ‘fortunate accidents’. The TDCs needed to focus on

supporting TPD and not engage in unrelated activities. The TDC activities

were supposed to aim at improving classroom teaching and learning, which is

one of the global benchmarks of TPD (Section 2.6).

Third, a further implication is based on a concern for the failure of the TDCs to

actively involve teachers in initiating, planning, developing and conducting

short and long term programmes of activities, as the findings of this study

indicated that none of the TDCs visited had a formal programme of activities

for TPD. The TDCs might have failed to support TPD when they mostly relied

on activities externally initiated by NGOs and MIE. Effective TDCs might
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need teachers to take on the responsibility for their learning process by

identifying their learning needs, setting goals, finding resources, implementing

strategies, and evaluating their results, typical of self-directed learning in adults

(McEntyre and Pahl, 2006), of course with some support from the TDC

coordinators and other experts because of the varying professional needs and

interests of adults (Knowles, 1980).

Fourth, the findings indicated that TPD was not integrated in the school

calendar, suggesting that the TDCs were unlikely to effectively support TPD.

Failure of the TDCs to integrate TPD into school and national education

development programmes had implications for its sustainability in the TDCs.

TPD is effective only if it is an integral part of school development planning,

with the teachers having a clear vision of what they intend to achieve and how

(Guskey, 2000).

Fifth, the findings indicated that the TDCs had limited resources, which had

implications for how they supported teachers in their PD. For example, some

teachers had difficulty accessing resources at the TDCs because, in most cases,

the TDCs were closed. This implies that teachers would stop going to the

TDCs for their professional needs because of physical and emotional fatigue,

frustration and loss of interest in TPD. As Dembele and Miaro-II (2003)

pointed out, TPD is resource intensive, and teachers as adults are motivated in

PD if they are supported with adequate, appropriate and relevant resources.

Thus, Malawi needed to plan for the sustainability of the TDCs in order to
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continue supporting TPD after the life of the donor who funded the

establishment of these TDCs as many countries fail to sustain TCs without

donor funding.

Similarly, in the State of Andhra Pradesh, the distance which some teachers

had to travel, affected their attendance at the TCs, as some teachers would

arrive at the centre tired and, therefore, ineffective. In addition, the TCs were

open when the schools were also open and teachers found it difficult to leave

their classrooms to attend activities at the centre (Weigand and Jain, 1998).

Sixth, the findings have implications for the nature, power and control of the

TDCs. Empowering teachers to engage in PD met problems because there were

factors of control of the TDC in supporting TPD that originated from

individual teachers, institutions (TDC), organisations (coordination and

management) and policy (guidelines for TPD) and they permeated through the

input (TDC resources), process (TDC activities) and product (teacher change).

They collectively manifested themselves in individual teacher involvement in

TDC activities. For example, tensions and dilemmas were created in teachers

because they were attempting to meet their immediate professional needs and

at the same time to be professionally recognised by the Ministry of Education,

Science and Technology. The immediate teaching needs required that teachers

understood teaching skills, whereas at the same time they needed to be

prepared for the future challenges of their teaching profession by engaging in
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academic studies. Thus, lack of power and control of teacher involvement in

the TDC activities might have resulted in an unsystematic approach to TPD.

Furthermore, empowering teachers to undertake their own PD could not take

place because, as the findings have indicated, there were dilemmas between

using the TDC without needing to be invited and participating in TDC

activities when invited. The findings further indicated that teachers were aware

that one of their roles was to use the TDC for their PD, but they could not visit

the TDC without permission from the TDC coordinators or leave the classroom

unattended during school time. As such, teachers were waiting to be invited to

be involved in TDC activities, which rarely occurred. Therefore, a balance

between teacher use of the TDC facilities and teachers being invited to be

involved in the TDC activities might have partly accounted for the nature of

influence of the TDCs in Malawi. This is contrary to the claim made at its

inception that the TDCs would be ‘of the teachers for the teachers and by the

teachers’ (Section 3.7). Such dilemmas would hinder teachers from using

TDCs for TPD.

Seventh, the fact that the findings of the study indicated that some teachers

would not get involved in the TDC activities for their PD unless there were

some incentives attached, meant that they would only get involved in

externally initiated activities which had some monetary incentives, even when

such activities had little relevance to their classroom needs. On the other hand,

this meant that teachers did not attach value to their own PD. Thus, lack of
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incentives in the TDC-initiated PD activities might not only have affected their

classroom work but also their personal development (Harvey and Knight,

1996), their self-awareness, self improvement, and empowerment and

emancipation (Eraut, 1994) and in particular their well-being. Perhaps there is

need for a policy on incentives to motivate teachers to engage in their PD. In

addition, the TDCs needed to have very clear purposes of why teachers would

be required to engage in their PD, typical of theories of adult learning that, for

example, adults are motivated to learning when the goals and objectives are

realistic and important to them (Speck, 1996). Therefore, the absence of well

articulated purposes of TPD at the TDCs might have made teachers consider

engaging in PD only when there are incentives.

The findings of this study, which focused on subjective rather than objective

aspects of teacher learning, reflect the theory of symbolic interactionism.

Teacher involvement in the TDC activities suggests that teachers were

pragmatic actors who continually learnt from others. They treated the learning

support symbolically and the TDC activities as figurative objects. This teacher

learning was assisted by their ability to creatively practice alternative action

before they acted. The learning process was further assisted by their ability to

think about and to react to their actions and even their selves as symbolic

objects. Thus, teachers are active, creative participants who construct their

teaching profession, not passive, conforming objects of professional

development. These characteristics of teacher learning emphasis on symbols
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and negotiated reality, and consequently, lead to an interest in the roles TDCs

play in supporting TPD.

The poor working conditions of primary school teachers in Malawi might have

aggravated teachers’ desire for monetary incentives whenever there was PD

activity. For example, as discussed in Section 7.6.1, one teacher was

challenged by his colleagues who questioned the gains in getting involved in

the TDC activities. The findings of numerous studies (Kayuni and Tambulasi,

2007; Kadzamira, 2006; Moleni and Ndalama, 2004; Chimwenje, 2003;

Kadzamira, 2003; the National Economic Council, 2002; Tudor-Craig, 2002;

Kadzamira, et al., 2001; Kadzamira and Chibwana, 2000; Malawi Institute of

Education, 1991) indicated that there was low morale among teachers due to

poor working conditions, poor housing, meagre salaries and little chance for

promotional incentives. In contrast to the noble work of teaching, teachers

were reported to hold very low status in the community in Malawi (Kadzamira,

2006). Thus, considering the meagre salaries that teachers receive, they seemed

to be concerned with alleviating their poverty rather than engaging in

professional growth, as in Zanzibar where teachers ended up doing business

such as herding cattle and selling different commodities (MacNeil, 2004) in

order to improve their standard of living.

Finally, the findings of this study indicated that there was little monitoring and

evaluation of TPD activities, implying that stakeholders had little knowledge of

what was happening in relation to TPD in the TDCs in Malawi. The absence of

systematic monitoring and evaluation of TPD activities at the TDCs, meant that
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there was no mechanism for checking to what extent the TDC were supporting

TPD. Lack of monitoring and evaluation meant that there was no feedback on

TPD and the results of teachers’ efforts in their PD were not acknowledged.

Unlike Indonesia, where the project on TPD suffered from lack of continued

monitoring due to insufficient funding (Tangyong and Gardner, 1994), in

Malawi, there were no attempts to monitor TPD activities due to lack of

knowledge about monitoring and evaluation by the TDC coordinators.

Although there was no monitoring of TPD activities in the TDCs and schools,

it is important to know that teachers as adult learners are motivated when they

receive feedback on what they are doing (Speck, 1996). Therefore, feedback is

an essential part of TPD as it forms a basis for critical reflection about what

teachers do in TPD, which is also a necessary condition for transformative

learning (Mezirow, 1991).

The preceding section has highlighted the implications of having a TDC as an

implicit support strategy for TPD. In the next section, I discuss the

determinants of an explicit support strategy.

8.4 Determinants of a support strategy for teacher

professional development

The findings discussed in the previous section have clearly indicated that

certain factors determine the influence and sustainability of the TDCs in

supporting TPD and that they must be seriously considered when

reconceptualising the TDCs as a support strategy for TPD. Taking into account
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the argument that a large number of teachers throughout the world, especially

in developing countries, are under-prepared for their profession (Villegas-

Reimers, 2003; Kadzamira, 1996; Farrell and Oliveira, 1993), there is a need to

devise a detailed model for an explicit support strategy to help teachers in

Malawi benefit from the TDCs. I use the term determinants to signify the

possible factors of the influence of the TDC in supporting TPD, such as

coordination, management, resources, and preparation of the key participants.

This is not the first time that the term determinant is used in studies of TPD.

For example, Kadzamira (2006) used the term to describe the factors for

teacher motivation. Bennell and Mukyanuzi (2005:3) also used it in their study

on teacher motivation in Tanzania, “... to explore the specific determinants of

teacher motivation and job satisfaction in primary schools”. Furthermore,

Huberman (1992) used the term to distinguish the stages through which

teachers go from the point of career entry to the stabilisation phase.

Six groups of determinants have emerged from the findings of this study. The

basic determinant is policy guidelines on how the TDCs can effectively

support TPD in Malawi. There is a need for clear policy guidelines on

organisational structure for supporting TPD; training of stakeholders in TPD;

whether TPD is to be compulsory; whether and how TPD is to be integrated in

the school calendar; motivation of teachers in TPD; collaboration of the TDCs

with other stakeholders such as college lecturers, the MIE and institutions of

higher education; monitoring and evaluation of TDC activities; integration of

emerging issues such as special needs education and gender in TPD; and the
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roles of various stakeholders including donors and NGOs in TPD at the TDC.

Clear policy guidelines in these areas would effectively and efficiently promote

the operations of the TDCs, which would then influence the TPD.

The underlying determinants include TDC coordination, management and

resources, which set the conditions for teacher use of the TDC for TPD. For

example, teachers may be encouraged or discouraged by the environment at the

TDC; availability, adequacy and appropriateness of the resources; expertise

available at the TDC; types of activities at the TDC; incentives for participating

in TPD; and accessibility of the TDCs such as distance from the school to the

TDC. In this way, coordination, management and resources at the TDC will

ensure that teachers are encouraged to come to the TDC for their TPD.

The immediate determinants are school factors such as school leadership and

culture which may encourage or discourage teachers from going to the TDC. In

addition, teachers may also be encouraged or discouraged by the head teacher,

fellow teachers and pupils; educational changes such as the changes in

curriculum which bring about anxiety in teachers; resources at the school;

expertise in TPD available at the school; incentives for participating in TPD at

school level; teacher responsibilities at the school; teacher perception of

teaching as a profession; whether teachers are given a chance to implement in

the school what they have learnt in PD; relevancy of TPD to teachers’ work;

living and work conditions of teachers; and teachers’ career path. These factors

are immediate to the teachers’ job and are likely to dictate the teachers’ actions
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and beliefs in their involvement in the TDC activities for TPD. The factors will

determine the teacher learning opportunities.

In connection with practical determinants, classroom factors which may affect

the teacher going to the TDC or not for TPD are considered. These factors

include class size; teaching loads; teacher class cover when away at the TDC;

level of competence; demands of classroom procedures; relevance of TPD to

classroom work; classroom conditions (type of classroom, classroom resources,

etc.); pupil abilities; and nature of the learners (inclusion of children with

special needs in a class). These are some of the factors that make up the

teaching conditions which provide challenges needing professional decisions

by the teacher.

The manifestation determinants focus on the evidence of teacher involvement

in the TDC activities for TPD, in particular observable activities in which

teachers are involved for personal, professional and institutional development.

These would include mentoring, coaching, peer observation, model lessons,

team work and team teaching; reflective teaching practices; observation visits

to other schools; participation in a network of PD of teachers; individual or

collaborative research on topics of professional interest; dissemination of

research findings through various media; study cycles; and education

conferences and seminars, courses and workshops. The major thrust here is the

approaches taken to engage teachers in PD activities and the outcome thereof.

Teachers may or may not participate in meaningful PD, depending on the
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relevance and congruence or otherwise of the approaches used to principles of

adult learning and the teaching profession.

In this case, activities may need to be based on a clear theoretical framework;

identified needs of the individual teachers, of the profession and those of the

institution; a variety of approaches, strategies and methods and not just

traditional routines of teaching; collaborative approaches where expertise is

sought from other stakeholders; and active involvement of teachers in the

planning of TPD activities. Thus, it is my understanding that these

determinants would make the TDC an explicit support strategy for TPD with

the aim of improving teaching and learning.

8.5 An explicit support strategy for TPD

In exploring a model of a TDC as an explicit support strategy for TPD, I

examine the relationships among the determinants as presented in Figure 8.1

below. In constructing the model, I am reducing the conceptual complexity for

the sake of visual simplicity. The determinants of the TDC as an explicit

support strategy for TPD progress in stages.
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Figure 8.1: A model of an explicit support strategy for TPD.

In Stage I, teacher use of the TDC for TPD will depend on the overall national

policy guidelines in teacher education and development. In Stage II of the

determinants, the functioning of the TDC will depend on the policy on TPD on

the one hand, and the conditions at the TDC, the school and the classroom on

the other hand, resulting in changes in teacher professional practices and in

personal well-being.
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The descriptions on the right-hand side of the figure represent the determinants.

In the middle are some of the factors which make up each of these

determinants. On the left-hand side are the stages of the determinants. The

arrows used in the figure indicate that the model is interactive in the sense that

every factor between and within stages influences another. These determinants

are more theoretically than empirically based because the data I collected on

teacher perceptions do not allow such effects and changes to be mapped or

even identified particularly well.

Second, I conceive the determinants as hierarchical in nature because there is

what I would call basic determinants at the top, which I perceive as

determinants that should come first in the conceptualisation of the TDC as a

support strategy for TPD. At the bottom I place manifestation determinants,

which include TPD activities in which teachers are involved. The hierarchical

order does not suggest the level of importance but rather stages of the process

towards developing a sustainable and explicit support strategy for TPD.

My model relates to theories of adult learning and transformative learning

reviewed in Chapter Five. For example, it calls not only for recognising

teachers as learners (Macleod and Golby, 2003) but also for providing them

with a range of opportunities for learning for perspective transformation

through collaborative efforts and a supportive environment. In this way teacher

learning should be at the centre of any support strategy for TPD. My model is
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similar to that of Guskey (2000), in that organisational support and change is

critical to any support strategy for TPD.

However, many models similar to mine have tended to focus on effectiveness

of TPD programmes rather than the support strategy involved (O’Sullivan,

2005; MacNeil, 2004; Knamillar, 1999; Greenland, 1983; Henderson, 1978).

The distinction between TPD activities and a support strategy for TPD must be

made clear here because TPD is concerned with an increase in professional

efficiency arising from engaging in planned or unplanned activities, whereas a

support strategy is concerned with providing teachers with opportunities for

TPD activities. Thus, my model presents my understanding rather than

dispositions of support strategy as they relate to practices of TPD.

It is perhaps not surprising that my model represents somewhat typical adult

learning constructs, such as the importance of realistic goals and objectives for

adult learning (Speck, 1996; Knowles, 1980); motivation (Merriam, 2001;

Merriam and Caffarella, 1999; Knowles, 1990; 1980; Smith, 1982);

collaborative approaches, working in groups and being actively involved in the

planning of their own learning, with some support from the PD providers

(Gordon, 2004; Merriam, 2001); and a supportive environment (Smith, 1982;

Knowles, 1980) for TPD. These adult learning constructs can be crudely

expressed as concerns about the organisation and management of the TPD,

explicit coordination of the TDC activities and teacher knowledge of PD as

they penetrate through a thicket of school conditions (Section 3.6) as well as
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social, political and economic context (Lockheed, 1993). The model further

supports the view that every teacher is a learner, which implies that TPD is also

a learning activity which can be described using theories of learning. The

tendency of some teachers not to want to use the TDC for TPD, perhaps due to

unclear goals and motivational factors, supports the theory that providing

resources is not enough; but rather there is need to motivate teachers to use the

resources for self-development.

Finally, it is encouraging that some of the findings of this study are comparable

with those of other researchers cited. If the findings had not been comparable,

there might have been questions about the validity or extendibility of the

analysis.

8.6 Conclusion

In this chapter, I interpreted the TDC as an implicit support strategy for TPD

by focusing on coordination, management, resources, the nature of the PD of

teachers and issues relating to policy. Next, I described a model of

determinants of the TDC as an explicit support strategy for TPD by focusing

on the policy guidelines, the TDC, the school, the classroom and the expected

outcomes of the TPD activities. The model can shed light on theoretical issues

behind the operations of the TDC and also professional issues behind the

development of teachers. My model is not in conflict with the operations of the

TDCs in supporting TPD. Instead, it offers a further dimension to the

understanding of the complexity of the interplay among policy, theory and

practice in using the TDCs as a support strategy for TPD, given the harsh
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conditions prevalent in education systems in most developing countries such as

Malawi. TPD is more effective where teaching enjoys high professional status.

The model I have presented here is but a simplified theory that explains the

complex model of the TDC as an explicit support strategy for TPD. My last

chapter concludes the thesis, and suggests the way forward.
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CHAPTER NINE

SUMMARY AND CONCLUSION

9.1 Introduction

As I indicated at the beginning of this thesis, the initial motivation for my study

was to explore the influence of the teacher development centres (TDCs) as a

support strategy for teacher professional development (TPD). Thus, this

research project focused on the following research questions:

 What professional development (PD) activities take place at the TDC?

 To what extent are teachers involved in the PD activities?

 What changes are there in the teachers as a result of their involvement in

the PD activities at the TDCs?

 What factors affect the sustainability of the TDCs in providing support for

TPD?

In concluding my thesis, I would like to return to my original concern about the

influence of the TDCs in enhancing TPD. This chapter draws together the

outcomes of the research, guided by the research questions set out in Chapter

One and discusses the contribution of the findings to the theory and practice of

supporting TPD. This chapter also reflects on the strengths and limitations of

the study, implications of the study for theory and practice, provision of

recommendations and suggestions of possible areas for further research.
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9.2 Overview of the study

The focus of my study on the TDCs as a support strategy for TPD, as I

indicated in Chapter One, arose from my work experience (Section 1.2). The

focus was further sharpened by my first and second degrees, during which,

apart from reading various literature on CPD, I also conducted my projects in

the same area. The theoretical framework and practices of PD were linked to

TDCs within the conceptual framework of the theories of adult learning and

transformative learning to guide my exploration of the influence of the TDCs

on TPD. The theories emphasise that teachers as adults are motivated to learn if

there is self-directedness and recognition of learners’ prior experience; they are

ready to learn, take an active role in their learning and see its immediate

relevance and application.

The research approach was based on three basic premises of symbolic

interaction (Section 6.2). Although the findings presented in Chapter seven

indicated that the majority of teachers were involved in the TDC activities for

their PD and that some teachers perceived some changes, there were many

challenges such as TDC coordination, management and resources, which

affected teachers’ use of the TDCs for their PD. Therefore, according to the

theory of symbolic interactionism, the TDC as a support strategy for TPD did

not help teachers construct self, nor meanings of teaching as a profession in

relation to others.
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In addition, the findings of the study have demonstrated that although the

TDCs in Malawi have a purpose-built infrastructure, there was the need for

more PD activities at the TDCs rather than non-professional activities.

Furthermore, the TDC coordinators had too many and challenging roles to

perform in both the zone and district, which in turn had implications for their

efficiency and effectiveness as coordinators of the TDCs. For the TDCs to be

more effective there was a need to either create post of TDC coordinator and

other staff responsible for TPD at various levels or reduce the roles of the

PEAs to give room for the new job of TDC coordinator.

Finally, the findings have highlighted how developing countries such as

Malawi can implement and cope with externally initiated education

development programmes. As a member of a global village (Chapter Two),

Malawi adopted the teacher centre (TC) concept to provide support for TPD.

The programme was technically and financially supported by bilateral

organisations such as, the Department for International Development (DfID),

Gesellschaft fur Technische Zusammenarbeit (GTZ), and the Danish

International Development Agency (DANIDA) in the construction of the

TDCs. In addition, DfID was involved in the establishment of the TDCs and

training of stakeholders in TPD. The findings suggest that, if not carefully

planned, such programmes become unsustainable after the international donor

stops providing funds. With regard to the TDCs in Malawi, when the project

came to the end, the TDCs could not replenish the resources, there was no more
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training of PEAs, head teachers and other school staff and the TDCs were

slowly coming to a halt.

9.3 Contribution to theory of teacher professional

development

In the course of the present study, I developed my understanding of TPD by

relating the theoretical perspectives to the conceptual framework presented in

the literature review. I had to synthesise and expand my prior knowledge into a

framework that adds new insights and structures for theoretical analysis, as part

of my interpretation of the findings. What I have achieved in this study has

been to present an understanding of the determinants of the influence of the

TDCs in supporting TPD, which compares and complements the existing

approaches to supporting TPD (Chapter Four). What I have presented is both

as an illustration and manifestation of some determinants of the TDCs in

supporting TPD. The existing literature does not always present the support

strategy for TPD as supporting learning for change, but often presents

theoretical issues unexamined in an empirical context and inherent in the

classroom, subject matter and the teacher.

The findings of this study have contributed to the development of the theory

about TPD in that studies on support strategies for PD of teachers are

uncommon. Instead, most of the studies have focused on the impact of TPD on

pupil learning (Fosnot, 2005a). Although PD of teachers would be made

effective if the characteristics and principles of adult learning are applied, the
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use of the TDCs did not uphold such theories. While many people have pointed

out that TPD is about adult learning, very few studies have applied to the

theories of adult learning such as motivation, goal setting, experiential and

pragmatic learning (Chapter Five). To me, the study has contributed to the

theory of TPD in that constructing the TDCs in Malawi as a support strategy

for PD was not enough to support TPD. There was a need to also incorporate

the theories of adult learning and transformative learning to enhance teacher

learning and change. The findings of the study, therefore, have demonstrated

that just as TPD is complex, so too is a support strategy which includes policy,

theories and practices of TPD as well as involvement of teachers and other

stakeholders in TPD.

9.4 Implications of the study for practice

The findings of the study have implications for the concept of a TDC as a

support strategy for the PD of teachers. In Chapter One of this thesis, it was

stated that the aim of the study was to explore the influence of the TDCs as a

support strategy for the PD of primary school teachers. The TDCs were a new

initiative in providing support for teachers in Malawi. The assumption was that

the TDCs were supporting teachers in their PD. The theoretical framework and

subsequently the conceptual framework that I developed assisted in the

interpretation of influence of the TDCs as a support strategy for TPD. It was

anticipated that the findings would be of interest to professionals in the field of

teacher education and development, curriculum designers concerned with the
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development of the curriculum and curriculum materials, and other

stakeholders.

The findings have revealed a number of issues which have implications for

both theory and practice. First, the educational system has failed to

conscientise teachers to their need for PD, as most teachers were not oriented

to the use of the TDC for their PD, which makes it impossible for them to

benefit fully and achieve ownership of the TDCs. This suggests that there is a

need for the Ministry of Education, Science and Technology to engage teachers

in PD that is ongoing, which begins with initial preparation and only ends

when the teacher retires from the profession.

Second, the fact that the TDCs emphasised the non-TPD activities such as

weddings, religious meetings and also those organised by the NGOs, more than

TPD, meant that they were failing to serve the needs and interests of teachers.

If the TDCs offer activities without defining professional values embedded in

the activities, teachers cannot use the TDCs for their professional needs.

Therefore, there is a need for both the TDC coordinators and teachers

themselves to find ways of engaging in more PD activities which aim at

improving their knowledge of the subjects they teach, including the content for

learners of diverse educational needs.

Third, the fact that the TDCs were failing to involve teachers as adult learners

in initiating, planning, developing and conducting their own PD activities with
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the support of the TDC coordinators meant that teachers mostly relied on

externally-initiated activities which were sometimes irrelevant to their

professional needs. If the activities at the TDCs are of little relevance to TPD,

teachers may not see the need for using the TDCs for their PD. Therefore, there

is a need for TPD to be systematically planned and supported to guarantee the

effectiveness of its process.

Fourth, TPD was not integrated into the school calendar and national education

development programmes for it to be sustained in the TDCs, suggesting that

TPD was not part of the main stream of education system in Malawi. Having

TPD integrated into the school calendar and national education development

programmes may ensure that all teachers participate in PD.

Fifth, there were problems with coordination of the TDC activities because the

TDC coordinators had too many roles and responsibilities which were

sometimes conflicting, resulting in dilemmas and tensions in the coordinators.

In most cases, the TDCs were closed when the TDC coordinators were away

on other duties, making them inaccessible to teachers. Thus, there is a need to

reduce the roles and responsibilities of the TDC coordinators or employ other

staff at the TDC to take up some of the roles and responsibilities from the TDC

coordinator. Related to the problems of coordination of the TDCs was that

some TDC coordinators were not trained in TPD because they had been sent to

replace those who were trained but had been posted away to head primary

schools. The new TDC coordinators were not trained because there was no



367

more provision of training when the donor who funded the project finished its

activities in Malawi. The implication is that some TDCs lacked the necessary

expertise to support teachers in PD. Thus, there is a need for a more sustainable

strategy of training the TDC coordinators by the Government of Malawi so that

they are professionally competent in supporting TPD. The skills acquired

during training would help the TDC coordinators to effectively coordinate,

monitor and evaluate TPD programmes in Malawi.

Sixth, the TDCs had limited resources, implying that teachers were not getting

the resource support they needed in PD. Teachers as adults are motivated to

learn when they interact with adequate and relevant resources. Therefore, there

is a need to have enough, appropriate and relevant resources in the TDCs in

order to continue supporting teachers in their PD, because TPD not only helps

teachers to improve their classroom practices but has a considerable impact on

the success of educational reforms and their own development.

Seventh, the fact that the TDCs had no incentives attached to teacher

involvement in PD activities implied that teachers would only be involved in

PD at the TDCs when there are some incentives. Lack of incentives might not

only have affected their classroom work but also their personal and

institutional development. A clear policy on incentives is needed so that

teachers engage in PD in Malawi without losing track of its value, because

incentives such as certification would motivate teachers to engage in their own
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PD, resulting in promotion of quality education which is related to economic

development of any country.

Eighth, the fact that there were no activities at the TDCs on special needs

education meant that the TDCs were denying children with special education

needs (SENs) quality education. If TDCs in Malawi were part of a support

strategy for TPD, all teachers including those who teach children with SENs

should have equal opportunities in the use of the TDCs with appropriate

resources support.

The problems highlighted in this section have clearly indicated that if TPD is to

take root in Malawi, there is a need for the government to have a clear policy to

guide the development of the TDCs as a support strategy in PD.

9.5 Recommendations

Based on the findings of this study, I recommend the following:

 Examine the policy on teacher development and support in primary

schools;

 Integrate TPD in the initial teacher training courses;

 Plan and implement TPD programmes with sufficient resources at the

TDCs;

 Provide technical and financial support for conducting research in TPD;

 Allocate funds for workshops and seminars for stakeholders to share

knowledge of the role of the TDCs in supporting TPD;
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 Reduce the number of schools in a cluster for effective support for TPD;

 Promote school-based TPD which reflects on classroom experiences;

 Strengthen networking among the schools, between the schools and the

TDCs as well as national and international education forums for a broader

exposure and to share expertise;

 Prepare a national calendar of TPD activities to be integrated into the

school calendar;

 Restructure teacher time in schools to allow for regular collaborative

planning, lesson observation, evaluation of learning, development of

curriculum, preparation of lesson plans, lesson demonstrations and peer

observation to foster PD;

 Develop effective TPD based on learning theories such adult learning and

transformative learning, for meaningful change in teachers;

 Train key participants such as teachers, head teachers and PEAs for

effective coordination and management of TPD activities;

 Offer undergraduate and postgraduate courses in TPD and school

improvement;

 Use collaborative approaches to TPD with all stakeholders, including the

district, the division, Malawi Institute of Education, Teacher Training

Colleges and institutions of higher education;

 Recognise teachers’ efforts in TPD by providing incentives;

 Conduct regular monitoring and evaluation of TPD activities.
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9.6 Evaluation of the study

This study has both strengths and limitations. The strengths are that the

findings of the study have answered the research questions using both

qualitative and quantitative research approaches. Triangulation was applied

throughout the data collection, analysis and interpretation procedures, thus

providing an in-depth understanding of the influence of the TDC in supporting

TPD to come up with valid conclusions. The study has clearly demonstrated

the importance of triangulation in the social dynamic conditions prevalent in

the field. Triangulation has also demonstrated how complex the nature of TPD

is and that further study is urgently required if teachers are to be assisted in the

use of the TDC for TPD.

The complexity of the findings supports the argument for using different data

sources. For example, it would not have been useful to ask the participants

themselves to identify the influence of the TDCs in supporting TPD, because

the positive influences could have been exaggerated or even invented while

negative influences would have been conveniently overlooked (English, 1995).

Furthermore, TPD activities might have been taking place at the TDCs which

the key participants were not aware of because such activities had taken place

slowly over a long period of time. That is why concerns such as these were

addressed by using questionnaires and semi-structured interviews for data

collection from different key participants. Using one method to collect data in

these circumstances was not considered reasonable.
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The data is remarkably diverse, providing rich and complex findings on the

influence of the TDC on TPD, which was demonstrated by teachers and other

key participants. At the same time, it was possible to identify a number of

common issues or concerns, which emerged from different methods and data

sources. The commonalities of perceptions among teachers and other key

participants with different characteristics about the influence of the TDC in

supporting TPD were a positive outcome because they demonstrated the extent

to which different teachers and other key participants had similar perceptions

concerning the influence of the TDCs in supporting TPD.

On the other hand, the study design and methods that determined the sample

sizes and sampling procedures of the teachers and other key participants in

Malawi made the results generalisable only to participants who share similar

characteristics and settings. In short, the findings of this study are tentative as

they are inductively developed, prone to subjectivity and subject to

modification through subsequent research findings. Similarly, although they

may have a wider applicability in the field of TPD, they can only be

generalised to the sample under study.

Researchers of TPD have tended to examine more about the impact rather than

the influence of the strategies for TPD. Consequently, little had been done to

come up with established methodologies, instruments and procedures for

studying the influence of the strategies for TPD. For this reason I had to
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construct my own instruments and procedures, which were rigorously validated

through pilot testing within the period of my study.

A number of questions arise from my methods calling for an alternative

approach if this study was to be conducted again. For example, investigating

the influence of TDC as a support strategy for TPD using case study design

would provide additional insight into TDC activities and their usefulness in

promoting TPD. A case study would involve an exploration of a case such as a

“programme, an event, an activity, or individuals” (Creswell, 1998:61) using

different data collection methods, within a specific setting and time frame.

Examining such cases would enable me to look deeper into the nature of the

TDC activities for TPD using additional data collection methods such as

observations and focus group interviews to describe the phenomenon of TPD

in more detail.

In addition, since TPD seeks to improve pupil learning and achievement

(Speck and Knipe, 2005; Guskey, 2000; Craig, Karft and Du Plessis, 1998),

gathering quantitative data in the form of pupil test scores and qualitative data

that explores teacher perspective transformation as a result of their involvement

in PD, would provide a better understanding of the relationship between

teacher change and pupil learning and achievement.
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9.7 Suggested areas for further research

What this research has accomplished is to point out that constructing a TDC is

not a panacea for the problems of TPD but a means of influencing TPD.

However, no research is complete as there will always be some areas that need

clarification. It is against this background that I suggest that there is need to

investigate:

 the effect of distance between the TDC and the schools on teacher

involvement in the TDC activities;

 the effect of the TDCs on student learning;

 the impact of the TDC resources on TPD;

 how the nature and functions of the TDC management influence TPD;

 how the roles of the PEAs affect the coordination of the TDCs activities;

 the perceptions of teachers on the TDCs;

 the relationship between teacher characteristics and TPD;

 the perceptions of teachers on TPD;

 the appropriateness of TDC activities for TPD.

9.8 Summary

The main purpose of this study was to explore the influence of the TDCs as a

support strategy for TPD. Attempts have been made to apply theories of adult

learning in investigating the influence of TDCs in supporting TPD activities.

Issues explored in the study included activities at the TDC; teacher

involvement in the TDC activities for their PD; teacher perspective
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transformation as a result of their involvement; and factors which affected the

sustainability of the TDCs for TPD.

The findings of the study indicated that there were, at the TDC, both PD

activities such as making teaching and learning materials and curriculum-

related activities as well as non-professional activities such wedding and

religious meetings. The findings also indicated that the majority of teachers

were involved in TPD activities at the TDC although there were slight

differences in their involvement regarding teacher sex, teacher academic

qualifications, teacher management position at school and the TDC setting

(urban/rural). Furthermore, the findings of the study indicated that the majority

of those teachers who indicated that they were involved in a number of

activities at the TDC for their TPD perceived a substantial change in their

classroom practices as well as in their profession as a whole. Finally, despite

the fact that the majority of teachers were involved in TDC activities for TPD

and that some teachers perceived some changes, there were some challenges in

the areas of policy guidelines, management of the TDCs, coordination of the

TDC activities, resources at the TDCs, organisational factors, lack of training

for the newly appointed PEAs (TDC coordinators), conflicting roles of the

PEAs, distance from the schools which some teachers travelled to their TDCs

and teacher desire for some incentives. These challenges resulted in dilemmas

and tensions in teacher involvement in the TDC activities and affected the

sustainability of the TDCs.
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APPENDICES

Appendix A: Questionnaire For Teachers

SECTION A: PERSONAL INFORMATION

1. Please fill in: (a) Name of the school: ______ (b) Zone: _____ (c) District: _______

2. Please answer questions (a) to (h) by marking with a tick in one of the boxes below that

represent your response

(a) Your sex: 1. Male 2. Female

(b) What is your highest academic qualification?

1. MSCE Level 2. JCE Level 3. PSCE Level

(c) Are you a trained teacher? 1. Yes (Go to question e) 2. No (Go to

question d)

(d) Are you a student teacher? 1. Yes 2. No

(e) How many years have you been teaching?

Less than 1 1-2 3-5 6 - 10 Over 10
As untrained teacher 1 2 3 4 5
On training 1 2 3 4 5
As a qualified teacher 1 2 3 4 5

(f) Which class (es) do you teach?

None 1 2 3 4 5 6 7 8

(g) Do you have any management position in this school? 1. Yes (Go to item (h) 2. No

(h) What is your management position in this school?
1. Head teacher 2. Deputy Head teacher
3. Head of Section 4. Other (s) (Please specify) _______

SECTION B: DISTANCE BETWEEN THE TDC AND THE SCHOOLS
Please answer these questions by circling the number in the appropriate box against each item
to indicate your response

3. What is the distance in km Less
than 1

1-2
km

3-5
km

6-10
km

Over
10 km

(a) From your school to the nearest any TDC? 1 2 3 4 5
(b) From your school to your TDC? 1 2 3 4 5

SECTION C: TEACHER INVOLVEMENT IN THE TDC ACTIVITIES
Please answer these questions by circling the number in the appropriate box against each item
to indicate your response

4. How many times are you involved in these activities in
a year?

Never 1-2 3-5 6-9 10 or
more

(a) Meetings with the PEA 1 2 3 4 5
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(b) TDC management committee meetings 1 2 3 4 5
(c) Fund-raising activities for the TDC 1 2 3 4 5
(d) Preparation of teaching/learning materials 1 2 3 4 5
(e) Reading in the TDC library 1 2 3 4 5
(f) Borrowing books from the TDC library 1 2 3 4 5
(g) Meeting with teachers from other schools 1 2 3 4 5
(h) Planning for the INSET for teachers 1 2 3 4 5
(i) Meeting with community members 1 2 3 4 5
(j) Study circles 1 2 3 4 5
(k) Orientation to the examinations procedures 1 2 3 4 5
(l) Dissemination of research/project findings 1 2 3 4 5
(m) Training courses in school management skills 1 2 3 4 5
(n) Subject committee meetings 1 2 3 4 5

SECTION D: TEACHER CHANGE
Please answer these questions by marking with a circle around a number in the box against
each item to indicate your response

My involvement with the TDC has helped
me to:

Strongly
Disagree

Disagree Don’t
Know

Agree Strongly
Agree

5. Lesson preparation
(a) identify learning content 1 2 3 4 5
(b) select learning objectives 1 2 3 4 5
(c) improve schemes of work 1 2 3 4 5
(d) improve lesson planning 1 2 3 4 5
(f) become more resourceful 1 2 3 4 5
(g) improve subject knowledge 1 2 3 4 5
(h) prepare learning activities 1 2 3 4 5
(i) improve records of work 1 2 3 4 5

6. Instructional skills
(a) improve teaching skills 1 2 3 4 5
(b) reflect on my teaching 1 2 3 4 5
(c) use appropriate teaching/ learning strategies 1 2 3 4 5
(d) use teaching/learning materials 1 2 3 4 5
(e) use examples real life during teaching 1 2 3 4 5
(f) improve teaching methods 1 2 3 4 5
(g) improve pupil assessment 1 2 3 4 5
(h) improve self assessment 1 2 3 4 5
(i) improve marking procedures of pupils work 1 2 3 4 5
(j) communicate effectively in the classroom 1 2 3 4 5

7. Class management skills
(a) improve the culture of learning 1 2 3 4 5
(b) improve relationship with pupils 1 2 3 4 5
(c) improve pupil behaviour management skills 1 2 3 4 5
(d) improve resource management skills 1 2 3 4 5
(e) improve displays in the classroom 1 2 3 4 5
(f) improve time management skills 1 2 3 4 5
(g) organize the classroom 1 2 3 4 5

8. The professional growth
(a) improve motivation as a teacher 1 2 3 4 5
(b) improve leadership skills 1 2 3 4 5
(c) get promoted to senior position 1 2 3 4 5
(d) work with other teachers within school 1 2 3 4 5
(e) work with teachers from other schools 1 2 3 4 5
(f) improve academic qualification 1 2 3 4 5
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(g) improve professional qualification 1 2 3 4 5
(h) improve relationship with educational

institutions
1 2 3 4 5

(i) become an expert in teaching 1 2 3 4 5

9. Monitoring and assessing pupils’ learning
(a) improve recording of pupils’ progress 1 2 3 4 5
(b) improve communication with parents 1 2 3 4 5
(c) discuss pupils’ progress with their parents 1 2 3 4 5
(d) use rewards to motivate pupils to work

hard
1 2 3 4 5

(e) engage pupils in meaningful learning 1 2 3 4 5
(f) provide feedback to pupils 1 2 3 4 5
(g) assess pupils 1 2 3 4 5
(h) mark pupils work 1 2 3 4 5
(i) encourage pupils to work hard 1 2 3 4 5

SECTION E: Please answer these questions by circling a number in a box against each
item to indicate your response

General statements about the TDC Strongly
Disagree

Disagree Don’t
Know

Agree Strongly
Agree

10. Equipment, facilities and resources
(a) There are enough facilities 1 2 3 4 5
(b) There are not enough books on TPD 1 2 3 4 5
(c) Most teachers know how to use the

resources
1 2 3 4 5

(d) Much of the equipment are broken 1 2 3 4 5
(e) There is electricity at the centre 1 2 3 4 5
(f) There is water supply at the centre 1 2 3 4 5
(g) There is adequate time TPD activities 1 2 3 4 5
(h) There are overnight accommodation

facilities at the TDC for teachers
1 2 3 4 5

(i) The trained staff in the use of the TDC does
not stay long enough at the TDC

1 2 3 4 5

11. The TPD opportunities
(a) The facilitators are competent 1 2 3 4 5
(b) The TDC initiates TPD activities 1 2 3 4 5
(c) The are clear guidelines for the use of the

TDC
1 2 3 4 5

(d) Teachers have reliable transport to travel
to the TDC

1 2 3 4 5

(e) My school have a plan for TPD 1 2 3 4 5
(f) My school has information on how to use

the TDC
1 2 3 4 5

(g) It is easy to identify activities that can take
place at the TDC

1 2 3 4 5

(h) The TDC lack leadership in TPD 1 2 3 4 5
(i) The TDC is too far away from my school 1 2 3 4 5
(j) The coordinators stay long enough at this

TDC
1 2 3 4 5

12. The professional support
(a) The TDC staff assists on how to use the

TDC
1 2 3 4 5

(b) There are facilitators for TPD in the zone 1 2 3 4 5
(c) The TDC provides teachers with time to

use the TDC
1 2 3 4 5
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(d) My PEA allows teachers to go to the TDC
during school time only

1 2 3 4 5

(e) There is adequate TDC staff to assist with
TPD

1 2 3 4 5

13. Centre management
(a) The TDC Coordinator is too busy for TPD 1 2 3 4 5
(b) The TDC has a plan of the TPD activities 1 2 3 4 5
(c) The TDC is used by teachers only 1 2 3 4 5
(d) There are coordinated TDC activities 1 2 3 4 5
(e) There is money for TPD 1 2 3 4 5
(f) It is cheap to run the TDC activities 1 2 3 4 5
(g) There are plans for raising funds TDC

activities
1 2 3 4 5

(h) The TDC is mostly used by the senior
school staff

1 2 3 4 5

THE END
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Appendix B: Interview Questions for Teachers

1 Do you use the TDC? If so, how? (If not, why not?)
(a) Would you say that you use your TDCs for your teacher development

activities? If so, how? (If not why not?)
(b) Do you think there are any possible barriers to the use of the TDC for

your teacher development? If so, what are they? (If not why not?)
2 Would you say that your involvement in TDC activities has helped you

to improve your teaching skills? If so, how? (If not, why not?)
(a) Would you say that you are involved in TDC activities? If so, how? (If

not, why not?)
(b) Would you say that your involvement in TDC activities has helped you

to improve your:
(i) Subject knowledge? If so, in which subject(s)? (If not, why not?)
(ii) Teaching skills? If so, in which subject(s)? (If not, why not?)
(iii) Classroom management skills? If so, how? (If not, why not?)
(iv) Pupil assessment skills? If so, how? (If not, why not?)

3 In general, would you say that TDC resources are appropriate for
teacher development activities? If so, how? (If not, why not?)
(a) What are your views about the accessibility of the TDC facilities for

teacher development activities?
(b) Would you say that the resources at your TDC are helping you to

improve your teaching skills? If so, how? If not, why not?
4 Do you think that the management of your TDC supports your the

teacher development activities? If so, how? (If not, why not?)
(a) Would you say that you involvement in the management of your TDC?

If so, how? (If not why not?)
(b) Do you think that your involvement in the management of your TDC

has helped to improve teacher development activities? If so, how? (If
not why not?)

5 Would you say that your TDC is sustainable as a strategy for teacher
development? Why do you think so?
(a) Do you think that your TDC will continue to support your teacher

development activities? If so, how? (If not, why not?)
(b) Would you say that you will continue to put into practice the

knowledge and skills acquired through your involvement with the
TDCs? If so, what are they? (If not, why not?)

(c) Would you say that the physical infrastructure of the TDCs is
sustainable? If so, how? (If not, why not?)
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Appendix C: Interview Questions for Other Key Participants

1 Does school staff use the TDC for the teacher development? If so, how?
If not, why not?
(a) Would you say that school staff uses the TDCs for teacher

development? If so, how? (If not, why not?)
(b) Do you think there are any possible barriers to the use of the TDCs for

teacher development? If so, what are they? (If not, why not?)
2 Would you say that teacher involvement in the TDC activities is

benefiting them? If so, how? If not, why not?
(a) Would you say that teachers are involved in the TDC activities? If so,

how? (If not, why not?)
(b) Would you say that teacher involvement in the TDC activities has

helped to improve:
(i) Teamwork in schools? If so, how? (If not, why not?)

(ii) Networking among teachers in schools? If so, how? (If not,
why not?)

(iii) Pupil achievement in schools? If so, how? (If not, why not?)
3 In general, would you say that TDC resources are appropriate for

teacher development activities? If so, how? If not, why not?
(a) What are your views about the accessibility of the TDC facilities for

the teacher development activities of teachers?
(b) Would you say that the resources at the TDCs have helped to improve

teaching and learning? If so, how? (If not, why not?)
4 Do you have any views about the management of TDCs in relation to

teacher development activities? If so, what are your views? If not, why
not?
(a) Would you say that teachers are involved in the TDC management? If

so, how? (If not, why not?)
(b) Do you think that teacher involvement in the TDC management is

benefiting them in any way? If so, how? (If not, why not?)
5 Would you say that the TDCs are sustainable as a strategy for teacher

development? Why do you think so?
(a) Do you think the TDCs will continue to support teacher development

activities? If so, how? (If not, why not?)
(b) Would you say that teachers will continue to put into practice the

knowledge and skills acquired through their involvement with the
TDCs? If so, what are they? (If not, why not?)

(c) Would you say that the physical infrastructure of the TDCs is
sustainable? If so, how? (If not, why not?)
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Appendix D: Frequency Tables

Appendix D1: Frequency of teachers involved in TDC activities

Statements Teacher sex (%) Teacher
qualification (%)

Teacher
management
position (%)

TDC setting (%) TOTAL
(%)

Male Female MSCE JCE Yes No Rural Urban

Meetings with the PEA 88.1 84.3 85.8 86.2 89.5 80.7 87.9 85.2 86.2

Meetings with teachers from other schools. 74.3 71.5 71.9 73.4 71.9 73.4 73.8 72.0 72.7

Preparation of teaching and learning materials 76.3 68.2 69.7 73.4 74.1 67.7 75.7 69.4 71.7

TDC Fund-raising committee meetings 70.4 67.5 61.3 69.9 70.5 58.3 71.0 62.9 65.9

Meetings with community members 67.6 61.9 60.6 67.6 67.8 58.7 68.6 61.8 64.3

Training courses for school managers 70.4 59.5 56.2 66.3 73.0 49.8 65.9 63.2 64.2

TDC management committee meetings 70.4 57.4 60.2 65.4 68.0 54.7 66.4 61.0 63.0

Subject committee meetings 61.3 60.4 60.6 60.9 63.6 56.1 69.2 55.9 60.8

Borrowing books from the TDC library 72.3 51.7 58.0 62.8 66.9 50.2 61.7 60.0 60.6

Orientation to the examinations procedures 67.6 48.6 56.6 57.1 62.8 47.1 55.6 57.5 56.7

Reading in the TDC library 76.3 68.2 49.6 53.5 57.0 43.0 56.1 49.2 51.7

INSET course for teachers 52.2 48.0 69.7 73.4 51.5 47.1 46.3 51.9 49.8

Study circles 45.8 38.1 39.8 42.9 43.8 37.7 39.7 42.5 41.5

Dissemination of research findings 35.6 33.6 31.8 36.9 36.1 31.2 38.8 32.0 34.5
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Appendix D2: Frequency of teachers staying at a distance from the TDC

Distance from the TDC in
km

0-1 km
(%)

1-5 km
(%)

6-9 km
(%)

10 or
more (%)

Totals
(%)

Teacher sex Male 64 (25.3) 87 (34.4) 54 (21.3) 48 (19.0) 253
Female 151 (45.4) 124 (37.3) 29 (8.8) 28 (8.5) 333

Teacher academic
qualification

High 110 (40.1) 100 (36.5) 37 (13.5) 27 (9.9) 274
Low 105 (33.7) 111 (35.6) 46 (14.7) 50 (16.0) 312

Teacher having
management
position

Yes 122 (33.6) 130 (35.8) 53 (14.6) 58 (16.0) 363
No 93 (41.7) 81 (36.3) 30 (13.5) 19 (8.5) 223

TDC settings Rural 79 (36.9) 73 (34.1) 29 (13.6) 33 (15.4) 214
Urban 136 (36.7) 138 (37.1) 54 (14.5) 43 (11.7) 372

Appendix D3: Frequency of teachers involved in TDC activities by
distance to TDCs

Teacher activities at the
TDC

0-1 km
(%)

1-5 km
(%)

6-9 km
(%)

10 or
more (%)

Totals
(%)

Meetings with the PEA 183 (36.2) 182 (36.1) 73 (14.4) 67 (13.3) 505
Meetings with teachers from
other schools.

167 (39.2) 148 (44.8) 58 (13.6) 53 (12.4) 426

Preparation of teaching and
learning materials

162 (38.5) 143 (34.0) 61 (14.4) 55 (13.1) 421

TDC Fund-raising committee
meetings

142 (36.8) 141 (36.5) 53 (13.7) 50 (13.0) 386

Meetings with community
members

148 (39.3) 127 (33.7) 50 (13.2) 52 (13.8) 377

Training courses for school
managers

144 (38.3) 127 (33.8) 54 (14.3) 51 (13.6) 376

TDC management committee
meetings

132 (35.8) 130 (35.2) 59 (16.0) 48 (13.0) 369

Subject committee meetings 143 (40.2) 117 (32.8) 48 (13.5) 48 (13.5) 356
Borrowing books from the
TDC library

144 (40.6) 115 (32.4) 54 (15.2) 42 (11.8) 355

Orientation to the
examinations procedures

116 (34.7) 118 (35.3) 54 (16.2) 46 (13.8) 334

Reading in the TDC library 126 (41.6) 93 (30.7) 43 (14.2) 41 (13.5) 303
INSET courses for teachers 122 (41.8) 101 (34.6) 35 (12.0) 34 (11.6) 292
Study circles 101 (41.6) 78 (32.0) 33 (13.6) 31 (12.8) 243
Dissemination of research
findings

85 (42.1) 72 (35.6) 22 (10.9) 23 (11.4) 202
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Appendix E: Frequency tables on teacher changes

Appendix E1: Frequency of teachers who changed in professional growth

My involvement with the TDC has helped me to N Number

agreed

Percentage

agreed

Improve my interest as a teacher 76 71 93.4

Improve my professional leadership skills 76 67 88.2

Work with teachers from other schools 76 65 85.5

Work with other teachers within the school 76 62 81.6

Become an expert in teaching 76 61 80.3

Improve relationship with other institutions 76 59 77.6

Improve my professional qualification 76 58 76.3

Improve my academic qualification 76 53 69.7

Get promoted to senior position 76 50 65.8

Appendix E2: Frequency of teachers who changed in lesson preparation skills

My involvement with the TDC has helped me to N Number

agreed

Percentage

agreed

Improve my schemes of work 76 68 89.5

Selecting appropriate learning objectives 76 67 88.2

Improve my lesson planning 76 66 86.8

Identify appropriate instructional content 76 66 86.8

Prepare appropriate learning activities 76 62 81.6

Improve my records of work 76 62 81.6

Improve my subject knowledge 76 61 80.3

Become more resourceful 76 51 67.1

Appendix E3: Frequency of teachers who changed in classroom instructional
skills

My involvement with the TDC has helped me to N Number

agreed

Percentage

agreed

Use teaching and learning materials more

effectively

76 68 89.5

Use appropriate teaching and learning strategies 76 67 88.2

Improve self assessment of a lesson 76 66 86.8

Reflect on my teaching 76 62 81.6

Improve pupil assessment procedures 76 62 81.6

Improve my teaching methods 76 61 80.3

Use examples from every day life during teaching 76 57 75.0
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Appendix E4: Frequency of teachers who changed in classroom management
skills

My involvement with the TDC has helped the

teacher to

N Number

agreed

Percentage

agreed

Improve my relationship with pupils 76 65 85.5

Improve pupil behaviour management skills 76 63 82.9

Improve my resource management skills 76 62 82.9

Improve my time management skills 76 61 80.1

Improve culture of learning 76 60 78.9

Organise physical space effectively 76 59 77.6

Improve the displays in the classroom 76 57 75.0

Appendix E5: Frequency of teacher changes in pupil monitoring and assessment

skills

My involvement with the TDC has helped me to N Number

agreed

Percentage

agreed

Recording of pupils’ progress 76 66 86.8

Improve reporting of pupils’ progress 76 62 81.6

Engage pupils in meaningful learning 76 61 80.3

Provide feedback to pupils 76 61 80.3

Encourage pupils to work hard 76 61 80.3

Discuss pupils’ progress with their parents 76 60 78.9

Use rewards to motivate pupils to work hard 76 59 77.6

Prepare and administer tests regularly 76 59 77.6

Mark pupil exercises and make useful comments 76 58 76.3

Appendix F: Frequency tables for teacher perceptions of TDC activities

Appendix F1: Frequency of teacher perceptions of the coordination of TDC
activities

Statements about coordination of the TDC activities N Number

agreed

Percentage

agreed

The PEA identifies activities for teachers 586 287 49.0

The PEA is busy with TPD activities 586 225 38.4

The PEA is competent in conducting activities for

TPD

586 186 31.7

The PEA allows teachers to visit the TDC 586 178 30.4

The PEA initiates activities for TPD 586 169 28.8

The PEA has plans of teacher activities 586 118 20.1
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Appendix F2: Frequency of teacher perceptions of TDC management

Statements about the management of the TDC N Number

agreed

Percentage

agreed

The TDC has adequate staff to assist teachers 586 348 59.4

The TDC provides time for teachers to visit the TDC 586 313 53.4

The TDC has plans for teacher support 586 313 53.4

There are guidelines for the use of the TDC 586 285 48.6

The TDC staff assist teachers on how to use the TDC 586 276 47.1

The TDC has trained staff trained in the use of the TDC 586 266 45.4

Most teachers know how to use the TDC resources 586 261 44.5

The TDC provide leadership in TPD 586 247 42.2

It is cheap to run teacher activities at the TDC 586 247 42.2

The TDC has money for TPD 586 224 38.2

The TDC has information on how to use the TDC 586 212 36.2

The TDC has plans for raising funds 586 108 18.4

Appendix F3: Frequency of teacher perceptions of the resources at the TDC

Statements about the resources at the TDC N Number

agreed

Percentage

agreed

There was water supply at the TDC 586 246 42.0

Much of the TDC facilities were in good condition 586 246 42.0

There was power supply at the TDC 586 208 35.5

The TDC was near enough to most schools in the

zone

586 187 31.9

There were enough books on TPD 586 177 30.2

There were overnight accommodation facilities at

the TDC

586 69 11.8
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Appendix G: Field notes

Site Field Notes and Observations

TDC 1 The TDC was open and the coordinator was present. I found community members
in a meeting discussing the welfare of orphans. TDC hall had locally made
teaching and learning materials displays and had a library with books for
classroom use and not for professional development. The TDC coordinator was
new to the TDC but trained in PD. The sports ground was bare and without basic
facilities for sports.

School 1 Co education with very few displays in the classroom despite being at the centre.

School 2 Learnt that the school days and other activities do not take place on Friday
Afternoon to pave way for religious activities.

TDC 2 On the first day of my visit I found the TDC closed and the coordinator had gone
awayon official duties. On the second day, the TDC was open and the coordinator
was present. The coordinator was newly appointed and untrained. He was
previously a headteacher of a primary school.
The coordinator was having a motor bike repaired. He told me that he used his
initiative and resources to have the bike repaired. The TDC had a ground phone
line which was disconnected due to non payment of bills. TDC hall had locally
made teaching and learning materials displays. The library had very few books for
classroom use but none for professional development. The sports ground was bare
and without basic facilities for sports.

School 3 One teacher told me that he was refused by the head teacher to go to another
school to seek assistance from another teacher on a topic in religious education.
because the school was not in favour of the topic to be taught at this school.

School 4 There were large class sizes but very few books. No displays in the classroom.
TDC 3 On the first day of my visits I found the TDC closed and the coordinator had gone

away to the district office to supervise the national examinations. The coordinator
was newly posted to the TDC and was from a primary school where she was a
headteacher. She was not trained in how to use TDC for TPD. I found a wedding
meeting in session and a gender related meeting organised by an NGO. TDC hall
had displays of teaching and learning materials. There a computer set which was
gathering dust due to non use. I learnt that the TDC staff had not been trained in
how to use computers. The library had books for classroom use but none for
professional development. The sports ground was bare and without basic facilities
for sports.

School 5 About 2 km from the TDC. One of the largest schools in the urban with large class
sizes and more female teachers.

School 6 The two teachers who were interviewed were new to the school and the TDC
TDC 4 On the first day of my visits I found the TDC closed and the coordinator had gone

away to the district office to supervise the national examinations. The TDC
coordinator was reported to be away from the TDC most of the time. The assistant
coordinator was available but was busy teaching. On a second day of my visit, I
found the coordinator. The sports ground was bare and without basic facilities for
sports.

School 7 A Catholic Primary school for girls only. The TDC was within the fence with a
gate which was reported to be closed when the school was not in session. The
assistant coordinator for the TDC was from this school. He told me that he was in
most cases busy to attend to the TDC.

School 8 Some classrooms at this school had displays of teaching and learning materials.
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Appendix H: Copy of a research clearance letter
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Appendix I: A copy of a letter of consent for a questionnaire survey
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Appendix J: A copy of a letter of consent for the interviews


