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A B S T R A d 

lliere has been great concern about quality teaching in our schools in Zambia . The general 

poor performance year in and year out is unacceptable considering government's effort to 

educate the masses and reduce illiteracy levels. Lamentations by the society over pupils ' poor 

performance are genuine, fhe school-Based Continuing Professional Development ( S B C P D ) 

is one of the effective ways o f improving education as far as teaching is concerned as it 

targets self-development, group and eventually institutional development. It is not clear 

whether School-Based Continuing Professional Development has been fully embraced by 

teachers to help quality teaching in schools. 

fhis study therefore, sought to investigate barriers to effective implementation o f School-

Based Professional Development in three schools in Z imba district, fhe objectives o f the 

.study were to: establish the type o f Conl inuing Professional Development programmes 

conducted in the three Schools, investigate barriers to effective implementation o f School-

Based Continuing Professional Development and suggest mea.sures to be put in place in order 

to overcome barriers lo effective implementation o f S B C P D in three secondary schools in the 

district. 

feachers" professional development is often regarded as the key to successi"ul education 

reforms. Hence, teachers are expected to experience continuous professional development to 

keep abrea.st with the relentless change taking place in the education system. However, 

problems arise when too much emphasis is placed on making sure that teachers take part in 

professional development initiatives, fo some teachers, professional development is seen as a 

burden and not as an opportunity to improve their practice as the reforms have intended, 'fhis 

happens as the teachers arc made to take part in various standardised professional 

development programmes that are not tailored to their specific needs. A s a result it has 

become less effective in helping the teachers improve their own pedagogy. 

fhis study employed the descriptive research design in which both qualitative and 

quantitative techniques were used. Questionnaires and interview guides were used to collect 

data. 

fhe findings of the study revealed that the participants had issues with sustaining changes to 

their C P D practice. Ihcy experienced external professional development overload while at 

the .same time were struggling to create more opportunities for school-based professional 
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development. In addition, the fmding.s indicated that participants wanted to have some .say in 

their own professional learning. 

The .study recommended that participants should experience one professional development 

programme at a time and have sufficient support and follow-up during that time lo ensure that 

changes in teaching practice are best su.stained. Head teachers and teachers should operate 

with reali.stic strategic plans to help them manage .school resources effectively, l-'urthermore, 

the Ministry o f I 'ducalion should design strong advocacy for teachers" prolessional 

development to meet teachers" needs and schools to assign enough time for S B C P D so that 

teachers can have meaningful results by participating in these activities. 
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C H A P T E R 1 

INTRODIJCIION 

1.1 Background 

Fhcrc has been a review o f literature on teachers' professional development which gives the 

impression that it is the key to successful education reforms, 'fhis is evident in the work o f 

several authors (I largreaves, 2000; l u l l a n & Maseall . 2000; l l a w l c y & V a l l i , 1999). Changes 

in government policies, particularly the policies which arc related to the education .system 

have an immense impact on the teaching profession and the professional development ofthe 

teachers (Cardno, 2005: l-ullan & Mascal l . 2000). 

Day and Smethem (2009) argue that most governments believe that intervention in the 

education .system is necessary lo ensure the nations' economic competitiveness. Ilence 

standards-based reforms are introduced to raise the quality o f education received by the 

pupils. However government intervention in the forms o f education reforms is argued lo have 

taken away teachers" autonomy in their practice (Day, 2002). K e y authors suggest that 

teachers' professional development is central to the successful implementation o f any 

education reforms (Desimone, 2009; Desimone elal 2002; lUmore & Burney. 1999; I'ishman 

etal 2003; Guskey, 2002). 

'fhis claim is supported by i 'ullan and Mascal l (2000) who restate that professional 

development is key to the success o f any reform (change) initiative, provided that it is linked 

lo ongoing learning o f individuals and lo school improvement and to related policy and 

program implementation. In the context o f American education system, Birman etal (2000) 

highlight that professional development plays a key role in addressing the gap between 

teacher and standards-based reform. 

Professional development for teachers is believed to equip them with the necessary 

knowledge and skills lo implement the changes as intended by the reform introduced. 

Although teachers are believed lo have gained many bencllts from their participation in 

professional development programmes as that highlighted in the literature; several issues 

regarding the effectiveness o f such programmes are afso raised. One o f the most issues o f 
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concern highlighted is the negative perceptions amongst teachers who view professional 

development as something that they must endure and get out ofthe way (Ciuskey. 2000) 

A further investigation ofthis issue identifies several factors that contributed to such negative 

views, fhe teachers" understanding of the idea o f professional development inHucneed their 

attitudes towards having to participate in one. fraditionally, teachers" professional 

development has been undcr.stood as a series o f unrelated short-term wc^-kshops and 

presentations with little follow-up or guidance for implementation (Ciuskey. 2000). 

This is normally done by having outside experts conduct a training session or series o f 

training sessions for teachers outside ofthe school environment, fu l lan (2001) contends that 

these one-shot workshops are ineffective as the topics are selected by the people in-charge o f 

the workshop instead o f the teachers. Moreover, this narrow perspective o f professional 

developmenl for teachers is also criticised as the outside experts may disregard teachers" 

opinion and classroom experience. I his is the perceived superiority o f the hard research 

knowledge o f the experts to the soft practice wisdom o f the teachers (Cjarrett & Bowles, 

1997). 

I'he view o f teachers' professional development as a series o f activities that are detached from 

the actual classroom engagement often resulted to teachers feeling that their professional 

development experience as "meaningless and wasteful" (Guskey, 2000. p.4). A s most 

teachers are not usually consulted o f their professional development needs, they often 

perceived their professional development experience to be as extraneous to the improvement 

of their teaching practice, fhis in turn makes it difficult for the teachers to incorporate the 

knowledge and skills gained from the professional development experienced into their 

practice as the reforms intended (Cjuskey. 2000). 

However, a large amount o f resources and time have been invested to develop and manage 

professional development for teachers. I lence it is important that the effectiveness of 

professional development experienced by teachers and its impact on the quality o f teaching 

are continuously researched. It is expected that the financial resource spent on providing 

teachers with the needed professional development w i l l help to achieve its goals o f providing 

its citizens with quality education, 'fhis study .sought to investigate barriers to effective 

implementation o f School-Based Cx)ntinuing Professional Development in three secondary 

schools in Zimba district. Z imba is a new district and a lot o f interventions need to be done in 
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many areas including education. Continuing i^rolessional Development strategies are 

undertaken by schools under the supervision o f District Ivducation Board Secretary's office 

that have to ensure schools arc complying with good .standards. 

1.2 Statement of the Problem 

fhere has been great concern about the quality o f teaching in our schools in Zambia, fhe 

general poor performance year in and year out is unacceptable considering government's 

effort to educate the masses and reduce illiteracy levels. Lamentations by the .society over 

pupils' poor performance are genuine, fhe School-Ba.sed Continuing Professional 

Development ( S B C P D ) is one o f the cITective ways o f improving education as far as teaching 

is concerned as it targets self-development, group and eventually institutional development. It 

is not clear whether Sehool-Ba.sed Continuing Professional Development has been fully 

embraced by teachers to help quality teaching in schools.'fhis study therefore, sought to 

investigate barriers to effective implementation o f School-Based Professional Development 

in three Schools in Z imba di.strict. 

1.3 Purpose of the Study 

fhe purpose of the study was to investigate barriers to effective implementation o f School 

Based Continuing Professional Development in the three Schools in Z imba District of 

Southern Province, Zambia. 

1.4 Study Objectives 

fhe objectives ofthe study were to: 

1. L.stablish the type o f School-Ba.sed Continuing Professional Development 

programmes conducted in the three Schools in Z imba District. 

2. Investigate barriers to effective implementation o f School-Based Continuing 

Prolessional Development in three Secondary Schools in the district 

3. Suggest the measures to be put in place in order to overcome barriers to effective 

implementation o f School-Based Continuing Professional Development in the three 

Secondary schools. 



1.5 Research Questions 

1. What type o f School-Based Continuing Professional Development programmes are 

conducted in three secondary schools in Zimba District. 

2. What are the barriers to the effective implementation o f School-Ba.sed Continuing 

Professional Development in three Secondary Schools? 

3. What measures should be put in place to overcome barriers to effective 

implementation o f School-Based Continuing Professional Development in three 

schools in the district? 

1.6 Significance of the Study 

fhis study is important for practising teachers and school managers as they may learn about 

barriers to effective implementation o f School-Based Continuing Professional Development, 

fhe results ofthis .study may be o f use to policy makers and educational planners. It may also 

help schools to maintain School-Based Continuing Professional Development activities in 

order to enhance effective and quality delivery o f lessons to the learners. 

1.7 rhcorctical frame work 

I'lTective leaders actively support the professional learning o f their .staff and, at limes, 

participate in the activities which they have planned themselves, fheir activities should be 

consistent with a number o f theoretical perspectives on leadership, rather than one particular 

perspective. Most frequently, leaders ensure organisational arrangements are put in place that 

provide teachers with the opportunities to learn, access to relevant experti.sc, and 

opportunities to meet to process new information. Sometimes, leaders go beyond this 

organisational brief and systematically develop a learning culture in the school, where they 

participate as learners rather than organisers o f others' learning (I leap. 1996). 

'fhis study was guided by the constructivist and Systems theories. Constructivism looks at 

how educational goals can be achieved through problem .solving, collaborative thinking and 

higher order thinking and skills. It looks at learning as an active process in which learners 

construct new ideas based upon current /past knowledge (Bruner, 1996). On the other hand, 

systems theory concerns the dynamic changes that are in education. Systems theory looks at 

optimisation by economising .scarce resources. It emphasises the totality, complexity and 

dynamics ofthe system (Bathany. 1996). 
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l.S Operational delinitions of terms. 

I'hc following arc the operational dcllnitions o f key terms 

Impact- the action o f one object coming forcibly into contact with another or have a strong 

effect on something. 

Effective- successful in producing a desired or intended result. 

Profession- A n occupation which requires long training involving theory as background to 

practice, has its own code o f behaviour and has high degree o f autonomy (Dean. 1991). 

Development - A n event constituting a new stage in a changing situation or the process of 

developing or being developed. 
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C H A P T E R 2 

L I T E R A r U R E R E V I E W 

2.1 Teachers as Professionals 

There is a body o f evidence o f the growing advocacy ibr teachers to engage in continuous 

professional development in the efforts to maintain the level o f their professionalism. Cardno 

(2005), for example, .states that professional development for teachers is important to ensure 

the sustainability and growth o f teaching profession while Boyle ctal. (2004) asserts that the 

continual deepening o f knowledge and skills is an integral part o f the professional 

development o f any professional working in any profession. 

fhe relationship that is established between teachers" professional development and teacher 

professionalism has shaped this literature review to the discussion o f teaching as a profession. 

Dean (1991) defines the term 'profession' as an occupation which requires long training 

involving theory as background to practice, has its own code o f behaviour and has high 

degree o f autonomy. Paramount to this definition is the emphasis on the significance o f 

learning the theories o f teaching to inform teachers" teaching practice. His definition of the 

term 'profession" also implies that for teaching to be considered as a profession, it is 

mandatory that teachers are offered continuous learning opportunities that expose them to the 

theories o f education to develop their practice. 

A s he emphasised, professional development for teachers needs to be strongly grounded to 

the theory. (Joodson (1997) supports this .statement by explaining that at its best, theory 

works back to informed and improved practice He also cautions that .separation of the 

theoretical knowledge from practice w i l l affect the idea o f teaching as a profession, which "'is 

based on a set o f research expertise and theoretical bodies o f knowledge (Goodson, 1997). 

The strength o f teachers" professional development that embodied the theories o f teaching 

and learning is evident in the Best Tlvidencc Synthesis (BI-IS). f impcr lcy ct al (2007) report 

that from the six .studies on teachers' professional learning examined in the Best Iwidencc 

Synthesis ( i i l^S), the three studies ol" teacher professional learning that recorded the lower 

outcomes for its learners are the ones identified as having the least emphasis on theories, 'fhis 

finding further supports the argument that theory oriented approach is essential to teachers' 

professional development for it to have some impact on teaching practice. 

6 



In addition to having a strong locus on the theory aspect o f professional development, the 

dellnition ofthe term 'profession' as offered by Dean (1991) also implies that for teaching to 

be considered as a profession and teachers as professional, it is fundamental for the teachers 

to continuously experience professional development throughout their career, fhis is further 

explained by Kwakman (200.1) who says: Keeping up is a core responsibility o f 

professionals, as the professional knt)wledge base underlying prolessional work does rely on 

the input of new information since it is subject to continuous improvement, fhe main aim of 

reading is keeping up to date with new insights and developments inl lucncing the 

professional Held such as new subject matter, new teaching methods and manuals, new 

pedagogical approaches, but also new societal developments which have an impact on 

education and teaching in general. 

Bredcson (2002). however, points out that continuous learning opportunities lor teachers to 

enrich and refine their prolessional knowledge and practice is often undermined by the lack 

of time, money, and appropriate structures. In addition to understanding the relationship 

between professional development and the notion o f teachers as professionafs, the literature 

review also reveals that some authors choose to shape their discussion o f teaching as a 

profession by lust looking at the term "professionalism". Del ln ing the term professionalism in 

the manner that best describes the work that teachers do prove to be a challenging task as the 

literature appears to be divided in the approaches used. 

I largreaves (2000), for example, has established the link between professional development 

and teacher professionalism by looking at the different phases o f teachers" professionalism, 

l ie asserts that the idea of 'professionalism' refers to the quality ol" teaching and the conduct, 

demeanour and the standards that guide it. In addition. I largreaves (2000) argues that the idea 

ol"teacher professionalism has evolved in the pa.st years due to the changes that are constantly 

taking place in the world's education system, l i e further elaborates that there has been four 

historical phases o f teacher professionalism identified over the years: the pre-professional 

age. the age ol" autonomous professional, the age o f collegial professional and finally, the 

post-professional or po.st-modern. C'on.sequently. the force ol" change affecting teacher 

professionalisms is also identified to be affecting the nature o f teachers' professional 

development. 
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I his increased expeelalion in the quality cW'education sees more teachers facing the prospect 

o f having to teach in ways they had not been taught themselves (McLaugh l in , 1997). 

llargrcaves (2()()()) explains that for this reason, many teachers are .starting to turn more to 

each other for professional learning, for a sense o f direction, and for mutual support. 

Consequently, this has caused the shift in the nature o f teaching from working alone in the 

isolation o f their classroom to working in collaboration with their colleagues, fhis collegial 

relationship also changed the form o f teachers' professional development. Instead o f having 

off-site workshop for individual teachers, recent professional development pn)grammes are 

designed to be more collaborative in nature. 

2.2 Paradigm of Professional Development 

In general, teachers' professional development falls under two categories: the traditional and 

the 'reform-type' professional development (Birman, etal 2000). The traditional approach o f 

teachers' professional development often assumed that there is a dellcit or a gap in teachers' 

knowledge and skills which can easily be developed in "one-shot" workshops (Clarke & 

lloll ingsworth, 2002). In addition to the workshop approach, traditional form o f teachers' 

professional development also comes in the forms o f within district workshop or training, out 

of district workshop or training and also formal postgraduate cour.ses (Desimone et al., 2002). 

Although the traditional approach o f teachers" professional development helps to foster 

teachers" awareness or interest in deepening their knowledge and skills, is believed that this 

approach alone is insufficient to foster learning which fundamentally alters teaching practice 

(Boyle c ta l . , 2004). 

Moreover, the traditional form of teachers' professional development is also criticised as 

being shallow and fragmented ( l lawley & V a l l i , 1999). 'fhis is echoed by Bal l and Cohen 

(1999) who describes the in-service workshops as intellectually superficial, disconnected 

from deep issues o f curriculum and learning, fragmented, and noncumulat ive fhe authors 

further explain teachers' professional learning is often shallow and fragmented because 

teaching is perceived as mostly common .sense and has little need for professional learning. In 

addition, it is also perceived that teachers do not require sustained learning lo perform their 

work (Bal l & Cohen, 1999). 

fhe alternative to the traditional model o f teachers' professional development is the 'reform-

type" or else known as the 'growth' model o f professional developmenl (Iluberman & 
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Guskcy, 1995). The authors describe this model as a variety o f professional development 

activities that accompany continuous inquiry into one's instructional practice. I his paradigm 

shilt from the traditional model to reform-type sees that professional development for 

teachers is changing from replication to reneclion, from learning separately to learning 

together, and from centrali/.ation to decentralization (I lawley & V a l l i , 1999). 

Advocates of the reform-type model also believe that professional development for teachers 

is most effective when it is done within their working context. Sparks and l l i r sh (1997) for 

example argue that it is imperative for teachers' professional development to be treated as 

multiple forms o f job-embedded learning for meaningful changes to occur in teaching 

practice. Wifson and Berne (1999) suggest that some learning, no doubt, goes on in the 

intcr.stices o f the workday, in conversations with colleagues, passing glimpses o f another 

teacher's classroom on the way to the photocopying machine, tips swapped in the coffee 

lounge, not to mention the daily experience o f the classroom. 

fhe school is said to be the most suitable place for teachers to develop professionally as new 

teaching competencies can only be acquired in practice (Kwakman, 200.3). However, despite 

the advocacy for teachers' professional development to be centred in practice. Ba l l and Cohen 

(1999) argue that it does not neces.sarily imply situations in classrooms in real time. Instead, 

they suggest that better learning opportunities for teachers can be created through strategic 

documentation o f practice, fhe authors recommend among others the collection o f concrete 

records and artefacts o f leaching and learning that teachers could use as the curriculum for 

professional inquiries. Professional development programmes also help teachers to become 

more knowledgeable in the subject content taught. In addition, renective practice and 

constant evaluation o f their teaching practice are also believed to lead to a better lesson 

structure to effectively meet the .students' needs (i larris et al . , 201 I; Powel l ct al. . 2003). 

As dLscussed earlier, the literature based review in general suggests that professional 

development for teachers has positive effect on their practice, 'fhis study research seeks lo 

explore the participants' perceptions o f the impact o f their professional development 

experience, whether they share similar understanding with the findings o f the literature 

reviewed. 
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2.3 Effective Professional Development 

A review o f the international literature base reveals plethora o f research that focused on the 

examination ofthe features o f some ofthe best practices in relation to teachers" professional 

development (Caret et al., 2001; l l awley & V a l l i , 1999, WiLson & Berne, 1999). Desimone 

(2009) for example points out the fact that there is a growing consensus on the features o f 

professional development that are believed to result in the changes in teacher knowledge and 

practice and possibly students' achievement. She later proposes that these common features ol" 

elTcctivc professional development are measured to assess the effectiveness o f any 

professional development programmes, no matter what types o f activity they include. 

2.4 Features of Effective Professional Development 

Content focus 

fherc is a widespread agreement among scholars for teachers' professional development to 

be largely viewed as knowledge and skills development (Desimone et al. , 2002; Caret et al.. 

2001; fimperley et al . 2007). fhe literature reviewed exhibits a strong advocacy for teachers' 

professional development to be understood as opportunities for learning (I'ishman et al., 

2003). Professional development for teachers needs to give them the opportunities to learn 

from their own practice by way o f self-renection in addition to preparing them for their new 

roles and responsibility ((jarrett and Bowles, 1997). 

fishman el al. (2003) add that teachers' professional development needs to focus on the 

enhancement o f their professional knowledge, beliefs and attitudes so that they w i l l be able to 

improve their student learning, 'fhis reinforces llargrcaves and Good.son (1996) earlier 

statement that professional learning for teachers w i l l enrich their knowledge base, improve 

their teaching practice, and enhance their .self-elTicacy and commitment to quality .service. 

In general, the content focus o f any teachers' professional development falls into two 

categories, l-ishman et al . (2003) explain that the first category o f content focus refers to the 

knowledge related to general teaching work such as asscssment.s, classrooms organisation and 

management and teaching strategies while the second category refers to the subject content 

itself As.scssment is a major component of all the core studies covered as through their 

assessment skills teachers are able to judge the impact o f their changed practice on student 

learning (Timpcrlcy et al., 2007). fhe authors explain that teachers' sound as.sessment skills 
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make il possible lor them to make ongoing adjustment to their teaching practice so that it can 

be more elTcctive. 

Consequently, knowledge content has become the most significant component o f any form of 

teachers" professional development programme. Borko (2004) argues that having a strong 

emphasis on knowledge content is critical to the success o f any professional development 

experienced by teachers, 'fhis is because participation in professional development 

programmes is believed to al low teachers the opportunities to renew their knowledge base 

while at the same time introducing new knowledge and skills into their repertoire to 

continuously improve their conceptual and teaching practice (Borko. 2004; (irundy & 

Robison, 2004). i'urthermore, Borko (2004) argue that it is important ibr teachers lo have 

"rich and llexible knowledge l"orthe subjecf" to foster students' conceptual understanding. 

Active learn in <i 

Numerous researches conducted to study the forms o i ' high quality teachers" professional 

development conclude that reform-type proi"essional development is more eiiective in 

changing leaching practice (Hawlcy & 'Val l i , 1999; l l c lmer et al . , 2011). fhe traditional i'orm 

of teachers' prolbssional development is critiscd for not being conducive enough to fo.ster 

meaningful changes to their teaching practice (Birman et al., 2000; Desimone. 2009, 201 I; 

Kwakman, 200.3). This happens as the activities designed do not provide teachers with ample 

opportunities lo engage in active learning which is believed to be a crucial factor in 

sustaining the changes made lo their teaching practice (l-ullan & IVla.scall. 2000). 'fhis 

assertion is supported by several other authors" suggestion that professional development for 

teachers need to provide them the opportunities to become active learners (I larris el al., 201 I; 

Sparks & l l i r sh , 1997; Villegas-Reimers, 2003). 

Birman el al. (2000) explain that professional development that incorporates active learning 

Ibr teachers aLso: includes opportunities to observe and be ob.servcd during teaching; to plan 

classroom implementation, such as practicing in simulated conditions, and developing lesson 

plans; to review student works; and to present, lead and write for example, present a 

demonstration, lead a discussion or write a report. 

Ihese various forms o i ' strategics linked to active learning are said to be most effective in 

changing teaching practice. Southworlh (2004) who researched on primary school leadership 
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in llic context o f small, medium and large s i /cd schools asserts that modelling, monitoring 

and professional dialogue and discussion as the .strategies identified to have the most effect in 

changing teaching practice. 

In addition. Guskey (20()()) argues that professional development for teachers needs to 

provide them the opportunity to get regular feedbacks on the changes made to their teaching 

practice, fhis approach is believed to be able lo change leaching practice compared to 

professional development programmes conducted in ihc forms o f large group presentations, 

training programmes, workshops and seminars (CJuskey, 2000). 

Collective participation 

Reform-type professional development for teachers is also believed to be more effective than 

the traditional model as it focuses on collective participation. (Collective participation refers 

lo the participation o f teachers from the same department, subject or grade in the same 

professional developmenl programme. Birman et al. (2000) as.sert that collective participation 

in professional development is more likely to afford opportunities for active learning and are 

more likely to be coherent with the teachers' other experiences. Moreover, teachers' 

professional development that involves collective participation, especially for teachers in the 

same school is believed to be able to sustain the changes made to their teaching practice, 'fhis 

is because they arc more l ikely to have more opportunity to discuss the concepts, skil ls and 

problems arise during their professional development experiences ((jaret etal. 2001). 

In other words, collective participation in teachers' professional development programmes 

also engendered collaboration among the teachers. I largreavcs (1994) for example discu.sses 

the u.se o f collaboration as one of the ways for teachers lo improve their teaching practice. 

One ofthe advantages o f collaboration is that it increases the capacity for rcllection which is 

argued to be a critical point to teachers' professional learning experience. Collective 

participation in professional development also gives teachers more opportunities lo learn 

from each other's practice, 

Kwakman (200,1) says that feedback, new information or ideas do not only spring from 

individual learning, but to a large extent also from dialogue and interaction with other people, 

'fhis reinforces I largreaves (1994) earlier assertion that collaboration can be a powerful 

source o f professional learning: a means o f getting better at the job. 
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in addition, collalioration in scliool also increases e f ik iency as it eliminates duplication and 

removes redundancy between teachers and subjects as activities are co-ordinated and 

responsibilities arc shared in complementary ways. A s this happens, teachers can allocate 

more o f their time and effort on the preparation o f their lesson which w i l l improve the quality 

of teachers' teaching. Consequently, collaboration that exists in school provides teacher with 

moral support as it allows teachers the opportunities to work with their colleagues instead o f 

having to handle the frustration and failure alone (I largreaves, 1994). 

2.5 Changes in Kducation 

A review of the literature on teachers' professional development reveals that the Held of 

education is constantly undergoing change. Bolman and Deal (2008) describe change as "a 

complex systemic undertaking". Due to the complexity o f change, Duke (2004) has attempted 

to deilne 'change' based on several distinctions he has made. 

first, the word 'change' is dcinicd as a dilTcrent or departure irom the status quo (Duke, 

2004). There are two types o f changes taking place in the context o f education; branch 

changes and root changes. 'Branch changes' or otherwise known as the "first-order" change 

refer to significant, yet specific changes o f practice which teachers can adopt, adapt, resist or 

circumvent, as they arise ( I largreaves, 1994). 

Root changes or the "second-order" change on the other hand is defined as deeper 

transformations at the very root o f teachers' work which address and affect how teaching 

itself is defined and socially organized (I largreaves, 1994). 'fhis type o f change is more 

difficult to achieve as it involves the alteration of the deep underlying assumptions o f the 

system (Duke, 2004). Borko and Putnam (1995) note that almost all reform eO'orts are calling 

for .some form o f changes in the education system that help students achieve higher standard 

of learning, for this reason, l l awley and V a l l i (1999) argue that professional development for 

teachers has become increasingly more important than before. I'his is further supported by 

Sykes (1999) who state that professional development has become the centrepiece for 

promoting change. 

I'he impetus of teachers" professional development as a crucial element to education reforms 

has caused many schools to eagerly participate in all the professional development 
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programmes made available lo ihem. Cardno (2005) believes that this realisation ol" the 

relationship between ol'teaehers" professional development to sueeesslul reform as one ofthe 

reasons teachers experienced professional development overload. She elaborates by saying 

that as a consequence many schools, concerned that they w i l l miss out if they do not register 

to participate, have chosen to involve teachers in too much professional development 

resulting in overload and disenchantment with what should be a positive and rewarding 

experience. Cjuskey (1995) however cautions that there is no easier Wciy to sabotage change 

efforts than to take on too much at one time, l i e suggests that schools .start off by making 

small changes and to treat i l as part o f a more comprehensive change process. I largrcavcs and 

f ink (2006) has succinctly described educational change as easy to propose, hard lo 

implement and extraordinarily difficult to sustain. 

2.6 Teacher Change 

According lo l l awley and V a l l i (1999), teachers need more time and opportunities to 

investigate wh}' some practices might be better than others, fhis belief is echoed by Poskitt 

(2005) who also highlights the importance o f l ime. She explains that teachers wanted time lo 

trial, rencct and improve their practice, understanding o f it and their teaching programmes, 

fime is needed for teachers to personalise information before they can change their ideas or 

behaviour. 

Moreover, i-ullan (2001) explains that changes in beliefs are even more difficult: they 

challenge the core values held by individuals regarding the purpose o f education; moreover 

beliefs arc often not explicit, discussed or understood, but rather are buried at the level o f 

unstated assumptions. I his is reiterated by (juskcy (2002) who argues that teachers' attitudes 

and beliefs are not changed by the professional development attended. In.stead. he believes 

that it is the experience o f successful implementation that changes the teachers" attitudes and 

beliefs. 

Guskcy (2002) explains that this happens as they believe it works because they have seen it 

work and that experience shapes their attitudes and beliefs, furthermore, I'ullan and Maseall 

(2000) recommend that the impact o f changes to student outcomes is demonstrated as it also 

contributes to the suslainability ofthe changes in teaching practice. 
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l l awlcy and V a l l i (1999) assert that knowledge and skills o f education can be increased 

substantially through collegial opportunities to solve authentic problems that create the gap 

between student performance and expectations. A prolessional learning community provides 

teachers the opportunities to work collaboratively with each other, where they share their 

passion and purpose for their work, or else the prolessional development w i l l be short-lived 

(fullan & Mascal l , 2000). Collaborative relationship that exists provides teachers the 

opportunities to discuss their practices with each other and this is believed to have .some 

effect on teaching practice. 

fhis supports Cjuskey (1995) earlier assertion that teachers need to receive regular feedback 

on the efforts made to imprcwe their teaching practice so that those changes can be sustained, 

fhis is reiterated by fimpcrley etal (2007: 1.39) who say "frequent contact is important in 

sustaining the change process". In addition, l lawley and V a l l i (1999) recommend that to 

sustain changes to teaching practice, teachers" professional development need to be 

continuous and ongoing, involving follow-up and support for further learning, including 

support from sources external to the school that can provide necessary resources and an 

outside perspective. 

Ilelmcr et al. (2011) explain that overall, instructional principles espoused in the 

contemporary approaches to professional development highlight the importance o f an 

ongoing approach that: is embedded in teaching practice; is organized around collaborative 

problem solving; involves rellcction and feedback; is followed up with support from a range 

o f experts, fhe effectiveness o f a teachers' professional development experience is assessed 

on its impact on teaching practice. How effective professional development experienced by 

the teachers in changing their practice and what .steps are involved to sustain changes made to 

teaching practice. 

2.7 Belief and Motivation 

fhe effectiveness o f teachers' professional development is also determined by the teachers' 

own belief and their motivation and commitment level to improve their practice. With this 

understanding, the impact o f teachers' professional development w i l l be explored from the 

teachers' perspective. 
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As though what has been said about Continuing Professional Development is not enough, 

Mavuso (2004) and Boaduo and Babitseng (2007) believe that it must be taken into 

consideration the professionalism of teachers and the importance o f providing 

opportunities for them to exercise some autonomy in articulating their professional 

needs. I his indicates that teachers should be helped to analyse their professional needs, 

knowledge and skills and that this should be the .starting point for their continuing 

professional development initiatives. 

2.8 School-lia.sed in-scrvicc training of teachers: A theoretical background 

fo begin with, it is necessary for every school to determine its in-service teacher 

education and training needs (Boaduo & Babitseng 2007). Only thus can a school's planning 

for the continuing professional development o f its teachers can be sure o f translation 

into positive and participatory action. According to M i l o n d / o (2003), keen teachers in many 

countries have deepened their knowledge and extended their skills by judicious use o f 

subject advisers, inspectors o f education, external advLsors and consultants to their 

advantage. M i l o n d / o (2003) further contends that the u.sc o f clients and agencies that 

are outside the .school for the professional training programmes for their teachers does 

not respond to the development needs ofthe teachers. 

He further contends that, in the I970's, the potential benefit o f school-ba.sed in-.service 

training was realized, however, it was not articulated for constant articulation, fhc 

School's definition o f their necessary in-service needs and the laying out o f suitable support 

and development o f such needs at school level has been dubbed school-ba.sed in 

.service education. School-ba.scd in-service training refers lo activities taking place physically 

within a school in which the team consists o f leaching staff colleagues; and the problems 

tackled are those arising in the .school (Milondzo 2003). 'fhis approach was advocated as a 

remedy for the deficiencies o f traditional in-service training courses. It was argued and 

demon.strated that a school could identify and tackle its problems in a relevant and 

professional manner i f provided with the support in terms o f material and infrastructure. 

2.9 The nature of school-based in-service education 

In-service education should begin in the schools. It is here that learning and teaching take 

place, curricular and techniques are developed and needs and deficiencies revealed, 

l-very school should regard the continued training o f its teachers as an essential part 
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of its task, for which all members o f staff share responsibility, fcachers in / i m b a District 

should as well initiate the development and growth ofthis process. 

Ibc (1990) asserts that school-based in-.service training programmes should be initiated 

by school principals, the teachers, the support staff, and sometimes the community. 

Such programmes evolve through participatory and co-operative planning among the school 

personnel supported by senior administration staff A n active school is constantly reviewing 

and rea.s.sessing its effectiveness and ready to consider new methods, new forms o f 

organization and new ways o f dealing with problems that arise. fhcy must set aside 

time lo explore these question.s, as far as the teachers can manage their resources by 

arranging for discussion, seminars and workshops with visit ing educationists from 

nearby institutions. It w i l l also give time and allenlion to induction o f new members 

of staff, not only tho.se in their llrst year o f leaching but all those who are new lo the 

school. 

Mabuza (2005) is ofthe view that this model was developed to make the process o f needs 

analysis easier, and that training could be closely linked to needs so that barriers o f 

negative implantation would disappear. However, the model has the inherent danger o f 

limited application. It can lead to little benellt unless there are good trainers because most o f 

the programme presenters ofthe cour.ses may not have the experience and expertise required. 

Mi londzo (2003) argues that school-ba.sed in-service training must be based on three major 

premises namely: 

• 'feachers should be involved in the identification and articulation o f their own 

training needs. 

• Growth experience should be individualized; and 

• fhe single school is the largest and most appropriate unit for educational change. 

•fo implement the stated model, the members ofthe school management team ( S M f) are 

expected to perform a vital leadership role in ensuring that a positive environment 

exists where teachers and other relevant stakeholders can feel comfortable in sharing their 

concerns and views. Ixlucalional leaders in the school must value in-service education for 

teachers, fhey also need to be provided with the assistance to develop the skills needed to 

create a positive climate in their schools where communication is valued and encouraged 

(Ho, 1990) 
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Apart from these strategies, there arc also factors which can maice school-based in-service 

education and training to be more effective and appropriate in the District schools. 

The following have been identilied by Majozi (2005) as important facets in the 

implementation o f school-ba.scd in-service education and training: 

• Identifying needs and aims 

• Identifying priorities 

• llstablishing a professional trainer role, professional development team and 

committees, and 

• Identifying resources, agencies and methods for articulation and application. 

fhc School-Based Continuing Professional Development ( S B C P D ) is one o f the cITective 

ways o f improving education as far as teaching is concerned as it targets .self-development, 

group and eventually institutional development. (MO\i. 2007).feaching is fundamentally a 

process o f human interaction. In spite of the availability o f several materials that could be 

provided for teaching and learning, it would still call for a teacher who is skilled in teaching, 

fhe teaching profession can be rewarding and worthwhile only i f the teacher has skills to 

reach the chi ld 's heart while teaching. A skilled teacher provides an opportunity to develop 

the students thinking skills and thinking strategies which is a foundation for thoughtful 

learning. I he teacher with good teaching skills is usually the teacher with high esteem (MOfC. 

2007). 

Imhancing the leaching skills is not only desirable in the interest o f teaching the child, but 

also cs.senlial for sharpening ones' personal development and each other in issues pertaining 

to professional development (CPD).In the long run followed by .series o f lesson study and 

implementation in class, it is hoped that the teachers w i l l come up with proper strategies of 

leaner-centered teaching and learning as there is no clear position on this matter in Zambia. 

Also worth noting is the fact that the learner-centered learning varies from country to country 

and culture to culture. Il is envisaged that, in the long run, Zambia w i l l be in the position to 

define its own learner-centered teaching and learning through our effort for developing better 

lessons for the pupils ( M O f : 2007). 

l i shman et al . (2003) claim that continuous research on teachers' professional development 

wi l l help to create an empirical knowledge base that links various forms o f professional 
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development lo elTective leaeher learning. However, having the knowledge orefTective lbrm.s 

o f teachers' professional development alone is insufficient lo ensure successful professional 

development for teachers. Buc /ynsk i and Hansen (2010) forward the argument that for any 

prol'essional development to be elTective. teachers must practice their prolessional 

experiences, for this reason, this research study w i l l also look al the factors that affect 

teachers' commitment and motivation to conduct S B C P I ) . Mbanje, (2014) observes that 

currently, all schools in the country are under mandate to conduct workshops aimed at 

sensitizing teachers in Zambia on the necessity o f CPI ) . Recently, i l has been observed by the 

district officials that C P f ) meetings are neglected and much needs to be done to improve the 

situation . 

Lack o f some ofthe positive factors .stated above can lead lo unsuccessful implementation o f 

the school-based in-service programmes. Some o f the problems that hinder the 

implementation o f school-based in-service training could be attributed lo the shortage 

ofqual i l l ed training personnel, lack oI resources and support from the relevant stakeholders 

and higher authorities. 

2.10 Summary 

fo sum up, the literature base reviewed has established that leaching is a profession and as 

professionals, teachers need lo be provided with sufficient amount o f professional 

development so that they are able to maintain their level o f professionalism. 

School-Based Professit)nal Developmenl for teachers is es.sential so that they are able to keep 

up with the changes in demand and expectation held by the nation and .society in regard o f the 

quality o f education received by school children. Professional development for teachers is 

believed to be more elTective in creating sustained change lo leaching practice when it is 

designed to accommodate to the learning needs o f the students as wel l as the teachers, fo 

achieve this, attention needs lo be given lo the processes o f teacher change and other factors 

that enhance such change. A s the review has shown, most o f the studies on this subject have 

been carried oul in other countries. 1-vidently, very little or no research has been carried out 

in Zambia on barriers o f effective implementation o f School-Based Professional 

Development notwithstanding the fact the impact o f the introduced C P D pi)licy (2007) is 

yet to be assessed, fhis is the gap that the study intended to fill, fhe next chapter discussed 

the research methodology. 
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C H A P T E R 3 

M E T H O D O L O ( i Y 

This section consists ofthe following components ofthe methodology: research design, study 

area, study population, study sample and sampling technique, data collection instruments, 

data collection procedures, analysis o f data and ethical considerations 

3.1 Research Design 

A descriptive research design was used, fhis is because the researcher was interested in 

collecting information on the barriers that affect effective implementation o f School Based 

Continuing Professional Development. Combo and fromp (201.3) state that the descriptive 

survey is a method o f collecting information by interviewing or administering questionnaires 

to a .sample o f individuals. It can be used when collecting information about people's habits, 

opinion or any ofthe varieties o f education or social Lssues. 

3.2 Study Area 

fhe study was conducted at / . imba Secondary School, Kabanga Secondary School and 

Luyaba Secondary School all in / i m b a di.strict. 

3.3 Study population 

fhc population comprised the District Ivducation Slandards Officer and District Resource 

Centre Coordinator, school head teachers, heads o f department, teachers and pupils from 

three schools in / i m b a district. 

3.4 Study sample 

fhe compri.sed one Di.strict i-ducation Standards Officer, one District Resource Centre 

Coordinator, three head teachers, nine heads o f dcpartment(three from each school).thirty 

teachers (ten from each school)and fifty four pupils(eightecn from each school) bringing the 

total number o f respondents to 98. 

3.6 Data Collection Instruments 

3.6.1 Interview Schedule 

fhe researcher conducted interviews with the District llducation Standards Officer, the 

District Resource Centre Coordinator and head teachers and pupils. 
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3.6.2 Questionnaires 

Sclf-adminislcrcd or scH-complclion questionnaire were used as the seeond research 

instrument because they arc quicl< to administer and potentially has higher percentage rate o f 

return i f well-planned, 'fhis decision is also inlluenccd by Bryman's (2008) claim that self-

completion questionnaire in many ways is similar to structured interview, fhe only difference 

is that the former does not require the presence o f an interviewer. Self-administered 

questionnaires were IHIcd in by the District ilducation Standards Officer, the District 

Resource Centre Coordinator, heads of department and teachers. 

3.5 Sampling techniques 

In this .study the researcher used simple random and purposive sampling. 'I'he word random 

describes the procedure used to .select elements from a population (Best & Kahn. 2006) 

Purposive sampling was u.sed to collect information from the District fCducation Standards 

Ofllcer, Resource Centre Coordinator and I lead teachers of the selected Schools. Heads o f 

department, teachers and pupils were selected using a simple random procedure, fhe three 

schools .selected in this study are the only secondary .schools found in the district 

3.6.3 Data Analysis 

fhe data collected was coded and analysed using the descriptive .statistics, fhe .statistical 

package for .social .sciences (SPSS) was used Ibr the analysis o f quantitative data to generate 

frequency tables, charts and percentages. Qualitative data was analysed by content analysis 

and information presented in themes and narrations. 

3.6.4 Iriangulation 

fo ensure the validity o f data collected in qualitative studies, it is a common practice for 
researchers to use methodological triangulalion. Accord ing to Cohen et al. (2007) 
triangulation refers to the use o f two or more methods o f data collection in the study o f some 
aspect of human behaviour. 

l-'or this research study, I chose to use three research instruments; interview schedule, 

questionnaire and interview guide. In addition to methodological triangulation, this research 

study also has data source triangulation whereby, some o f the participants interviewed were 

asked the .same questions but respon.ses gathered were varied as they had different views to 

the questions asked, fhese varied responses were inllucnced by the teachers' personal 

experiences and teaching experience. Data triangulation is believed to be more superior to a 

single data source or instrument (Cohen et al.. 2007). 
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3.6.5 Ethical considerations 

The choices we mai<e through the research process have political and ethical consideration. 

Studies that involve collecting data from participants should consider protecting the 

participants from possible harm and how to secure privacy and confidentiality and make a 

plan or how to do this (Ciall et al. 2007). In this study, the researcher took into consideration 

ethical issues, fhe researcher sought permission from educational authorities to carry out the 

research in the district, fhe researcher obtained informed consent from respondents, fhe 

names ofthe respondents were not discus.sed to ensure anonymity. Confidentiality was also 

guaranteed for all participants. 
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CHAPTER 4 

FINDINGS 

This chapter presents findings of the study on barriers to effective implementation of School-

Based Professional Development in the three Schools in Zimba District. The study looked at 

three specific objectives namely; establish the type of Continuing Professional Development 

programmes conducted: to Investigate barriers to effective implementation of School-Based 

Continuing Professional Development and to suggest the measures to be put in place in order 

to overcome barriers to effective implementation of School-Based Continuing Professional 

Development in the three Secondary Schools in the district. 

4.1 Background Characteristics of Respondents 

Figure 1 Gender 

The graph shows 20 (67%) of the participants were male while the remaining 10 (33%) were 

female, implying that the male were in majority. 

Teachers' gender was determined from the responses and it was established that from school 

X there was only one female teacher in the school out of the number of ten teachers that were 

interviewed. The reason for this is that the school is 92 kilometres into the rural and many 

female teachers shun rural areas. School Y had four female teachers and six male teachers 
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whereas school Z had five female teachers and five male. A total of twenty male teachers 

were interviewed from the three schools. 

Figure 2 Age Group 

The above figure shows the age distribution of the respondents. 50% of the respondents were 

between ages 20-30 years, 27% were over 40 years, while 23% were between 31-40 years. 

Teachers were interviewed on age and the responses were that fifteen teachers were between 

20-30 years. Seven teachers responded that they were between 31-40 years whereas eight 

were over 40 years. 
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Professional Qualification 

7 0 % 

I Degree 

I Diploma 

Degree Diploma 

Figure 3 Professional Qualification 

The figure above indicates 19 (63%) of the participants had attained a first degree, while 11 

(37%) had attained a secondary diploma. 

Teachers were asked about their highest professional qualifications in secondary schools. The 

study showed that eleven teachers were diploma holders and nineteen had first degree. School 

X that had only one female teacher also revealed that the same teacher had a diploma while 

four male teachers had diploma qualification as compared to five male teachers who had 

degree. From school Y , 2 female teachers had diploma and two had degree qualification 

compared to their male counterparts who had four diplomas and two degree qualification. At 

school Z , all the ten teachers had degree qualification (five male and five female). 
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4.2 Type of School-Based Continuing Professional Development programmes conducted 

in three secondary schools in Zimba District. 

35 

Figure4Types of SBCPD 

The bar graph above shows the type of S B C P D that was conducted in the three schools. In. 

all the three schools respondents indicated that they conducted Lesson Study. Insert activities 

were conducted with variance.25 respondents from school 1 indicated that they conducted 

insert activities, 27 from school 2 and 15 respondents from school 3 conducted them. A s for 

Subject Association, school I had 20 respondents, school 2 had 25 respondents and school 3 

had 15. 

Teachers interviewed indicated that schools in the district had S B C P D that was common. 

When the respondents were asked what type of S B C P D they conducted in schools they said 

that lesson study Teacher Group Meeting and Subject Association meeting.SBCPD were 

conducted on most I N S E R T and INSPRO activities. Heads of Department were also asked 

as to what type of S B C P D were common in their schools. Responses included lesson 

demonstration, departmental lessons and sprint. 
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Teachers who liked SBCPD 
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Figure 5 Teachers who like SBCPD 

The above figure shows that 25 (83%) of teachers Hked School-Based Continuous 

Professional Development programme, while 5 (17%) of them said that they did not like it. 

Teachers were asked whether they liked S B C P D . A l l teachers interviewed at school Y and 

school Z said they liked S B C P D . However, only five teachers out of ten from school X that 

were interviewed never liked S B C P D . 
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Teachers Benefit from SBCPD 
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Figure 6 Teachers Benefit from SBCPD 

The figure above shows 23 (87%) o f the respondents who benefited from the S B - C P D 

activities, while 4 (13%) said they did not benefit from the programme. 

Teachers were interviewed to find out whether they benefited from S B - C P D activities. Four 

teachers from school X indicated "not at a l l" . This was not the case with school Y and school 

Z who had thirteen and ten teachers respectively indicating that they benefited from these 

activities. It is evident that teachers in the district have embraced C P D activities despite 

challenges they were going through. 
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4.3 Barriers to effective implementation of School-Based Continuing Professional 

Development in three Secondary Schools in the District. 

School Provide Material 

• Yes 

• No 

No Response 

Yes No No Response 

Figure 7 School provide materials 

In the figure above, 15 (50%) of the participants said that the school provide materials, 13 

(43%) the school did not provide any materials, while 2 (7%) of the participants did not 

respond to the question. 

The respondents were asked to indicate whether the school provided materials to conduct S B ­

C P D activities. School Z had three respondents indicating that the school provided the 

materials for these activities while five of the respondents said no to the question and two 

respondents did not answer the question. On the other hand school Y had three ' Y e s ' 

responses and seven ' N o ' responses. For school Z , seven of the respondents were agreeable 

to the question leaving only three with ' N o ' responses. 
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Sufficient Materials 

7 0 % 
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Yes No No Response 

Figure 8 Sufficient Materials 

From the above figure it can be observed that 19 (60%) of the respondents said the materials 

were not sufficient for S B - C P D programme, 8 (27%) said they were sufficient, while 3 (10%)) 

did not attend to the question. 

A further question was asked to the respondents whether the materials which were provided 

in schools were sufficient to conduct S B - C P D activities. School Z had four " Y e s " responses 

and six " N o " responses with one respondent who chose to be silent as compared to school X 

that had three "Yes" against seven " N o " responses. 
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Rate of Schools For teaching and Learning materials 

6 0 % 

5 0 % 

4 0 % 

3 0 % 

2 0 % 

1 0 % 

0 % 

I Poorly Equipped 

I Average Equipped 

Well Equipped 

Poorly Equipped Average Equipped Well Equipped 

Figure 9 Rate of schools for teaching and learning materials. 

In the figure above, 9 (30%) responded to poorly equipped teaching and learning materials, 

17 (56.6%) responded to averagely equipped teaching and learning materials and 4 (13.3%)) 

responded that they were well equipped with teaching and learning materials. 

It is depicted from the data in Figure 4.5.2 that most of the respondents indicated they were 

averagely equipped giving a total of seven respondents from school X , six respondents from 

school Z and four respondents from school Y . Poorly equipped schools had responses at six 

for school Y , three for school X and zero response for school Z 
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Availability of Library 

70.0% 

6 0 . 0 % 

5 0 . 0 % 

4 0 . 0 % 

3 0 . 0 % 

2 0 . 0 % 

10.0% 

0 . 0 % 

I Available 

I Not Available 

Available Not Available 

Figure 10 Availability of Libraries 

The figure above shows 10 (33.3%) as opposed to 20 (66.6%) who indicated that the school 

had a Library. 

The data in Figure 4.5.3 shows that out of thirty respondents in the three schools used for 

study,20 (66.6%) indicated that they had no library as compared to 10 (33.3%) who said that 

they had a library. The deduction that could be made from this analysis is that there seem to 

be more of respondents coming from schools where there are no libraries. 
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Specific topics assigned for SB-CPD 

• Yes 

• No 

•t No Response 

Yes No No Response 

Figure 11 Specific Topics assigned for Teachers for SBCPD 

Figure 4.5.4 above shows 22 (73.3%) responded that specific topics were assigned for 

teachers. Only 5 (16.7%) respondents indicated " N o " to the question and 3 (10%) chose to be 

silent. 

From the data in the figure above, school Y had four respondents school X had eight 

respondents and school Z had ten constituting seventy-three percent of respondents agreeing 

to the question whether specific topics were assigned to the teachers for S B - C P D activities. 

Only four respondents from school Y and one respondent from school X disagreed to the 

question while one respondent did not attend to the question. 
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4.4 Measures to be put in place to overcome barriers to effective implementation of 

School-Based Continuing Professional Development in Zimba District. 

Figure 12 Availability of HOD's and APU classes 

A s the study looked at effective implementation of School-Based Continuing Professional 

Development, it was important to find out the role Heads o f Department or whether they were 

available to take lead in professional issues. From a total number of 30 respondents, 10 

(33.3%) said that the school had Heads of Department as opposed to 20 (66.6%) who said 

that they did not have the provision on P E M I C vacancy. Whether the schools conducted 

afternoon classes (APU) , it was revealed by 21 (70%)) that the school were running afternoon 

classes as opposed to 9 (30%) respondents. 

Overcoming barriers to effective implementation of S B - C P D received a variety of responses 

from teachers from the three schools ( X , Y and Z) respectively. Respondents indicated that 

S B - C P D was not adhered to by all teachers while follow ups by responsible persons in charge 

of monitoring were very erratic. Some respondents said that S B - C P D had very little time 

assigned to it whereas libraries were not available in two schools where the study was 

conducted. The lack of libraries meant that most materials needed to be used for S B - C P D 

were equally inadequate. From the study it was also revealed that only school Z had H O D ' s 
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to help implement the activities. School Y and school X did not have them on the school 

establishment but on local arrangements. 

The two officials from the district office (District Education Officer and the District Resource 

Centre Coordinator) were equally of a view to seeing effective implementation of S B - C P D in 

schools in the district. They mentioned that close monitoring by D E S T and Z E S T would 

change the situation and also to support groups in-charge of S B - C P D which include the 

Z E S T and C P D Coordinators in schools to help in internal monitoring of these activities. A l l 

teachers to prepare action plans that would be used by standard officers and managers of 

schools to monitor C P D activities. 

Table below relates to the information obtained from the pupils. 

9. Do you also learn using local materials 

8. Other teaching materials apart f rom 
blackboard and chalk used 

7. Attain leson satisfaction after each lesson 

6. Time for evaluating or confirming what has 
been learnt 

5. Discuss answers or better solutions to 
given tasks 

4. Told about lesson topics during the lesson 

3. Asked to do presentation after activity 

2. Asked for solutions before activity 

1. lesson introduction motivates you 

I no 

l y e s 

20 40 60 80 100 120 

Table 1 Information obtained from 54 pupils. 

The table above shows the various Questions that were asked to the Pupils. The answers to 

the questions were meant to assist the researcher conclude on the effectiveness of the 

implementation of S B - C P D in schools in the district as effective C P D would mean improved 

pedagogical skills. 

From the table it is clear that all the pupils agreed that lesson introduction motivated them. 

The table also illustrates that 38 (71%) pupils stated that they were asked for solutions before 

activity as opposed to 16 (29%). To the question whether pupils were involved in 

presentations after an activity, 45 (83%) o f the pupils said that they were involved and 9 
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(17%) indicated they did not. PupiLs were asked whether they were told about les.son topics 

during the lesson, 50 (92%) said that they were told whereas 5 (8%) disagreed being told. A s 

for discussing solutions to given tasks 1 1 (21%) ofthe pupils said that they did not discuss 

and 43 (79%) were agreeable. 

Ilvaluation o f what was learnt had 46 (88%) yes response but 8 (12%) o f the respondents 

indicated that did not evaluate lessons. 9 (27%) o f the respondents never attained lesson 

.satisfaction whereas 45 (83%) were clear on lesson evaluation. Whether they learnt using 

other teaching materials other than blackboard and chalk respondents had 9 (21%) ' N o ' and 

43 (79%) " Y e s " . When a follow up question was asked if they learnt using local materials 16 

(29%) ofthe pupils disagreed leaving 38 (71%) on a positive response. 
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C H A P T E R 5 

DISCUSSION O E EINDINCS 

This chapter discusses the study as reported in chapter four, 'i'he specific olijeetives o f this 

study were to establish the type ol" Continuing Professional Development programmes 

conducted in the three Schools in Z imba District, to investigate barriers to elTcctive 

implementation o f School-l iased Continuing Professional Development in the three 

Secondary Schools in Z imba District o f Southern Province, and to suggest the measures to 

be put in place in order to overcome barriers to effective implementation o f School-Based 

Continuing Professional Development in the three Secondary schools in Z imba District o f 

Southern Province. 

5.1 Type of Continuing Professional Development programmes conducted in three 

Schools in Zimba District. 

fhe study indicated that schools in the district had S I K ' P D that were common. When the 

respondents were asked what type o f S B - C P D they conducted in .schools they said that 

l,esson Study. fCM/SubJect Association meetings. Heads o f Department also revealed the 

type o f S l i - C P D which was common in their schools. It included lesson demonstration, 

departmental lessons and sprint. At school level, teachers need to be challenged to change 

their teacher centered lessons to learner-centered lessons through S B - C P D activities 

including lesson study to have more understandable and more enjoyable lessons for the 

pupils. Learning, knowledge and skills for better planning and teaching come from S l i - C P D 

activities, fhese activities help in introducing the way o f writing lesson plans in view oi" 

learning, including some pivotal questions and time for pupils discussions. 

Dean (1991) contends that i'or teaching to be considered as a profession and teachers as 

professional, it is i"undamental for the teachers to continuously experience professional 

development throughout their career, 'fhis is further explained by Kwakman (2003) who 

sa\s: Keeping up is a core responsibilit_\ oi'proi'essionals, as the proicssional knowledge base 

underlying professional work does rely on the input o f new information since i l is subject lo 

continuous improvement 

'fhe findings of the study showed that there are a lot o f S B C T ' D activities that were being 

conducted in schools showing teacher's involvement in issues o f pedagogy although its 

effectiveness is yet lo be discussed later. Cjcncrally, the content focus o f any teachers' 
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professional development falls into two categories. I'ishman et al. (2003) explain that the 

ilrst category o f content focus refers to the knowledge related to general teaching work such 

as assessments, classrooms organisation and management and teaching strategics while the 

second category refers to the subject content itself. Assessment is a major component o f all 

the core studies covered as through their assessment skills, teachers are able to judge the 

impact o f their changed practice in pupils ('fimperley et al.. 2007), the authors explain 

teachers" sound assessment skills make it possible for them to make ongoing adjustment to 

their teaching practice so that it can be more effective. 

As teachers become more comfortable with the practice o f doing self-rcnection, they are 

able to quickly assess the effectiveness ofthe new teaching strategies that they have used in 

the classroom, fhe study reveals that there are many teachers that like S B C T ' D activities as 

opposed to those that do not like them at a l l . furthermore it was learnt that a lot o f teachers 

benelltcd from these activities despite some short comings, 'fhis was as a result ofthe much 

importance that teachers attach to the activities related to their profession. 'I'his Unding 

shows that professional development has a positive effect on teaching as it promotes the 

practice o f self-renection amongst the teachers, fhis is supported by Powel l el al. (2003) 

who claim that teachers identify the ability to reflect more deeply on their practice as the 

immediate impact o f prolessional development. 

from schools where this study was conducted it was observed that most o f the teachers 

prepared les.son plans as part o f pedagogical approach to good teaching practice. Moreover 

all records kept by teachers showed that supervisors endorsed their work as an integral 

practice. 

Professional development experienced by teachers enables them lo continuously make self-

assessment o f their own practice. I'he teachers are more exposed lo and have access lo 

various teaching strategies and techniques that they are able to adapt to their students' needs. 

In the context o f American education .system, Birman, Desimone and Ciaret (2000) highlight 

that professional developmenl plays a key role in addressing the gap between teacher and 

standards-based reform, 'fhis therefore cannot be exceptional in Zimba, Southern Province as 

the aim of education is the same all over. 

5.2 Barriers to effective implementation of School-Ba.sed Continuing Professional 

Development in three Secondary Schools in Zimba District of Southern Province. 
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I his research question sought the opinion of" teachers on what would be some o f the barriers 

to effective implementation o f S B C P I ) . Respondents indicated the lack o f books, challenges, 

few reference materials and lack o f library limits knowledge shared . fhey also mentioned 

about little time to interact with .schools doing better than them, 'fhese responses from the 

three schools where the study was conducted are Justified in the sense that teaching materials 

in the schools visited were scarce as compared to the number o f staff From the study, all the 

three schools where this research was conducted have no library except in one school which 

uses departmental rooms, 'fhis ob.servalion is a .serious one as teaching and learning in .school 

is dependent on books, meaning that the absence o f Libraries shows how few books in .stock 

schools have. 

School districts often place professional development spending into in.struetional support, a 

category that also includes spending for curriculum development, instructional supervision, 

computer technology and media, and other library costs (Odden et al. , 2002). In such a 

system, administrators are not able to isolate spending solely for professional development, 

fhe llndings are in agreement with (Odden etal, 2002) and are not mere utterances as 

education requires a lot o f investments i f we are to achieve edueational goals. 

I he study found out whether teachers were provided with materials for teaching. .50% said 

that they received while 4 3 % categorically .said that they were not provided with materials 

where as 7% did not say anything. 

fhe findings o f the study revealed that 63% of the respondents did not receive enough 

materials. 27% indicated they received enough while 10% were not sure, f rom the responses 

the researcher was able to note the gap in elTcctive implementation o f S B C P I ) because 

effective leaching and learning can only be done where there are adequate leaching 

materials. 

Inputs are enabling in that they undersign and are intrinsically interrelated to teaching and 

learning processes, which in turn affect the range and the type o f inputs used and how 

effectively they are employed, fhe main input variables are material resources (textbooks, 

classrooms, libraries, school facilities and other non-human resources) and (human resources 

managers, head teachers, teachers, supervisors, and support stafl) with the management o f 

these resources as an important additional dimension, Ankomah , (2005).for the three 

schools that provided information lo this study, material resources are inadequate. 
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A total o f 54 pupils from the three sehools participated in this study and their responses to 

the use of local materials during lessons revealed that teachers did not improvise by 

substituting the absence o f teaching and learning materials in the schools under question, 

fhe respon.ses .stood at 27% " N o " and 71% " Y e s " . A s to the continuous use o f blackboard 

and chalk the study showed that teachers taught without teaching aids in most eases, 'fhis 

.scenario entails that teachers did not plan as a team. 

fo "beat the odds" teachers in sehools should frequently joint ly plan, design and evaluate 

instructional materials, teaching each other how to become better teachers, little (1982). 

for as long as teachers take things personal, these edueational gaps w i l l be very difficult to 

close up. In addition to the findings that are related to barriers to effective implementation o f 

S B C P I ) , this research .study also highlighted several factors that inhibited teachers from 

maximising their professional learning experience 

• 'feachers" professional development experience seldom takes into account their 

individual learning styles, their existing knowledge and skills, 'fhis fact can be 

supported by the claim made by a lot o f teachers who said that they did not have 

a lot o f input on the topics for S B C P I ) but individual teachers who were deemed 

to have experience. 

• Realistic time frame also plays important roles in creating meaningful 

professional development for teachers. 

• Ade(|uate support and feedback are imperative to sustain changes to their 

practice. 

• Lack o f coherence affects the effectiveness o f professional development 

experienced. 

Bredeson (2002), however, points out that continuous learning opportunities for teachers to 

enrich and refine their professional knowledge and practice is often undermined by the lack 

of time, money, and appropriate structures. 

•fhis .study similarly found out that from the .schools where research had been conducted 

there were no permanent structures for libraries but rooms set aside where pupils could go to 

borrow books. It was further noted that I IOD's come up with particular days for conducting 

S B C P I ) that arc communicated to administration. Others also mentioned that they met only 

once per term while others indicated that it was not specified. 
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Heads o f deparlmenl however, indicated that they met for these activities although not on 

regular basis, which poses a disadvantage to teachers" achievement, it can be concluded in 

this discu.ssion that there was no coherence in the manner S B C P D activities were being 

conducted in the district. 

5.3 Measures to be put in place in order to overcome barriers to effective 

implementation of School-IJased Continuing Professional Development in three 

Secondary .schools in Zimba District 

fo start with the .study revealed a lot o f gaps in the way School-Based Continuous 

Professional Development activities were being carried out in the three sehools where the 

study was conducted in the district. Schools operated without libraries, insufficient teaching 

materials, lack o f appointed I IOD ' s and inconsistent meeting times to conduct these 

activities, fime allocated to the activities was also not enough and teachers depended on 

experienced teachers to give topics for study and lack o f constant i"ollow ups by supervisors 

among other challenges. 

•fo mitigate these barriers the supervisory team from the di.strict olTice advocated for clo.se 

monitoring o f S B - C P D activities by District flducation Support feam (DflS'f) and Zonal 

I-dueation Support 'feam (Zl-CS'f) and to support those in charge o f S B C P D (subject 

coordinators).It was also emphasised that every .school to produce action plans that could be 

monitored by the district office and school authorities. In any case, whatever is presented 

should be relevant and be able to be applied in class; it should be something to improve 

performance. Some teachers felt that there should be an emphasis on the importance of the 

programme on teacher performance whereas others indicated that S B C P D activities should 

be conducted as often as possible in an academic term. 

Birman et al (2000) assert that coherence professional learning experiences enable teachers 

to su.stain the changes made to their teaching practice as it encourages continuous 

communication among teachers, furthermore, the coherence o f professional development 

experienced with other professional development experiences is linked to the improved 

teaching practice (Birman et al., 2000). 

'fhis finding further strengthens the argument for teachers' professional development to be 

tailored to teachers' specific needs as it matches the teachers' new knowledge with their 
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This finding further strengthens the argument for teachers' professional development to be 

tailored to teachers' specific needs as it matches the teachers' new knowledge with their 

existing knowledge, fhis in turn would create a more meaningful experience for them and 

later have a better impact in changing their pedagogical skills. 

As the study noted, it is evident that some schools may not have action plans which they 

should use to monitor activities in a term or year, fcachers and even some head teachers take 

S B C P D as a foreign intervention instead of a way to develop their pedagogical skills, fo this 

effect, it is imperative for teachers to have action plans to enable them follow the plans for 

the term or year. 

Relating to the teachers" responses in the study, SBCPI ) are not given much time for practice 

by teachers instead their conducting of the same seem to be optional, fhcsc educational 

activities are meant for individual development and later institutional development therefore, 

teachers should take keen interest to participate in them and afso ample time to be allocated 

towards the same through the administration. 

these llndings affirm the work o f Ball and Cohen (1999) who say that teaching cannot be 

wholly equipped by some well-considered body of knowledge. Instead the authors argue that 

teachers would need to learn how to use what they learned about students' work and idea to 

inform and improve teaching, fhis is further reinforced by f"ciinan-Nem.ser and Remillard 

(1995) who stress that this knowledge is situated in practice; hence it must be learned in 

practice (as cited in Bal l & Cohen, 1999).Moreover, changes to teaching practice are 

difficult to sustain i f the teachers are not given sufficient amount o f l i m e to consolidate the 

new knowledge and skills gained and to have it embedded in their practice (CJaret et al., 

2001; fimperlcy et al., 2007). 

•fhe .study revealed that two out the three schools used in the study did not have libraries for 

teachers and learners to use therefore, there was need for sehools to engage the community 

as one of the stake holders to build libraries and also set aside funds from the Parents 

fcachcrs' Committees (P'fC) to purchase the needed teaching and learning materials. Apart 

from these mitigations the office ofthe District fCducation Board Secretary to recommend 

teachers to the position of I IOD's so that supervisory work becomes easier in schools. 

Moreover, the same IIOD's would ensure teachers use pupil centred methodology during 

teaching through effective C P D activities. 
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5.4 Summary 

I'hLs chapter has provided a discussion ol'the research study findings with Mnk to Ihc relevant 

literature base in Chapter Two. The findings revealed that the teachers in the sehools studied 

have in general experienced positive professional development, ihe teachers' professional 

development experiences are also identified to have immediate and long term impact on 

teaching, fhe barriers to effective implementation of School-Based ("ontinuing Professional 

Developmenl are inllucneed by several factors; finally, the research study also highlights the 

challenges or difficulties faced by the group of teachers in the sehools studied in relation to 

Iheir professional development experiences, fhc next chapter is conclusion and 

recommendation. 
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C H A P T E R 6 

C O N C T T J S I O N A N D R E C O M M E N D A T I O N S 

I his chaplci' presents the conclusion and reconunendalions of the study. The objeetive t)f the 

study was to investigate the barriers to elTeetivc implementation of School-Based (Continuing 

Prolessional Development in the three schools in the district. 

6.1 Conclusion 

Barriers to elTective implementation of School-Based Continuing Professional Development 

affected teachers in conducting C P D activities in a number of ways .Ihe study has revealed 

that many teachers failed to effectively implement C P D activities because of a number of 

factors. It shows that most teachers in the three schools held degree qualification which is a 

requirement to teach in .secondary school, fhe findings further show that the three secondary 

schools in the district were actively involved in SB(TM) activities. However, there were a lot 

t)t'factors thai acted as barriers to ell'eclive implementation of these activities. I'hey included 

lack of libraries in the schools to meet the growing need Ibr educational programmes under 

C P D . I'hese were not the only factors but insufficient teaching and learning materials and the 

lack of substantively appointed H O D ' s who are a key in implementing C P D activities. 

In addition the teachers had less time to attend to CPD activities, 'fhis also rendered the C P D 

activities to be conducted inconsistently. In some schools the study revealed that teachers 

were not consulted on matters that affected their pedagogy but lo rely on e.\perienced 

teachers to plan on activities that required their participation. Lack of follow ups by 

supervisors and action plans by teachers came out among the factors. However revelations 

IVom learners from the three schools show that teachers did their best when it came to 

teaching methodology as majority of them acknowledged involving learners during lessons. 

It was then learnt that barriers to effective implementation of S B C P D could be overcome 

through engaging slake holders to support .schools in coming up with libraries and purchase 

of teaching and learning materials lo boost C P D programmes, fhe district office equally has 

a part to play by ensuring follow ups were made to schools on ( T ' D matters and recommend 

teachers who were acting as H O D ' s to substantive positions. 
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6.2 Recommendation 

1. I'hcrc is need Ibr strong advocacy (or teachers' professional development to be designed to 

meet the teachers' specific needs in their pedagogical skills, fhis can be through the Ministry 

of f'.ducation and community members through Parents 'feachers Committee. 

2. fhcre should be realistic time frame and planning in schools so that managers and teachers 

operate with strategic plans to ensure that schools run elTcctivcly. 

3 . School administrators should be supportive to the teachers through purchase of materials 

for use in schools and engage other stake holders to construct school libraries, 'fhis wi l l help 

the efforts by government to fill schools with educational materials. 

4. School in-sert programmes should be in coherence with School-Based (Continuing 

Prolessional Development so that there is coordination among staff 

5. l-nough time for S B C P D should be assigned so that teachers could have meaningful results 

by participating in these activities. 

6. fhe district office should recommend for substantive appointment o f Heads of Department 

in the two schools to motivate them and make them more effective. 

7. I'here should be constant follow ups of schools by the district office to monitor C P D 

activities. 
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APPENDIX I 

Questionnaire for District Education Standards Officer and District Resource 
Centre Coordinator 

Dear Sir/ Madam, 

1 am a Master of Education student with I J N / A / Z O I J and the Topic is, " A n investigation into 

barriers to effective implementation of School-Based Continuing Professional Development 

in three Secondary Schools in / i m b a District of Southern Province". 

fhe information that wi l l be obtained is only Ibr academic purposes. I would be very grateful 

if you answered all the questions in this questionnaire. 

Instructions 

1. Do not write yoiu' name on the questionnaire 

2. Please answer all the questions 

3. l ick the answer of your choice in the bo.x provided or write your answer in the spaces 

provided. 

4. Only tick one answer for each question unless otherwise speciHed 

Section I: Demographic information of Regular teachers 

1. What is your gender? Male ( ) female ( ) 

2. What is your age bracket? 

Below 2()years ( ) 

21-.30 ( ) 

• 31-40 ( ) 

Over 40 ( ) 

3. What is your highest professional qualillcation? 

Secondary Diploma ( ) 

1st Degree ( ) 

2 nd Degree ( ) 

4. I low long have you been a 

Standards ofUcer? years. / Resource centre Coordinator? Years. 

5. Do the three Secondary Schools in your district conduct S B C P D activities? 

6. What type o l 'SBG'PD are conducted in sehools in the district? 

7. Are you involved in the monitoring of S B C P D activities? 

Yes ( ) No ( ) 
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8. If your answer is yes, iiow often do you monitor these activities in a term? 

9. As Standards ofllcer / Teacher flducation, what is your role in S B C P D activities in school? 

10. I low effective are these activities in your schools in the district. 

(a) Very effective ( ) 

(b) I'lTective ( ) 

(c) Not elTective ( ) 

10. (jive a brief reason for your answer to question No. 9. 

1 1. What would you recommend for elTective S C P l ) in schools? 

fhank you. 
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APPENDIX II 

Interview Schedule for Head teachers 

1. T h e gender of the H e a d teacher 

2. W h a t is your highest professional qualification? 

3. How long have you been a head teacher? 

4. What type of S B C P D programmes do you conduct in school '^ 

5. Do you have S B C P D policy in your schoo l? 

6. Do the teachers express readiness to participate in S B C P D activi t ies? 

7. Are the teachers receptive to the pedagogical of S B C P D ? 

8. What initiatives have you and your teachers undertaken to assis t in S B C P D 
activities? 

9. Docs your school have enough room lo conduct lesson study? 

10. What would be the percentage ofteaehcrs that do not participate in S B C P D activities? 

1 1. What measures do you suggest should be put in place lo ensure that teacliers shunning 

S B C P D can be encouraged? 

12. How do you think S B C P D can be elTeetive in .schools? 

Thank you for your cooperation. 
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APPENDIX III 

QUESTIONNAIRE FOR HEAD OF DEPARTMENT 

Dear respondent, 
The researcher is conduct ing a study on Barriers to Effective Implementation of 
Schoo l B a s e d Cont inuing Profess ional Development in Z i m b a District. I request you 
to kindly and sincerely answer the quest ions .Note that the answers you will provide 
shall be for a c a d e m i c purposes only. 

In.slriiclions 

1. Do not write your uanie on the questionnaire 

2. Please answer all the questions 

3. Tiek the answer of your choice in the bo.x provided or write your answer in the spaces 

provided. 

A. Only tick one answer for each question unless otherwise speciHed 

I hanks in advance 

Section 1: Demographic information of I leads of Department 

1. What is your gender? Male ( ) female ( ) 

2. What is your age bracket? 

Below 20years ( ) 

21-30 ( ) 

31-40 ( ) 

Over 40 ( ) 

3. I low long have you been i l .O.D? Years. 

4. What is your highest professional qualillcation? 

Secondary Diploma ( ) 

l.st Degree ( ) 

Master's Degree ( ) 

Section 2: 

6. What type of School Based Continuing Professional Development programmes do you 

conduct in school? 

7. How do you rate School Based Continuing Professional Development? 

8. (a) Do you like School Based Continuing Professional Development (SBCPD)? 

Yes ( ) No ( ) 

(b) State the reason 
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Section 3: Physical facilities 

9. Does your school have enough materials to support S B C P D activities? 

Y e s ( ) N o ( ) 

10. Are teachers able lo benelll from S B C P D activities? Yes ( ) No ( ) 

1 1. Has the .school assigned particular days specifically Ibr use by teachers to conduct 

S B C P D ? Yes ( ) No ( ) 

12. If yes. how often do they meet? Explain brielly 

13. Arc there specific topics assigned lo leaehers to discuss per term? 

Y e s ( ) N o ( ) 

14. Does your .school have the following? 

(a) Library Yes ( ) No ( ) 

(b) Heads of Department Yes ( ) No ( ) 

(c) Afternoon clas.ses Yes ( ) No ( ) 

Section 4: fcaching and learning materials 

15. What challenges dĉ  you face in relation to teaching materials for lesson study? 

16. ( a ). Docs your .school provide teaching materials specitlcally designed for lesson study? 

Y e s ( ) N o ( ) 

(b) How would you rate your school in terms of availability and adequacy of teaching and 

learning materials Ibr learners? 

Poorly equipped ( ) averagely equipped ( ) Wel l equipped ( ) 

17. What would you list as .some ofthe barriers to effective S B C P D ? 

18. How do you think S B C P D can be elTcctive in .schools? 

I'hank you. 
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APPENDIX IV 

Questionnaire Guide for Teachers 

Dear respondent, 

The rcscarclicr is conducting a study on Barriers to lil'fective Implementation of School 

Based Continuing Professional Development in Zimba District. I request you to kindly and 

Sincerely answer the questions .Note that the answers you wi l l provide shall be for academic 

purposes only. 

Instructions 

1. Do not write your name on the questionnaire 

2. Please answer all the questions 

.3. l ick the answer of your choice in the box provided or write your answer in the spaces 

provided. 

4. Only tick one answer for each question unless otherwise specilled 

I hanks in advance 

Section i: Demographic information of teachers 

1. What is your gender? Male ( ) female ( ) 

2. What is your age bracket? 

Below 2()years ( ) 

21-30 ( ) 

31-40 ( ) 

Over 40 ( ) 

3. I low long have you been a teacher? Years. 

4. What is your highest professional qualillcation? 

Secondary Diploma ( ) 

1 St Degree ( ) 

2nd Degree ( ) 

Section 2: 

Part A ; I'eachers' attitudes 

6. What type of S B C P D programmes do you conduct in school? 

7. I low do you llnd School Based Continuing Professional Development? 

56 



8. (a) Do you like School Based Continuing Professional Development (SBC'PD)? 

Y e s ( ) N o ( ) 

(b) State the reason 

Part B : i'hysical facilities 

9. Does your school have enough material to support S B C P D activities? 

Y e s ( ) N o ( ) 

10. Are your pupils able lo benelll from S B C P D activities? Yes ( ) No ( ) 

11. Has the school assigned particular days specifically for use by teachers to conduct 

S B C P D ? Yes ( ) No ( ) 

12. Are there specific topics assigned to teachers to discuss per term? 

Yes ( ) N o { ) 

1.3. Does your school have the following? 

(a) Library Yes ( ) No ( ) 

(b) Heads of Department Yes ( ) No ( ) 

(c) Afternoon classes Yes ( ) No ( ) 

Part C: feaching and learning materials 

14. What challenges do you face in relation to teaching materials lor lesson study? 

15. ( a ). Does your school provide teaching materials specifically designed for lesson study? 

Y e s ( ) N o ( ) 

(b) How would you rate your school in terms of availability and adequacy of teaching and 

learning materials for learners? 

Poorly ecjuipped ( ) averagely equipped ( ) Well equipped ( ) 

16. What would you list as some ol'the barriers to effective S B C P D ? 

17. 1 low do you think S B C P D can be effective in schools? 

'fhank you. 
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APPENDIX V 

Interview Cuidc for Pupils 

l^clow arc questions based on lessons conducted with you by teachers in all the subjects you 

do in school. Y o u should be free to answer them according to experience you have as a pupil, 

l i c k below a category o f your choice against each question 

SCIIOOI 

G R A D E 

SEX 

Please check one of three categories (No: Unclear: Yes) on the following items 

#. I T E M NO U N C L E A R YES 

1 Do introductions of the lessons motivate you? 

2 Are you asked to come up with solutions before you are 

instructed lo do an activity? 

.3 

4 

Are you asked to do a presentation after an activity? 

Are you told about lesson topics during the lesson? 

5 

6 

Do you dfscuss among yourselves to llnd answers or better 

Solutions to the given tasks? 

Is there time lor evaluating or ctinllrming what you have 

learned? 

7 

8 

Do you attain lesson satisfaction at the end o f each lesson? 

Do teachers use any kind of teaching materials apart from 

blackboard and chalk? 

9 

10 

Do you afso learn using local materials? (Improvised) 

ff your answer is "yes" do local materials help you 

understand the lessons? 

11 flow consistent do teachers attend to their lessons? 

•fhank you for your cooperation. 

58 



Appendix VI 

1 Ream of paper 4 

2 Pens 1 packet 

3 Correcting fluid 1 packet 

4 Flash disks/compact disks 2 

5 Laptop 

6 Internet dongles 

7 Printing of proposal 

Printing and binding of 
8 final report 

9 Transport (data collection) 

10 Contingency 

Total 

ZMK 50.00 ZMK 200.00 

ZIVIK 50.00 ZMK 50.00 

ZIVIK 20.00 Z M K 50.00 

ZIVIK 250.00 ZMK 500.00 

ZMK 5,000.00 Z M K 5,000.00 

Z M K 500.00 

ZMK 200.00 

ZMK 600.00 

ZMK 1,200.00 

ZMK 1,300.00 

Z M K 9,600.00 
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