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Abstract

This evaluation research study is concerned wethgtiality of support and in-service
development for Malawian primary teachers throughrhedium of radio. The study
aims to evaluate the influence that the currentédhStates Agency for International
Development (USAID)-funded interactive radio instian (IRI) programme has on
teachers’ behaviours, with the aim of proposing sguidelines for the development of
a model of continuing professional development (GRIPpropriate to the Malawian
context, using IRI. It identifies the teacher agitical entity in raising levels of
learners’ achievement within the primary school paodits that through improved
teacher support and development, higher levelsarhker achievement can be attained.
The study identifies the potential that commun@atiechnology in the form of
interactive radio instruction (IR1) offers in impsiag CPD of teachers at a cost that
could be affordable to disadvantaged school comti@snin the country. The study
takes place in a context where the Malawi governirhas been challenged to provide
quality universal primary education after introchgifree primary education (FPE) in
1994, which resulted in a massive expansion of amynschools, resulting in acute

shortages of teachers.

The study has drawn on aspects of practice theatyraparticular the work of Giddens
(1984), Bourdieu (1977, 1978), Shatzki et al (20819 Reckwitz (2002a) in an attempt
to emphasise the role of artefacts, such as inteea@dio, as part of social practice. A
practice theoretic perspective has been used Hi¢ig the contentious role played by
learning-objects in teacher practice and the neetidxibility and innovation in
employing learning-objects like interactive radsopart of teaching practice.

To carry out a critical exploration of the issuéseacher learning and practice, a
longitudinal qualitative research approach was psep for the evaluation of the
existing IRl programme in Malawi. As the researcheas also actively involved in the
planning of the Malawi IRl programme from onsettherefore maintained a dual role
of researcher and co-founder throughout the resgaaoress. The empirical evidence
employed within this research was elicited throtlgikre main processes: interview
survey, participant observation and focus groupwder to achieve validity through
methodical triangulation.

Vil



The analysis of this evidence shows the considemifficulties faced by classroom
teachers in attempting to adopt interactive radid therefore be able to use
interactive/active learner-centred instruction ad pf their ongoing teaching practice.
The analysis, however, also highlights the posgitalf exploiting interactive radio for
provision of an integrated, sustainable CPD oflteexin educationally deprived school

communities.

Overall, the research study puts emphasis on the fog paying attention to the social
practices (contextually specific) within which thee of educational technologies (such
as interactive radio), are enmeshed. There is teexplicate the details of such
practices (instead of adopting a narrow, technfoal)s on attributes of interactive

radio itself) in order to improve the efficacy cfing interactive radio.
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General Introduction and Background

As in most countries in sub-Saharan Africa (SSAho®ls in Malawi are constrained
by poor resources which are a consequence of gfeléwels of national socio-
economic deprivation. This problem of inadequas®urcing is particularly serious in
rural primary schools, which constitute the majoat schools in Malawi. Education
has a central role to play in combating social @a@homic deprivation: without a high
guality education, the essential skills and knowéedecessary for economic growth, an
enterprise economy and social progress cannot\maped. Most primary teachers in
Malawi are under-qualified or un-qualified in pre$gonal practice and their own
academic education may not have progressed belienddlawi School Certificate of
Education, the equivalent of the Ordinary Levellef Cambridge Examinations Board.
Without well-qualified and professionally skillegachers, high quality education
cannot be delivered. Thus Malawi and most otheicAh countries find themselves in
a vicious circle — poor economic performance anddtandards of living mean under-
educated and unqualified teachers who cannot pedbiel high quality education which

could create the conditions for social and econgrogress.

Perhaps one of the main obstacles to improvinglstas of teaching and learning in
Malawian schools is the lack of a basic infrastoetin communities and therefore in
the schools which serve them. In many schoolsetitay be no access to an adequate
water supply and, in rural primary schools therk amost certainly be no electricity
supply. The implications for the use of computard other technological media to
support learning and teaching are obvious — theyaite simply, non-existent. In
terms of educational technology, the situation dqérhaps be most graphically
described in terms of a development gap - a ‘diditade’ - of perhaps fifty years,
between Europe and Africa, between Scotland an@wWallhis lack of access to even
the most basic technological resources severeliglittne range of teaching approaches
available, a limitation which is exacerbated bygé&aclass sizes - often as many as sixty
students in one class. The combination of poardstads of teacher education, non-
existent technological resources and large cldesés to predominantly traditional
teacher-centred approaches in the classroom, vgeiem to have little or no focus on
the individual needs of students, and appear ttribome heavily to low standards of

educational attainment.
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Politically, the Government of Malawi is committamitackling the problem of
continuing stagnation in standards of teachinglaarhing in its schools, but when hard
budgetary choices have to be made in the allocafieoant national resources, school
improvement and specifically, continuing professilosievelopment (CPD) of teachers,
have low priority. And yet, the bulk of teachemsprimary schools of the country are
under- or un-qualified. These are mostly teachecruited after the introduction of free
primary education in 1994 which led to an increaisaimost 100% in enrolments
(Kunje and Chimombo, 2007).

If this vicious circle of deprivation and stagnatim educational standards in Malawi is
to be broken, creative and innovative approachsshool improvement must be
explored. It is unrealistic to expect that schawlkh no basic infrastructure could jump
immediately into the computer age and benefit ftbensophisticated range of
information and communications technology now aldé in many schools in the
developed world. However, literature shows thahese same schools of the
developed world, radio broadcasting was once widebd as a tool for formal
education (see Strydom, 1981). Reference hasrhadre above to the fifty-year
developmental gap between schools in Europe aAdrica and it is in that context that
the current research proposal seeks to examingotieatial of interactive radio for
CPD of teachers as a way of accessing and deveglbgah quality teaching and

learning in Malawian primary schools.

In any context, effective teachers are a key englfictor in the improvement of the
quality of education (Verspoor, 2004; UNESCO, 20@%) this reason, investment in
teachers represents a significant percentage qifithkc sector budgets of most
countries. In realisation of the fact that the neghificant factor in student
achievement is good practice of teachers (Haycb@85), the Malawi Ministry of
Education, Science and Technology (MoEST) has asiadmber of innovative policies
for both pre-service education and training (PRES& in-service education and
training (INSET) in the past in an effort to deyekhe best teacher practice.
Unfortunately, very little work has been done ie ttountry to evaluate the efficacy of

in-service or continuing professional developménbiugh interactive radio.

The argument in this study for a type of IRI thatilcl be used for providing an
integrated and sustainable CPD of teachers whileedlimg quality services to learners
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(‘dual-audience’ approach) stands in contrast ¢éoctirrent USAID/EDC strategy in
Malawi where the traditional ‘mono-audience’ apmio#o IRl has been preferred.
This approach is the same as the earlier IR| seresh were organized so that
teachers would mainly follow along with the actieg and provide follow-up according
to the radio characters' instructions. In many waigssimply promotes mimicry or
learning through simple imitation and not theep learningequired of the teachers to
meet the challenges of current changes in educatiith a ‘dual-audience’ IRI
approach, the classroom teacher is given a moteateole to play as he/she manages
classroom activities introduced by the radio ingioes. This research argues for the use
of IRI (first and foremost) in developing and supgpw the ability, skill and knowledge
of teachers to manage classroom activities effelgtivi here exists credible evidence
that radio, while being the cheapest form of comication technology, offers
significant professional development possibilifiesteachers as well as enhanced
student/pupil learning (Micael, 1994; Moulton, 1994igh and Cash, 1999; Potashnik
and Anzalone, 1999; UNESCO, 2003).

Thus this study proposes an IRI that can be usethé professional development of
teachers who are committed to their own continuoysrovement, in order to ensure
that their pupils achieve their maximum potentiall@arners and become successful
participants in a constantly changing culture anclety. Essentially, the study attempts
to address the challenge of the ‘reprofessionadisavof teachers in Malawi - what |
have referred to as ‘new teachership’. Therefoee uhimate purpose of the present
study is to contribute to insights towards educatioality improvement in Malawi by

depicting innovative usage of IRI for teacher depehent.

Teachers and teacher developers will benefit fioisresearch work, but educational
policy-makers, administrators, researchers asagetlonor agencies involved in

educational development work should also find stigly useful.
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The Researcher’s Position

The starting point for considering my own contribatto this doctorate is to reflect on
numerous strands of my own experience, which heawmtogether to influence and
shape this research. | attended primary and seppedacation as well as part of
tertiary education in my home country, Malawi, beén 1975 and 1985. After
graduating as a secondary school teacher at theskdity of Malawi, Chancellor
College, | taught History and English in variouslde@an secondary schools before
leaving for Namibia (in 1989) where | continued tagching career. While in Namibia
| experienced the primary school system, as a &atdr the first time. Here, | had to
teach all subjects for a particular grade, not ené/two subjects in which | had

specialised during my training.

At the end of my contract with the Namibia MinistfyEducation in 1994, | moved to
South Africa where | joined the Northern Cape Dé&pant of Education and continued
teaching in high schools but before long, | waswted to the position of Provincial
Teacher Development Coordinator. | was then seahndehis position, to the
Catholic Institute of Education (CIE), a churchated non-governmental organisation
(NGO) responsible for running the Whole School Depment and Renewal (WSD &
R) programme throughout the Northern Cape Prouvifi&outh Africa. At the end of
my secondment to CIE, | was absorbed into the midtinagement of the Ministry of
Education as Deputy Chief Education Specialistoasiple for managing INSET

programmes in the province.

Apart from line-managing INSET programmes, | wagegithe opportunity to study
educational practice, especially teacher praciicenany countries around the world. |
travelled widely to countries in Europe (especi@bandinavia) and America to gain
knowledge of good teacher practice which we coskein improving standards of
teaching and learning in our schools. It was duting time that | was also given the
opportunity to pursue further studies at the Ursitgrof Oulu in Finland, where, after
completing the course, | obtained my Internatidviabter of Education degree in 2002.
The MEd research study investigated innovationsdiat restoring a culture of
learning, teaching and service (COLTS) in histdlyodisadvantaged schools of South
Africa, and it was while completing this study thatarted thinking about my PhD
research work based on Malawi.
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In my working life, | have accumulated specialidtieational and research experience
especially within the field of teacher developméeacher practice and interactive
radio. It is this eclectic mix of expertise thasheelped me towards a broader and
liberal perspective and has enlarged my understgrafithe wider picture. | view this
doctorate as having provided the opportunity tdeutiie accumulation of disparate but
interwoven strands of my former travel, work, edigreal and research experience and

as having helped me to make the current study megningful.

It was upon my return to South Africa from Finlaadd after a stint with the Ministry
of Education at the head office in Pretoria in 2003t | moved to Johannesburg and
joined the Open Learning Systems Education TrukBX), an NGO that runs the
radio learning programme throughout South Afritavds during this time that | first
heard of ‘interactive radio instruction’ (IRI) anals head of department, got first-hand
experience of it. This experience has inspirederembark on the current research.
After witnessing the benefits of IRI in historicalilisadvantaged schools of South
Africa, | decided to examine IRI's application iimslar communities in Malawi, but
with special reference to CPD of teachers. It qupkaed that at this same time, the
Malawi Ministry of Education was considering revigiradio learning in primary
schools across the country. Therefore, when | wBritssh Commonwealth
Scholarship to do a PhD study in the UK in 2006,rasearch proposal on IRI-based
CPD was enthusiastically accepted by the Malawiifiip officials. Therefore, right
from the onset of the Malawi IRI initiative, | bena fully involved as co-founder and

researcher.

The idea was to develop an action research IRleb@8 model beginning with a

pilot in a few schools. This would lead to ideniify best practice in exploiting IRI for
dual purposes (i.e. ‘dual audience IRI system, $smg both on teachers and learners).
However, the implementers of the programme (USADE decided to follow the
‘mono-audience’ IRI system which focuses mainlylearners (see section 1.4 and
chapters 4 & 8). Thus the original action reseanelthodology and model was adapted
into a longitudinal evaluation research approactrder to monitor and evaluate the
effectiveness of the USAID-funded IRI in improviteacher practice. The findings of
the research would then lead to recommendationsxfoanding the Malawian IRI
programme in order to enhance CPD of teachers.
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Chapter 1 Framing the Study

1 Malawi
1.1 The social and economic context

Malawi is situated in the southern part of the édn continent, with a total land area of
119,140 square kilometres, of which 20% is covérgtdake Malawi. It is a landlocked
country that lies between 9 and 17 degrees southedEquator, and is bordered by
Mozambique to the East and South, Zambia to themda West, and Tanzania to the

North (see appendix D).

Malawi became independent from colonial rule in4d.86d became a Republic in 1966.
Before this, it had been governed through scantyodeatic principles of the British
government as a colonial master. Formal educatistesis were introduced by the
missionaries. Kamangira and Kasambara (2001) nekpdint that even though some
democratic principles existed, they were at thecynef, or marred by, a colour-bar or
apartheid between colonial settlers and indigepaaple and existing restrictions made
it impossible for indigenous people to survivehe formal education system. This has

partly contributed to a limited growth of the contsocially and economically.

According to the 2007 Human Development Index, Malsas not significantly

improved its economic standing (www.cia.gov/pubimas/the

worldfactbook/geos/mi.htil The country is ranked among the lowest per adpitome

in Africa. Poverty is chronic and widespread; grovet disappointing. Several socio-

economic indicators from international and governtrstatistical offices are still



showing that over 50% of the population is beloe ploverty line. The country has few
natural resources. Agriculture currently providdsawdittle there is, but production is
beset by degraded soil, erratic weather conditmsa system of land ownership and
inheritance that does not encourage investmentgieent for International
Development (DFID), 2003). According to the Voluyt&ervices Organisation (VSO)
observations in 2002, the people have few prode@ssets, scarce opportunities to
generate income outside agriculture, are poorlgathd, under-nourished and in poor
health (VSO, 2002). Not much has changed since fflemincome per person is
estimated to be around $160 per year (ScotlandwMdartnership, 2008). Three
guarters of the 12 million people live in rural @seand earn a living as smallholders.
Current statistics show that the literacy levehdtaat only 40%. Thus, even though
strong tribal-based and familial social affiliat®act as a form of social capital,

alleviating poverty remains a daunting task.

Being a landlocked country, and because of itddichnatural resource base, poor
physical and financial infrastructure, Malawi remsadependent on economic assistance
from international financial institutions and extal donors. The country was approved
for relief under the World Bank Heavily IndebteddP&ountry Programme in 2000
(VSO, 2002). This, plus change in government s, is hoped to bring about

positive reforms including some improvements imyany education.

1.2 Education: A historical and political perspectve

The education system in Malawi has undergone clsaaigearious stages depending on

who was ruling the country. Initially it was thei&h missionaries followed by the



British colonial government with their own systeaf®ducation. Missionaries from
Europe first came to Malawi in the early 1800s #redr aim was ‘to civilise the
primitive and pagan natives’ by teaching them Qiamsvalues and replacing the slave
trade with what was considered a legitimate commdicus, before Malawi became
independent, primary schools as well as some sacgisdhools were run by
missionaries. The missionaries focused on teadhm@Rs (reading, writing and
arithmetic) as well as the word of God, with sonmiesions placing emphasis on
technical skills. All missions gave primary eduoatiwvhich lasted for some 10 to 12
years. At the end, a pupil reached the highessctadled Standard 6 (the present
Standard 8). Most learners who completed the &@syevhich were mostly taught for
several years by missionaries, reached a verygngtary school level. However, it has
to be remembered that, “mission education was axsw@ean end; and the end being the
gospel” (Banda, 1998, p. Xiii). In other words, thessionaries merely wanted to

evangelisethere washo emphasis on intellectual development.

With regard to teacher development, all missiosageognised the fact that they needed
teachers if they were to run schools, but becauseniain aim of missions was not
academic but to use the school as auxiliary tecthech, the teachers were evangelists
first and teachers after. Naturally, there waseagtendency towards religious bias in the
missionaries’ curriculum, teacher education nohgein exception. The aim of mission
education was therefore also the basis for teastheration and training. While a
vocational nature of education brought about soasgtige results such as the spirit of
selflessness, it limited teachers’ intellectualelepment. For example, the approach was

based on a philosophy or general belief that “adoets not question its maker, the



potter” (where the ‘pot’ represented the learneat e ‘potter” the master or authority)
(Banda, 1998, p. 8). Based on this philosophyafinot be expected that teacher training
colleges could produce teachers of a high calibterims of their cognitive and critical
thinking. Such a philosophy was directly translatethe school ethos and manifested in
these teachers’ practices in and outside the dassrThis legacy continues to haunt
Malawi society today, as revealed by the empirgtatlies on current teachers’ practices

in Malawi reviewed in chapters 5 and 6 of this thes

Although there was an attempt at innovation ofdecation system upon the country’s
independence in 1964, little did change with redgardurricula (Banda, 1988).
According to Banda, over-emphasis on issues obndtuilding meant a superficial
reform of the education system which eventuallytted gap prevailing between the
community and schools in attitudes of values armgketation. While it is clear that
Malawi’'s decision makers were aware of this disfjurethat often exists between
education on one hand, and nation building endeavauthe other, it is not clear
whether it was due to a lack of adequate resoudecksild human capacity amongst
educationists to undertake changes of magnitudecasred by the set national goals, or
whether it was the inability by those in chargee et result was, however, a failure in
designingelevant curricula and exploiting it to bridge gystemic educational gaps and
ensure the preservation of a unique cultural inéece for the younger generation
(Kamangira and Kasambara, 2001). Similarly theustguo in teacher education system
(and therefore teacher practice) remained degspetéetv attempts to revolutionise the

system after 1964. The failure to produce teachargonnel of high calibre in the



Malawian teacher education system after indeperedeoald partly be attributed to the

politics of the time.

Under Dr Hastings Kamuzu Banda’s iron rule, Malawss a typical dictatorship till he
was dethroned in1994. In this context educatioicpatas influenced, to a large extent,
by political policy of the time. The scanty demdaarinciples inherited from the
British colonial government were compounded byliases of Banda’s one party system
that came into effect upon independence in 19640Ating to Kamangira and
Kasambara (2001), the one party system meant agratit style of government in
which undemocratic decisions were made such asttgureedom of press, expression
or affiliation; detention without trial; and dedlag the president to be for life thereby
providing no room for vice president in the goveamnand the party. Kamangira and
Kasambara observe that this had drastic consegsienceducation in the country. These
authors contend that the introduction of new subjsach as Malawi Young Pioneers
(MYP) in schools during Banda’s rule was more fatdctrination of party propaganda
than for education. The whole concept of ‘Civias’a subject in primary schools was
geared towards the same goal of indoctrination.ré€kelt of all this was a primary
school system which promotedte learningwith teacher-centred, chalk-and-taskyle
of teaching. In general, just as freedohspeech and expression had been thwarted,
critical thinking was not allowed and many intetlesds that expressed their views had
either to flee the country or face jail withouttriGiven these circumstances, and the
impact of free primary education in 1994, the law-polonial standards in primary and

teacher education have prevailed to date as disduswer ‘context of the study’ below.



1.3 Context of the study

Judged by what are considered acceptable intenststandards today, education in
Malawi prior to 1994 could be described as beloerage. However, by Malawian
standards of the time, the quality of basic edocatvas considered to be very high.
There was a basic infrastructure, teaching anchilegumaterials, a favourable pupil-ratio
in primary schools (1: 40), available professionadhined teachers and regular visits by

school inspectors.

1994 marked a major turning point in the counthy'story, politically and educationally.
A new multiparty government was ushered into poweter the United Democratic
Front party which introducefilee primary educatiofFPE). However, even though
primary education was made free, it did not meanpmdsoryas there was and remains
no enforcing mechanism to ensure that parents gafdten of school-going age to
school. It was also the real beginning of the medhycational woes that the Malawi
government is faced with today as expressed iers&tts from the media, such as:
“Chaotic! Disastrous! Corrupt! Disappointing! Podits gone to the dogs! It's sad!The

Nation,2000, p. 2)

In addition, commentaries which appeared in loeavspapers such dgalawi

education system in a mess’, ‘Where has all edocgone in Malawi?became a
common feature between 1997 and 2@0geriod sadly remembered as Malawi’s ‘Dark
Ages’ (The Nation 2000). Studies conducted during this time (faxragle Milner et al.,
2001; Mbewe, 2002) show that teachers, like thaieagues in the civil service, had

very little time for their profession. It is citedat teachers went about teaching without



lesson plans, without record of work and withouaissl registers, but some were also
heavily engaged in small businesses to supplerhemtincome (International

Educational Qualifications/Malawi Partnership, 2001

The background to this deterioration of culturd/ialawian primary schools after the 90s
can best be understood by studying the issue ofi¢eaupply after multiparty
democracy which, as mentioned earlier, came with ifRhe country. Malawi had
chronically suffered from poor human and capitabregces (Kamangira and Kasambara,
2001), and this got worse after the introductiorBE in 1994. The introduction of FPE
in Malawi, although partly due to the Jontien desti@n on Education for All (EFA),
came about mainly as a result of the political pues on the newly elected ruling party
after the multiparty elections in 1994. The implentagion of FPE meant a rapid rise in
learner enrolment from 1.9 million to 3.2 million (USAID, 2003)This led to acute
shortages of teachers in the country’s primary slshof the country. Although the pupil-
teacher ratio had initially been reduced to 88:digaificant drop from 115:1 prior to

1994, it was still way above the 60:1 required IBAE

The Malawi government attempted to solve this siigi embarking on mass production
of teachers through INSET programmes such as thawlintegrated In-service
Teacher Programme (MIITEP) through which untraitesthers had to be recruited and
equipped with some teaching skills through an isitenteacher training programme
involving three months of residential training aeachers college, self-study distance
education, and school-based supervision. The pragewas designed to train as many
teachers as possible within a period of four yeHngse untrained teachers (UTT) had a

low academic level, with most having passed thead@ertificate (JC) with low grades



(see Chimombo, 2007). The suitability of MIITEP mculum for such student teachers
has been questioned, especially as the area ofamisgh this programme was
methodology of teaching (Chimombo, 2007). This niélaat the academic and content
knowledge base remained very basic. This was congeuliby the fact that once
teachers were in schools, they were supposed helped by the headmasters, mentor
teachers and Primary Education Advisors (PEAS)tHiatschool-based partnership did
not materialise. As Kunje and Chimombo (1999) halveerved, while partnerships
between qualified and unqualified teachers carebe and maintained, this will not
lead to an improvement in the quality teaching ssleoth are well supported with
further training. As it happened, most of teacltidsnot complete the full course once
deployed into the field, but were subsequentlyiftedtas qualified. Whatever
justification, it would appear pressure to meethhikennium Development Goals
(MDGs) goal of producing a sufficient number of mvover 50% of the teaching force
professionally qualified by 2015 (Chimombo, 200&¢ms to be the main driving force

behind this random certification.

While partially satisfying the pupil-teacher ratibg MIITEP approach has dismally
failed because mass production of teachers hastragédethora of teaching personnel
without proper training thereby compromisiggality in teaching and learning. By 2005
the ratio of pupils to qualified teachers is dtdlavily skewed at 95:1 (National statistics
on line, 2005). According to government statistibgs ratio has been reduced to 60:1
(MOEST-EMIS, 2007) since 2005, but consideringNHETEP certification for the
majority of T2 category of teachers (see chapteas®b6) the pupil-teacher ratio is likely

to be much higher. In essence, these teachersmemder-qualified and the result is



drastic deterioration in the levels of learning &eaching practices in schools. Studies in
2001 showed that almost 80% of children in standgrralde) six could not comprehend
grade-level text at minimal levels (Milner et &001, p. 3). The DFID report of 2003
revealed that for every thousand pupils that edtprenary education, only two qualified
for tertiary. Given the findings in this study tire state of teacher practice (see chapter 5

and 6), not much could have changed about thiate. d

In light of the above points, free primary educatemd the EFA initiative as a whole,
while ideally a good start, had put additionalistian primary education in Malawi
because the system is unable to cope with the ggppupil numbers. It would appear
that free primary education was enacted beforexgoehensive policy framework had
been developed which examined the resource and iatpécations of FPE. The
expansiorof primary education has been at the expensewfadde distribution of
available educational resources thereby negatjnglity’. Thus the global rhetoric on
‘quality education for all’ remains a far -fetched dreamM@lawi as a country. There is
evidence of substantial increase in enrolmentsedine introduction of FPE, but at the

same time, teaching and learning has remainedaf guaality.

Of late this situation has been compounded byotiner factor, the shortage of teachers:
even though the number of teachers initially insegbthrough the MIITP initiative, it has
drastically declined due to the HIV/AIDS epidemibieh is taking away, through death,
many educators at all levels. Previous forecastdESCO indicated that Africa needed
to expand its teaching force at a rate of 5.6%apaum during the 1990s to meet the
EFA requirements. According to Perraton (2001 thie had not been achieved by the

beginning of the 21st century. By his assessmemfrica as a whole, the teaching force



had grown at a rate of 3.4%, slightly ahead ofrtite of the growth in the number of
children in schools, but at nothing like the rageded to provide enough teachers for
EFA. Now teacher supply in Africa has to reckotivthe consequences of the
HIV/AIDS epidemic. The UNICEF study of 2008 repattan HIV/AIDS prevalence rate
of 11.9 % amongst people of ages 15 to 45 yedvtailawi

(www.unicef.org/infobycountry/malawi_statistics.H)mreachers are not exempted from

the pandemic.

The conventional college based teacher educatistersyin Malawi, like in the rest of
sub-Saharan Africa is not able to cope with théesohthe task. As seen, apart from the
challenge of training enough new teachers, thdiagi$orce is under-qualified or un-
gualified, whether in academic or professional &rar both. This study argues,
therefore that, though other factors also cowntl{sas shortage of teachers; the lack of
basic management skills and weak supervision; mzate curricula; inadequate parent
involvement in their children’s education and aise long distances children have to
travel to reach schools in rural areas), the raase of falling (or failing) standards in
Malawi’'s primary education seems to be poor trajrohteachers, which has perpetuated
less interactive, traditional teacher-centred le@yand teaching practices in schools. |
argue, therefore, that the introduction of intakectadio instruction (IR1) in the
Malawian primary education system should be getredrds resolving this core

problem.
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1.4 Radio education and vision for interactive rad instruction (IRI) in Malawi

By 1990 experimentation with school radio in Afriwas based on out-of-school
education mainly for the growing number of primaghool leavers who could not get
into secondary schools (UNESCO, 2000). In Malaike most parts of Africa, study
centres (popularly known as MCDE) were run to wideoess to junior secondary
education using radio but relying predominantlycomrespondence lessons. This system
was not particularly efficient—offering what waseseas a worse method of teaching, run
with minimal resources, for the children who had@ened worse at the end of primary
education (Perraton, 1993). However, with modestscper student, the centres were
able to offer some educational opportunities tédcen who might otherwise have had
none (UNESCO, 2000). Perraton has observed thalawi, such centres were
attracting more students than the regular secorstdmyols. He also noted that the
intervening years have witnessed a shift of emghasie move away from public-service
broadcasting to a deregulated sector, increasohgtyinated by small stations and
transmitters (accompanied by new technical charigeapst parts of the developing

world.

IRI is therefore attractive as tool for formal edtion in low-income societies. IRl is a
radio learning methodology which has been develapédrn a typically one-way
technology into a tool for active learning insidelautside of the classroom. Its founders
in Nicaragua in the 1970s sought to combine thedost and broad reach of the radio
medium with a clear understanding of how peoplenlea full definition of IRI is given

in chapter 3.
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While it has been demonstrated that it can be tsespand access and increase equity
in both formal and non-formal educational settirige, success of IRI lies in the fact that
it brings active learning to the classroom every @oulton, 1994), and ensures that the
entire syllabus is covered, not just the bits teathers find easiest to teach. A point
highlighted by Potashnik and Anzalone (1985%hat IRl uses a classroom methodology
that embodiesactive learningand helps the teacher master strategies that peatndhis

is the aspect that the current study explores: IRdwould be exploited maximally for
professional development of primary teachers, gtheir low academic and professional
background as discussed above. IRI has been useéssiully to address issues of both
guality and access in many countries with challsrggilar to those facing Malawi.
Those relevant to Malawi have been identified aredraviewed in chapter 4 of this

thesis.

Given the potential that IRI offers for improvingality of education, the Malawi
government has asked the American government @hrol8AID) for support to start an
IRI programme for all primary schools in the coyrds a means of enhancing the
implementation of the new Primary Curriculum andéssment Review (PCAR). PCAR
combines a new local language literacy model, ooiotis assessment and critically, a
learner-centred instructional approach. Thus, tireples of this new curriculum based
on learner-centred approaches, represent a sigmifehift for Malawian teachers in
terms of teaching methodology, curriculum materéalsvell as theories of teaching and
learning. In general, the PCAR initiative of thel&lai Ministry of Education is an
ambitious one given the requirement of an elabaatkcareful coordination of many

functions at all levels of the education establishin
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Subsequent to the agreement with the Malawi MipistrEducation, USAID has
contracted another American NGO, the Education gweent Centre (EDC) to
implement the IRI programme, which aims to accostptivo main objectives: to
improve the learning outcomes in basic subjectsanty primary school grades; and to
support and reinforce the introduction of the neimpry curriculum in the country
(USAID, 2007). The IRI content originates from saglbased at the EDC and is then
disseminated to all schools in the country throliggnbroadcast over the national radio
broadcasting station. The lessons cover all b&dlis &1 the curriculum, including
literacy, numeracy, English and Life skills. Sctobave been provided with what we
call ‘next-generation wind-up radios’ to tune indaily thirty-minute lessons. For a start,
150 lessons have been created for each gradeblevbioadcasts began in standard
(grade) 1 in January 2008. It was hoped that betitkof the year 2008, all the human
resources and management needed would be in placstre continued IRI
development and broadcasts for other standarddggyaHowever, evaluations indicate

that this objective has not been realised (seetelap and 6, empirical study).

The findings in this study seem to suggest teattmisknowledge base as a major
reason for low standards of teaching and learmgalawian primary schools. Given
that we are in this day and era, when IRI has eglu such a way to build teachers’
skills and enable them to play more active rola Iearner-centred and interactive
teaching and learning processes (World Bank, 2G08)surprising that in Malawi, the
traditional ‘mono-audience’ IRI system (with focoisly on pupils) has been given

preference.
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It is argued in this thesis, that IRI as practiselalawi at present, has limitations in
acting as a catalyst for real improvement in thaligiof primary education in the
country because it pays peripheral importanceaagsue oteacher developmernit is
argued that although active learning strategyfesature of every IRI, without teachers’
empowerment, no amount of guidance and modellinddcachieve interactive and active
learning in the classroom. The classroom teacladiity to adopt interactive/active
teaching-learning strategies is critical to suc@ssthis is what IRI ought to be geared

for, first and foremost.

In a typical traditional IRI classroom, the teaclseconsistently guided by the radio
teacher in questions and answers, in organizingataunal activities. Thus the radio
teacher serves as a role model. The expectatibatisn the process, untrained teachers
or those with low levels of teaching skills are rroead or coached in various teaching
methodologies. While this may be so, findings iis firesent study show that such
learning does not go far enough in raising thehteext knowledge base to enable them to
adopt and adapt such teaching practices at a &gt lin terms of the conceptual
framework guiding this study (see chapters 3), $eaming has been described as

surfacelearning, where individuals learn mostly by imibat

Therefore recommendations for an IRl approachdbald advance the ‘learning to
learn’ spirit amongst teachers is put forward (¢bap)— by expanding the current
model of IRI into one that could sustain CPD otteas to orient teachers towards the
PCAR learner-centred approach based deepemunderstanding of such a strategy. An
argument is made that, given the ill-preparatiothefmajority of primary teachers in

Malawi as discussed above, IRI should be explditetiand foremost, for teacher
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learning by incorporating teacher development @ognes aimed at raising teachers’

pedagogical content knowledge (see figure 5, chapte

In terms of classroom practice, the view taken Ietbat emphasis on learner-centred
methods as a yardstick for measuring teaclggsd practicas not simply about
preferring one or other form of pedagogy, but tgyia improve the content and nature of
teacher-learner interaction. As findings of thisdstreveal, in most cases of traditional
teacher-centred practices, the quality of inteoacis low- although some interesting and
effective traditional techniques were observed.r&foge the emphasis on the need for
teachers’ ‘paradigm shift’ from old (traditionaéacher-centred) to the new (learner-
centred) approach is necessary for two main reasiise learner-centred approach
around which IRl is structured is the basis of @AR reforms going on currently in the
Malawian primary educational system; b) compar&figpeaking, the learner-centred
approach seems to promote interactive (activehiegfteaching practices associated

with deep learningnore than the traditional approach.

1.5 The significance of this study

It is widely recognised that countries within sudk@ran Africa are faced with huge
educational challenges. What is not clear is whtlere is, in these countries, sound
understanding of the underlying or root cause$efproblems and the means of
addressing them. For example, one notes with réiggéteveloping countries are still
clinging to competitive advantages based on natesaurces and cheap labour in a
world context in which the role of knowledge hasdrae of paramount importance for

social and economic development (Brito, Brouwernbtees and Mlay, 2005). Today it
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would appear that, more and more, the quality oiedge is a springboard for
competitive advantage in a ‘global village’. Herieems such aknowledgeand
information societyknowledge-based econoragdlearning societhave become part
and parcel of the world of educational and develepnpolicy. These terms also
demonstrate, amongst other things, that learnisglbéinitely become not just a lifespan
need for individual citizens and for societiesgemeral, but also a social need and a
socialquality (Smith, 2000)1t becomes crucial therefore for governments tddbamd
strengthen indigenous human capacity in ordertfeir tountries to promote and sustain
the inexorable knowledge and learning-driven dgualent which characterises current
and foreseeable trends, world-wide. Van der Kan®942 makes clear the role of

knowledge and learning as requisites for socigigpation when he says that:

In knowledge and learning societies, competensigs and learning have come
to be recognised as fundamental for participatipmdividuals in modern life as
well as the hallmark of dynamic economic units #mészing social communities.
(Van der Kamp, 2004, p. 5)

The above points illustrate the need for effectind efficient educational systems
capable of yielding high quality learners. In tleveloping Third World nations, such
challenge tends to be overwhelming, especiallyiwithe SSA region where, in general,
school systems have remained rather basic anc:oie#. As a result, expanding access
and improving the quality of education in this @ghave been crucial ongoing issues.

Malawi, the setting for this research study, issmoeption.

Governments tend to handle issues of educatiorakaand equity with great urgency,

and they become matters of high priority. Thisngerstandable given the fact that such
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issues are tangible and, certainly, more pressiregtal their social and political volatility.
On the other handguality’ is a more subtle element, and one that reallyarsatrhen
education is considered as an agent for sociakaadomic development. It is a fact that
the technological developments that have creatednibst rapid and profound
transformations worldwide rest on the quality obedge. In recognition of that, the
Malawi National Education Sector Plan (NESP) highis quality assurance as one of the
top priority goals. Furthermore it states that “thission of the Ministry is to provide
quality and relevant education to the Malawianor@t{MoEST, 2007, p. 3)It can be
assumed that better quality also entails highécieffcy, through measurable factors such

as lower failure, dropout, and grade repetitioesat

The dangers of continuing the existing deficienanethe Malawian education system
have indicated that it is necessary to reform ggr@ach to teacher development.
Development agencies from different donor countngge started projects which aim at
improving primary and teacher education in MalaBuit it would appear that these
projects, both those still in progress and thosehlave ceased to exist, have fallen short
of addressing the root causes of the core eduedtmwoblems, and hence have had
limited success. The success of any educationgr@name depends upon the capacity of
the individual teacher to deliver. Effective classn implementation is therefore crucial

to any educational initiative.

The most worrying problem in Malawi’s primary edtioa is its poor qualityand
inefficiency (Milner et al., 2001 Reflecting awareness of that issue and also attegpt
to tackle it, the NESP in Malawi pledges increaatention to improving the quality of

primary teacher education. Complementarily, the RE&yards achieving better quality
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as one of the major challenges facing developmieptimary and further education in

the country.

In line with these concerns, this thesis buildsiatban evaluation study that aims at
providing an empirically informed strategy for prdwng quality CPD of teachers, using
interactive radio instruction (IRI) as a way of imping the quality of primary education
in the target schools. The study was stimulateddnypus concerns in Malawi about the
guality of in-service education and training (IN§Edlias continuing professional
development (CPD) of teachers in the country paldity in rural, remote village
schools. Obviously, many factors including matefialancial and organisational—
contribute to the quality of the output of educatibsystems. However, an important
concern in designing this study was to address swrtiee professional and personal
factors, especiallieachers’ practicavhich is abouteacher culturea sub-culture of the
overallschool culturewvhich has direct influence on the functioninglod school as an

organisation.

The post-Muluzi Malawi government has made consiolerefforts to improve the
standard of education by introducing the new Pnn@urriculum and Assessment
Review (PCAR) into the primary school system. Ampe out, the principles of this
new curriculum, based on learner-centred approacépsesent a significant shift for
Malawian teachers in terms of teaching methodologysiculum materials as well as
theories of teaching and learning, in general. Tégiires Malawian teachers not only to
change what they do in the classroom, but alsbiatienge their beliefs about teaching
and learning. However, evaluations during this aeseindicated that mechanisms put in

place to encourage such changes in teachers’ pphss or beliefs and practices are

18



inadequate. The original/current interactive radithe primary education system is
merely for the traditional use of IRI, in which, discussed above, focus is @tcess

more thamuality. IRIis a teaching method which has already hessd extensively and
successfully in Kenya, South Africa, Australia, RBafNew Guinea, Nicaragua and
Indonesia to name but a few. In Malawi, there arstadies focused on the potential and

benefits of using IRI for improving primary and esfally teacher education.

The aim of this research is therefore to evaluadrifluence that the current USAID
funded IRI programme has on teachers’ behaviouts tive aim of proposing some
guidelines for developing a model of CPD, apprdprta the Malawian context, using
IRI. This could be a way of ensuring improved affdctive teaching and learning in the
long term—even long after the USAID funded IRI pramgme has ceased to exist in the
country. As noted, the current evaluation resebeshtaken place in a context where the
Malawi government has been challenged to prowdelity’ basic education while
implementing PCAR. Therefore the concern is to ggond the traditional use of IRI by
ensuring that IRl becomes a catalyst for paradigiftssin teachers’ beliefs and practices
so that these are consistent with the principleb®hew curriculum being implemented

in the country.

It is hoped that an examination of the impact dfdR teachers’ practices will provide a
baseline for exploring what teachers actually dthair effort to learn new ways of
improving their practice. This should help to shoew IRl might be used to offer
professional support and development for teacloeiraplement fully and effectively the

new curriculum as it is intended. In Malawi, likeetrest of SSA where improving the
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guality of education is a burning issue, studies iaterventions conducive to that end are

long overdue.

IRI has great potential as a resource for studantb also as a tool for teacher training
(Potashnik and Anzalone, 1999). As argued in chi&pté this thesis, IRI represents an
invaluable opportunity for teachers to further th@bfessional development, and
improve their knowledge beyond Junior Certificatd the UK ‘O’ Level standards
which, as highlighted in theontext of the studys what many of them achieved at

school.

Two main underlying assumptions have motivatedshigly: firstly, the presupposition
that at a theoretical level, the constructs used ¢hapter 3 and 4) could represent
valuable inputs for the deepening of our awareaeslsunderstanding of Malawian
primary teachers’ own understanding of their pref@s— a broader and diligent view of
the problems that hinder them from performing thasks effectively. Secondly, the
conviction that IRI has the potential to affect andnipulate the material and financial
conditions (and the constraints) under which itrapes, and therefore to have a positive
influence on both teachers’ and learners’ expedasnExplicitly, IRl can purposefully
influence ‘sophisticated’ teachers’ beliefs andcticees as well as develop learning
strategies that yield positive outcomes therebyrdmrting to the overalfuality of the
educational system. It is the only communicatiomslimm which is universally
accessible to all schools and to all teachersehlytif it is part of a carefully thought out

and networked support system.
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The primary significance of this research can keedeed as providing insights into the
key role that IRI can play in the professional depeent of teachers especially in areas
of educational disadvantage. It may also provitetter understanding of the relevance
and potential of simple forms of media in positwehnsforming school cultures and
providing effective CPD of teachers in educationdisadvantaged school communities.
This will hopefully encourage not only the Malawi@adership, but also the
international community to re-examine radio’s paiedrfor effective schooling through
improved CPD of teachers. It is predicted that wittelatively small investment in IRI
and relevant teacher training, teaching practioglsealucational attainment could be
revolutionised in Malawian primary schools, so ttlaitdren are offered a genuine

alternative to a future of low-skilled work and jeoty.

1.6 Delimitation and Limitations of this Study

1.6.1 Delimitation

It is important to point out that while evaluatiohIRI is the focus of this study, IRI itself
is by no means the only method of using radio ssgfadly in education. The decision to
concentrate on IRI for teacher development is guttak to the researcher’s realisation of
the express need for qualified personnel in Malavpiamary schools, and the lack of
information for developing strategies in the uséRiffor CPD of teachers. Furthermore,
although IRI has been used in a wide range of gtsitdeveloped and developing worlds
alike, it is not within the scope of this studyatealyse all the different scenarios. The
investigation in this study is limited to the valokinteractive radio instruction for CPD

of teachers within the context of a typical devaigprhird World country.
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The examination is limited to primary schools agachers (as well as their learners)
because unlike their secondary school countergheg,have the critical (and yet often
underrated) task of ‘laying the foundation’ of edtien. This foundation needs to be
solid if the ‘building’ is to be a complete succedéth regard to issues of access,
capacity building and equity, primary school edocausually find themselves at the
receiving end. Their classes are usually largar thaecondary schools, yet they have
far fewer opportunities for development and rece®e much less support in their work.
In Malawi, schools in rural areas receive fewerlifjed staff and the younger classes get
the least qualified teachers (Kamangira and KasemB801). Therefore learners in
early years and especially those in rural commesiire ill prepared and experience
schooling of extremely poor quality which wouldegitprevent them from even attaining
basic literacy and numeracy skills. This problengwélity in primary education sector

needs to be checked if children are to achieve gutential.

Apart from the HIV/AIDS impact on teacher supplyete is an exodus of qualified
teachers from primary schools. The exodus of teadkdargely due to the way in which
personnel is managed. Good primary teachers arevehfrom classroom practice to
become head teachers or educational officers i difiae. This greatly weakens the
academic and professional standards of primaryashdhe same has to be said about
the practice of removing good teachers from prinsatyools and placing them in
secondary schools (see Mbewe, 2002). This systsatdantages primary education and

has the negative result of perpetuating inequalitieich would otherwise be avoided.
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1.6.2 Limitations

A major limitation of this study concerns the maethtogical approach used. In
conducting the evaluation study, it was realised for all sorts of obvious reasons (e.qg.
costs, time, intrusion into everyday professionaivity, and so on) a limitation was
placed on what could be achieved as the obsengtiade only provide a snapshot of
what teachers are able to do. It is often assurhad teachers 'turn on' the desired
strategies and behaviours at any point that ther@atside observers - that they have a
'pet’ lesson in the ‘bottom drawer’ for precisdhg toccasion when evaluators come to
observe. For this reason, it wouléhve been preferable to arrive unannounced at
times, but it has been found that even where thibe case (and quite apart from the
countless ethical dilemmas this poses for reseahie takes teachers little more than
the ten minutes or so between one’s arrival ancctisgomary courtesy visit to the head
teacher's office for teachers to abandon the leptammed for the day in favour of one
that contains all the elements that they think om@nts to see. These are the
‘fabrications’ of performance that participants raakvhich Webb (2006) draws the

researcher’s attention to about classroom observas a research method.

Fully aware of these dilemmas, the researcher wasnttted to gather more than a
snapshot of teachers' teaching. Thus each teacdeplserved three times during the
main study. We recognised that teachers would tably put a bit more into the three
days than might be usually the case, but also asduhat most teachers do not ever go
'flat out' on a daily basis unless there is animsitc motivator. After all, use of additional
methods (interview and focus group) for data cdilbec and analysis meant that the

limitations of one method were compensated forticati multiplism, different methods
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and forms of analysis that were employed compleateatich other, contributing to both
convergent and discriminant validity, thereby erdwagy claims to knowledge (Shadish,

1986).

Furthermore, in most longitudinal studies, collectof data is done over a ‘long’ period
of time. This means that collection and analysiglata is on more than one occasion
over a specified time period. Although this is ttese here, the current research has a
much shorter life span mainly because of the oljestand academic imperatives that
accompany it. For example, the IRI programme inaMahas no pilot phase but is run as
a fully fledged programme from onset till end ok tthree-year period of USAID’s
financial support (2008-2011). However, the schedulleadline for this research was
September 2009 which meant that all the field st(edsaluation) had to be completed
within 2008 which happened to be the very firstryeimplementation. Given these
limitations, only two empirical studies (tHeaseline or pre-intervention studnd the
main studyor post-interventiop were scheduled for this research. However, ireiotd
assess teachers’ own experiences of the IRI prageaduring the implementation stage
as well as to check the effectiveness of the implaation strategy, an additional
empirical study (referred to asecond baseline studywas scheduled during the
implementation stage. As an add-on, the findingshisfadditional study do not form part
of the synthesis and comparative analysis in 6@vévVer, these findings (details are
included in appendix E) have been incorporatechendverall analysis of the research

findings (see, for example, p.195).

It could be argued that findings of this researohthe first year of programme

implementation may not necessarily be a true refle®f the happenings over the entire
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three year period. However, one full year of impbmtation is sufficient time for
assessing effects of a programme of this naturanyncase, the interest of the research is
not about evaluating the programme objectives perbst assessing whether the IRI
approach taken has had any impact on teacher ggactind in what form this is
happening. This will provide a foundation for fugthresearch and the results herein

should be seen in this context and used accordingly

1.7 Overview of the thesis

After this introductory chapter, the remaindertué thesis is structured into four parts.
Part 1 (Chapter 2) presents the overall desigthforesearch and draws attention to the
difficulties in trying to implement the longitudihgqualitative research design and
identifies what modifications were necessary agéisearch progressed. The research

task is presented more thoroughly in this chapter.

Part 2 is split into two chapters (Chapter 3 & Al @evelops the conceptual framework
which has been characterised as, broguhgtice theoreticThe review in Chapter 3
introduces the main construct of this researchystigdcher practiceby examining
literature on the notion of practice, activity tingdearning objects, learning/pedagogic

theory, cultural theory and professional developntiegory.

Chapter 4 draws upon literature from a range ofcasiincluding the WorldBank,
UNESCO as well as individual scholars that exantieerole of educational technology
with specific reference to radio as a learning-obge tool for educational development.
The lack of information on strategies for utilisimgeractive radio instruction (IR1) for

sustainable professional development of teachers veay of ensuring permanent
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solutions to the challenge of low teaching stanglamdvialawian primary schools is
highlighted. Radio, like other educational gadgetsch are used for enhancing teaching
and learning cannot replace the teacher in therdam therefore the teachers’ academic

and professional development should be centrddgdvtalawi IRl programme.

Part 3 (Chapters 5, 6, 7 & 8) presents a detadedunt of the methodology employed in
the study for the collection and analysis of enggirevidence gathered as part of this
research. It has been made clear that the rang@ddnce drawn upon is broad, but three
main sources of evidence were: a semi-structurtedview survey, observations, and
focus groups. Given the dual roles of the resear@seco-founder of the IRI project and
as a PhD researcher), emphasis is placed on thihfdevidence was elicited fdual
purposes- that is, the ongoing evaluation of théaMilRI| programme and the provision
of an evidence base for the current research sRelyults from the baseline study and
the main study are presented in Chapters 5 and &an synthesised in section 6.3,
using the conceptual framework developed in cha@eand 4 as analytical lens. This is
continued in Chapter 7 which presents a generabdson of the findings in relation to
the key research questions. It highlights whataresidered to be the most significant
outcomes from the current research which servebasia for the recommendations on
future directions of IRI for the target group. Taescommendations are presented in

chapter 8, along with the final conclusions.
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Chapter 2 Research Design

This chapter provides an explication of the maémednts making up the research design
adopted for the researchhe chapter draws attention to the significancthefadopted
gualitative and interpretative approaches as a mekexploring the reactions of a range
of classroom teachers (and office-based educdtorslved in the IRl programme, to the
introduction of interactive radio and novel fornfsamrking practices. The qualitative
linterpretive approach underpinning the researshblean useful in addressing the
complex interrelationships between the meaningsuawi@rstandings held by social
agents, their activity and working practices arelghbcial settings in which practices take

place.

The overarching research design draws on the wiotkseph Maxwell (1996) and in the
next section Maxwell's perspective on researchgtessi discussed, followed by an
examination of each of the elements identifiedigwrhodel and how these have been

implemented within this present research.

2.1 Maxwell’'s model of research design

According to Maxwell (1996), most people preseseerch design as a linear sequence
of steps to be carried out sequentially. In comttaes argues for research design to be a
set of interrelated components or elements whicktamterconnect in a coherent way if
the design is to achieve its intended outcomesiédfi@es research design as “...an
underlying scheme that governs functioning, devielppor unfolding; the arrangements

of elements or details in a product or work of gMaxwell, 1996, p.1)
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When the components and the relationships betwesn are coherent, the integrity of
the overall design can be seen as an emergemiugdtiof the entire entity. Maxwell’s
model identifies five components and six relatiopstetween them (figure 1) but he

acknowledges that there are many more factorsrdaacconnections that will influence a

study.
Purposes ng%?g)t(ual
Research
Questions
Methods Validity

Figure 1: Maxwell's research design mod&b96, p. 3)

Maxwell’s (1996, p. 5) argument is that the mod®hze “is more compatible with the
definition of design as the arrangement of elemgat&rning the functioning of a study
than it is with design as a pre-established plamcéorying out the study or as a sequence
of steps in conducting that study”. Each of theraats identified above plus the

interrelationships between them are addresseckisdttions that follow hereunder.

2.1.1 Purposes

This is about determining the ultimate goals ofshely; the issues it is intended
to illuminate and what practices it will influenaghy you want to conduct it; and
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why we should care about the results; why the sisigyorth doing (Maxwell,
1996, p. 4)

The purposes of the current research are closégdi to the overall aims of the Malawi
IRl programme (see chapter 1). A particular questinat is raised by the current study is:
in what ways will the introduction of interactivadio influence (if at all) the beliefs and
therefore teaching practice of Malawian primarycteas? The interest is in thibanges

in teachers’ beliefs and practicebhis being the focal point, it can be said thas thi
evaluation is conducted specifically to investigdue use of IRI to lever the development
of teaching/pedagogic practices and teacher uradehisiy of pedagogies that support
pupil learning. From this, an overall aim of theremt study has been derived as being:

» to evaluate the effects of IRI on teachers’ bebefd practices, and its value in
improving continuing professional development (CleDjeachers

The means by which this aim was achieved are by:
» assessing the USAID funded IRI programme’s coutiob in improving teaching
approaches and pupils’ attainment in the classroom

* comparing teachers’ practice; teachers’ abilityreflect on , evaluate and transform
their own practice prior and after the introductiof IRI

» assessing ways of using IRI as an approach to dpwvej educational leadership
with the capacity to sustain effective CPD of teash

The outcomes of this research include evideidRI's impact on teachers’ beliefs or
philosophies about learning and teaching, and Inis\ttanslates into changes in their
professional conduct. The idea was to use suchrstageling in developing guidelines
that exemplify the use of interactive radio instioe for professional development of

teachers— as a way of ensuring quality teachingiieg practices in schools. In other
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words, the outcome of this research project is dehtiR| teacher training programme,
calledRadio Education for Interactive Learning in Mala(®EFILM), tailored to
Malawi’'s new primary curriculum and assessmentawiPCAR) for primary schools
under study. It introduces a teacher developmemipoment into the current IRI
programme through thEeacher-In-Actior{TIA) series geared towards upgrading the
academic and pedagogical knowledge base of teaicherder to reinforce new teaching
methods into the classroom that constitute a mexgg/drom the traditional teacher-

centred approaches.

2.1.2 Conceptual context

This is about what you think is going on with tHeepomena you plan to study;
what theories, findings, and conceptual framewoekating to these phenomena
will guide or inform your study; and what litera¢ipreliminary research, and
personal experience you will draw on. This compoméhe design contains the
theory that you already have or are developing athausetting or issues that you
are studying. (Maxwell, 1996, p. 4)
The conceptual framework developed in chaptersd3aof this study is used to guide
and inform the empirical analysis presented in tdrab and 6. Maxwell emphasises that
the conceptual framework developed for a resedatatyshould be more than a simple
literature review although an effective review itérature is an important part of
developing a coherent conceptual framework. Acemydo Maxwell (1996, p. 26), there
are three main problems in viewing this part ofualg as a simple summary of literature:
a narrow focus on literature, ignoring other corigapresources; a broad coverage of the
field rather than a tightly focused examinatiomedearch that is particularly relevant to

the current study; and a focus on description rathen critical analysis. The conceptual

framework developed in this thesis draws upon &ectc body of literature but the
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primary body of literature can be referred to asgtice theory’ Overall, the literature
reviewed and synthesised to develop the concefrarakwork includes examples from
practice theory, activity theory, culture theosathing and learning theory (pedagogic
theory), school improvement and effectiveness theadio instruction and classroom
interactivity. As such, the literature drawn upefiects the range of issues raised by the
introduction of interactive radio for formal leangi and teaching in educationally

disadvantaged school communities.

As discussed in chapter 1, there is consideralddayy between the researcher’s
involvement in initiating the IRl programme in Malaand the current research. In
particular, the conceptual framework developed eregarded as a sensitising
framework, very much in line with the notion ofliminative evaluation’ proposed by

Parlett and Hamilton (1977).

2.1.3 Research questions

This is about what specifically you want to undanst by doing the study;