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ABSTRACT  

Continuous professional development (CPD) for teachers, with all its diverse notions, 

has been noted and articulated in various policy documents in Namibia, and is 

understood as in-service training and professional development for teachers to improve 

learning outcomes. In Namibia, challenges have been experienced with the 

performance of learners in English as a Second Language (ESL) at the national level, 

and teacher professional development could be one way of changing the status quo. 

However, in answer to the call from the Namibian Ministry of Education Arts and 

Culture for a more idiosyncratic orientation, limited literature was found on how ESL 

teachers use self-directed learning (SDL) to shape their CPD activities.  

Thus, the purpose of this study was to address this gap by exploring the self-directed 

CPD needs of English Language teachers in selected Namibian secondary schools. The 

study was oriented to theoretical insights from SDL, reflective practice and social 

constructivism. Through the use of a qualitative approach, the study employed an 

exploratory case study research design. Semi-structured interviews and focus group 

discussions were used to generate data from eight selected Grade 8 to 12 ESL teachers 

in the Khomas region of Namibia. The data gathered were analysed using an inductive 

thematic framework. 

The findings of the study indicate that ESL teachers are faced with a myriad of 

challenges ranging from classroom experiences, the type of learners they work with and 

the support system available at school, regional and national level. The study found that 

due to changing education paradigms, ESL teachers need to broaden their knowledge 

base in specialised education and systematic professional interventions at school level. 

They indicated that this would help learners with challenges in reading, writing and 

comprehension to improve their skills in ESL classrooms. They further emphasised the 

necessity for mentors, education specialists, systematic schools and circuit based 

collaborative CPD, as well as more support from school heads and regional ESL senior 

education officers, which is an area that is inadequately managed. Finally, they pointed 

out that in order to make their ESL classes engaging and enjoyable, teachers needed to 

have a strong foundation in ICT education. This foundation can be leveraged to create 
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resources that are now lacking. The findings have implications for ESL teachers, school 

administrators, education specialists and policymakers, as they provide insights and 

recommendations for enhancing ESL education practices. 

KEYWORDS: English Language teachers; English as a second language (ESL); 

continuous professional development (CPD); self-directed learning; reflective practice; 

Namibia 
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TERMINOLOGY  

 

Term  Definition 

Continuous professional development (CPD) The process and activities designed to 

enhance the professional knowledge, skills 

and attitude of teachers to improve learner 

outcome and performance (Cirocki & Farrell, 

2019) 

In-service teachers  Teachers who have already completed their 

basic training and are now teaching in 

schools.  

In-service teacher education  Relevant courses and activities in which a 

serving teacher may participate to upgrade his 

or her professional knowledge, skills and 

competence in the teaching profession. 

Self-directed CPD Self-directed CPD gives individuals a 

platform to assume responsibility for 

controlling their learning objectives and the 

means for doing so in order to meet their 

personal goals or the perceived demands of 

their individual context (Morris, 2019). 

Reflective practice  Reflective practice is usually considered a 

form of cyclical and systematic inquiry where 

teachers carefully collect evidence about their 

teaching practice in order to analyse, interpret 

and evaluate their experiences with the 

intention of improving their future teaching 

(Suphasri & Chinokul, 2021). 
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CHAPTER 1 

BACKGROUND TO THE STUDY 

1.1. Introduction  

Namibia is a country situated in the southern part of Africa which gained its independence from 

South Africa in 1990. After independence, English was adopted as an official language and 

therefore the language of learning and teaching (LoLT). This was a paradoxical decision because, 

at that time, only 0.8% of the Namibian population constituted first-language speakers of English, 

with English not being widely spoken in communities and rarely used in rural regions (Iipinge, 

2018). In pre-independent Namibia, Afrikaans was the language of the colonial administration and 

the implication of the adoption of English as a medium of instruction is that teachers who were 

trained in other mediums of instruction had to teach English language in schools (Mushelenga, 

2023). Having endured a segregated education system prior to its independence, the country is 

believed to have inherited a large army of teachers who were either unqualified or underqualified, 

unable to meet the minimum expected requirements for a teaching position in an independent 

Namibia (Kretchmar et al., 2012; World Bank, 2015). Another argument advanced in the literature 

is that Namibian teachers were not sufficiently trained and were not proficient enough to teach 

English language (Muzira, 2021), thus Namibia committed to change this and to transform the 

teachers through investing in institutions of teacher training and to advance robust teacher training 

capacity. Additionally in order to attain a knowledge-based society, a curriculum reform was 

inevitable, and the provision of quality education and the consequent attainment of quality 

educational outcomes was a critical focus for the Namibian education system (MoEAC, 2016). 

However, to transform the Namibian education system, the provision of quality education relies 

on an investment in teacher professional development.  

According to UNESCO-IICBA (2024), no matter how excellent the quality of pre-service 

education is, continuous professional development (CPD) is indispensable for teachers and school 

leaders to keep abreast of required teaching standards and competencies. Hence, teacher 

professional development has been used as the most effective approach to promote teacher change 

(Barut & Wijaya 2020). CPD refers to the process and activities designed to enhance the 

professional knowledge, skills and attitude of teachers so that they might, in turn, improve learner 

outcome and performance (Cirocki & Farrell, 2019). Several approaches to teacher CPD have been 

used to support teachers to remain relevant and on a par with current innovations, to upgrade their 

professional knowledge and to transform education systems (Irgatoglu & Perker, 2021). The most 

common approach to CPD has been the traditional top-down, one-size-fits-all approach, which 
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focuses on direct intervention in the form of skill sets transferred to teachers, assisting them to 

conform to a certain standard (Artman et al., 2020). Traditional approaches to teacher CPD have 

been highly criticised because of their once-off nature and their lack of consideration of individual 

teacher experiences and learning styles, which creates a lack of teacher agency (Williams et al., 

2022). However, current CPD approaches have emerged grounded in the human, moral and social 

capacity of teachers, promoting reflective practices and collaborative learning to enhance the 

construction of new knowledge and the formulation of communities of practice (Purnamasari, 

2023).  

Since teachers are an indispensable part of the provision of quality education and the most 

important components of the education system (Irgatoglu & Perker, 2021), the quality of the CPD 

opportunities given to them remains critical. According to Darling-Hammond et al. (2016), 

Kayumbu (2020) and Fauth et al. (2019), CPD is not a static concept but a social construct which 

is fluid in nature. Thus, understanding how teachers learn provides a foundation for and insight 

into the type of CPD to engage in to ensure its effectiveness and success (Cross, 2020; Freeman, 

2020; Mpofu & De Jager, 2018).  

Furthermore, the quality of teaching and academic performance in Namibia has been found to be 

below the averages of other Southern African Development Community (SADC) countries who 

form part of the Southern and Eastern Africa Consortium for Monitoring Educational Quality 

(SACMEQ), with low performance in literacy among learners over the years (SACMEQ IV, 2017).  

According to the SACMEQ IV report, Namibia is ranked seventh out of 13 in reading among 

countries in southern and East Africa, which generally means that the majority of Namibian 

learners fail to read, write and speak effectively in the medium of English, despite English Second 

Language (ESL) being made official in the school curriculum at independence in 1990 (Muzira, 

2021). Additionally, between 2009 and 2018, Namibia through the Ministry of Education, Arts and 

Culture conducted national mid-phase assessments known as the National Standardised 

Assessment Test (NSAT) for Grades 5 and 7, setting a national baseline and establishing a database 

for numeracy and literacy levels in the country. The results of the last tests showed a trend similar 

to that of the  SAQMEQ IV report indicating that only about 50% of Grade 5 and Grade 7 learners 

could read with comprehension (MoEAC, 2019). 

As a result of this situation discussed in the previous paragraph, the Ministry of Education Arts 

and Culture (MoEAC), together with other education stakeholders, was prompted to develop a 

CPD framework with implementing guidelines to upgrade and update the knowledge and skills of 

in-service teachers (Kayumbu, 2020; Mushelenga, 2023; UNAM, 2016) to enhance and upgrade 
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teachers’ skills and instructional practices and, in turn, to influence learner outcomes. In line with 

educational environments where English serves as a second language and acts as the instructional 

medium for multilingual learners, the ongoing professional growth of English language educators 

in Namibia stands as a critical priority (Abakah et al., 2022; Haifidi et al., 2019; Muzira, 2021; 

Nakambale, 2018). This imperative arises as the nation endeavours to fulfil the benchmarks of 

quality education outlined in Sustainable Development Goal 4 (SDG4) (Darling-Hammond, 2021; 

MoEAC, 2022; UN, 2016) which asserts that quality education encompasses teaching and learning 

that is rooted in a wide-ranging knowledge base. Additionally, it combines an understanding of 

content and pedagogy to focus on meeting learners’ diverse social, emotional and academic needs 

rather than just covering the curriculum (Kim et al., 2019). 

Despite the existence of CPD initiatives for all educators in Namibia, their efficacy remains 

predominantly generic, with numerous stakeholders questioning their efficacy in bolstering 

teaching, particularly in core subjects like ESL (Haifidi et al., 2019; Haufiku, 2022; Ngololo & 

Nekongo-Nielsen, 2017; Porter & Freeman, 2020). For instance, a study by Frasen (2022) 

highlighted that while well-structured, most CPD programmes in educational settings where 

English serves as the LoLT have been largely inadequate as a means to support teachers’ 

professional advancement. According to Mpofu (2023), this issue arises because CPD programmes 

lack opportunities for self-directed learning (SDL), instead favouring a structured and generic 

approach that does little to enhance teachers' comprehension of second language acquisition in 

multilingual and superdiverse contexts. Hence, this study explored self-directed CPD for English 

Language teachers in selected Namibian secondary schools.  

1.2. The Namibian continuous professional development programme  

In the Namibian context, CPD refers to a vehicle that facilitates the acquisition of knowledge and 

skills, enabling educators to remain current and maintain certain levels of competence in their areas 

(UNAM, 2013). In the past, teachers’ CPD activities were centrally developed by the Namibian 

MoEAC or the curriculum development agency, the National Institute for Educational 

Development (NIED). These consisted of short, often once-off, non-continuous activities which 

did not articulate to a formal qualification and did not consider the needs and desires of teachers 

(Haifidi et al., 2019; Kayumbu, 2020; UNAM, 2013). The use of these kinds of activities or 

workshops position teachers as clients who need fixing and discounts the possibility of building 

on their current strengths (Cirocki & Farrell, 2019). In 2013, when the MoEAC and other education 

stakeholders developed a CPD framework and a CPD unit, the University of Namibia (UNAM) 

was tasked with coordinating the implementation and management of all CPD activities at national 
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level (Kayumbu, 2020). Guidelines for the implementation of decentralised regional and school-

based CPD coordinating committees (RCPDCC and SBCPDCC, respectively) were compiled to 

promote ongoing learning for educators, using a practical, needs-based approach to improve 

classroom effectiveness and foster learner performance (UNAM, 2014). These committees further 

encouraged local structures like schools to be empowered through participatory processes to 

identify their own professional needs, plan for them and have them addressed (Haufiku, 2022; 

Kayumbu, 2020). It is believed that this approach mitigates the negative effects of the past 

traditional cascade CPD approach by emphasising sustained support mechanisms from central 

institutions to site-based CPD structures (UNAM, 2014).  

For ESL teachers, their specific needs were thought to be subsumed by these structures and be 

addressed through the guidelines provided in the CPD booklets (Junias et al., 2022; UNAM, 2013). 

One such guideline is that every school will have a CPD committee and a plan that creates 

opportunities for teachers to research and improve on their practices, to share and exchange 

experiences of CPD activities, as well as have collaborative communities of learning with other 

school-based CPD committees to exchange best practices (MoEAC, 2016; UNAM, 2014). 

However, for CPD to be effective at these levels, regular and sustained monitoring and evaluation 

is critical for measuring its impact (Kayumbu, 2020; UNAM, 2013). Since, there are limited 

studies on CPD particularly regarding CPD needs and models for ESL teachers (Kayumbu, 2020; 

Nakambale, 2018), this study will provide some insight and add to the literature of CPD for this 

context.  

While the worldwide trend is a generic professional development programme for teachers, with 

the challenges besetting countries like Namibia in achieving high-quality education (Mwila et al., 

2022) there is an urgent need for CPD based on SDL to address the need for teachers to enhance 

ESL teaching across the curriculum (Irgatoglu & Perker, 2021; Özer et al., 2020). Hence, CPD that 

is self-directed by teachers may be considered effective because in-service training in which 

teachers participate voluntarily is more effective than that which is organised by institutions 

(Irgatoglu & Perker, 2021). As defined by Özer et al. (2020), SDL in CPD is a new approach which 

refers to professional development arising from the teachers’ own initiative, where the process is 

internally determined and teachers take responsibility for their own learning. Researchers such as 

Irgatoglu & Perker (2021), Mushayikwa and Lubben (2009), Özer et al. (2020), Kretchmar et al. 

(2012) and Porter and Freeman (2020) support self-directed CPD activities because they 

emphasise the teacher’s voice as a critical factor in identifying, planning and executing 

professional development activities. It is also believed to be a potential key to reducing the 

mismatch between CPD inputs (teacher learning activities) and the outputs (teacher cognition and 
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classroom practice) (Mushayikwa & Lubben, 2009, p. 376). It is essential for ESL teachers to 

achieve successful ESL lessons in Namibia; hence, the present study explored the self-directed 

CPD needs of English Language teachers in selected Namibian secondary schools. In line with the 

call by researchers such as Farrell and Macapinlac (2021), Kayumbu (2020) and Zeng and Day 

(2019), it is essential to further investigate the role of self-directed Continuous Professional 

Development (CPD) in enhancing the effectiveness of English language teachers. Moreover, 

fostering reflective practices and collaborative CPD approaches beyond traditionally oriented 

approaches, would help teachers better understand their professional identities, drive their 

professional growth and adapt to the evolving demands of ESL education in Namibia. Hence my 

study explored the self-directed CPD needs of English Language teachers in selected Namibian 

secondary schools.  

 

1.3. Continuous professional development programmes in English language teaching  

Continuous professional development (CPD) programmes in English language teaching (ELT) are 

structured initiatives designed to enhance the skills, knowledge and effectiveness of English 

language educators (Mwila et al., 2022; Purnamasari, 2023). These programmes aim to support 

teachers in keeping pace with the evolving demands of language instruction, pedagogical 

techniques and educational trends (Nzarirwehi & Atuhumuze, 2019). CPD in ELT encompasses a 

wide range of activities, including workshops, seminars, conferences, webinars, online courses, 

mentoring and SDL opportunities (Potter & Freeman, 2020). 

Firstly, in terms of content, the ELT CPD programmes offer content tailored to address various 

aspects of ELT, such as language acquisition theories, teaching methodologies, assessment 

techniques, classroom management strategies, technology integration, cultural awareness and 

linguistic diversity (Abakah et al., 2022; Vadivel et al., 2021). Researchers have found that ELT 

teachers’ content in countries like Namibia covers knowledge of the curriculum, pedagogy and the 

knowledge of learners (Haufiku, 2022; MoEAC, 2016; Norro, 2021). According to the website of 

the Centre for Innovation in Learning and Teaching at UNAM, the existing CPD system serves as 

a model of best practices in the provision of ongoing professional development in Namibia, with 

structures at regional, circuit and school level. It further states that CPD content is based on 

collaboration, networking and sharing of best practices to enhance learning opportunities among 

educators, where their voices are recognised in determining their own professional development 

needs and planning through the existing structures rather than having them centrally determined 

by someone else (UNAM, 2013). In contrast, findings from participants in this study reveal a 
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different picture, pointing to the common use of traditional approaches to CPD for ESL teachers, 

where CPD is centrally determined and applied as reiterated by (Mpofu, 2023), in her exploration 

of CPD operations for TESOL teachers in South Africa, and found them as broadly being 

traditional and passive learning activities consisting of seminars, conferences and workshops. 

Secondly, delivery methods refer to CPD activities that are delivered through diverse methods to 

accommodate different learning styles and preferences (Kapur, 2018; Mohammed & Kinyo, 2020). 

These methods may include face-to-face training sessions, online modules, peer collaboration, 

reflective practice and action research projects (Abakah et al., 2022; Fransen, 2022). Researchers 

have found that CPD delivery methods based on traditional approaches such as award bearing, 

deficit, cascade and workshops are popularly used in countries like Namibia due to the fact that 

they are believed to be a direct solution to teachers’ challenges (Mooney Simmie et al., 2024; 

Sancar et al., 2021). These delivery methods are also seen as cost saving measures and can target 

a large group of teachers at once, however they do not reflect the concepts of participation, 

collaboration and ownership, which are regarded as vital to a self-directed approach to CPD 

(Abakah et al., 2022; Williams et al., 2022) which my study explored. In support of this, other 

researchers (De Paor & Murphy, 2018; Mwila et al., 2022) revealed that these approaches to CPD 

were found to be ineffective because of their disconnect from teachers’ contextual experiences, 

which is a critical component of teacher professional development. 

Thirdly, researchers such as Abakah (2023) and Vadivel et al. (2021) indicate that CPD in ELT also 

includes professional networking. CPD programmes provide opportunities for English language 

educators to network, collaborate and share best practices with colleagues locally, nationally and 

internationally (Purnamasari, 2023). Professional networking fosters a supportive community of 

practice where teachers can exchange ideas, seek advice and collaborate on educational initiatives 

(Coppe, 2023; Prenger et al., 2021). Researchers have found that there is a growing shift in ELT 

teachers’ professional development programmes from the ones aiming at changing instructional 

practices towards strengthening ELT teachers’ professional networking as CPD (Coppe, 2023; 

Prenger et al., 2021). This is because it was discovered that these ELT networks are the best way 

ELT teachers grow professionally, as networking within and between schools in different regions 

is considered as a potential tool for improving learner outcomes (Azorin, 2020). Although 

leadership and resources for facilitating ELT professional networking remain critical, there is still 

more that needs to done in this area. Researchers continue to emphasise that the enthusiasm for 

professional networking far exceeds the evidence base outlining the impact it has on teacher CPD 

(Feldman & Gouveia, (2022). Therefore, further research is needed to fully understand the 
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underlying mechanism through which ELT teachers’ professional networking and CPD positively 

affect teachers’ professional development.  

Fourthly, reflective practice is also part of the CPD content for ELT. Abakah et al. (2022) explain 

that CPD encourages teachers to engage in reflective practice, where they critically evaluate their 

teaching methods, assess student learning outcomes and identify areas for improvement (Cirocki 

& Farrell, 2019). Reflective practice enhances teacher self-awareness, promotes continuous 

learning and fosters professional growth (Farrell & Kennedy, 2019; Farrell & Macapinlac, 2021). 

In countries like South Africa and Ethiopia, Gudeta (2022) found that although teachers believed 

that they used a considerable number of reflective teaching skills and attitudes, they were actually 

not engaged in reflective teaching at all, they merely held attitudes of the pre-reflection level during 

their teaching and learning processes. Hence, Mpofu (2023) asserts that reflective practice is 

critical in enhancing and shaping the quality of language instruction and the depth of teachers’ 

personal professional development, especially for Namibian ESL teachers. While reflective 

practice now enjoys prominence in many teacher education programmes worldwide, its adoption 

into the field of TESOL (teaching English to speakers of other languages) is relatively recent 

(Farrell, 2018; Freeman, 2020). As one second language teacher educator put it, reflecting offers 

a way into the less “accessible aspects of teacher’s work” (Farrell & Kennedy, 2019). Thus, Gudeta 

(2022) cautioned that although reflection can be a valuable process for teachers and teacher 

educators, it needs to be explicit about what it is attempting to explain, and a reflective teacher 

must be aware of its limitations.  

Lastly, through assessment and evaluation the CPD programmes incorporate mechanisms for 

assessing teacher participation, learning outcomes and the impact of professional development 

activities on teaching practice and student achievement (Sancar et al., 2021). Evaluation feedback 

helps refine CPD offerings and ensure their relevance and effectiveness (UNESCO-IICBA, 2024). 

For Namibia to determine whether ELT teachers’ CPD practices are designed to accomplish their 

purpose, an assessment should be done to gain insight into how CPD may best assist teachers to 

deepen their knowledge and skills and grow professionally (Sancar et al., 2021). Although the CPD 

framework in Namibia advocates for regular and sustained monitoring and evaluation, an 

inconsistent CPD monitoring system would appear to be in place, and few resources are deployed 

to carry out an evaluation on the impact and efficacy of the current CPD (Iimene, 2018). The 

support for teacher professional growth and learner academic outcomes based on the provision of 

CPD is also undocumented (Hangula, 2021). In light of the above, researchers (Gudeta, 2022; 

Mwila et al., 2022; Nakambale, 2018) also found that there are many hindrances to applying 

effective CPD in countries such as Namibia, South Africa and Ethiopia, including a lack of 
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planning on the part of ministries, and a lack of human and capital resources, psychological 

support, infrastructure, motivation and guidance.  

An understanding of the CPD programmes in ELT is crucial for fostering the continuous growth 

of English Language educators. Such programmes empower teachers to deliver exceptional 

instruction, cater to the diverse needs of their students and foster positive educational outcomes 

(Artman et al, 2020; Cirocki & Farrell, 2019). However, the organisation of CPD programmes in 

Namibia differs from this broader ELT perspective (cf. previous section). In light of this 

distinction, the present study aimed to probe into the self-directed CPD needs of English Language 

teachers in selected secondary schools across Namibia. By exploring these needs, the study sought 

to identify areas where CPD initiatives can be tailored to better support Namibian educators in 

their professional development journey, ultimately enhancing the quality of English Language 

instruction in the country's schools. The study also revealed the experiences and findings of the 

researcher while conducting this study.    

1.4. Problem statement 

The pursuit and provision of high-quality education are global priorities, particularly evident in 

ELT (Galaczi et al., 2018; Garira, 2020). This emphasis stems from the indispensable skills 

acquired through quality education, vital for 21st-century demands and for sustaining social and 

economic development in countries (Fauth et al., 2019; Kim et al., 2019). In numerous nations, 

including Namibia, where English is the primary medium of instruction for multilingual learners, 

CPD serves to equip educators with requisite skills for addressing contemporary demands. 

However, concerns arise regarding the alignment of CPD objectives with classroom realities in 

such settings (Barahona, 2018; De Paor & Murphy, 2018; Haufiku, 2022; Mpofu, 2023; UNESCO 

& Education International (2019), raising doubts about the efficacy of CPD initiatives in 

addressing specific needs and challenges faced by teachers, particularly in multilingual educational 

environments like those in Namibia. Additionally, scrutiny has been directed towards the content 

of CPD programmes provided to teachers, as noted by researchers like Barahona (2018), De Paor 

and Murphy (2018), Mwila et al. (2022), NIED (2022) and Haufiku (2022) amid continued failure 

in English language performance and instruction.  

In the Namibian context, MoEAC (2019) highlights poor practices regarding in-service training, 

where CPD workshops remain the primary means of knowledge dissemination through the cascade 

model, contributing to persistent academic decline. Furthermore, poor performance in ESL 

national examinations has been attributed to generic CPD programmes, eliciting fierce criticism 

(MoEAC, 2018, 2019, 2020; Nakambale, 2018; UNAM, 2013; Haifidi et al., 2019). While 



9 
 

researchers in ELT, such as Mpofu (2023), Adams (2021) and Cirocki and Farrell (2019), challenge 

CPD programmes that lack provision for SDL and reflective opportunities which are essential for 

educators' pedagogical competence and professional success, ultimately benefiting their learners. 

Although the Namibian CPD framework advocates for SDL and CPD (Ndemuweda, 2011; 

UNAM, 2013, 2014), limited studies indicate the presence of self-directed programmes 

contributing to teachers' professional development within the implementation framework. Hence, 

this exploration examined the self-directed CPD requirements of English Language teachers in 

some secondary schools in Namibia where a generic CPD is the norm. 

1.5. Purpose of the study 

The aim of this exploratory case study was to probe into the self-directed CPD requirements of 

ESL teachers in selected Namibian schools. In context of this study, self-directed CPD refers to 

professional development that empowers teachers to govern and steer their own learning 

trajectories, set their objectives, select appropriate teaching methodologies and assess learning 

achievements (Fransen, 2022; Gencel & Saracaloglu, 2018; Morris, 2019). Through this 

exploration, I aimed to gain a comprehensive understanding of the unique CPD needs of ESL 

educators in Namibia, thereby informing future initiatives tailored to enhance their professional 

growth and effectiveness in the classroom. The specific objectives of this study were to  

i. describe the CPD needs of ESL in-service teachers based on their individualised needs 

ii. explain the contextual experiences that shape the individualised CPD needs highlighted 

by ESL in-service teachers.  

 

1.6. Research questions 

Specifically, my study sought to provide answers to the following questions: 

i. What specific CPD needs do in-service ESL teachers have on an individual level? 

ii. What contextual experiences shape the individual CPD needs highlighted by ESL in-

service teachers? 

 

1.7. Theoretical framework 

The theoretical insights for this study were drawn from self-directed learning, reflective practice 

and social constructivism. Self-directed learning is learning which involves controlling and 

directing the learning process, consciously and constantly to understand any situation and 

concepts, solve problems or strengthen any skill (Gencel & Saracaloglu, 2018; Mahlaba, 2020). It 
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is a process in which individuals take the initiative, with or without the help of others, in diagnosing 

their learning needs, formulating learning goals, identifying human and material resources for 

learning, choosing and implementing appropriate learning strategies and evaluating learning 

outcomes (Collier, 2022). I used the key foundational positions of SDL in humanistic, pragmatic 

philosophy, as well as constructivist epistemology, to conceptualise the processes of SDL (Loeng, 

2020). Together these concepts represent a process of learning that is individual, purposeful and 

developmental. What signifies the SDL process is that the teacher is empowered to take personal 

responsibility for choosing what information they use and how they use it in the process of 

meaning-making (Morris, 2019). I use this theory to explain teachers’ autonomy and freedom in 

directing their own CPD needs and in understanding that teachers learn best when involved in 

transformative CPD activities (Gencel & Saracaloglu, 2018; Morris, 2019). Using interviews and 

focus group discussions (FGDs), I obtained an understanding of the teachers’ CPD needs, why 

they have these needs and what experiences shape them. SDL helps us to understand what 

motivates teachers to continuously learn and improve their skills professionally. However, this 

alone is not sufficient, as the cognitive process of reflecting on one’s teaching and thinking deeply 

about one’s teaching and one’s beliefs about teaching is influenced by another process called 

reflective practice (Collier, 2022; Porter & Freeman, 2020). 

Reflective practice means that teachers take responsibility for looking at their professional 

practice, at the underlying philosophy, beliefs and theories that shape their classroom practice so 

that it can become personally meaningful to them (Farrell, 2015, 2018; Farrell & Macapinlac, 

2021). The main premise of reflection is that teachers who engage in reflective practices (Abakah, 

2022) may develop a deeper understanding of their philosophy, as well as theories, as they relate 

to their actual practices and thus become proactive and confident in their teaching. Different ways 

can be used to promote teacher reflection such as keeping reflective journals or diaries, peer 

observation of teaching, lesson study, action research and reflecting using digital technologies (e.g. 

blogging and photo voicing). In Namibia, Luwango (2021) reiterates that successful teachers 

reflect critically on their teaching because they think critically about their lessons and take action 

to resolve problems encountered in the classroom. As a result, their learners perform well, leading 

to overall improved academic performance due to effective instructional strategies emerging from 

reflective teaching. Reflective practice theory was founded by Donald Schön in 1983 (Farrell & 

Macapinlac, 2021; Mwila et al., 2022), who described it as the practice where professionals 

become aware of their implicit knowledge base and learn from their experience. There are two 

fundamental types of reflection (Farrell, 2018; Mwila et al., 2022), namely, reflection on action 

and reflection in action. Reflection on action takes place after the event where the practitioner 
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evaluates the theories of action used to solve a problem, while reflection in action describes 

interactions with a problem or interventions as they unfold. According to Lupinski et al. (2012), a 

third concept of reflection was added to Schön (1987) studies as the work on reflective practice 

began to expand. This is termed “reflection for action”, which looks at what has occurred in the 

past and how this can help change the teaching process in the future. I drew from the analytical 

toolkit provided by all three types of reflection to orient the individual teachers’ CPD needs, by 

allowing them to reflect on their current contextual experiences to inform the way they wanted 

their needs to be addressed in future. This theory complements the theory of SDL in that teachers 

can only direct their own learning and identify their own CPD needs if they reflect on their 

knowledge base and experiences to shape these needs.  

As teachers reflect on their practices, they construct new knowledge through making meaning of 

their experiences and share knowledge with their peers, creating a community of learning through 

social connections. This concept aligns with the third theoretical framework underpinning this 

study called social constructivism. The theory of social constructivism by Lev Vygotsky states that 

language and culture are the frameworks through which humans experience, communicate and 

understand reality (Akpan et al., 2020), as constructed through social practice and realities (Mpofu 

& Maphalala, 2021). In the context of my study, this means that teachers are capable of 

constructing their own understanding and knowledge of the world by experiencing things and 

reflecting on those experiences. Therefore, designing and employing teacher development 

programmes based on a social constructivist approach would be an effective CPD approach to 

provide a platform for teachers to utilise their cultural and linguistic setting, to co-construct new 

knowledge and formulate solutions for their classroom and their personal experiences.  

1.8. Summary of the research 

1.8.1. Interpretivist approach  

This qualitative study used an interpretivist paradigm, which seeks to discover the meanings and 

truths of those who are being researched (Alharahsheh & Pius, 2020; Pervin & Mokhtar, 2022). 

Interpretivism advocates the need to consider the subjective interpretation of human beings and 

their perceptions of the world as the starting point for understanding social phenomena (Maree et 

al., 2019). To understand the true perceptions of participants, I valued their views, backgrounds 

and experiences in ESL, which gave insights into their CPD needs and the contextual experiences 

that shaped these needs. These cannot be determined by a person located outside their world; only 

by their own realities (Alharahsheh & Pius, 2020). Therefore, they used the platform provided by 

the semi-structured interviews and FGDs to reflect on and co-construct knowledge and solutions.  
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1.8.2. Qualitative approach 

A qualitative approach was used to explore the CPD needs of ESL teachers. Qualitative research 

seeks answers to questions by examining various social settings and the individuals who inhabit 

these settings (Maree et al., 2019). For this study, this approach fits the enquiry into exploring and 

understanding the CPD needs of ESL teachers in selected Namibian secondary schools, as in 

looking at their contexts, participants were given a platform to reflect on their experiences and 

think about why they need the identified CPD. Using interviews and lesson evaluations, 

participants were given insights into what works and what does not work in the classroom. 

Qualitative research methods were applied to answer the what, why and how by exploring the 

social phenomena and meanings derived from those who interact with such phenomena 

(Nieuwenhuis, 2019a). 

1.8.3. Exploratory case study design  

Exploratory case study is one of several types of case study applied in qualitative research. 

Researchers (Creswell & Poth, 2018; Klopper, 2008; Maree et al., 2019) define it as an empirical 

inquiry that investigates a contemporary phenomenon within its real-life context, when the 

boundaries between the phenomenon and the context are not clear and in which multiple sources 

of evidence are used (Creswell & Poth, 2018). I investigated a phenomenon whose content is 

usually sourced from avenues other than the teachers themselves, who know their context better 

than anyone. Employing an exploratory case study provided a thorough understanding of the CPD 

needs of ESL teachers, because all case study research starts by deriving a close or in-depth 

understanding of a single case or a small number of cases set in their real-world contexts (Maree 

& Pietersen, 2020); in this context, providing a platform for the teacher to reflect on and become 

aware that they are able to identify what is required in their classrooms. 

1.8.4. Selection of participants  

Purposive sampling, a widely used method in qualitative research (Creswell & Poth, 2018; Maree 

et al., 2019; Nakambale, 2018), is aimed at selecting participants who can provide comprehensive 

insights into a specific target group. This sampling technique involves deliberately selecting 

individuals with the intent to represent a particular phenomenon or group based on specific criteria 

(Maree et al., 2019). In this study, purposive sampling was used to recruit eight in-service ESL 

teachers from various schools in the Khomas region. These participants were then interviewed to 

gather valuable data regarding their experiences of and perspectives on CPD needs in ESL 

teaching. 
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1.8.5. Data collection methods 

Data collection in case study research is typically extensive, drawing on multiple sources of 

information such as observations, interviews, documents and audiovisual materials (Creswell & 

Poth, 2018). As a qualitative researcher, I employed three data collection tools, namely an FGD 

and semi-structured interviews as well as document analysis. The use of an FGD assumes that 

group interaction will be productive in widening the range of responses, activating forgotten details 

of experiences and releasing inhibitions that may discourage participants from disclosing 

information (Maree et al., 2019). An FGD was beneficial for my study because it produced data 

that were rich in detail which would have been difficult to achieve with other research methods 

(Hollweck (2015) & Yin, 2014; Klopper, 2008; Maree & Pietersen, 2020; Nakambale, 2018). I 

conducted one FGD with the ESL in-service teachers, which lasted about 60 minutes, to inquire 

about and understand their CPD needs, the contextual experiences that informed them and how 

they wanted them to be addressed through a community of practice. The FGD provided them with 

an opportunity to socialise and cultivate their identities as practitioners in their workplaces (Henry 

& Namhla, 2020). This kind of data collection was informed by a self-directed theoretical 

framework which allowed the teachers to identify their own CPD needs through collaborative 

engagement and, consequently, together they identified solutions rather than waiting for external 

expertise to design solutions for them.  

Semi-structured interviews were used as a method for collecting data from the sample of subjects. 

Semi-structured interviews are an important data collection tool owing to their strength in giving 

prominence to the meaning participants attribute to their lived experiences (Nieuwenhuis, 2019a). 

The interviews were informed by the theoretical framework of SDL to capture and obtain data on 

what CPD needs teachers have based on their idiosyncratic needs (Maree & Pietersen, 2020). The 

interviews were informed by reflective practice theory and aspects of social constructivism, in that 

through reflection, teachers probed deeper into their individual experiences to shape their 

individual CPD needs through social interactions in their various contexts. I conducted eight 

interviews, one with each teacher. In this way, I gathered teachers’ understandings of CPD and 

probed how their contextual experiences shaped their idiosyncratic CPD needs. The interviews 

lasted approximately 20 to 30 minutes and the FGD lasted for 67 minutes.  

In preparation for the interviews and FGDs, I conducted an analysis of various CPD documents 

available in Namibia. Among these documents, a significant discovery was the presence of a CPD 

framework for Namibia, which offers a comprehensive overview of the country's CPD agenda 

(Nieuwenhuis, 2019b). This framework delineates the different elements of CPD implementation 
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across various levels in Namibia, encompassing aspects such as implementation protocols, 

monitoring procedures and evaluation criteria. Furthermore, I identified ministerial policies and 

directives pertaining to teacher CPD in Namibia. These included the National Professional 

Standards for Teachers in Namibia, and the Namibian Novice Teacher Induction Programme 

(NNTIP) facilitated by the NIED in 2006 and 2009, respectively. A thorough examination of these 

documents yielded valuable insights into the objectives, priorities and proposed strategies of CPD 

initiatives in Namibia. 

1.8.6. Data analysis  

For this study I employed inductive thematic analysis as a method of data analysis because of its 

strength as a method that seeks to identify themes and interpret them to gain a deeper understanding 

of the phenomenon under study without a predetermined theory (Nieuwenhuis, 2019a). As teachers 

identified their CPD needs and reflected on their classroom and teaching experiences through the 

above data generation tools, I followed Braun and Clarke’s (2006) six phases of analysis. Firstly, 

I familiarised myself with the data by noting down their CPD needs as articulated in the interviews 

and the FGD. Secondly, I generated initial ideas by coding interesting features of the data in a 

systematic way across the dataset (Braun & Clarke, 2006). Thirdly, using reflective learning theory 

I searched for potential common themes by gathering all similar contextual experiences that shaped 

the CPD needs and further reviewed the themes by examining whether they worked in relation to 

the coded extracts at the first two levels. The analysis resulted in three themes explaining the needs 

and contextual experiences of ESL in-service teachers in Namibian secondary schools. Finally, I 

produced an analysis that gave vivid examples, relating it back to the research questions, literature 

and theoretical frames.  

1.8.7. Ethical considerations  

As a qualitative researcher, I needed to ensure that the best interests of the participants were 

maintained by observing ethical considerations. Ethical considerations refer to the protection of 

the participants’ rights and confidentiality, as well as to a general sensitivity, by obtaining informed 

consent and adhering to the institutional review process (Klopper, 2008; Maree et al., 2019). I 

obtained permission for the research in line with the ethical guidelines of Rhodes University by 

applying for ethical clearance and ensuring that the requirements of informed consent, the right to 

withdraw, confidentiality and anonymity were complied with throughout my study. Firstly, to 

attend to informed consent, all participants were informed of the nature of their participation, the 

way in which the data would be collected, and the length of the interviews and focus group. 

Thereafter, I invited the participants to indicate their willingness to take part in my study by signing 
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a letter of consent. In addition, I informed the participants about their rights to withdraw at any 

stage should they wish not to continue with any interview or discussion. Secondly, to address 

confidentiality and privacy, I assured the participants that their identity and their responses would 

be regarded as extremely confidential. To maintain anonymity, I explained to them that their real 

names would not be used; instead, I used pseudonyms when referring to them. 

1.9. Trustworthiness 

Trustworthiness refers to the quality of the research process and the extent to which the data 

analysis is credible and reliable. (Maree et al., 2019). This is why the soundness of the research 

should be reflected in the entire proposal (Klopper, 2008). I ensured the trustworthiness of my 

study using Maree and Pietersen’s (2020) criteria, which I believe should be considered by 

qualitative researchers in pursuit of a trustworthy study. These included credibility, transferability, 

dependability and confirmability.  

Firstly, credibility determines whether the researcher has established confidence in the truth of the 

findings with the participants and within the context in which the research was undertaken 

(Klopper, 2008). I employed multiple research instruments to maintain consistency and developed 

early familiarity with the participants, as well as including detailed data collection methods using 

triangulation. Secondly, transferability refers to the ability to invite the readers of the research to 

make connections between the elements of a study and their own experience or research, rather 

than making generalisation claims (Maree et al., 2019). For my study I used two strategies often 

used in qualitative studies to increase transferability, namely, thick description and purposeful 

sampling (Klopper, 2008). For the former, I provided readers with a full and purposeful account 

of the context, participants and research design so that readers can make their own decisions about 

the transferability of my study. Thirdly, confirmability refers to the degree of neutrality or the 

extent to which the findings of a study are shaped by the participants and not by researcher bias, 

motivation or interest (Maree et al., 2019). In this study I declared my own disposition and applied 

audit trails and triangulation.  

Lastly, dependability is the notion that the methodological process is logical and traceable and is 

being documented (De Urioste-Stone et al., 2018). Through the research design and its 

implementation, the operational detail of data gathering and the reflective appraisal of the project 

is demonstrated (Maree et al., 2019). I ensured the dependability of my study by keeping a 

reflective journal from day one, in which I recorded all events and alternatives as well as the 

choices I faced when constructing my methodology. 
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1.10. Outline of the study 

The study is organised into six chapters, each interconnecting to elucidate how the research 

questions were addressed. These chapters are integrated to provide a comprehensive understanding 

of the study findings and their implications. The thesis is structured as follows: 

Chapter 1: This chapter presents the background and orientation to my study. I positioned my 

study within teacher professional development specifically for in-service ESL teachers in 

secondary schools in Namibia. Accordingly, I outline the discourse of CPD from a global and 

regional perspective, which deliberates on CPD approaches for teachers to hone their pedagogical 

competencies and, thus, attain professional success in their environments. In addition, in this 

chapter, I outline my research purpose, research questions, the study design and the methodologies 

that generated new insights into and parallels with the literature and theoretical frames in relation 

to the study findings.  

Chapter 2: In this chapter, I provide current and relevant literature related to traditional and 

transformative CPD approaches used to design CPD programmes for teachers at all levels. I review 

the literature on the knowledge base of second language teachers, as well as within the Namibian 

context, as an important aspect of a teacher’s professional career when determining the type of 

CPD they receive. This allows them to plan and present their lessons in an effective and meaningful 

way that determines learners’ achievements.  

Chapter 3: This chapter examines and discusses three theoretical frameworks, namely, self-

directed learning (SDL), as elucidated by Morris (2019), highlighting three fundamental areas of 

SDL, reflective practice by Schön (1983, 1987) and social constructivism by Vygotsky (1978). 

These theories complement one another in aligning language teachers’ knowledge bases, personal 

beliefs and experiences with how they develop their profession through CPD within a social 

context. I also provide a justification for their selection for this study.  

Chapter 4: Chapter 4 provides the paradigmatic perspectives and methodological choices 

employed in the data generation process which commenced upon receiving ethical clearance from 

Rhodes University Research Ethics Committee. In this chapter, the purposive sampling techniques, 

data methods, quality measures and ethical considerations applied in the study are discussed. The 

data generating tools employed included document analysis, an FGD and semi-structured 

interviews. The inductive thematic approach used to analyse the data is also explained. Thus, for 

a deeper appreciation of the findings, the themes that emerged are analysed and presented with my 

interpretation of them. 
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Chapter 5: In this chapter, I present the findings of my study in relation to the research questions 

using the extracted themes. The findings revealed that the CPD needs of in-service ESL teachers 

are determined by their idiosyncratic and contextual experiences, as well as by the knowledge base 

they possess. This implies that consistent self-directed CPD for ESL teachers is paramount for 

their professional success, resulting in ESL teachers who are equipped to translate the content 

knowledge they have into effective pedagogical forms that are adaptable to the differences in 

learners’ abilities and backgrounds. 

Chapter 6: The final chapter provides a summary of the study findings by discussing them within 

the theoretical frameworks. I subsequently make recommendations based on the findings. In 

addition, certain suggestions are made to various education stakeholders with an interest in 

investing in teacher CPD, specifically for ESL teachers in Namibia. I also made recommendations 

for future studies. 
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CHAPTER 2 

LITERATURE REVIEW  

2.1 Introduction 

Chapter 1 outlined the rationale for my study and provided the background to education and 

language teaching in the Namibian context. It also highlighted the overview of teacher CPD, 

providing information and issues regarding the nature of continuous professional development 

(CPD) available in Namibia, which is the driving force of my study. As a result, the purpose and 

objectives of the study were defined leading to research questions that the study aimed to find 

answers to. The theoretical insight underscoring my study were also discussed, giving details of 

the theories of self-directed learning (SDL), reflective practice and social constructivism. In 

addition, the methodological aspects employed were discussed, giving insight into the approach to 

the study, the selection of participants and data collection, as well as issues of trustworthiness and 

ethical considerations.  

This chapter will place the study in context by exploring and presenting a literature review on the 

nature of CPD, as well as the history of CPD in education, to understand the current situation in 

the teaching profession. The chapter presents a review of the literature on the knowledge base of 

English Second Language (ESL) teachers to understand the benefits of an improved teaching 

workforce for the learners. Further, I discuss the concepts of CPD for language teachers in Namibia 

to conceptualise the need for self-directed CPD and the practice of reflection that empowers 

teachers to transform their profession and change their learners’ performance in ESL. I draw on 

the available Namibian, regional and global literature on language teaching and second language 

teacher CPD. I begin with a review of the literature on concepts related to the professional 

knowledge base of second language teachers, the principles of CPD and self-directed CPD for 

language teachers. These are necessary to understand the statement of the problem and the research 

questions that seek to explore the CPD needs of ESL teachers in Namibia.  

2.2 Knowledge base of second language teachers  

The knowledge base of ESL teachers is an important aspect of their professional career when 

determining the type of CPD teachers should receive, especially that of an ongoing nature. It helps 

them to construct and present their lessons effectively which in turn determines learners’ 

achievements (Schleppegrell, 2020). The teachers’ knowledge base refers to all pedagogical 

related knowledge that is relevant to teachers’ activities in a teaching–learning situation 

(Guerriero, 2017). According to Mpofu and De Jager (2018), teacher knowledge originates from 
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several sources that include initial teacher education, continuing professional development, 

teachers’ experience and their practical knowledge of being involved in the actual practice of 

teaching. 

In an ever-changing world where educational reforms and technological advancements are 

inevitable, English language teachers are called to adapt their teaching approaches and upgrade 

their professional knowledge to align with current global innovations and transformation in 

language education (Alshaikhi, 2020; Williams et al., 2022). Equally, these innovations have 

placed pressure on governments, tertiary institutions, schools and teacher educators to 

reconceptualise what teachers need to know and how they learn to teach, in order to support them 

to meet the demands of 21st-century classrooms and improve learning outcomes (UNESCO, 2022) 

in ESL. With this knowledge, teacher education programmes through CPD are considered as the 

solution to the conundrum (MoEAC, 2016) of transforming the knowledge base of teachers so as 

to match fluid contextual demands. Much of the research on the teachers’ knowledge base is 

grounded in Shulman’s (1986) work on the knowledge base for teaching, based on his inquiry into 

conceptions of teacher knowledge. Shulman believes that the source of teachers’ knowledge base 

comes from content knowledge which he divides into three categories, as needed by teachers to be 

professionals in the field of education (see Table 2.1).  

Table 2.1: Categories of content knowledge (Shulman, 1987) 

Category Definition 

Subject matter content knowledge The amount and organisation of knowledge per se in the 

mind of the teacher. 

Pedagogical content knowledge 

(PCK) 

An amalgam of content and pedagogy: the blending of 

content and pedagogy into an understanding of how 

particular topics problems or issues are organised, 

represented and adapted to the diverse interests and abilities 

of learners and presented for instruction. 

Curriculum knowledge The “materia medica of pedagogy, the pharmacopeia from 

which the teacher draws (Shulman (1986, p. 10) those tools 

of teaching that present or exemplify content and evaluate 

the adequacy of student accomplishments”.  

As many other categories and domains of teacher knowledge start to become apparent, Shulman 

(1986) suggests that the key to distinguishing the knowledge base of teaching is in the convergence 
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of content and pedagogy, which is solely the domain of teachers (Andrews, 2003). He further 

asserts that of the knowledge bases he suggests, pedagogical content knowledge (PCK) is the most 

essential because it enables teachers to translate the content knowledge, they have into effective 

pedagogical forms that are adaptable to differences in learners’ abilities and backgrounds. In the 

context of this study, this highlights the fact that the different contexts ESL teachers find 

themselves in are what drives what they need to know to teach their lessons effectively, which then 

informs the type of CPD they ought to receive to achieve professional success. It also proves that 

content knowledge alone is not enough for ESL teachers to attain positive classroom outcomes; 

they need to reflect on their contexts, engage others and upgrade and direct their own learning.  

In addition, a body of research in this field began to emerge with Freeman and Johnson (1998), 

based on Shulman (1986), further exploring the knowledge base of an ELT teacher which is the 

focus of my study. They revealed an epistemological framework connected to the activity of 

teaching itself within both conceptual and perceptual knowledge. They argue that teacher 

education programmes operate under the presumption that teachers need specific amounts of 

knowledge, typically in the form of generic ideas and practices that could be used in any teaching 

situation. However, this notion has been met with criticism, because of its lack of value for the 

individual experiences and perspectives of teachers; instead, it creates an abstract decontextualised 

body of knowledge that denies the intricacies of human connection and reduces teaching to a 

quantifiable set of behaviours (Mpofu & De Jager, 2018; Stephens, 2019).  

Thereafter, by the mid-1980s, a shift in theory emerged from a behavioural view of what teachers 

do when they teach, leaning towards a constructivist view of how people learn to teach by 

recognising personal and social contexts as significant in teachers’ CPD (Freeman & Johnson, 

1998). In the context of my study, to find an answer to the research question asking, “What specific 

CPD needs do in-service ESL teachers have on an idiosyncratic level?”, we must first understand 

their contextual experiences that influence their idiosyncratic CPD needs. These may be personal, 

social or academic needs. As their contextual experiences are addressed through CPD, their PCK 

will adapt to their environment, leading them to address differences in learners’ abilities and 

improve their learners’ performance. If the CPD they receive lacks the aspect of human connection 

derived from their learners’ abilities and other contextual aspects, then it may not serve the 

purpose. This is because teachers are knowers and co-constructers of knowledge and their 

knowledge is a construct of their theoretical and contextual classroom practices (Mpofu & De 

Jager, 2018). In this way, engaging and directing their own learning through self-directed CPD 

will increase their professional knowledge and improve their classroom practices and learner’s 

outcomes. Additionally, it also implies that English language teachers see their work as a reflection 
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of their past experiences, personal practical knowledge, as well as their values and beliefs. As 

stated by Johnson and Freeman (2001), “how teachers use their knowledge in the classroom is 

highly interpretive, socially negotiated and continually restructured within the classroom where 

teachers work” (p. 56). Taken together, they proposed a knowledge base of language teacher 

education consisting of three realms that encapsulate the complex terrain in which language 

teachers learn and practise their profession, arguing that future research in ESL should be framed 

within these three systemic domains. With this framework, Freeman and Johnson (1998) proposed 

a map (see Figure 2.1) of what they believe the knowledge base of language teachers should entail, 

focusing on the activity of teaching itself, within which both theory and practice are valued and 

experienced to inform and reform teachers’ practices. 

 

Figure 2.1: Framework for a Knowledge Base for Language Teacher Education (Freeman & 
Johnson, 1998) 

The three aspects highlighted in Figure 2.1 focus on three domains that look at the teacher as a 

learner (who does the teaching), the nature of schools and schooling (where is it done) and the 

nature of language teaching (how it is done). The framework is believed to reveal a deeper 

understanding of how language teachers teach and how their learners learn. Based on the literature, 

this implies that CPD programmes for teachers need to be informed by the three domains to form 

a deeper knowledge base of language teachers that values both theory and practice in their 

environments.  

2.2.1 The nature of the teacher-learner 

This domain focuses on recognising that language teacher education is concerned with teachers as 

learners of language teaching rather than students as learners of language. It also looks at the 
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impact of L2 teachers’ prior knowledge, beliefs and experiences on pedagogical practices and the 

complex variables that contribute to L2 teachers’ learning to teach (Freeman, 2020). Therefore, 

the nature of the teacher as a learner requires that we no longer see teachers as empty vessels 

waiting to be filled with theoretical and pedagogical skills (Cross, 2020) but to see them as 

individuals who enter teaching education programmes with prior experience, personal values and 

beliefs that inform their knowledge about teaching and shape what they do in their classroom. In 

the context of this study, this notion supports the basis of my study in that identifying teachers’ 

idiosyncratic CPD needs would give a better understanding of the source of the CPD they ought 

to receive, supporting and highlighting the importance of self-directed CPD for ESL teachers. 

Thus, this teacher-learner notion and their learning processes can only be adequately documented 

or understood if the sociocultural context in which these processes take place are explicitly 

examined as part of that research process (Freeman & Johnson, 1998). 

2.2.2 The school context: School and schooling 

The second domain underscores the synchronic and diachronic influences that the sociocultural 

contexts of schools and the social processes of schooling have on pedagogical practices and on L2 

teachers’ learning-to-teach processes (Englund et al., 2018). In other words, it argues that an 

understanding of schools and schooling as the social and cultural context for teacher learning is 

critical to establishing an effective language knowledge base (Cross, 2020; Freeman, 2020). This 

domain also contributes to the basis of my study, because the teacher’s context has an important 

impact on shaping their professional needs. Accordingly, I believe that it is important to understand 

schools, because this is where teachers test out theory and practice and where teachers engage in 

in-service education (Freeman & Johnson, 1998).  

2.2.3 The pedagogical process: Language teaching and learning 

Based on the work of Freeman and Johnson (1998), the last domain centres on “who teaches what 

to whom, where?”, which is known as the activity of teaching and learning itself. Unlike most 

proposals for a knowledge base that puts the specific activity of teaching at the core, they argued 

otherwise; that is, that although any understanding of teaching must be anchored in the 

examination of learning and learners, teaching is an activity that cannot be separated from either 

the person of the teacher as a learner or the context of the schools and the schooling in which it is 

done. At the core of the activity of teaching lies the drive for teachers to understand themselves 

and the impact of their work on others, which is the wellspring of reflective practice, classroom 

inquiry and ongoing professional development (Freeman, 2020). I believe it is important to unlock 

English teachers' knowledge in the classroom as a way of understanding how their self-reflection 
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influences their teaching practice. No document in Namibia has revealed the domain or theory that 

governs the CPD offered to in-service teachers, whether it values teachers’ prior knowledge, 

beliefs or experiences. It is therefore believed that the reason why there is a dearth of research on 

language teaching and the knowledge base of English language teaching (ELT) is because of the 

complexity of studying language teaching and learning in the classroom as it is lived and 

experienced by its protagonists – the teachers (Freeman & Johnson, 1998).  

2.3 Namibian knowledge base for ESL teachers 

Although teacher CPD is believed to be a key component for improving teaching and learning in 

Namibia (Nakambale, 2018), CPD for secondary school language teachers in Namibia is not 

distinctively defined in terms of the theories that govern its practices and the way it is administered. 

For English teachers, there has been a lack of theoretical frameworks to serve as a basis for 

language teacher education programmes, as most ESL research focuses more on (Freeman, 2020) 

what teachers need to know and how they should be trained, rather than using what they already 

know (professional knowledge) and how this knowledge shapes what they do. A CPD framework 

for Namibia was endorsed in 2013 to drive the coordination and delivery of regional and local 

teacher development support services. On the knowledge base of ESL teachers, little to no research 

has been conducted on the effect of such a framework on education, schools and overall learner 

outcomes. This existing gap stirred me to explore the CPD needs of ESL teachers, how their 

context influences these needs and the source of CPD content they receive to highlight awareness 

of this gap. In the absence of this knowledge, the National Curriculum of Basic Education (2016) 

highlights the generic knowledge base of teachers in Namibia, although not specific to language 

teachers themselves, giving insight into what the curriculum expects the teachers to know in 

Namibia.  

Teacher education and training in Namibia is based on the 15-year national strategic plan called 

Vision 2030, which the government developed to strengthen the quality, effectiveness and 

efficiency of the general education and training system (MoEAC, 2006). As a vehicle to attain the 

envisaged destination of a knowledge-based economy Vision 2030 has brought changes to the 

education sector through several curriculum reforms over the past years. In 2005 an education 

framework was developed called the Education and Training Sector Improvement Programme 

(ETSIP) aimed at guiding all educational activities to achieve the Ministry’s objectives. Under the 

ETSIP, the National Professional Standard for Teachers (NPST) came into existence in 2006 with 

the focus on teacher education and development, identifying the CPD of teachers as the key 
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component in improving teaching and learning as consequently improving academic performance 

in Namibian schools.  

One of the key components of the NSPT is professional knowledge (MoEAC, 2006), which refers 

to the knowledge that teachers require to effectively teach and facilitate student learning. It 

includes content or subject area knowledge as well as pedagogical knowledge, similar to 

Shulman’s (1987) knowledge base for teaching. Although not specific to English language 

teachers, the National Curriculum of Basic Education in Namibia (MOEAC, 2016) highlights 

certain general professional knowledge that a Namibian teacher should possess. It gives guidance 

to all teachers in general in the Namibian system, presumably inclusive of ESL teachers’ 

knowledge base. However, I did not find documents specific to the professional knowledge of ESL 

teachers in secondary schools in Namibia, merely a generic knowledge base for all teachers at all 

levels in Namibia, creating another gap in this area. The professional knowledge that is expected 

from teachers is stipulated in the Namibian National Curriculum of Basic Education (MOEAC, 

2016) and will be discussed in the following sections.  

2.3.1 Knowledge of the curriculum 

Just as Shulman (1986) proposed, the Namibian curriculum also identifies knowledge of the 

curriculum as an essential part of the knowledge base for teachers and teacher education. It is 

stated that at school level, all teachers should be fully conversant with the curriculum and its 

implications, the process of knowledge creation, teaching and learning, as well as assessment, 

which should be done using a learner-centred approach.  

2.3.2 Pedagogical knowledge 

The second aspect also stipulated in the curriculum (MOEAC, 2016) is pedagogical knowledge, 

which includes all the cognitive skills necessary to set up productive learning and teaching 

environments. These skills include knowledge of classroom management, maximising the quantity 

of instructional time, having a command of various teaching methods and knowing when and how 

to apply each method, being able to deal with disruptive learners, maintaining a steady pace while 

teaching and maintaining clear direction in lessons. Like Shulman’s (1986) knowledge base 

concepts, PCK is the most important knowledge base for teachers because of its contribution of 

valuable content and pedagogy into an understanding of how particular problems, or issues are 

organised. For example, in a learner-centred classroom teachers are expected to adopt a flexible 

approach to organising their teaching and learning (MoEAC, 2016). This is of interest to my study 

because it supports the aspect of pedagogical knowledge as context based, acquired through self-

reflection and informed by teachers’ classroom experiences.  



24 
 

2.3.3 Knowledge of learners  

The Namibian National Curriculum of Basic Education (MoEAC, 2016) also requires teachers to 

understand learners at all levels to enhance teaching. One aspect is for teachers to reflect on 

learners’ experiences, their backgrounds and aspirations as these influence their learning. Without 

reflection, there is no human learning; it is merely activity or instinctive and habitual response. It 

is by reflecting on what has been experienced that understanding grows (MoEAC, 2016). Equally 

so, teachers learn in the same way (Cirocki & Farrell, 2019), and therefore any CPD programme 

should consider using teachers’ experiences, contexts and perspectives in order to foster positive 

teaching and learning. Although teachers are seen as conduits to learners, their teaching knowledge 

develops over time and throughout their careers; they construct new knowledge as they are 

exposed to the different sociocultural contexts in which they find themselves. In support of this 

belief, Mpofu and Jager (2018) also state that teaching is a complex interplay between the teacher 

and learners, which is based on their classroom experiences. For this study, this aspect is embraced 

because it recognises that the teacher should be at the centre of his or her own CPD in order for it 

to be meaningful. For ELT, knowledge is fluid and ever changing, so to ensure that this knowledge 

base is not stagnant, CPD was introduced both globally and in Namibia. Unfortunately for 

Namibia, the English in-service teacher knowledge base is not clearly defined. This implies that 

ESL teachers enter the education system with knowledge from pre-service training, but thereafter 

it is not clear how they acquire language PCK, as it is not clear whether the different environments, 

they encounter have any influence on the CPD they receive. At the regional arena, similar research 

was conducted by Mpofu and de Jager (2018) of Zimbabwean ESL Literature teachers, which 

confirmed that teachers source their teaching knowledge from the theory of education, the nature 

of the subject and the problematic areas encountered in teaching to form PCK.  

In Namibia, no study has been conducted to reveal how the Namibian language teachers acquire 

PCK, and little evidence shows whether teachers possess the knowledge base stipulated in the 

curriculum. This lack of information can have negative implications for developing CPD activities 

relevant to their contexts and needs, even though they can recognise the instructional methods they 

require. Nonetheless, based on the global and regional literature, the knowledge base for ESL 

teachers stipulated above this would appear to be the status of the knowledge base of ESL teachers 

in Namibia. Therefore, I believe that an understanding in this regard could provide a foundation 

for the CPD required which indicates a gap that this study envisages to explore and clarify.  
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2.4 Definition of CPD 

Numerous studies have been conducted to explain the significance of teacher CPD in education. 

According to Abakah et al. (2022), in recent times, teachers’ CPD has been of growing interest to 

governments, educators and researchers alike. This means different definitions of CPD have 

emerged over the years. CPD is a recurring process, instigated by changes in knowledge, beliefs 

and attitudes among teachers towards improving learning outcomes (Boylan et al., 2018; Darling-

Hammond et al., 2016). CPD is defined by MoEAC (2013) as the formal and informal support and 

activities that are designed to help teachers develop as professionals. My understanding of this 

definition in the context of this study is that CPD is any form of activity a teacher is involved in, 

be it training, attending a workshop, being assigned a mentor teacher, doing a peer-class visit of 

another ESL teacher or any other activity that adds to the professional knowledge of a teacher. 

This definition can be supplemented by the view of Coldwell (2017) who stresses the development 

aspect, defining teacher CPD as an ongoing process that ensures that teachers have the practical 

and work-related knowledge to continuously function in their designated roles as teachers.  

In sub-Saharan and Central Africa, CPD is understood as all-natural learning experiences with 

consciously planned activities intended to be of direct or indirect benefit to the individual, group 

or school, which subsequently contribute to the quality of education in the classroom (Abakah et 

al., 2022; Kayumbu, 2020; Kretchmar et al., 2012; Mwila et al., 2022; Nzarirwehi & Atuhumuze, 

2019). The emerging common denominator highlighted in these definitions is the continuous 

development of teachers’ knowledge and skills in a cooperative environment, pointing to SDL. 

While most CPD experiences might be considered as a means for introducing or enhancing 

knowledge, skills and attitudes, it cannot be assumed that this is uncontested. Kennedy (2005) 

argues that it is not merely the type of professional knowledge being acquired that is important, 

but the context through which it is acquired and subsequently used that helps us to understand the 

nature of that knowledge. This refers to the setting and environment in which teachers find 

themselves, the school and the type of learners in the classroom.  

The above definitions give an indication that teachers learn best in situations that involve self-

direction, in this context pointing to CPD that is cooperative and enables dialogue with other 

teachers to construct meaning and new knowledge. However, Olivier & Wittman (2019) and 

Kayumbu (2020) highlight that the aspect of CPD models originating from teachers’ self-directed 

needs remains under-explored in the educational literature and little attention is given to the 

professional development and learning opportunities that truly promote teachers’ competencies in 

real classrooms within their contexts. In Namibia, CPD for teachers in the education sector has 
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been in existence for many years, as prescribed in the CPD framework mentioned in Chapter 1; 

however, the component of self-directed CPD practices and implementation does not come out 

clearly. It is for this reason that the organisation of my literature review in this study follows 

Kennedy’s (2005) spectrum of CPD models, where self-directed CPD appears as a transformation 

process for teacher development as professionals. This highlights the gaps in the literature which 

my study seeks to explore. 

2.5 Traditional models of continuous professional development (CPD) 

Traditionalist approaches to teacher development have been the backbone of upskilling teachers’ 

skills and knowledge in education for many years. It has also been widely employed in Namibia 

(Sancar et al., 2021; UNAM, 2013) where, up until the implementation of a decentralised approach 

to CPD, teachers’ CPD needs were decided upon centrally at the Ministry of Education Head 

office. This implies a technical-rational approach to teacher professionalism wherein teachers are 

requested to apply knowledge and theories supplied by others to their own contexts (Alshaikhi, 

2020). These CPD models form the background to my study as they provide the context within 

which teachers’ CPD content is developed. Based on the work of Kennedy (2005), the framework 

analyses the types of knowledge that can be created through a certain model and considers the 

circumstances under which each specific model might be used. Nine models of CPD are integrated 

into the framework and further categorised into three stages, namely, transmission, transitional and 

transformative, based on their fundamental purposes, as shown in Figure 2.  

Figure 2: Spectrum of CPD models (Kennedy, 2005) 

2.5.1 Transmission CPD model 

The transmission model equips teachers with the required skills and knowledge to conform to 

educational reforms (Kennedy, 2005) using four approaches known as the training model, the 

award-bearing model, the deficit model and the cascade model.  
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Owing to mass coverage, the training model is the most common approach applied to CPD (De 

Paor & Murphy, 2018; Mwila et al., 2022; Williams et al., 2022). It enables teachers to update 

their knowledge through training by a specialist who would traditionally deliver the training while 

the teacher played an inactive role in the session. These training courses typically take place 

outside of a teacher's school, either at a conference for educators or at a different school in the 

same region.  

Despite the way it is delivered to teachers, Alshaikhi (2020) believes that the training model is a 

direct intervention technique in which distinct information and skill sets are transferred to teachers 

via outside expertise; it is assumed that mastering these sets of skills will increase teacher 

competence and effectiveness. Kennedy (2005) criticises this model's off-site training approach, 

highlighting a disconnect between teachers and the classroom context, while teachers and the 

classroom context are the fundamental moral purpose at the core of teacher professionalism. 

Despite the critics, researchers (De Paor & Murphy, 2018; Williams et al., 2022) recognise the 

model to be an effective means of introducing new knowledge, as it supports a high degree of 

central control, often veiled as quality assurance, where the focus is firmly on coherence and 

standardisation. It strongly maintains a narrow view of teaching and education whereby the 

standardisation of training opportunities overshadows the need for teachers to be proactive in 

identifying and meeting their own professional development needs. According to the University 

of Namibia (UNAM, 2013), this concept is frequently used in the Namibian context as a means of 

offering CPD to teachers to develop and update their knowledge and abilities. A study on CPD in 

Namibia (Nakambale, 2018) also highlighted that since 1993, teacher education in terms of 

professional development remains at the level of in-service activities such as seminars and 

workshops. Advisory teachers and subject specialists facilitated these workshops and this “one-

size fits all” content for the workshop was the only practice at every workshop conducted at the 

Teacher Resource Centre.  

An award-bearing model of CPD is one that emphasises the completion of award-bearing 

programmes of study, usually, but not exclusively, validated by universities. Like the training 

model, this may be considered a mark of quality assurance (Kennedy, 2005; Mwila et al., 2022; 

Williams et al., 2022) and a beneficial practice, as extra training acquired by teachers through the 

upgrading of their initial qualification sharpens their competences. However, while gaining 

qualifications through various routes into teaching provides a necessary number of standardised 

experiences for those working towards becoming teachers, researchers have argued two important 

aspects that make this model undesirable. Firstly, the support on these courses is often perceived 

as academic rather than practical, and secondly, as evident in the Southern African Development 
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Community (SADC) region (Mwila et al., 2022), some teachers’ additional qualifications do not 

translate into improved learner achievements because they are merely preoccupied with getting a 

promotion after upgrading their qualifications. Owing to a lack of studies on CPD for ESL 

teachers, it is assumed that this type of CPD may be perceived in the same way by English language 

teachers, that is, as a way of upgrading to another position without any real influence on learner 

outcomes. 

The deficit model is designed to address a perceived deficit in teacher performance (Alshaikhi, 

2020), where deficits in teachers’ knowledge and skills are traditionally determined by external 

experts leaving teachers as the objects rather than the subjects of their development. While the 

deficit model uses CPD to attempt to remedy perceived weaknesses in individual teachers, 

Kennedy (2005) suggests that the root causes of poor teacher performance are related not only to 

individual teachers, but also to organisational and management practices. This means that viewing 

CPD as a way of fixing individual weaknesses and blaming individual teachers for poor 

performance takes away the collective responsibility of education from schools as institutions and 

ministries of education in general. The cascade model involves teachers attending training and 

then disseminating the information to their colleagues in a feedback or school training style format 

and mostly focused on knowledge rather than teachers’ values and needs (De Paor & Murphy, 

2018; Williams et al, 2022). Often referred to as a technician's view of teaching, it is a popular 

form of training especially in situations where resources are limited and not all the teachers can 

attend training. For example, in the Namibian context, officials at the head office train senior 

education officers (SEOs) in ESL from all the 14 regions on specific topics from the syllabus and 

these SEOs then deliver presentations on those topics to the teachers in their regions, as all the 

ESL teachers cannot attend in one place owing to scarce financial resources.  

One of the drawbacks of this model is highlighted by Williams et al. (2022), who point out that 

this model does not reflect the concepts of participation, cooperation and ownership, which may 

be used to represent teachers' learning. In summary, the transmission model has proven to be a 

cost-saving approach; however, owing to a lack of continuous planning and/or funds, the 

information may never be passed on (Mwila et al., 2022). Other researchers (Abakah et al., 2022; 

Buendía & Macías, 2019; De Paor & Murphy, 2018; Ndemuweda, 2011) see these top-down, 

centrally mandated CPD approaches as inconsistent and believe they do not work because they do 

not include the teachers. In the context of my study, since I do not wish to highlight teachers’ 

deficits but rather the assets they possess as individuals, the transmission model does not provide 

context and thus none of its theoretical insights will inform my study. 
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2.5.2 Transitional CPD model 

In this model, CPD activities include the standards-based model, the coaching/mentoring model 

and the community of practice model. According to Mwila et al. (2022), Kennedy (2005) and 

Abakah et al. (2022), standard-based models stress the professional competence of teachers, 

ensuring that teachers meet the minimum professional standards for the teaching profession. A 

desire to create a system of teaching that can validate connections between teacher effectiveness 

and student learning is central to this model. However, despite its empirical value of linking 

competence and achievement, a downside to this model is presented by Williams et al. (2022). 

They explain that this model limits teachers by setting standards and disregarding their ability and 

expertise to take control of attaining their potential. At times, successfully meeting a standard and 

focusing on the competence of individual teachers may be at the expense of collaborative learning, 

which is the basis of SDL. An independent comment made by Kennedy (2005) concludes that this 

model has a clear capacity for standards to be used to scaffold professional development and to 

provide a common language, thereby enabling greater dialogue between teachers; however, these 

advantages have the potential for standards to narrow conceptions of teaching. 

Coaching and mentoring models are established through one-on-one engagement between two teachers 

to support CPD. These tend to be skills based and usually involve an element of counselling and 

professional friendship where one teacher is a novice and the other more experienced (Mwila et al., 

2022). The foundation of this model lies in the notion that professional learning can take place within 

the school context and can be enhanced by having dialogues with colleagues which increases 

collegiality among teachers. This means a novice teacher would have support from an experienced 

teacher, who would be responsible for coaching and assessing them against the teaching standards. 

However, for this model to be effective, coaches have to possess knowledge and strategies in the 

pedagogical field, have the ability to initiate, frame and sustain the CPD learning process, gain the trust 

of the mentee and their willingness to combat the challenging factors of professional learning in daily 

school life together. Williams et al. (2022) also criticise this model in that it is becoming increasingly 

hierarchical, meaning that those being mentored may not be able to discuss their beliefs about teaching 

confidently, which presents potential problems as, in order for this model to be considered successful, 

mentees must be able to communicate well to convey messages about the cultural and social norms of 

teaching.  

Community of practice models are based on mutual engagement, understanding and respect among 

teachers and can accommodate many teachers. Through communities of practice (Mwila et al., 2022), 

teachers are given opportunities to socialise and cultivate their identities by bringing individual 

experiences together as a collective to solve existing problems. Although there are similarities between 
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the coaching/mentoring model and the community of practice model, a significant difference is that 

the latter involves more than two participants, in contrast to the trainee and mentor example. The other 

significant difference is that it does not follow a hierarchical model, which is a considerable drawback 

of the former model. Kennedy (2005), Abakah et al. (2022) and Williams et al. (2022) argue that all 

participants are members of one community, which includes understanding the enterprise, mutual 

engagement and developing a repertoire. WhatsApp and Facebook are two examples of online 

platforms that can be utilised for engagement in ELT, which may result in the unanticipated provision 

of learning consolidation. These platforms are becoming more and more effective in generating new 

knowledge that goes beyond existing models. The community of practice model is therefore vital to 

my study because it allows teachers to co-construct knowledge (Barahona, 2018; De Paor & Murphy, 

2018) through the negotiation of meaning in English classrooms, working in communities and 

networks formed with ESL teachers from different schools or regions. No ESL research has delved 

into this type of CPD in Namibia, hence this study seeks to explore and provide more insight into 

how this can work and influence teachers. 

2.5.3 Transformative CPD model 

The last model, the transformative model, is characterised by CPD activities that include action 

research and professional enquiry. Based on Kennedy (2005), Mwila et al. (2022) and Williams et 

al. (2022), action research is defined as a social situation, involving teachers as researchers, with a 

view to improving the quality of action within it. It encourages teachers to view research as a 

process, as opposed to merely a product of someone else’s endeavour, and allows teachers to ask 

critical questions about their practice. Through this approach, Namibian teachers may easily 

discover challenges related to practice, as research is done within their own context and solutions 

are devised that are practical for them. Additionally, this approach shifts the power dynamics in 

favour of teachers (Williams et al., 2022) as they successfully engage in research activities, even 

though the parameters around their practice determine their capacity for effective self-criticism. 

As confirmed by Kennedy (2005), action research enables teachers to experiment with different 

methods for developing their practices as it provides significant capacity for professional 

autonomy. In this process, teachers reflect in practice as a way of reporting to themselves whether 

the solution identified has worked or not.  

Through this model, a variety of site-based professional opportunities are available. These are 

interactive in nature and conceive of teachers as active agents of their teacher professional 

development (TPD) (Alshaikhi, 2020). External expertise plays a minor or no role in the creation 

or direction of these learning events where schools are acknowledged as learning sites. Through 

the transformative model, teachers become reflective practitioners who can understand, challenge 
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and transform their practices and change educational agendas (Abakah et al., 2022, p. 4). Studies 

in English language and literacy support this type of “bottom-across” provision (Sangster, 2013, 

p. 619), citing the inclusion of both on-site and off-site dimensions. A few studies have been 

published on the challenges of the transformative model especially in English language as it has 

become the most preferred model to teacher CPD. Williams et al. (2022), for example, noted one 

challenge, namely, that schools may find it difficult to adapt transformational models to their CPD 

scheduling, since it demands and requires greater capacity. As a result, transformative CPD models 

are not frequently used because the implementation process takes more time and effort. Moreover, 

De Paor and Murphy (2018) noted that even though educators value classroom inquiry for their 

own work, their participation in it is minimal. It is also noted that some teachers may not be familiar 

with research methodologies. 

There is also a gap in English language research on how this type of CPD is used in English 

classrooms, the challenges experienced by teachers and how teachers respond to it, which my study 

seeks to provide answers to through this exploratory study. Since this model demonstrates the 

increasing capacity for teachers’ professional autonomy and agency (De Paor & Murphy, 2018; 

Mwila et al., 2022), it significantly provides an avenue for self-directed CPD. I therefore locate 

my study within transformative CPD. This model is desirable because it allows the teachers to be 

knowers and to self-direct what they need within the context of their classrooms through a 

community of practice as well as through reflection and action. In the interests of my study, 

reflective practices are critical in self-directed CPD, as explained by Schön (1987), because they 

help teachers make their tacit knowledge and beliefs explicit and provide them with more control 

over their routine actions in the classroom, as they learn and refine their expertise through 

continuous learning from their experience. Interestingly, there is an existing CPD framework that 

guides such activities in Namibia and my study will explore its guiding principles. 

CPD framework in Namibia 

The Ministry of Education Arts and Culture has recognised and acknowledged a myriad of 

challenges in the education sector. These range from poor quality symbols external examinations 

in key subjects like English, Maths and Science, MoEAC (2022), the digital divide among learners 

from rural and urban areas, unqualified teachers, the effects of the revised curriculum currently in 

its implementation infancy, overcrowded classrooms, learner indiscipline, to the need for robust 

in-service training to transform teachers into competent agents who can set standards that respond 

to the needs of the learners. Hence, a CPD consortium consisting of the UNAM Faculty of 

Education, the National Institute for Educational Development (NIED) and the Directorate of 
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Programmes and Quality Assurance (PQA) was established (UNAM, 2013) to help ensure a 

unified system that can meet life-long learning needs not only for teachers but also for teacher 

educators, inspectors of education, advisory teachers, education managers and school principals. 

In this way, a decentralised CPD framework was developed for educators in Namibia to coordinate 

regional and local structures for the planning and delivery of teacher development support services, 

where teachers are seen as experts. The framework was developed to promote more ownership, 

responsibility and accountability at regional and local structures, i.e. schools throughout the 

country (UNAM, 2013). According to Nakambale (2018), the CPD unit also facilitates the 

identification of priorities for CPD and ensures coordination and collaboration in the planning, 

design, development and implementation of CPD programmes and activities, resulting in localised, 

site-based and practice-based CPD at the school, cluster, circuit and regional levels. It blends 

supply and demand-driven CPD, balancing site and localised CPD with networking and learning, 

and the sharing of best practices across schools, sites and regions to avoid isolation and limited 

learning opportunities.  

In Africa, researchers such as Mwila et al. (2022), who compared the key characteristics that 

underlie the implementation, experiences and best practices of CPD for teachers in SADC 

countries, have demonstrated that Namibia has semi-autonomous policy intentions and a 

conceptual framework for the coordination and management of CPD. The CPD practices and 

initiatives used in the general education sector are well known, and are structured and outlined in 

terms of how well they work to achieve predetermined objectives. This reveals the well-thought-

out intentions of the CPD framework in Namibia; however, there is a dearth of research on its 

implementation and impact on learner outcomes and the professional knowledge of teachers. It is 

therefore imperative to explore the CPD framework by analysing the elements of this framework 

in Namibia.  

2.5.4 Purpose of the Namibian CPD framework 

The importance of the CPD framework (UNAM, 2013) is highlighted as empowering local 

structures like schools through participatory processes to identify their own CPD needs, plan for 

them and have the needs addressed. The basis of the framework is to have a coordinated and 

seamless approach to teacher CPD where various CPD stakeholders work together under the 

umbrella of the CPD consortium to reach the common goal of improving educator effectiveness 

and enhance learning outcomes. 
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2.5.5 Steps for drafting the CPD framework curriculum 

Many aspects of the current CPD strategies in Namibia make use of the centralised cascade 

approach (UNAM, 2013), where CPD activities are delivered through workshops, conferences and 

courses. However, these brief, episodic and fragmented approaches are seen as being ineffective 

as they are sometimes isolated and removed from real classroom situations. Hence, the CPD 

framework envisages that local structures be strengthened by establishing regional CPD 

coordinating committees (RCPDCCs), as well as school/site-based CPD coordinating committees 

(SBCPDCCs) for all regions and schools. Although this sounds like a well-structured CPD 

framework, the current use or application of these CPD structures in Namibian schools has not 

been reported on, nor have ESL teachers specifically reported whether they follow what is 

stipulated in the policy or not. This creates a big gap in assessing the current status quo in CPD, 

which my study hopes to give insight into. 

2.5.6 Steps for implementing the CPD framework 

The CPD framework stipulates that once the RCPDCC is established, it will collect school-based 

plans and analyse and identify school trends in the region by conducting surveys. A regional 

planning template is then developed to form regional CPD plans and to determine the nature of 

support appropriate for educators in the region. The plan would then prioritise the needs by looking 

at the urgency to improve teaching and learning in the region, considering the availability of 

financial, human and time resources. At school level the framework stipulates that once the 

SBCPDCC is established, it should identify teachers’ development needs by giving them an 

opportunity to point out which area in their practices need to be developed. This can be achieved 

by using questionnaires, surveys, interviews, observations, teacher self-evaluation and self-

reflection and learner performance data. Learner performance data are useful, allowing teachers to 

analyse learners’ performance, and are obtained through tests and examinations. Where learners 

underperform, it may be an indication of areas where teachers need professional development.  

2.5.7 The monitoring and evaluation processes of the framework 

The framework stipulates that CPD should institute a regular and sustained monitoring and 

evaluation system to ensure that planned activities meet their objectives and that observable 

improvements in practice occur because of the CPD activities (Kayumbu, 2020; UNAM, 2013). 

Schools are discouraged from doing their own evaluations but are encouraged to consider using 

external evaluators from neighbouring schools, clusters, the RCPDCC or the CPD Unit in order to 

obtain objective feedback (Iimene, 2018). A significant advantage of having a monitoring and 

evaluation system in place is the availability of data and information on the content and quality of 
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CPD activities at the national, regional and local levels (UNAM, 2013). This information will feed 

professional needs and plans for a more responsive CPD system.  

2.5.8 Expected outcomes of the CPD framework in Namibia 

A well-facilitated CPD framework at all levels (UNAM, 2013), with an action plan in place and 

appropriate evaluation, will ultimately improve teachers’ effectiveness as well as learning 

outcomes. Additionally, it will offer teachers a voice in defining their own CPD needs as opposed 

to those that are determined for them by others. Through this framework, teachers will be locally 

motivated in their learning, take ownership of their professional needs, consequently overcoming 

the challenge of funding for traditional national CPD models. It seems most of these theoretical 

requirements are well documented for implementation in schools, however there is no feedback 

on record on how Namibian schools are using this framework in practice. It is also worth noting 

that although the CPD framework clearly advocates for self-directed CPD for teachers, it is not 

specific to ESL in-service teachers and how they implement it in their ESL classrooms. According 

to Namibian researchers in ELT (Haifidi et al., 2019; Haufiku, 2022; Ndemuweda, 2011), 

Namibian CPD programmes are generally located in the traditional models of CPD, mainly 

consisting of getting teachers together to hold workshops with them on what is believed to be 

lacking. This reveals that there is poor implementation of the CPD framework and a lack of 

coordinated CPD planning between circuits and regions and at national level. Another reason for 

using traditional models to deliver CPD in Namibia, as unveiled by the scholars, is because of 

uncoordinated and inadequate CPD funding models at both the school and regional levels 

(Nakambale, 2018). This study will also explore this aspect to negate or support this observation.  

2.6 Self-directed professional development for language teacher education  

The principle of SDL dates back to the 1800s. Up until the mid-1970s it was called by various 

names. Subsequently, scholars like Allen Tough and Malcolm Knowles started work on how adults 

learn and the concept started gaining popularity in the literature of language teaching in education. 

Scholars (Leong, 2020; Morris, 2019; Porter & Freeman, 2020; Olivier & Wittman, 2019) define 

self-directed teacher professional development as the independent learning of teachers, either 

individually or in groups, which often happens when teachers decide to pursue development at 

their discretion with or without institutional support using existing resources. In the context of my 

study, the goals of self-directed Teacher Professional Development lays on the shoulders of the 

language teachers as they would take the responsibility of selecting the most suitable CPD 

activities to help them establish and reach these goals. This can be carried out individually at school 

or through one-to-one interactions, where language teachers are paired to coach one another, 
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engage in peer observation and collaborate in team teaching. This approach fosters self-

monitoring, analysis of critical incidents and reflection which are vital goals to promote self-

directed professional development for language teacher education. 

In their journal article, Porter and Freeman (2020) indicate that employing SDL principles in 

educators’ professional development is effective in providing meaningful learning experiences that 

result in educators’ professional growth and improvements in their practice. Therefore, an SDL 

approach to CPD for language teachers could offer them an opportunity to learn new skills in 

teaching new topics like blogs and vlogs, designing web pages and developing the higher order 

writing skills needed in the ESL secondary school curriculum. It may also improve their individual 

teaching skills based on their own professional identity and needs. This would empower them to 

construct knowledge, instead of solely offering them training based on the acquisition of new 

knowledge as is the practice. According to Barahona (2018), developing professional CPD trends 

in language teaching contexts supports activities that go beyond courses, seminars and workshops 

directed at a generic cohort of teachers. It is becoming more common for contemporary CPD to 

include some kind of critical engagement with teachers’ own practices. Such programmes aim to 

increase in-service teachers’ capability to improve language teaching and English language 

confidence, and to support ongoing professional development for teacher trainers and teachers.  

Around the globe and in Africa in particular, recent educational reforms initiatives require teachers 

especially language teachers to change their teaching strategies and adopt new strategies in ways 

they have never experienced before. Necessitated by factors like the integration of information and 

communication technology (ICT) in education (MoEAC 2016), there is no better time for CPD 

programmes to be reviewed than now. Based on Irgatoglu & Perker (2021), to remain 

knowledgeable and increase awareness of current innovations, language teachers ought to pay 

attention to continuous self-development because they must remain relevant in using the language 

and understanding innovations within the field. This is a change in professional development that 

reflects these innovations. Therefore, the promotion of CPD programmes that focus on teachers’ 

individual backgrounds, education needs and reflective practices are crucial (Olivier & Wittman, 

2019) and appear to be a matter of concern for language teachers in the 21st century. Directing 

own learning, commonly known as self-directed learning (SDL), allows teachers to tailor their 

professional development efforts to their individual needs to promote autonomy in learning and 

the ownership and meaningfulness of the learning activities. However, while an increasing range 

of literature focuses on particular aspects of CPD, there is a paucity of literature addressing self-

directed CPD for language teachers specifically in Namibia, and this is where my study will be 

located to explore this gap and present findings on the status quo in the education system.  
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The realisation of this paradigm shift in language teaching also requires teachers to draw upon 

theoretical models derived from current advancements in the field. Scholars in the field like 

Alshaikhi (2020) and Barahona (2018) state that the traditional approaches to language teachers’ 

CPD in the form of the top-down approach presented earlier may not be sufficient to address this 

shift. Such an approach lacks creative avenues for teachers to act as genuine actors in practice, 

which effectively limits the representation of realistic pedagogical practices and the creation of 

professional accountability for the teaching and learning methodologies in their classrooms. 

Furthermore, language teacher education should emphasise a range of site-based professional 

learning opportunities to address the dynamic and complex teaching profession, as stipulated in 

the Namibian CPD framework.  

In search of a solution to a shift in teacher CPD, one that suits the complexity of the teaching 

profession, more bottom-up approaches emerged, with Alshaikhi (2020), Farrell and Macapinlac 

(2021) and Olivier & Wittman (2019) acknowledging the centrality and importance of teachers’ 

experiences and their reflection on their practices. Although scholars have been challenged to 

come to a consensus on the definition and nature of reflective practice for second language 

teachers, many see it as a structured way for teachers to reflect on their practice, focusing on 

pedagogy and themselves. Therefore, Farrell (2021) points out that reflective practice should not 

only focus on classroom teaching behaviours, but also acknowledge a teacher’s previous learning 

and life experiences, or their inner lives, so that they can become more self-aware in order to be 

better able to understand, interpret and even reshape their professional practice. A holistic 

approach to reflective practice is one way to unite these disparate aspects of self and teaching 

behaviour that have been missing in many of the other approaches. 

Through this bottom-up approach, teachers are seen as active participants who initiate and design 

their own CPD based on their contexts. It is believed that for teacher CPD programmes to be 

effective (Olivier & Wittman, 2019) they have to be highly individualised if they are to motivate 

teachers to remain lifelong learners. Such an approach also helps teachers prepare a personalised 

professional development plan; which guides their career development, while following the plan 

assists them to achieve their goals (Özer et al., 2020). Each teacher analyses his or her individual 

development needs, sets specific annual goals, identifying human and material resources for 

learning, implementing appropriate learning strategies and learner outcomes, and targeting 

opportunities to achieve those goals. A good set of professional goals will ultimately benefit 

learners, the school and the region at large. Nevertheless, researchers like Abakah et al. (2022), 

Mwila et al. (2022) and Tannehill et al. (2021) too often still find that existing teacher development 

programmes seem to be designed with a one-size-fits-all approach, focusing on cost-efficiency 
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rather than on teachers’ real learning. Thus, this growth paradigm of individualised teacher 

development known as SDL, focusing on reflective practices, is seen as a countervailing model to 

the traditional approaches to TPD that have dominated teacher professionalism for a long time.  

One important key component of these professional programmes is collaboration. According to 

Barahona (2018), the following are some common effective practices of self-directed CPD for 

language teachers. Team teaching involves two language teachers co-teaching a single group, with 

one teacher doing the teaching and another one providing feedback, and two teachers dividing the 

group between them. This can be a simple yet highly effective form of teacher development. Peer 

evaluation and group tasks require groups of teachers to come together to pursue an issue of 

common interest. Other forms of innovative and collaborative professional development 

programmes for language teachers are those that use a lesson study model. This model is also 

centred on team teaching, with teachers working together to design lessons and develop teaching 

approaches and evaluation strategies in order to attain their outcomes. This is intended to be a 

cyclical process, with the objective of collaboration allowing teachers to become more conscious 

of their own teaching practices, develop their pedagogical knowledge and establish strategies to 

cope with their contexts. The lesson study model has been widely used for CPD in Zambia as well 

as for teacher professional development in many settings worldwide (Farrell, 2015). These 

common effective practices within contemporary approaches are used in countries to transform 

language teachers’ CPD through collaborative approaches and reflective practice, thus bridging 

the gap between theory and practice. 

2.7 Reflective practice as professional development for language teacher education  

Complementing these collaborative practices, meant to transform self-directed CPD for language 

teachers, is an approach called reflective practice. According to Gheith and Aljaberi (2018), 

reflection is a key activity in the learning process of a teacher. They describe reflection as the key 

to teachers’ learning and development of teaching practice, while stating that there is a relationship 

between reflection and action. Farrell (2015) later developed a holistic framework for this 

approach because he discovered that much of the reflection teachers engage in was focused either 

on individual aspects of their practice, their beliefs and theory or lesson planning and teaching 

behaviours: no research has really focused on the amalgamation of all of these as an integral part 

of reflective practices. Additionally, preparing teachers to become reflective practitioners is a 

frequently articulated goal in TESOL teacher education and CPD (Cirocki & Farrell, 2019). Likewise, 

the construction of reflective identity in practitioners has become a prominent theme within a 

transformative education discourse. Hence, Farrell’s (2020) holistic framework integrates all the 

aspects of practice in language teaching for language teachers to reflect on. This framework entails 
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five interconnected levels of philosophy, principles, theory, practice and beyond practice, as 

presented below. 

 

 

Figure 3: Framework for reflecting on practice (Farrell, 2015) 

The first stage of Farrell’s (2015) framework, reflecting on philosophy, involves teachers looking 

at themselves in the form of self, for the purpose of obtaining self-knowledge and reflecting on 

their background and previous life experiences, which have a critical influence on the evolution 

and shape of a person’s life. Through this process of collecting information about their 

experiences, teachers’ piece together their own life stories, thus gaining a more in-depth picture of 

who they are as teachers. As they become confident in their abilities, they tend to invest in their 

teaching strategies, which affects their lesson delivery in positive ways that are fun and relevant. 

The next stage involves reflecting on one’s principles of teaching and learning English as a second 

or foreign language. Reflection on theory requires teachers to consider how their theories about 

teaching can be translated in the classroom in terms of what type of lesson they want to deliver. It 

implies that every language teacher has a language teaching theory, even if it is only implicit in 

their value judgements, decisions and actions, or in the organisational pattern in which they 

operate. Reflection on practice gives teachers a chance to examine observable actions in the 

classroom. Farrell (2015) explains that a teacher’s practice is strongly connected and influenced 

by the first three levels of the reflective framework and by observing their own practice, teachers 

can test and compare the hidden aspects of teaching which are philosophy, principles and theories. 

With this information, teachers can examine whether their actions in the classroom are consistent 

with their reflections. When teachers piece together the connections between their philosophy, 

principles, theory and practice it can help to develop their abilities to consciously reflect during a 
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lesson, reflection-in-action, to reflect after a lesson, reflection-on-action, and to reflect prior to 

teaching, reflection-for-action. The final phase is reflection beyond practice or critical reflection 

which requires teachers to explore the sociolinguistic factors, the moral, political and social issues 

that influence their practice inside and outside their teaching context. Reflection at this stage 

encourages teachers to engage in a dialogue with their profession, helping them to develop 

awareness of the impact of their lessons on their classrooms, society and vice versa.  

It must therefore be clarified that as reflective practitioners, teachers are no longer technicians or 

curriculum transmitters who follow a banking model of education (Cirocki & Farrell, 2019). 

Instead, they serve as autonomous decision makers who continually learn from their experience 

and reconstruct this experience through reflection. Even though reflective practice is seen as very 

important and should be integrated in CPD and teacher education, it is not without any negative 

elements. Reflecting on one’s own experience and work is a skill that comes with experience and 

it requires a depth of understanding of how one can explore or examine personal theories of 

teaching and learning, something which some in-service teachers have not yet mastered. In the 

Namibian context where ESL teachers are faced with low literacy among learners, poor working 

conditions, overcrowded classrooms, and lack of teaching resources (MoEAC, 2022), reflecting 

on own practice may be seen as a time-consuming process, using up much of teaching time, 

therefore some of them may choose not to put much effort into their reflection. Also, reflective 

practice can become counter-productive if in-service ESL teachers are forced to do so to fulfil the 

teaching requirements.  

2.8 Self-directed approach to the ESL CPD model 

SDL as a theoretical approach to exploring the ESL in-service teachers’ CPD programmes is not 

a new approach in ELT. Since the SDL approach surfaced, several studies have examined the use 

of SDL as a theoretical approach to exploring ESL in-service teacher CPD programmes. A self-

directed teachers’ professional development model is a form of teacher professional development 

that places the teacher in control of the entire learning process and has been found to eliminate the 

dominant limitations found in traditional CPD which lacks teachers’ autonomy and agency 

(Alzahrani, 2019). Previous studies that used an SDL approach to design ESL in-service teacher 

CPD found that the approach provides an internal locus of control that ensures that teachers 

continue to build new understanding of teaching and learning (Mushayikwa & Luben, 2009). In 

other words, if teachers engage in this type of learning, it has a powerful influence on sustaining 

professional development behaviour in teachers. It also guides and enables CPD developers to 

design more effective and sustainable interventions instead of wholesale ones (Leong, 2020), as is 
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currently the practice in Namibia. While Mushayikwa and Luben (2009) revealed the sustainability 

of continuous SDL professional development interventions, other researchers found additional 

benefits. According to Alshaikhi (2020), self-directed teacher CPD provides teachers with a 

platform for hands-on learning opportunities on which to build both content knowledge and PCK. 

Although the traditional approach of CPD or institutional training is designed to transmit 

knowledge and skills to teachers, an SDL approach to teacher CPD changes teachers’ roles from 

passive recipients of knowledge to active learners, constructing their knowledge through 

reflection, collaboration and networking. It engages teachers actively in concrete tasks related to 

their classroom practices. 

Additionally, another advantage of implementing a self-directed teacher professional development 

approach is its power to provoke teacher self-examination and reflection and the analysis of critical 

classroom incidents, which can be used to drive the CPD needed by ESL teachers. Evidently, 

adopting this kind of approach towards teacher continuous professional development in Namibia, 

in a systematic way, may empower teachers to be agents of change, which will positively impact 

the entire teaching profession. Based on studies carried out in several countries where teachers are 

involved in self-directed teacher professional development, researchers (Alzahrani, 2019; Haufiku, 

2022; Morris, 2019) noted that the benefits outweigh the drawbacks because it is proven to provide 

a systematic and sustainable learning process in which teachers reflect and collaborate collegially 

with one another to improve their practices. Therefore, with the increasing limitations of traditional 

professional development approaches and the development of theories informing teachers’ 

learning, it is evident that research has shifted its focus from transmissive approaches to more 

practical ones, particularly those that can address such limitations.  

2.9 Chapter summary  

The purpose of this study was to explore the self-directed CPD needs of English Language teachers 

with the focus on selected secondary schools in Namibia. To accomplish this, Chapter 2 reviewed 

the knowledge base of teachers grounded in Shulman (1986) and in the knowledge base of English 

Language teachers, as suggested by Freeman and Johnson (1998, 2018), who explain what the 

knowledge base of language teacher education should account for. Another significant aspect of 

the knowledge base for Namibian teacher education was covered, explaining the professional 

knowledge of ESL teachers in Namibia and across the world in relation to how language teachers 

learn and to consider their individual perspectives and experiences to inform transformational 

teachers’ practices in CPD.  
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A review of traditional CPD approaches, based on a framework by Kennedy (2005), was presented, 

giving an analysis of CPD models used in teacher professional education. This chapter also 

presented a review of the literature on SDL approaches to CPD through reflective practices, which 

provides a platform for teachers to be actively involved in directing their own CPD. A framework 

for reflective practices was also discussed, showing an amalgamation of moral and emotional non-

cognitive approaches which teachers engage in to reflect on their practices in order to direct their 

own professional development. Through document analysis, I also analysed and discussed the 

Namibian CPD framework which is aimed at providing guidance on the implementation of CPD 

in Namibia. This framework unveils a transformational approach to CPD to replace the widely 

used traditional approach applied in offering CPD to teachers in Namibia. I discussed the steps 

involved in drafting, implementing and monitoring the framework, as well as the expected 

outcomes of the framework at regional and school levels. Thus, drawing from multiple sources of 

self-directed CPD approaches in education and in ESL, the theoretical foundations that 

underpinned the study’s theoretical (see Chapter 3) and methodological choices (see Chapter 4) 

were presented.  
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CHAPTER 3 

THEORETICAL FRAMEWORK  

3.1 Introduction  

In the previous chapter, the dynamics of English language teacher continuous professional 

development (CPD) from current literature, official documents and policies, were explored for a 

foundational understanding of the importance of enhancing teaching knowledge through ongoing 

learning. To further appreciate CPD in this context, this chapter examines three theoretical frames 

that offer valuable insights into this essential process. Accordingly, the theoretical lenses of social 

constructivism, self-directed learning (SDL) and reflective practice form the bedrock of this 

investigation, providing a comprehensive understanding of how language teachers continuously 

develop professionally. Specifically, this chapter discusses the relationship between language 

teachers’ knowledge base and the theory and approaches of social constructivism, based on the 

assumption that knowledge is socially constructed from experiential practices (Potgieter & 

Potgieter, 2021). 

The chapter further deliberates on the theory of SDL as a fundamental competence for language 

teachers to adopt in the modern world, emphasising the importance of self-driven professional 

development efforts tailored to their individual needs, thereby fostering autonomy (Farrell, 2021; 

Morris, 2019). Finally, the chapter will delve into the theory of reflective practice, a theory used 

in the professional development of teachers in the 21st century, to highlight its significance in the 

professional development of ESL teachers, exploring how it shapes the CPD needs they have. The 

amalgamation of these three theories is reflected in the questions posed to the ESL teachers during 

the data collection process to provide a deeper understanding of the self-directed CPD needs 

among ESL secondary school teachers in Namibia.  

3.2 A social constructivist approach to language teacher continuous professional 

development  

In the context of language teacher CPD, the key principles of social constructivism play a vital 

role in shaping effective and impactful learning experiences for teachers. Social constructivism is 

a theoretical framework that emphasises the significance of social interactions, cultural context 

and collaborative learning in the process of knowledge construction (Akpan et al., 2020; Conner, 

2022; Knapp, 2019). Grounded in the pioneering work of Lev Vygotsky (1978), it has become 

increasingly significant in language acquisition, including learning and teaching a second 

language, because of the belief that learning is a result of mental construction, where teachers learn 
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by integrating new knowledge with what they already know from their own experiences (Knapp, 

2019). Additionally, Balfe and Ní Bhroin (2022) explain that the principles of social 

constructivism view learning as a collaborative process, where new knowledge is socially 

constructed and generated through discussion and reflection within a group setting. This collective 

perception greatly enhances the ability to solve problems, as discussion within the group clarifies 

ideas when the process is collaborative.  

Seen through the lens of social constructivism and from the standpoint of language teacher CPD, 

teachers learn best when they engage with others about their experiences to improve their teaching, 

thereby promoting a collaborative process influenced by social interactions and cultural contexts 

(Aljohani, 2017; Priya, 2021). Likewise, as Vygotsky established, language acquisition is not 

merely a matter of knowledge transfer or passive absorption; rather, it involves knowledge 

construction through active engagement with others and the environment (Erbil, 2020; Mpofu, 

2015). When language teachers actively engage and interact with learners, peers and the 

environment, they define their learning and enhance their teaching knowledge, adding to their 

knowledge base; thus determining what they need to know by restructuring their pre-existing 

knowledge.  

Hence, according to Saleem et al. (2021) and Mohammed and Kinyo (2020), when social 

constructivism is embedded in language teacher CPD, it augments teaching practices, promotes 

learner engagement and contributes to teachers’ growth and effectiveness in the classroom. From 

this understanding, social constructivist theory emphasises the role for others in the individual 

construction of knowledge (Vygotsky, 1978), and learning in this paradigm is a primarily social 

process (Erbil, 2020). The principles of social constructivism, namely, social interaction and 

collaboration; active engagement and experiential learning, reflection and metacognition; cultural 

context and diversity as they relate to language teacher CPD (Akpan et al., 2020; Potgieter & 

Potgieter, 2021; Sakarneh & Swelmyeen, 2020) are discussed in detail in the subsequent sections. 

3.2.1 Interaction and collaboration 

In social constructivism, social interaction and collaboration refer to a social process in which 

one’s learning is intimately associated with that of other human beings, including teachers, peers 

and other community members (Nilsson & Hay, 2016; Priya, 2021). It is recognised that the social 

aspect of learning uses conversation, direct interaction with others and the application of 

knowledge as integral aspects of learning. The nature of interaction and collaboration signifies the 

importance of social constructivism in teacher CPD because, teachers’ knowledge construction 

involves active involvement in their context and active collaboration with others in shaping their 
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learning (Erbil, 2020; Potgieter & Potgieter, 2021). In the context of my study, I see this principle 

of interaction and collaboration as an essential component of teacher CPD, specifically for 

language teachers. This is because of their role of fostering conducive learning environment for 

effective language learning, bearing in mind that studies (Akpan et al., 2020; Mpofu, 2015; 

Sakarneh & Swelmyeen, 2020) on social constructivism, reveal that building a knowledge base 

and enhancing pedagogical content knowledge (PCK) requires interaction and collaboration with 

others, which leads to constructing meaning.  

Previous studies have demonstrated that social interaction and collaboration are dynamic and open 

to change, allowing language teachers to continually construct new knowledge (Akpan et al., 2020; 

Balfe & Ní Bhroin, 2022). However, in contrast to traditional approaches to CPD, which often 

focus on transmitting new knowledge, owing to the absence of social interactions and collaboration 

among ESL teachers learning may not take place. Because the very nature of teacher knowledge 

is social, experiential and contextual (Freeman, 2020; Rannikmäe et al., 2020), I therefore believe 

teachers are active constructors of their teaching knowledge in a social context, integrating their 

contextual and idiosyncratic experiences into the learning process. Thus, knowing this implies that 

when language teachers engage in CPD without interaction or collaboration, it denies them the 

opportunity to reflect, integrate new ideas into existing knowledge structures and create personal 

meaning out of those experiences. While interaction and collaboration are significant aspects of 

language teacher CPD, I was cognisant that the body of research in the social context involved 

more aspects of learning.  

3.2.2 Active engagement and experiential learning 

To account for the role of ESL teachers in knowledge construction, researchers such as Ajani 

(2023) and Blair (2016) define active engagement and experiential learning as learning from or 

through experiences that include the active practice of SDL, planning and setting goals for self-

initiated learning, based on a specific learning situation. As a result, it promotes autonomous 

learning that deals with the personal freedom required for being an independent teacher (Sokel, 

2019). The concept of experiential learning is thus significant for language teacher CPD as it 

facilitates the involvement of teachers in high-level personal engagement, as well as the 

development of activities and learning styles that enhance teachers’ professionalism (Helate et al., 

2022) in ESL teaching and learning. Within the context of language teacher CPD, I believe active 

engagement and experiential learning enable them to maximise their professional growth by 

leveraging their individual, contextual and PCK experiences (Akpan et al., 2020).  
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Thus, through the integration of these experiences, teachers construct experiential knowledge that 

improves their ESL classrooms. Although these principles play a pivotal role in language teaching 

discourse, there is more to be done, as there is a scarcity of studies exploring experiential learning 

from an integrative perspective in the ESL context, specifically among in-service ESL secondary 

school teachers in Namibia. Therefore, in this exploratory study on the CPD needs of ESL teachers 

in secondary schools, eight ESL teachers were selected to participate in a focus group discussion 

and interviews to collect data on the role of a social constructivist approach in teacher professional 

development. Parallel to this, the notion of teacher reflection (also known as reflective practice) 

and metacognition has also gained considerable momentum in the field, evidenced by existing 

work on the topic and its continued popularity in scholarship on language teachers (Hiver et al., 

2021). 

3.2.3 Reflection and metacognition 

To better understand the links between language teachers’ inner worlds, their classroom teaching 

and students’ learning, Portilho and Mendina (2016) highlight two aspects that have emerged in 

the constructivist approach to language teacher CPD: reflection and metacognition. Hiver et al. 

(2021) and Rannikmäe et al. (2020) define metacognition as a process used by teachers to guide, 

monitor and regulate their cognition. This implies teacher awareness of their performance, the 

selection of appropriate strategies that can positively influence their teaching and their appraisal 

of classroom outcomes leading to a revaluation of the strategies that were used (Arslan, 2019). 

Furthermore, Hiver et al. (2021) and Cirocki and Farrell (2017) explain that reflection involves 

consciously analysing and evaluating one's teaching practices, experiences and beliefs, thus 

fostering a deeper understanding of learners’ learning needs and promoting continuous growth and 

development for educators.  

Therefore, engaging in reflective practice is a means of helping individuals towards greater self-

knowledge and self-challenge, a useful way of achieving personal development, through the 

analysis of personal values and theories that underlie teaching (Zepeda, 2012). This means when 

language teachers reflect on their teaching practices and outcomes, they can develop metacognitive 

awareness, allowing them to make more intentional and effective instructional decisions. In the 

context within which this study was undertaken, Rannikmäe et al. (2020) states that a 

metacognitive teacher deliberately and actively monitors what they are doing, reflects on the 

rationale for doing so and adapts their instructional repertoire as required by various contextual 

demands. I therefore understand that the unification of the two practices into language teachers' 
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professional development programmes can lead to more meaningful and impactful learning 

experiences.  

My understanding is supported by Cirocki and Farrell (2017) and Hiver et al. (2021) who assert 

that through reflection language teachers consciously analyse the steps to be taken in their 

classrooms and evaluate the material they have available. Then only will they know if they should 

implement specific approaches in their classrooms. Previous studies on reflection and 

metacognition (Cirocki & Widodo, 2019; Portilho & Mendina, 2016) reveal that although teachers 

had exhibited resistance to this new CPD approach of reflection on lessons and metacognition due 

to its unfamiliarity, they have embraced the opportunity to relate their life experience to the work 

experience which has encouraged them to talk, listen, discuss and learn with their peers, as well as 

look at themselves and at their professional performances, with a view to joint and effective action. 

Therefore, I recognise that the metacognitive approach in a continuing education programme may 

encourage learning and the regulation of cognitive activities towards transformative CPD. 

3.2.4  Cultural context and diversity 

My understanding of language teacher CPD is in line with the notions of cultural context and 

diversity in social constructivism. This is because social constructivist theory maintains that 

language and culture are the frameworks through which humans experience, communicate and 

understand reality (Akpan et al., 2020). According to Vygotsky (1978), language and culture play 

essential roles both in human intellectual development and in how humans perceive the world. 

This is to say that language learning and teacher CPD embrace the idea of cultural context and 

diversity, where teachers engage with learners and co-construct the sociocultural realm and their 

decisions about scaffolding learning (McLeod, 2021).  

My understanding is supported by Zepeda (2012) and Mohammed and Kinyo (2020), who 

maintain that adults are an important source of cognitive development as they transmit their 

cultural tools for intellect adaptation that children internalise. This means that language teachers 

ought to be equipped with knowledge to establish social constructivist learning opportunities for 

their learners that are beyond the school context, where they reconceptualise the everyday 

common-sense knowledge of home in the school environment, where formal theories and sense 

making abound (Kapur, 2018).  

Therefore, I bore in mind that language teachers’ knowledge is shaped by the realities of their 

classroom. Recognising this, the significance of the cultural context and diversity within the 

language classroom, which provide learners with the cognitive environment needed for 

development, is underscored. Language teachers, in turn, serve as conduits for culture, playing a 
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constructivist role in accessing and processing cultural history, as such concepts are transmitted 

by means of language, and interpreted and understood through experience and interactions within 

a cultural setting (Rannikmäe et al., 2020). Therefore, social constructivists believes in the 

principles of social interaction and collaboration, active engagement and experiential learning, 

reflection and metacognition, and cultural context and diversity in relation to language teacher 

CPD in order to pursue autonomy in mutual social relations.  

The Namibian syllabus also encourages teachers to foster a connection between cultural identities 

and the English Second Language (ESL) classroom (MoEAC, 2016). However, without 

knowledge of the cultural context and the diversity prevailing within the language classroom, 

achieving this will be futile. While a social constructivist approach to language teacher CPD is 

valuable in fostering collaborative learning experiences and shared knowledge, it may be 

inadequate without the incorporation of SDL (Akpan et al., 2020; Alshaikhi, 2020; Morris, 2019). 

To account for individual educator effort in their CPD, there is a need to integrate SDL principles 

where educators can personalise their professional development, address specific needs and 

cultivate a culture of lifelong learning, in so doing enhancing their effectiveness as language 

teachers (Leong, 2020; Mushayikwa and Lubben (2009); Mahlaba, 2020; Strickland, 2021). In the 

context of this study, a balanced approach that combines social constructivism with SDL, which 

may lead to more comprehensive and impactful professional development for language teachers, 

is embraced.  

3.3 A self-directed learning approach to language teacher continuous professional 

 development 

Teacher professional development plays an important role in changing teachers’ pedagogical 

practices and assisting teachers to move beyond a comprehension of the surface features of a new 

idea or innovation, to a deeper understanding of a topic (Ajani, 2023; Olivier & Wittman, 2019). 

Professional development provides teachers with opportunities to explore new roles, develop new 

instructional techniques, refine their practice, and broaden themselves, both as educators and as 

individuals (Abakah et al., 2022; Helate et al., 2022). It is only recently with a shift and addition 

of SDL in education research that CPD has been thought of as self-driven (Ajani, 2023).  

Typically, traditional approaches have been employed to upgrade teachers’ knowledge and skills: 

however, these traditional approaches are viewed as overly fragmented and not intricately 

connected to classroom practice, as well as out of alignment with current theories of learning and 

school reforms (Bada & Olusegun, 2015). In support of this discovery, Cirocki & Farrell (2019), 

Alshaikhi (2020), & UNESCO-IICBA (2024) suggest that there remain persistent concerns about 
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the quality of CPD provision especially in English language teaching (ELT) revealing that teacher 

CPD have been focused on traditional models of CPD where teachers are requested to apply 

knowledge and theories supplied by others to their own contexts.  

While a review of teacher CPD content and delivery models can be traced back in the literature, 

in the past two decades there would appear to have been an increase in the level of activity at a 

regional and global level (Bada & Olusegun, 2015). Unfortunately for many teachers, CPD has 

been developed outside of their contexts, comprising passive, centralised once-off workshops or 

cascading CPD approaches designed by the administrator (Tannehill et al., 2021), such as the 

ministry or regional office, and imposed on them as a directive for implementation. Although 

research shows that traditional CPD seems to support standardised needs for teachers, alas they 

tend to overshadow teachers’ idiosyncratic needs and ideas (Williams et al., 2022). In the context 

of my study, traditional approaches to teacher CPD are being replaced by ones that are more 

closely aligned with constructivist approaches specifically grounded in classroom practice and 

involving the formation of professional learning communities, critically analysing ideas and 

directing teaching and learning, in the process responding to the shortcomings of traditional 

approaches (Bada & Olusegun, 2015; Tannehill et al., 2021). Fortunately for teachers, being 

involved in this kind of CPD increases their capacity for autonomy because their needs and interest 

take centre stage as they move from transmission through transition to transformative models of 

CPD, also known as SDL (Sancar et al., 2021). 

3.4 Conceptualisation of the self-directed process 

The need for SDL for adult learners, specifically language teachers, is widespread and has become 

a crucial topic in education because according to Leong (2020), the promotion of and work on 

SDL in education is still ongoing, justifying annual international symposiums devoted merely to 

research and theory in the area. As a result, definitions, processes and models of SDL from 

different scholars (Alshaikhi, 2020; Irgatoglu & Perker, 2021; Leong, 2020; Morris, 2019) have 

surfaced. To better understand, I used the key foundational positions of SDL by Morris (2019) for 

my study, highlighting three fundamental areas of SDL, namely humanistic and pragmatic 

philosophy and constructivist epistemology, to conceptualise the processes of SDL.  

Together these operate as a tripartite structure that holds that humans are rational beings possessing 

innate curiosity and the capacity to make meaning of their world (humanism), that the meaning-

making process is mediated by nature and experience (pragmatism), and that knowledge develops 

through relationships with other meaning-makers (constructivism) (Morris, 2019). These three 
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epistemological foundations will support this study and represent a process of learning that is 

individual, purposeful and developmental, as shown in Figure 4 below.  

 

Figure 4: Foundational positions of self-directed learning (Morris, 2019) 

 

3.4.1 Humanistic philosophy (individual) in self-directed learning theory 

One key humanistic assumption of SDL theory is that learning goals for teachers are based on the 

individual, taking into consideration their experiences throughout their teaching career (Morris, 

2019). A humanistic philosophy in SDL theory places the learner (educator) at the centre of the 

educational experience, valuing their autonomy, intrinsic motivation and holistic development 

(Collier, 2022; Servant-Miklos & Noordegraaf-Eelens, 2021). By adopting a student-centred 

approach and providing flexible learning pathways, SDL empowers individuals to take charge of 

their education, leading to meaningful and transformative learning experiences. A humanistic 

process represents teachers’ desirable and responsible growth when considering themselves and 

others and regards learning as a vehicle for personal development (Ahammad, 2023; Morris, 

2019).  

In this context, the humanistic process assumes that for CPD to be meaningful, teachers as 

individual are autonomous and capable of driving their own CPD by identifying their individual 

goals and decisions (Collier, 2022; Morris, 2019). They have a sense of responsibility to 

themselves and others in voicing their professional needs to improve their teaching practice. 
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3.4.2 Pragmatic philosophy (purposeful) 

The pragmatic nature of SDL highlights that adults often initiate learning to find solutions to real-

world problems that are situated within their personal context (Morris, 2019). Through this 

process, teachers engage in SDL for highly practical reasons like making a good decision, or 

carrying out certain tasks related to their teaching, home, family or hobby informed by their 

purpose to do the job (Collier, 2022). In this case the purpose for teachers to engage in this process 

is based on explicit influence driven by life-centred problems. This is significant for this study as 

it proves that external elements play a significant role in teachers’ engagement in SDL, for example 

their classroom set up, the kind of learners they have and the community of teachers they engage 

with, all of which influence the engagement of teachers in SDL.  

3.4.3 Constructivist epistemology (developmental) 

The pragmatic dimension of adult learning supports its underlying constructivist epistemological 

foundations. Constructivists view learning as an individual, interpretive and active process of 

meaning-making, a learning process that is personal and individual (Collier, 2022) (see Figure 2 

in Chapter 2). Indeed, the epistemological stance of the sociocultural turn defines human learning 

as a dynamic social activity that is situated in physical and social contexts, and distributed across 

persons, tools and activities (Sze-Yeng & Hussain, 2010; Vygotsky, 1978; Wertsch, 1997). 

Constructivist learning environments emphasise the importance of engaging learners and teachers 

in solving authentic real-world problems (Morris, 2019). These three epistemological foundations, 

humanistic philosophy, pragmatic philosophy and constructivist epistemology, will support this 

study. 

While I acknowledge the significance of the humanist and pragmatic approach, my research aligns 

more closely with constructivist theory, as a crucial aspect of language teaching and teacher CPD 

and aligned to social constructivism which was introduced early in this chapter. This theory 

emphasises that human learning is a process of constructing knowledge, where new information 

builds upon existing knowledge (Bada & Olusegun, 2015). In the context of my study, I emphasise 

the importance of teachers engaging in self-directed CPD, as it enables them to participate in 

constructivism-based activities. These activities include conversations with fellow educators, 

collaborative efforts and reflective practices, leading to the construction of new meaning that 

fosters a conducive environment for learners to deepen their understanding and expand their 

knowledge in ESL (Orak, 2021). 

While SDL is widely recognised and preferred in language teaching and learning, it is essential to 

highlight the specific activities that comprise SDL for a more comprehensive understanding. In 
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my research, I delve into the various elements that constitute SDL, shedding light on its effective 

implementation in language education. By emphasising the significance of constructivism and 

SDL in teacher CPD, my study seeks to contribute to the advancement of language teaching 

practices and the overall improvement of language learning outcomes for learners. 

 

3.5 Self-Directed learning activities  

Although CPD based on traditional approaches has been frequently used in teacher professional 

development (Sancar et al. 2021), for many reasons like standardisation and assuring quality 

(Williams et al., 2022) they have not focused sufficiently on individuals’ characteristics, needs and 

prior knowledge. This has attracted scholars to seek for innovative approaches focusing on the 

individual teacher where SDL is internally determined and initiated. As a result, common SDL 

activities and methodologies to improve teachers’ practices, which embrace social constructivist 

and inquiry-based approaches, have been developed. Priajana (2017) cites such activities to be 

independent or individual reading, joining online professional communities, authoring articles and 

some reflective activities such as self-monitoring and reflective journal writing, peer observation, 

peer coaching, and classroom action research (CAR).  

According to Abakah et al. (2022), having informal discussions and dialogues with other teachers, 

conducting enquiry-based, school-based research, a positive relationship between the teacher and 

the institution or context to empower the teacher and enable them to identify with the mission of 

the institution, also form part of SDL activities helpful for maintaining and developing teachers’ 

competencies. In the context of my study, if teachers are involved in self-directed CPD through 

these kinds of activities it allows for the personal construction of meaning regarding their work, 

using personal experience as the basis and stimulus for learning. In addition, they personal teaching 

practices would be explored to solve practice-related concerns (Priajana, 2017). As research in this 

area continues, new and novel SDL techniques emerge, particularly in the aftermath of the COVID 

19 epidemic, resulting in a shift to online education, which had a negative impact on language 

teaching (MoEAC, 2022). The use of information and communication technology (ICT) in 

education, such as web-based teaching materials and participation in massive open online courses 

(MOOC), has also become a popular way to continuously improve language teaching practices. 

Although there are certain limitations that come with SDL especially if teaching in a disadvantaged 

or under-resourced school, added to the fact that the quality of SDL learning outcomes is under-

researched (Morris, 2019), in the context of my study it is important to recognise the powerful 

influence and outcomes that SDL has on sustaining CPD behaviour for ESL language teachers. 
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This is because it fosters collaborative learning and underscores human agency on the part of 

teachers to construct and co-construct their own knowledge for their professional growth and 

development (Mushayikwa & Lubben, 2009). It is therefore vital to note the outcomes of these 

actions in terms of both pedagogical and professional competencies.  

3.6 Self-directed learning outcomes 

Engaging in SDL is beneficial for teachers who can thus take responsibility for their professional 

growth. The outcomes of SDL “[contribute] to the betterment of educators because in their own 

professional development, teachers are given a responsibility, choice, and involvement in the 

planning of their own learning” (Porter & Freeman, 2020, p. 38). As a result, the CPD collegiality 

developed in schools can create favourable environments not only for individual teachers but also 

for other ESL teachers who could benefit greatly from participating in self-directed activities, thus 

keeping abreast of developments in ESL (Priajana, 2017).  

Importantly, what differentiates the SDL process is that the teacher is empowered to take personal 

responsibility to choose what and how they use information in the process of meaning-making 

(Morris, 2019) This theory is used in my study to explain teachers’ autonomy and freedom in 

directing their own CPD needs. According to Gencel and Saracaloglu (2018) and Morris (2019), 

teachers learn best when involved in transformative CPD activities in the sense that they increase 

professional autonomy. It can therefore be concluded that collaborative internal CPD activities 

have vast potential effects related to better teacher professionalism (Collier, 2022). However, the 

most significant aspect of collaborative institutional CPD activities is the supportive environment 

of teachers, support groups and the informal collegial support that exists in schools. 

3.7 A reflective practice approach to language teacher continuous professional development  

3.7.1 Defining reflective practice 

Reflective teaching or becoming critical of oneself has gained relevance in the professional 

practice of English language teachers because of the effects it can have on teaching practices and 

teachers’ professional life (Mesa, 2018). In language teaching especially when applied to the 

classroom, it is seen as an imperative interpretation of how language education may improve. 

Reflective practice is based on the work of Dewey (1933) and Schön (1987) and according to 

(Farrell, 2015, 2018; Farrell & Macapinlac, 2021), it refers to teachers taking responsibility to look 

at their professional practice, at the underlying philosophy, beliefs and theories that shape their 

classroom practice so that it can become personally meaningful to them. On the contrary, a review 

on reflective practice by researchers like Gudeta (2022) revealed a negative and excessive attention 

to the retrospective aspect of reflection instead of the prospective, creative aspects of the concept. 
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It also showed a lack of evidence regarding the contribution of reflection and reflective teaching 

to professional development and improved teacher or student performance, as the main practical 

problems of reflective teaching. However, the main premise of reflection is that teachers who 

engage in reflective practices (Abakah, 2022) may develop a deeper understanding of their 

philosophy, as well as theories as they relate to their actual practices, and thus become proactive 

and confident in their teaching. Across the globe and in Africa, the construction of reflective 

identity in practitioners has become a prominent theme within a transformative education 

discourse (Cirocki & Farrell, 2019). This means that, while traditional CPD has taken central stage, 

it is apparent that, as reflective practitioners, teachers are no longer technicians or curriculum 

transmitters who follow a banking model of education. Instead, they function as self-directed 

decision makers who constantly learn from their experiences and recreate these experiences 

through reflection.  

3.7.1.1 Dewey’s (1933) theory of reflective practice  

With reference to the ideas of American philosopher and educational reformer John Dewey (1933) 

and his philosophy of pragmatism, he defines reflective practice as the active, persistent, and 

careful consideration of a belief or supposed form of knowledge embedded in the activities of 

practice (Mpofu & Maphalala, 2021). It involves adult learners and in this case teachers, asking 

four questions: What situation have we here? What sort of problem does it show? What latest 

information does it involve? and What action will set us on towards a solution? Thus, an emphasis 

was placed on the importance of adult learners considering the contextual conditions of their 

situation in the process of finding fitting and purposeful solutions to their individual life-centered 

problems (Morris, 2019). Reflection is also considered as a thinking process, resulting in creating 

alternatives of teaching and Mesa (2018) further expands that teachers who do not reflect on their 

teaching often uncritically accept everyday reality in their schools and rarely concentrate their 

efforts on finding the most effective and efficient means to solve problems.  

3.7.1.2 Schön (1987) theory of reflective practice 

Donald Schön (1987) interpreted Dewey’s conceptions of reflection in his work, describing 

reflective practice as the practice where professionals become aware of their implicit knowledge 

base and learn from their experiences (Farrell & Macapinlac, 2021; Mwila et al., 2022). It is further 

explained as the habit of inquiring into and investigating a situation to understand how to frame a 

solution. Based on both Dewey (1933) and Schön (1987) definitions, what this means for my study 

is it acknowledges teaching as evidence based where teachers gather data and use the evidence 

collected from their work and contexts to determine their CPD needs. In the end, this evidence 
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based reflective practice enables them to articulate what they do, how and why they do it and the 

impact it has on the learners (Farrell, 2012).  

3.7.2 Three levels of reflective practice  

Earlier scholars on reflective practice, Dewey (1933) and Schön (1987) identified two fundamental 

types of reflections, namely reflection-on-action and reflection-in-action to explain forms of 

thinking about situations (Farrell, 2018; Mwila et al., 2022), however at a later stage a third type 

of reflection emerged as the work on reflective practice began to expand, naming it reflection-for-

action. This is further revealed in (Cirocki & Widodo, 2019), citing literature findings that 

reflective practitioners’ most common types of reflection are: reflection-in-action, reflection-on-

action and reflection-for-action. They further explains that according to Schön’s (1983) terms, the 

first two reflection types are about dealing with problems as they emerge in the classroom and 

looking back at what occurred in the teaching-learning process, while reflection-for-action is 

defined as teacher thinking about future actions whose purpose is to make improvements to or 

change current practice (Cirocki & Widodo, 2019). 

3.7.2.1 Reflection-on-action 

Dewey (1933) considered reflective practice as intentional, systematic inquiry that is disciplined 

and that will ultimately lead to change and professional growth for teachers hence reflection-on 

action (Farrell, 2012), it takes place after the event where the practitioner evaluates the theories of 

action used to solve a problem (Mpofu & Maphalala, 2021). Additionally, Russell (2018) explains 

that Reflection-on-action, on the other hand, is viewed as teachers’ thoughtful consideration and 

retrospective analysis of their performance to gain knowledge from experience. This means that 

for teachers to determine their CPD needs, it should emanate from evaluation of their teaching 

experiences and lessons, making them agents of change by determining what they need as CPD. 

As such for my study, it demonstrates that teachers can go back to their experiences and evaluate 

how their lessons went and consider any mistake as an invitation to engage and further investigate 

to bring about change or improvement through CPD, and in this way they will direct what and 

where they need to grow professionally.  

3.7.2.2 Reflection-in-action 

Schön then expanded the concept of reflection to reflection on action, the idea of a practitioner 

being able to reflect on his or her intuitive knowledge while engaged in the action of teaching 

(Mpofu & Maphalala, 2021), hence reflection-in-action, refers to teachers’ interactions with a 

problem or interventions as they unfold in their classrooms or social contexts. Another scholar 
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suggests that reflection-in-action occurs in response to surprising and unexpected moments, 

typically moments when the response of a student or a class triggers a question about tacit practices 

and their underlying assumptions (Russell, 2018). For this study it means reflection-on-action 

causes the teacher to reflect while in class as engagements with learners are happening, triggering 

the teacher to think about a solution while teaching. This contributes to identifying the CPD they 

require which would come from their own reflection and not determined by others. 

3.7.2.3 Reflection-for-action 

A third concept of reflection was added to Schön’s studies termed “reflection for action”, which 

looks at what has occurred in the past and how this can help change the teaching process in the 

future (Farrell, 2018). Contrary to the two types of reflection mentioned above, in which teacher 

thinking targets current or past class routines, in reflection-for-action, teachers’ thinking is directed 

at future courses of action and in this type of reflection, benefit from the other two types of 

reflection in planning their future courses of action (Gudeta, 2022). It implies that when teachers 

are seeking to improve their current practices, and making future plans in teaching, they first 

consider what has happened in the past to inform their planned actions (Brownhill, 2022). In the 

context of my study, reflection-for-action is a critical aspect of reflection for teachers, as they 

synthesise their contextual experiences gathered throughout their professional career, from 

interacting with others and the knowledge they possess into identifying solutions to their classroom 

challenges for successful teaching and learning in the future (Farrell & Kennedy, 2019). I therefore 

regard reflection for action as a crucial need for teachers when they identify their CPD needs to 

grow professionally and to contribute to learner's academic performance in ESL.  

3.7.3 Reflective practice and teacher continuous professional development  

The process of reflection may have consequences for teaching for the whole academic community 

and for teachers themselves because attitudes, perceptions, emotions and feelings may be modified 

when teachers are involved in rethinking how they perceive language education (Mesa, 2018). 

This is particularly the case in the field of language teaching and in the context of this study, since 

the pedagogy of ESL is fluid and is constantly changing (Oliver &Wittman, 2019), intensifying 

reflection on own beliefs, individual experiences, classroom practices and the school community 

in which teachers find themselves. English language teachers should be encouraged to reflect by 

themselves based on their personal interests, experiences and the kind of learner they have, because 

then they can develop their full teaching potential (Mesa, 2018). However, reflective practice for 

teachers comes with its challenges, including the fact that it is time and energy-intensive, there is 

a lack of professional support, and the purpose and nature of reflective practices in schools are 
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unclear and unarticulated (Suphasri & Chinokul, 2021). Shaping and facing the several challenges 

language teachers deal with in the classroom requires an ongoing process of reflection, 

examination and restructuration of teaching instruction, students’ learning styles and interests, the 

teaching context, the real problems, and issues in the educative system in general. Self-directed 

CPD could be the answer to these challenges as it positions teachers to make professional 

development decisions, i.e. select activities for their own learning. Likewise, the use of self-

directed professional development may reduce the mismatch between CPD inputs (teacher 

learning activities) and outputs (teacher cognition and classroom practice), a mismatch often 

reported for centrally directed professional development initiatives (Mushayikwa & Lubben, 

2009). 

In the context of the study, teachers systematically investigated their perceived contextual 

experiences to give meaning to the CPD needs they highlighted. This stance gives insight into what 

and how they can reflect on and consider their experiences and situations as an important aspect 

that gives birth to solutions to their needs. This is done by crafting their own CPD that works for 

them. Additionally, it will give them autonomy as a precondition to direct their practices to fulfil 

their individual CPD needs (Farrell, 2012). This theoretical stance acknowledges that through 

reflective practice teachers have agency, as they apply knowing in action (tacit knowledge) which 

they use to deal with and make meaning of the instruction tasks and actions. As such, CPD based 

on this theory will have teachers evaluating and reflecting on their classroom activities for the 

purpose of identifying what they need professionally to improve their learners’ experiences. 

3.7.4 Self-directed learning in CPD as a reflective practice 

Reflective practice involves the conscious examination of experiences, actions and decisions to 

gain insights into one's strengths, weaknesses and areas for improvement. It enables professionals 

to learn from their experiences and apply that learning to future situations (Cirocki & Widodo, 

2019). This self-reflection is a crucial aspect of the learning process, leading to enhanced 

performance and personal growth. When SDL and reflective practice are combined, they create a 

powerful synergy. SDL equips individuals with the skills and motivation to actively seek out new 

knowledge and experiences (Collier, 2022; Morris, 2019). Reflective practice, on the other hand, 

allows them to process and internalise those experiences effectively, transforming them into 

valuable insights and actionable knowledge (Abakah, 2022; Farrell & Macapinlac, 2021). This 

synergy enhances the quality of learning and ensures that knowledge acquired is not only retained 

but also deeply understood and integrated into one's professional practice (Brownhill, 2022; 

Suphasri & Chinokul, 2021). 
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In their studies, Fransen (2022) and Mpofu and Maphalala (2021) found that to effectively 

integrate SDL into CPD as a reflective practice, language teachers ought to adopt several strategies. 

First, they should begin by setting clear goals and objectives, identifying the specific areas they 

wish to improve upon or explore further. Creating a personalised learning plan is another essential 

step, which involves choosing suitable learning resources, courses or workshops that are aligned 

with the identified goals (Mwila et al., 2022). Furthermore, leveraging information and technology, 

such as attending online courses and webinars, can facilitate easy access to relevant information 

and resources (Mohammed & Kinyo, 2020). Thus, the process of reflection might have positive 

teaching consequences on the whole academic community and on teachers themselves because 

attitudes, perceptions, emotions and feelings can be modified when involved in re-thinking how 

they perceive language education (Mesa, 2018).  

This is particularly the case in the field of language teaching and in the context of this study since 

the pedagogy of ESL is fluid and is constantly changing (Wittman & Oliver, 2019) intensifying 

reflection on own beliefs, individual experiences, classroom practices opening a a community of 

practice amongst teachers in schools. English language teachers need to be encouraged to reflect 

by themselves based on their personal interests, experiences, and the kind of learners they have 

because then, they can develop their full teaching potential (Mesa, 2018). When language teachers 

are faced with classroom challenges, an ongoing process of reflection, examination and 

restructuring of the teaching instruction and learning styles is required. This results in exploring 

topics of personal interest and shaping different interests among learners, where teachers stay 

updated with the latest teaching trends and continuously refine their teaching methodologies to 

improve the educative system in general (Fransen, 2022). This process, known as SDL, which 

underpins constructivism as a crucial possession for teachers, empowers them to co-construct 

knowledge and adapt to their ever-changing classroom experiences (Morris, 2019), forming a solid 

foundation for ELT. Along these lines, self-directed CPD could be the solution to these challenges 

as it positions teachers to make professional decisions when it comes to selecting activities for 

their own learning. Likewise, the use of self-directed professional development may reduce the 

mismatch between CPD inputs (teacher learning activities) and outputs (teacher cognition and 

classroom practice), a mismatch so often reported for centrally directed professional development 

initiatives (Mushayikwa & Lubben, 2009). 

As such CPD based on this theory will have teachers evaluating and reflecting on their classroom 

activities for the purpose of identifying what they need professionally to improve their learners’ 

experiences. 
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3.8 Chapter summary  

Throughout this chapter, we have explored the way in which three theoretical frames – social 

constructivism, self-directed learning (SDL) and reflective practice – intertwine and complement 

each other in shaping the CPD journey of language teachers in Namibia. Understanding the 

significance of these frames will shed light on the transformative impact they can have on language 

teaching practices, fostering a community of empowered and effective educators dedicated to 

nurturing the next generation of linguistically proficient individuals. Table 3.1 below summarises 

the link between the theories discussed and how they link to CPD.  

Table 3.1: Theories and their linkage to the language teachers’ CPD 

Theory  Link to language teachers’ CPD 

Social constructivism This theoretical frame posits that knowledge is not passively transmitted but is actively 
constructed and emerges through social interactions and collaborative efforts. In the context 
of language teacher CPD, social constructivism emphasises the importance of fostering 
learning communities and spaces where educators can engage in meaningful discussions, 
share experiences and co-construct knowledge. By tapping into the collective expertise of 
their peers and mentors, language teachers in Namibia can gain fresh perspectives, exchange 
ideas and explore innovative teaching approaches. Collaborative learning experiences, 
workshops and collaborative projects play a significant role in nurturing a culture of 
continuous learning, where teachers collectively contribute to their professional 
development. 

Self-directed learning 

(SDL) 

The empowerment of language teachers lies at the heart of SDL. This theoretical frame 
acknowledges the capacity of educators to identify their own learning needs, set 
personalised goals and take responsibility for their professional growth. In the context of 
Namibia, where resources may be limited in some regions, SDL offers a flexible and 
accessible approach to CPD. Advancements in technology have opened up a vast array of 
resources, such as online courses, webinars, research materials, and educational forums, 
enabling language teachers to tailor their learning experiences to their specific contexts and 
challenges. By embracing SDL, language educators can explore topics of personal interest, 
stay updated with the latest teaching trends and continuously refine their teaching 
methodologies. 

Reflective practice At the core of reflective practice lies the notion of thoughtful contemplation and critical 
analysis. In the pursuit of effective language teaching, reflective practice empowers 
educators to examine their teaching experiences and actions, fostering self-awareness and a 
deeper understanding of their teaching practices. By engaging in reflective processes, 
language teachers can identify their strengths, weaknesses and areas for improvement. 
Reflective journals, peer discussions, feedback sessions and outcome analysis of teaching 
interventions all contribute to this essential practice. Reflective teaching encourages a 
growth mindset, as educators constantly seek to enhance their instructional strategies to 
better meet the needs of their diverse students. 

 

To summarise, involvement in self-directed CPD, using reflective practice and a social 

constructivist approach, as well as reflection on their knowledge base and their experiences gained 

through their entire teaching career, will equip teachers to adopt professional practices that they 

perceive to be beneficial to them. The next chapter will focus on the design of the study and the 
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data collection and paradigmatic position used for the study. The sampling techniques, data 

methods and inductive thematic analysis will also be explained and the measure for ethical 

considerations will be clarified. 
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CHAPTER 4 

RESEARCH METHODOLOGY  

4.1 Introduction 

The previous chapter explored the theoretical frameworks that underpin this study, which sought 

to explore the self-directed learning (SDL) requirements of English Second Language (ESL) 

teachers in Namibian secondary schools. Three theories were presented that were applied explain 

how teachers acquire knowledge and grow as professionals by engaging in and driving their own 

continuous professional development (CPD). The way in which the three theories intertwine and 

complement each other in shaping the CPD of language teachers in Namibian secondary schools 

was also explained. It was acknowledged that in line with social constructivism, teachers are 

actively involved in knowledge construction and innovation through collaborations with others to 

advance their professional development activities. Through (SDL, teachers play a significant role 

in selecting the content of their CPD, thus allowing them ownership and the freedom to approach 

classroom problems based on the context in which they may find themselves. Through reflective 

practice teachers critically analyse their knowledge and experience in teaching English as a second 

language and try to adapt them to different circumstances to meet the requirements of their various 

learners. This sums up the three theoretical frameworks for this study.  

It is against this background that in this chapter I present the research methodology, providing 

details of a paradigmatic orientation of the methods of design, data collection methods, data 

analysis and quality criteria and the ethical measures undertaken during the study to answer the 

research questions. According to Nieuwenhuis (2019c), research methodology is the bridge that 

brings our philosophical standpoint (on ontology and epistemology) and method (perspective, 

tools) together (Creswell & Poth, 2018) and methods are the tools that researchers use to collect 

data. Given the definition, this chapter includes the techniques I used in gathering data, and 

analysing, describing and explaining the phenomena, as well as overcoming research challenges 

thereby achieving the research goals. Table 4.1 provides a summary of the research design that I 

used during in my exploration. It summarises the research design highlighting the research 

questions, the paradigm orientation for my study, and how participants were selected. It further 

shows the data collection tools and how ethical issues were handled together with the 

trustworthiness of the study.  
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Table 4.1: Research design summary 

Research questions • What are ESL in-service teachers’ idiosyncratic CPD 
needs? 

• What contextual experiences shape the CPD needs 
highlighted by ESL in-service teachers? 

Epistemological paradigm Interpretivism 

Approach Qualitative  

Research design Exploratory case study 

Selection of participants • Purposive sampling 
• ESL in-service teachers 
• Secondary schools ESL teachers  
• Schools in Khomas region 

Data collection • Focus group discussion 
• Semi-structured interviews 
• Document analysis (CPD framework in Namibia)  

Ethical consideration • Informed consent 
• Protection of participants from possible harm  
• Confidentiality and anonymity 

Trustworthy strategies • Credibility: triangulation 
• Confirmability: purposive sampling 
• Transferability: video recording and transcriptions 
• Dependability: reflective journal 

 

4.2 Interpretivist paradigm 

All scientific research studies should be based on a key fundamental philosophical assumption that 

considers the nature of the research, the evidence available to support it and the method used for 

the research (Creswell & Poth, 2018; Kumatongo & Muzata, 2021). This is known as a paradigm, 

which according to Alharahsheh and Pius (2020) and Yin (2018), refers to general viewpoints or 

ideologies or a set of common beliefs and agreements shared by scientists on how problems can 

be understood and addressed. Research paradigms can also be referred to as ways in which 

scientists respond to three basic questions of ontology, epistemology and methodology (Yin, 

2018). Hence, Tenny (2022) explains that different paradigms have different ontology and 

epistemologies. Ontology is defined as assumptions about the nature of reality, whereas 

epistemology is defined as assumptions about the nature of knowledge that inform the work 

researchers do. Therefore, an understanding of these categories enables researchers to improve 

their comprehension of research, their application of theory to classroom practices, their 

engagement in academic debate and their presentation of their own research findings. This implies 

that interpretivists believe in several realities which can be constructed by people’s experience 
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based on theoretical frameworks, cultural background of society and ideological categories (Tracy, 

2019). This means that interpretivist researchers believe that reality is based on people’s subjective 

experiences of the external world, believing that there is no single correct way or particular method 

for acquiring knowledge and that no objective knowledge is independent of thinking or human 

reasoning (Kumatongo & Muzata, 2021). Thus, they attempt to derive their constructs from the 

field by means of an in-depth examination of the phenomenon of interest (Yin, 2018). 

Since interpretivism aims at making sense of the social world through the collective interpretation 

of humans’ social and cultural backgrounds (Creswell & Poth, 2018), this study used an 

interpretivist paradigm because of the qualitative nature of my study, which sought to discover the 

knowledge and truths constructed by those who were being researched (Nieuwenhuis, 2019b). In 

addition, interpretivism posits the subjective interpretation of human beings and their perceptions 

of the world as critical in understanding social phenomena (Alharahsheh and Pius, 2020). 

An interpretivist paradigm is relevant to my study for various reasons. One is that it enabled me to 

understand the phenomenon of the CPD needs of ESL secondary school teachers which are 

informed by their contextual experiences at a personal and professional level. Secondly, it provided 

a platform for these teachers to express their lived experiences and truths and share their different 

contextual practices regarding their CPD needs in a safe environment. It is relevant to note that 

participants agreed to participate in the study voluntarily and willingly, which became the starting 

point for understanding their cultural and ideological frameworks constructed from their 

experiences in teaching ESL. Lastly, this paradigm provided a lens through which I could present 

and analyse the study participants’ standpoints, thus enabling me to draw conclusions and make 

recommendations from the research findings.  

For the ESL teacher participants in my study, I argue that exploring their individual CPD 

demanded evaluating their classrooms, their peers and their communities at large as a basis to form 

an idea of how they interpreted the kind of CPD they needed. Using their social and personal 

experiences allowed them to form perceptions on what they needed in order to develop in their 

profession and gave me valuable insight into how they constructed knowledge to enhance their 

professional development. Hence, an interpretive paradigm enabled me to consider different 

factors such as behavioural aspects based on participants’ experiences, and this helped to describe 

the participants, enabling me to treat the context of the research and its situation as unique, while 

also considering the circumstances associated with participants involved (Cresswell, 2014). Given 

this philosophical underpinning, the ontological assumptions of interpretivism are that social 
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reality is typified by multiplicity, since different people interpret events differently, leading to 

multiple perspectives on an incident (Cresswell & Poth, 2018).  

This means that in my study, different teachers interpreted CPD differently, causing them to have 

different CPD needs because of their different backgrounds and experience in class, in school and 

in their communities. Their views, background and experiences of ESL are valuable assets, 

enabling me to understand the realities of the ESL teachers’ CPD needs in Namibia and their 

contextual experiences that shape those CPD needs. Since interpretivists believe that reality is not 

objectively determined, but it is socially constructed (Alharahsheh & Pius, 2020), in the context 

of my study this means that participants’ realities of the phenomena cannot be determined by a 

person located outside their world, and the content that teachers get to do in their CPD cannot be 

determined by an external person outside their world; this can be done only by themselves based 

on their realities which subsequently determine their CPD needs. As such, I valued their views, 

background and experiences in ESL, without imposing on them what CPD means and how it 

should be executed within their various contexts to improve teaching and learning to the benefit 

of their learners. Through this process I was cognisant of the social environment that influenced 

the participants to decide on the CPD they need. Therefore, participants used the platform provided 

by the semi-structured interviews and focus group to reflect on and co-construct knowledge and 

solutions related to CPD. 

4.3 Qualitative approach  

A qualitative approach to research is a type of research that seeks to find and provide deeper 

insights into real-world problems by enquiring about participants’ experiences, perceptions and 

behaviour in order to generate a hypothesis (Kumatongo & Muzata, 2021). Creswell and Poth 

(2018) and Yin (2018) augment this definition by stating that qualitative research seeks answers 

to questions by examining various social settings and the individuals who inhabit them. These 

questions seek how and why answers, instead of how many or how much. Typical methods that 

can yield qualitative data include document analysis, semi-structured interviews, observations and 

focus group discussions (Creswell & Poth, 2018). These methods ensure that participants freely 

express their thoughts, feelings and experiences. Qualitative research also entails approaches (Yin, 

2018) such as ethnography, grounded theory and narrative research. According to Tenny (2022), 

ethnography embraces social and cultural anthropology, requiring the researcher to immerse him 

or herself directly in the participants’ environment, thus seeing it through the eyes of someone 

involved in the population. Grounded theory involves the generation of a theoretical model by 

observing a study population and developing a comparative analysis of their speech and behaviour. 
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According to Creswell and Creswell (2017), one of the strengths of qualitative research lies in its 

ability to tell a story, often from the perspective of those directly involved in it. Reporting on 

qualitative research involves including details and descriptions of the setting involved, as well as 

quotes from participants (Tenny, 2022), which has been done in my study.  

In essence, qualitative research seeks answers to questions by examining various social settings 

and the individuals who inhabit these settings (Yin, 2018). Additionally, Creswell and Creswell 

(2017) asserts that qualitative research relates to the meaning and process, where it might not be 

examinable through quantity or amount. It aims to provide a specific understanding of a 

phenomenon based on the people experiencing although this cannot be generalised. Furthermore, 

qualitative research is aimed at attaining a deep understanding of a specific case using in-depth 

exploratory studies to enable the finding of quality responses throughout the research (Tracy, 

2019).  

Therefore, adopting a qualitative research approach is in line with a relativist ontological position 

(Diop, 2021) which underpins the methodological choices that have guided this study. In the 

context of my study, I used focus group discussion and semi-structured interviews, in which 

participants gave insights into what works and what does not work in the ESL classroom. As a 

qualitative researcher I was interested in understanding the meaning participants constructed, that 

is, how they made sense of their world and the experiences they had in their surroundings and in 

the world at large. This was done thoroughly, with an emphasis on openness and detail, by seeking 

the opinions, experiences and understanding of teachers regarding their specific CPD needs. 

Informed by a sociocultural perspective, which does not separate individuals from their social 

contexts, I contend that exploring teachers’ CPD needs necessitates taking account of their work 

environment, their communities and society at large. 

This approach fits the enquiry which sought to explore and understand the CPD needs of ESL 

teachers in selected Namibian secondary schools, as in looking at their contexts, participants were 

given a platform to reflect on their contextual experiences. Their context included their classrooms 

and other spaces in which they engage with peers to share experiences and co-construct 

knowledge, and to think about why they identified a particular need (Cresswell & Poth, 2018). 

This context fosters a community of practice since teaching is context-based, as professionalism 

is itself a sociocultural production that is not contained within the confines of the classroom, but 

which encompasses broader networks beyond it (Darling-Hammond et al., 2016). Participants 

were also given a platform to think about why they needed the identified CPD. Qualitative research 

methods were then applied to answer the what, why and how, by exploring the social phenomena 
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and meanings derived from those who interact with such phenomena (Nieuwenhuis, 2019b). In 

this sense, the findings are presented with as much detail as possible and areas for further research 

to build on this study are indicated in the final chapter. 

4.4 Exploratory case study  

Case studies are research designs that involve the intensive and holistic examination of a specific 

case or a set of cases, aiming to understand, describe and analyse the subject in its natural context 

(Peel, 2020). According to Priya (2021), a case study is a qualitative design in terms of which the 

researcher explores a programme, event, activity, process, or one or more individuals in depth. In 

the context of my study, I explored a phenomenon using specific data collection procedures to 

obtain information pertaining to the self-directed CPD needs of ESL teachers. As Creswell and 

Creswell (2017) state, case studies are bound by time and activity, and researchers collect detailed 

information using a variety of data collection procedures over a sustained period. He further 

highlights that case studies are underpinned by key attributes, one of which should involve a 

detailed study of the unit of analysis concerned within its natural setting, which also gives the 

researcher leeway to use any method of data collection that suits their purpose, provided that it is 

feasible and ethical.  

According to Yin (2014), there are three types of case study, namely, descriptive, exploratory and 

explanatory. Descriptive case studies focus on providing a detailed account of a particular case or 

phenomenon without attempting to answer specific research questions or test hypotheses (Peel, 

2020). Exploratory case studies are conducted when there is limited prior knowledge about a 

subject or when researchers aim to gain a preliminary understanding of a complex issue (Creswell 

& Poth, 2018). The level of investigation is less rigorous than in a descriptive case study and can 

be used in the preliminary phase of a longer project (Yin, 2018). Explanatory case studies are 

conducted to explore causation and relationships between variables within a specific case 

(Merriam & Grenier, 2019). I conducted an exploratory case study to explore the specific CPD 

requirements of ESL high school teachers in Namibia, and how they navigate their individual CPD 

needs. This is an understudied area (Kalumbu, 2018) which could be used as a basis for future 

studies on CPD in the Namibian context. By adopting an exploratory approach, I gathered 

comprehensive data, shedding light on previously unexplored aspects of teachers’ CPD needs and 

experiences.  

Furthermore, an exploratory case study is a qualitative research method used to examine a 

particular phenomenon, event, or subject in depth with the primary aim of gaining a better 

understanding of it (Hirose & Creswell, 2023). Unlike a traditional case study that might focus on 
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testing specific hypotheses or theories, an exploratory case study is conducted when there is limited 

prior knowledge or when the topic is relatively unexplored (Peel, 2020). In the Namibian context, 

the subject of CPD has been relatively underexplored in research, aside from the CPD policy 

framework documents introduced in 2016, which were co-authored by the Ministry of Education, 

Arts and Culture (MoEAC) and the University of Namibia (UNAM). Although a handful of 

scholars such as Ithindi (2019), Nakambale (2018), Dishena, & Mokoena, (2016) and Ndemuweda 

(2011) have touched on CPD in Namibia and the challenges related to CPD implementation and 

monitoring within the education system, there remains a substantial gap in the literature, 

particularly in the realm of CPD for ESL educators in secondary schools. Therefore, there is a need 

for further exploration of this area to address specific inquiries, as presented in this study. 

One of the key characteristics of an exploratory case study is that it aims at understanding the 

meaning people have constructed about their world and their experiences (Merriam, 2009). 

Accordingly, this study is of great interest because of its focus on the contextual conditions and 

experiences of ESL teachers. To better understand how ESL teachers reflect on their experiences 

to determine the kind of relevant CPD they need, it is essential to focus on an in-depth study of 

their perspectives, since they are involved in this phenomenon within their natural contexts. I 

believe their experiences are relevant to understand whether their CPD needs are being met and 

how that contributes to classroom effectiveness and the performance of their learners. Thus, when 

examining the CPD needs of ESL high school teachers in Namibia, it is essential to start with a 

comprehensive understanding of their unique context, challenges and aspirations.  

Researchers who make use of exploratory case studies gather data from a variety of sources, which 

may include interviews, observations, documents and archival records (Quintão et al., 2020). The 

method used is determined by the research questions and which data source will yield the best 

information to answer the questions. A multimethod approach helps to comprehensively 

understand the case and to explore participants’ expertise and experiences and includes exploring 

how and why people behave in certain ways (Maree, 2019). For this study, I used document 

analysis, focus group discussion and semi-structured interviews as my source of evidence. Within 

the framework of my study, I explored and analysed the Namibian CPD framework with its 

supporting documents to gain more insight into the CPD activities prescribed for Namibian 

teachers and to explore how they are applied and experienced by the receivers, the teachers 

(Kayumbu, 2020; UNAM, 2013).  

Additionally, in line with the nature of exploratory studies, a focus group discussion involving 

eight ESL teachers was conducted. The aim of a focus group discussion is to bring together 
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homogeneous groups of participants with relevant expertise and experience on a given topic on 

which they can share detailed information; in this case the participants included in-service 

secondary school ESL teachers in the Khomas region (Quintão et al, 2020). Thirdly, I conducted 

semi-structured interviews. The aim of semi-structured interviews is to elicit understandings from 

the participants, not to tell them what to say, but rather to offer pathways to conceptualise issues 

and to make connections that “coalesce into emerging responses” (Peel, 2020, pg. 6). During the 

interviews I guided the participants with questions that assisted us to focus on the themes of the 

study. In these interviews, they explained areas of individual CPD needs, as well as how these 

shape their classroom experiences. In the end, data from these multiple sources were converged in 

the analysis process rather than handled individually and each data source formed one piece of the 

“puzzle”, with each piece contributing to the researcher’s understanding of the phenomenon 

(Baxter & Jack, 2008). This convergence added strength to the findings as the various strands of 

data were braided together to promote a greater understanding of the case (Peel, 2020).  

Related to the multiple data generation tools, exploratory case studies involve a relatively small 

number of cases or participants. This allows for an in-depth examination of each case (Palinkas et 

al., 2015). Since qualitative research involves studying a phenomenon in its natural setting, 

sampling specific and small size samples plays a vital role, as it helps the researcher to identify 

persons or localities rich in information which give more insights for the study findings (Kalu & 

Bwalya, 2017). For my study, I ensured a small sample by defining the study sample to focus on 

in-service ESL teachers, teaching in secondary schools in Khomas region only, where I reside to 

make it viable for me to collect data. The purpose of using a small sample was to uncover the 

distinctions among these teachers and to understand the underlying reasons for these differences. 

The focus group conducted consisted of eight ESL teachers and sought to explore the unique 

aspects of their experiences as well as their opinions about the CPD they need. These teachers have 

special attributes that were of interest to my study because of their many years of experience in 

teaching different grades in secondary schools, as well as being in the education system for many 

years, providing them with rich experiences of CPD activities that have allowed them to construct 

their own knowledge to address their CPD needs. Inquiry in these types of studies focuses largely 

on teachers defining case features and the differences they exhibit from other individuals in the 

larger population (Yin, 2018). Additionally, knowledge gained from a small sample in case studies 

is often for the purpose of applying it to a larger population (Creswell, & Tashakkori 2007).) for 

further research in the area of interest.  

Data analysis in exploratory case studies involves a thorough examination of the collected 

information (Busetto et al., 2020). Researchers look for patterns, themes and emerging concepts 
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that can contribute to a deeper understanding of the subject (Braun & Clarke, 2006). Additionally, 

there is a need to search the data for patterns which may explain or identify causal links in the data 

(Bazen et al., 2021). In the process, the researcher first concentrates on the entire data set and then 

attempts to take it apart and reconstruct it again more meaningfully (Yin, 2014). I began the process 

of data analysis by organising the data I gathered and searching for patterns by identifying and 

naming the concepts of CPD that emerged during the discussion and the semi-structured 

interviews. I then categorised the data and grouped similar responses into themes. Categorisation 

helps the researcher to compare and contrast the patterns, to reflect deeply on certain patterns and 

complex threads in the data, and to make sense of them (Merriam, 2009). This method is 

sometimes known as "open coding". This is a commonly used method in which the researcher 

identifies and tentatively names the conceptual categories into which the occurrences observed are 

grouped (Linneberg & Korsgaard, 2019). The goal is to create descriptive, multidimensional 

categories that provide a preliminary framework (Creswell & Poth 2018). Analysing the data for 

recurring patterns and themes deepened my understanding of various aspects of teachers' 

professional experiences. It also facilitated the identification of their specific CPD requirements, 

contributing to the formulation of the research findings.  

4.5 Selection of participants  

Sampling refers to the process of selecting a subset of individuals, items, or elements from a larger 

population for the purpose of conducting research or drawing conclusions about the population 

(Creswell & Poth, 2018). There are two types of sampling, namely probability and non-probability 

sampling (Bazen et al., 2021). In random sampling, each member of the population has an equal 

and independent chance of being selected for the sample (Quintão et al., 2020). The purpose of 

this is to ensure that the sample is unbiased and representative of the entire population (Cohen et 

al., 2018). Non-probability sampling involves selecting a sample from a population based on non-

random methods, such as convenience or judgement (Creswell & Creswell, 2017). It is employed 

to select participants that have defining characteristics which are crucial in answering the research 

questions and providing in-depth and rich data (Bazen et al., 2021) and is often employed in studies 

where a relatively unexplored field of study is the focus (Hennink & Kaiser, 2022). Such sampling 

includes techniques such as convenience, purposive, snowballing and quota (Creswell & Creswell, 

2017). Since I sought to capture in-depth insights about the CPD needs of the ESL teachers based 

on their individual and contextual needs, purposive sampling was used to select the participants 

(Cohen et al., 2018). Purposive sampling is a popular method for selecting participants in 

qualitative research and is focused on gaining deep insights from representatives of a target group 



69 
 

(Creswell & Poth, 2018; Nakambale, 2018). Members of the sample are chosen with a “purpose” 

to represent a phenomenon or group in relation to a key criterion (Quintão et al, 2020).  

Purposive sampling involves the intentional selection of participants or items based on specific 

criteria (Creswell & Poth, 2018). This means researchers who use this type of sampling have a 

clear purpose in mind when choosing who or what to include in the study (Hennink & Kaiser, 

2022). As a scholar with an interest in teachers and CPD, using the right sampling type is 

paramount to my study to give me the correct information on and insight into teacher CPD. My 

focus was on using the best sampling approach to choose my participants strategically, in this case 

non-probability sampling was used. This kind of sampling elicited in-depth views from the 

teachers on their experiences of CPD over the years during which they have been teaching ESL in 

schools.  

The research targeted teachers with specific characteristics such as being an in-service teacher, as 

well as teachers with more than three years’ teaching experience in ESL. Their extensive 

experiences were also considered to ensure they could offer valuable insights into their CPD 

experiences accumulated over the years. Participants were chosen because they were expected to 

provide information or insights that were directly relevant to the research objectives or questions 

(Palinkas et al., 2015). This study aimed to accomplish two main objectives: firstly, to describe the 

CPD needs of ESL in-service teachers according to their idiosyncratic needs, and secondly, to 

elucidate the contextual experiences influencing these identified CPD needs. To acquire this 

information in a field that is relatively unexplored, particularly in Namibia, participants were 

chosen from secondary schools in the Windhoek area within the Khomas region, where they were 

teaching learners ranging from Grade 9 to Grade 12. This specific approach was deliberately 

employed to ensure that the information collected from them aligned with the primary objective 

of the study and, as a result, to provide answers to the research questions. Hence, purposive 

sampling relies on predefined criteria for selection, which may include characteristics such as age, 

gender, expertise, experience and unique perspectives (Bazen et al., 2021). Additionally, all 

participants had to meet the qualification criterion of being qualified ESL teachers to enable them 

to reflect on their professional goals and needs with regard to their ESL teaching careers. 

4.6 Data generation  

The data collection stage is a crucial part of the qualitative research process, for it is during this 

period in the research that the researcher needs to reflect on the kind of methodologies adopted 

and the specific techniques used for collecting the data and their suitability to answering the 

research question. The researcher should also reflect on the role that their presence as a researcher 
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plays in the entire data collection process (Kalu & Bwalya, 2017). Data collection in an exploratory 

case study research is typically extensive, drawing on multiple sources of information such as 

observations, interviews, documents, and audiovisual materials (Creswell & Poth, 2018). Given 

that qualitative research is characterised by flexibility, openness and responsiveness to context, 

data collection and analysis are not as separate and consecutive as they tend to be in quantitative 

research (Busetto et al, 2020). This study generated data using three different sources, namely, 

document analysis, focus group discussion and semi-structured interviews.  

4.6.1 Focus group discussion 

A focus group discussion is a method for collecting qualitative data from a selected group of 

individuals (Guest et al., 2020). Given that a focus group discussion allows for participants to build 

on each other’s ideas and comments, it serves to collect in depth qualitative data about a group’s 

perceptions on, attitudes to and experiences of a defined topic (Merriam, 2009), which is difficult 

to achieve with other research methods. In this case, the topic entailed exploring the self-directed 

CPD needs of English language teachers in selected Namibian secondary schools. I sought to 

inquire about teachers’ CPD needs, to understand their contextual experiences that informed their 

CPD needs, and how they addressed or wanted their needs to be addressed through a community 

of practice. Accordingly, through focus group discussion the participants had the opportunity to 

engage and reflect on their own and others’ experiences (Bazen et al., 2021) throughout their ESL 

professional careers. 

Moderators of focus groups can observe engagement and interactions among participants, thus 

gaining an overall sense of group consensus. Participants are thus provided with an opportunity to 

socialise and cultivate their identities as ESL practitioners in their workplaces (Creswell & Poth, 

2018). In my role as a moderator during this exercise, I closely monitored the participants' 

interactions and engagements, noting the emergence of collective agreement within the group 

(Baxter & Jack, 2008). This data collection method was informed by a self-directed theoretical 

framework, as bringing participants together as a collective allowed them to independently 

recognise their CPD requirements and to collaboratively address current challenges by combining 

their individual experiences (Patton, 2002). Through collaboration they shared their concerns or 

problems which further deepened their expertise as members of a community and consequently, 

together, they identified solutions, rather than waiting for external expertise to design solutions for 

them (Busetto et al., 2020).  

The group participants selected for my study consisted of ESL teachers from a number of 

secondary schools in Windhoek, Namibia. I conducted one focus group discussion with ESL in-
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service teachers in a noise-free room and prepared in such a way that participants would be 

comfortable and relaxed. The discussion lasted for about 60 minutes with some participants 

attending in person and some online. For the online participants, I used the Teams meeting 

application to record the session. In the room, I used an audio recorder to record the participants’ 

views, which allowed me the opportunity to gather data on the facts they shared, the opinions they 

held and the attitudes they expressed regarding CPD. The participants were initially presented with 

a series of questions as an introductory step before delving into the main discussion (see Appendix 

A). I began by requesting that they share their personal experiences of teaching English as a Second 

Language (ESL) in various classroom and school settings. This initial step was aimed at gaining 

insight into their unique backgrounds as ESL teachers in secondary schools. It also provided an 

opportunity for them to discuss the challenges they faced within their specific contexts and how, 

as reflective practitioners, they had addressed or envisioned resolving these challenges. Another 

question pertained to their preferred structure for the CPD they receive. This inquiry sought to 

ascertain the voice of teachers in the CPD activities they receive and whether the CPD was self-

directed or not. Without these insights, their capacity to identify their own learning and take 

responsibility for their own learning through different avenues would have been limited (Yin, 

2014).  

4.6.2 Semi-structured interviews 

In qualitative research, interviewing participants is one of the most frequently used data collection 

instruments (Diop, 2021). The qualitative research interview is further described as an attempt to 

understand the world from the subject’s point of view, to unfold the meaning of their experience 

and to uncover their lived world (Creswell & Poth, 2018). The aim of semi-structured interviews 

is to elicit understandings from the participants, not to tell them what to say, but rather to offer 

pathways to conceptualise issues and to make connections that “coalesce into emerging responses” 

(Peel, 2020). I used semi-structured interviews to gain the ESL teachers’ insights into their 

idiosyncratic experiences and opinions which are specific to their contexts, as opposed to facts or 

behaviour. The semi-structured interviews comprised open-ended questions framed to cover broad 

areas of interest about their experiences of CPD (Merriam, 2009). During the semi-structured 

interviews, I gathered the teachers’ understandings of CPD and how it is executed within their 

contexts, as well as probing how their individual contextual and idiosyncratic experiences shape 

their CPD needs (Busetto et al., 2020). To steer this process, I used an interview guide (see 

Appendix B) which covered sub-questions derived from the focus group discussion held earlier 

and from the literature review conducted for this study. Semi-structured interviews are an 

important aspect of qualitative studies, as they have the advantage of being interactive and allow 
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for unexpected topics to emerge and to be discussed by the researcher during the conversation with 

participants (Peel, 2020).  

I conducted one semi-structured interview with each of the eight teachers, as a follow-up to the 

focus group discussion. These interviews lasted approximately 20 to 30 minutes per person and an 

audio recorder was used to record them. During the interviews, I enquired about the teachers’ 

understanding of the term “continuous professional development” (CPD) to explore their 

knowledge and understanding of CPD. I further requested them to share the strategies that were in 

place to address their professional needs. This inquiry sought to uncover the existing professional 

development initiatives within their schools, with the objective of discerning whether these 

activities leaned towards traditional or transformative CPD approaches. Another question enquired 

about whether the CPD activities in place fulfilled their individual needs. This was meant to 

examine whether their individual CPD needs were considered and to find out the source of the 

CPD content they received. Overall, these questions helped the researcher to understand the 

participants’ experiences that shaped their CPD needs. 

4.6.3 Document analysis 

Document analysis is a systematic procedure for reviewing or evaluating documents both printed 

and electronic (Merriam, 2009). It requires that data be examined and interpreted to elicit meaning, 

gain understanding, and develop empirical knowledge (Bowen, 2009). Other researchers (Baxter 

& Jack, 2008; Yin, 2014) explain that document analysis involves the study of existing documents, 

either to understand their substantive content or to illuminate deeper meanings that may be 

revealed by their style and coverage. In my study, the documents I reviewed are official primary 

sources because they are the original documents of the MoEAC relating to CPD in the Namibian 

education system. The data available in this respect were limited owing to the scarcity of published 

research on teacher CPD in the Namibian educational context, as noted by Ithindi (2019). Even 

less information is available on self-directed CPD for language teachers in Namibia. 

My goal in reviewing these documents was to delve deeper into the principles, aims and intentions 

of the Namibian CPD framework. Hence, I analysed the framework and the implementing 

guidelines to explore the given CPD approaches and to show the current CPD environment for the 

Namibian ESL teacher. I specifically looked at the purpose of the framework and the implementing 

strategies and evaluation processes involved to attain the intended outcomes, highlighting how 

self-directed practices are incorporated in each stage. This was important for my research because 

it provided insights into how the self-directed needs of teachers are handled, how teachers handle 

their own CPD needs, the source of CPD activities, and whether teachers' voices and contextual 
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needs inform these CPD activities. After analysing the CPD framework document, I further 

analysed it in light of the transcripts of the recorded interview sessions conducted with the 

participants.  

4.7 Inductive thematic analysis 

Thematic analysis is a qualitative research method used to identify, analyse and report patterns or 

themes within a dataset, often in the form of textual data (Braun & Clarke, 2006). It involves 

systematically examining and interpreting the content of the data to gain a deeper understanding 

of the underlying themes, concepts or ideas present (Peel, 2020). According to Clarke and Braun 

(2013), there are two types of thematic analysis, namely, deductive and inductive. Deductive 

thematic analysis begins with a predefined set of themes or codes based on existing theories, prior 

research or specific research questions. Researchers then apply these predetermined themes to the 

data (Riessman, 2008). This type of analysis is useful when the research is guided by specific 

hypotheses, or theories, or when researchers want to test pre-existing concepts within the data 

(Braun & Clarke, 2006). In inductive thematic analysis, researchers start with little to no 

preconceived themes or codes, allowing themes to emerge from the data through a systematic and 

iterative process (Patton, 2002). Inductive thematic analysis is often chosen when the research 

aims to explore a new or poorly understood phenomenon, allowing themes to naturally surface 

from the data (Creswell & Poth, 2018).  

Inductive thematic analysis, firstly, is well-suited when the research objective is to gain a deep and 

open understanding of a phenomenon, particularly when little is known about it (Nowell et al., 

2017). In the context of Namibian ESL teachers' self-directed CPD, there may be limited prior 

research or established theories (Nakambale, 2018), making it necessary to explore the topic from 

the ground up. Secondly, inductive thematic analysis allows for flexibility in identifying and 

exploring emerging themes (Stake, 2005), as it does not impose preconceived notions or rigid 

frameworks onto the data (Riessman, 2008). This is essential when studying self-directed CPD 

practices, which might vary significantly from one teacher to another and from one context to 

another. Thirdly, inductive thematic analysis is particularly valuable when studying a topic in a 

specific cultural and educational context like Namibia (Saldaña, 2016), as it allows researchers to 

capture the culturally embedded factors that influence self-directed CPD practices. ESL teachers 

in Namibia may have distinct needs, barriers and opportunities that can only be discovered through 

an inductive approach (Peel, 2020).  

Fourthly, this approach aligns with a participant-centred approach, emphasising the voices and 

experiences of ESL teachers themselves (Nowell et al., 2017). It empowers teachers to express 
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their perspectives on self-directed CPD, ensuring their views are not overshadowed by 

preconceived theories or researcher bias (Saldaña, 2016). Lastly, inductive thematic analysis 

enhances research transparency because it makes the research process clear and replicable (Clarke 

& Braun, 2013). It involves systematic steps for coding and theme development, which can be 

documented and reported in a way that adds credibility to the study (Linneberg & Korsgaard, 

2019). I used the six phases of inductive thematic analysis as detailed by Braun and Clarke (2006), 

namely, familiarisation with the data, generating initial codes, searching for themes, reviewing 

themes, defining and naming themes and writing a report. These stages are iterative in nature to 

provide the required flexibility, complexity and structure for researchers to scrutinise the data 

comprehensively and to interpret them systematically (Peel, 2020). 

 

Figure 5: The Six Phases of Thematic Analysis (Braun & Clarke, 2006) 

 

4.7.1 Familiarising myself with the data 

In the first step of the analysis, I went through the different types of data that I had gathered during 

my study by reading documents and conducting the focus group discussion and interviews. This 

process began even before meeting with the participants. For example, I examined the existing 

CPD documents in the education system early on and highlighted related ideas and trends. I then 

continued with this trend by familiarising myself with more data by noting down the teachers’ 
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CPD needs articulated in the interviews and the group discussion. This allowed me to write detailed 

descriptions of the data such as those from the interviews, which are discussed in the next chapter. 

4.7.2 Generating initial codes 

In the second stage, I generated initial ideas by coding interesting features of the data in a 

systematic way across the data set (Braun & Clarke, 2006). To unpack the various dimensions, I 

assigned codes to the different parts of the interviews, group discussions and official documents 

using printed document, with each one coded differently based on their relations to the research 

question’s themes. For instance, I used codes like ‘self-directed activities’, ‘individual CPD 

needs’, ‘reflective practice activities’, ‘updating one’s knowledge’, ‘collaborative practices’ and 

many more. This applied to the entire data set, allowing me to recognise distinct patterns and 

structure the data into broader themes.  

4.7.3 Searching for themes 

During the third stage of analysis, I searched for potential common themes by gathering all similar 

contextual experiences that shape the teachers CPD needs through reflection. I also searched for 

similar themes in the CPD framework document related to the kind of CPD provided to language 

teachers, as well as common themes on what informs the CPD activities provided to the teachers 

by the MoEAC. During interviews I further looked for themes in the activities teachers engage in 

when they reflect on practice and take ownership of their professional development as agents of 

their CPD. I then tried to merge the different codes into themes and subthemes. In the subsequent 

stage of writing my thesis, these themes were regularly examined for improvement. 

4.7.4 Reviewing themes 

This stage involves a researcher conducting a review on the themes generated in the previous stage. 

This can be done on two levels (Braun & Clarke, 2006) where level one involves reviewing at the 

level of the coded data extracts and level two involves a similar process, but in relation to the entire 

data set. For my study, I looked through various data sets from the focus group interviews, semi-

structured interviews and my reflective journal in order to become acquainted with their content 

and to acquire a sense of the perspectives and ideas expressed (Mofolo, 2017). To ensure that every 

word recorded was captured in the interview transcripts, data from the audio-recorded focus group 

discussions and interviews were reviewed multiple times and then transcribed verbatim.  

I sought to review all these themes by examining whether they worked in relation to the coded 

extracts and to see whether they appeared to form a coherent pattern; then I considered whether 

the participant responses reflected the meanings evident in the data set as a whole. This was a big 

challenge for me, as it required me to constantly go back and forth to ensure that my entire data 
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set was fit to answer the research questions. I subsequently grouped the data in a table so as to 

generate a thematic ‘map’ of the analysis and to gain a clear view of them to identify the different 

findings pertaining to most of the themes in the study and ensure the findings were supported by 

the data.  

4.7.5 Defining and naming the themes 

Suring the fifth stage I defined and refined themes for analysis and generated clear names for the 

themes I identified. According to Braun and Clarke (2006), the fifth phase begins when you have 

a satisfactory thematic map of your data. Through refinement the researcher needs to identify 

whether particularly large and complex themes contain any subthemes in order to give them 

structure, and also for demonstrating the hierarchy of meaning within the data. For my study, 

themes like the teaching experiences of participants, the grades taught, the CPD training received 

and types of CPD involved, as well as contextual experiences, were well defined in the data 

analysis process.  

4.7.6 Producing the report 

After defining the themes by generating clear definitions and names for each theme, I conducted 

one last analysis by selecting vivid examples, relating the analysis back to the research questions 

and literature. Following this, extracts from the interview transcripts and other data sources were 

incorporated, and fieldnotes were added where appropriate within those chapters in the form of 

descriptions, which is one of the most common ways of presenting data (Diop, 2021) in a thematic 

approach.  

4.8 Strategies for ensuring trustworthiness 

Trustworthiness refers to the measure of quality and the extent to which the data analysis is 

believable and trustworthy (Maree et al., 2019). This is why the soundness of the research should 

be reflected in the entire proposal (Klopper, 2008). I ensured the trustworthiness of my study using 

Maree et al.’s (2019) criteria which I believe should be considered by qualitative researchers in 

pursuit of a trustworthy study. These criteria include credibility, transferability, dependability, and 

confirmability.  

4.8.1 Credibility 

Credibility determines whether the researcher has established confidence in the truth of the 

findings with the participants and within the context in which the research was undertaken (Morse, 

2015). According to Kalu and Bwalya (2017), credibility refers to the accuracy of findings and 

how the researcher attempts to demonstrate that a true picture of the phenomenon being 
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investigated is presented. It addresses the issue of whether consistency exists between the views 

of the participants and the researcher’s representation of them (Creswell & Poth, 2018). The 

credibility of the study can be achieved by using various methods such as interviews and focus 

group discussion, as was done in my study. These are appropriate, well-recognised methods within 

qualitative research (Creswell & Miller, 2000). 

I employed multiple research instruments to maintain consistency and develop early familiarity 

with the participants, as well as including detailed data collection methods. One important method 

I used to gain credibility (Morse, 2015) for my data, is triangulation, defined by Stahl and King 

(2020) as the process of utilising multiple data sources to identify themes emerging from data 

analysis. The multiple sources I used in my study are (teachers) and public documents (CPD 

framework), and the multiple research methods I used were document analysis, focus group 

discussion and semi-structured interviews. By employing triangulation, I gained a deeper 

understanding of the significance of self-directed CPD in Namibia, as well as an understanding of 

the CPD needs of ESL teachers and how their contextual experiences impact the CPD needs they 

highlighted. These insights were derived from a variety of sources and data collection methods, 

ultimately enhancing the coherence and reliability of the data generated (Yin, 2018). 

4.8.2 Confirmability  

Confirmability refers to the degree of neutrality or the extent to which the findings of a study are 

shaped by the participants and not by researcher bias, motivation or interest (Yardley, 2000). The 

best way to ensure confirmability is to use reflection journals to record memories of the process 

of conducting the research as it is being carried out (Klopper, 2008). In this study I declared my 

own disposition and apply audit trails and triangulation. Morse (2015) claims that confirmable 

findings can also be supported by studies and academic readings by other researchers who engaged 

in similar studies. This study has acknowledged similar studies in Chapter 2 to provide a wide 

variety of insights into the stages of my research and to confirm my findings. 

4.8.3 Dependability  

Lastly, dependability is the notion that the methodological process is logical and traceable and is 

being documented (De Urioste-Stone et al., 2018). Through the research design and its 

implementation, the operational details of data gathering and the reflective appraisal of the project 

is demonstrated (Creswell & Miller, 2000). I ensured dependability for my study by keeping a 

reflective journal from day one of data collection and analysis. In this journal I recorded all events, 

alternatives and the choices I faced when constructing my methodology. As an interpretivist 

researcher I came to understand that what teachers know about teaching is socially constructed 



78 
 

from their experiences and how they use their knowledge in class is highly interpretive, socially 

negotiated and continually restructured within the classroom where they work (Freeman & 

Johnson, 1998). Therefore, the documentation and record keeping of interview audios, transcripts 

and notes provided a data trail for the collection process which enhanced the dependability of my 

study (Yardley, 2000).  

4.8.4 Transferability  

Transferability as explained by Kalu and Bwalya (2017) refers to the ability to invite the readers 

of the research to make connections between the elements of a study and their own experience or 

research, rather than making generalisation claims. To attend to the transferability aspect of my 

study, I used two strategies often used in qualitative studies to increase transferability, namely, 

thick description of the methodology and purposeful sampling (Patton, 2002). For the former, I 

provided readers with a comprehensive and intentional overview of the context, participants and 

research design so that they could make their own conclusions about the transferability of my 

work. For the latter, purposive sampling, which allows for the identification of key respondents, 

centred my investigation on a knowledgeable group (Shenton, 2004) and provided insight into how 

self-directed CPD for language teachers can be instrumental in improving learner outcomes. 

Unlike in the positivist traditions, generalisation in qualitative research is not aimed at making 

some grand statistical claims of research findings from a large randomised representative sample 

and applying them to a wider populace. Instead, the concern is more with the richness and depth 

of the data and making sure that the findings can be transferable and have some relevance when 

applied to other contexts, situations or individuals (Houghton et al., 2012). Therefore, the aim of 

my study was not to generalise the findings, but to ensure they could be applied to other similar 

circumstances (Merriam, 2009) in Namibia or elsewhere in the region. 

4.9 Ethical considerations  

Ethical considerations refer to the protection of the participants’ rights and confidentiality, as well 

as a general sensitivity, by obtaining informed consent and adhering to the institutional review 

process (Polit & Beck, 2010). From the standpoint of Peel (2020), it is a vital part of research to 

highlight the ethical implications for the research before initiating any investigation. Similarly, 

Kalu and Bwalya (2017) assert that research can present risks to participants and thus the 

researcher has an obligation to ensure that participants’ wellbeing is safeguarded throughout the 

research process. This involves adhering to the standard ethical principles by respecting the 

autonomy of the participants, protecting participants from harm, and ensuring confidentiality, 

informed consent and voluntary participation (Yardley, 2000). As a qualitative researcher, I 
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wanted to ensure that the best interests of the participants were protected by adhering to ethical 

issues. Accordingly, I applied to the Rhodes University Ethics Committee for ethical authorisation 

to conduct my research, subsequently obtaining authorisation/ethical clearance to perform the 

research in accordance with Rhodes University's ethical principles. This was to ensure that 

informed consent, the right to withdraw, confidentiality and anonymity were complied with 

throughout my study. A letter was submitted to the Khomas regional Director of Education 

requesting permission to conduct research at selected secondary schools. Thereafter I wrote 

another formal request for permission to the school principals of the schools where I intended to 

engage with the teachers. Both letters included a full description of the research objectives and the 

potential benefits of my study, and the research began only after approval from the Director of 

Education (see appendix V). The particular aspects attended to are discussed in the following 

sections. 

4.9.1 Informed consent  

According to Merriam and Tisdell (2015), participants should be informed about the nature of the 

study so that they can choose whether to participate. To attend to informed consent, I invited 

participants to take part in my study and I informed them about the nature of their participation, 

how data would be collected, and the length of the focus group and interviews. I also informed 

them about their right to withdraw at any stage should they wish not to continue with any interview 

or discussion. An informed consent letter was given to the participants after meeting with them 

which they then signed as proof of their agreement to participate in the study. The consent letter 

contained a short description of the request to take part in the study with spaces to fill in their full 

names, signature and date of consent. I also explained to them that this procedure was part of 

Rhodes University requirements and that their verbal consent would not have been sufficient. 

4.9.2 Confidentiality and anonymity  

In a good qualitative research study, the researcher accounts for transparency and accountability 

in the way the research was conducted by openly stating and demonstrating to the reader how the 

respondents’ anonymity was preserved (Kalu & Bwalya, 2017). According to Patton (2002), 

confidentiality refers to the researcher's responsibility to protect the identity and personal 

information of research participants. This means that any data provided by the participants should 

be kept confidential and not disclosed to anybody who is not directly involved in the research 

(Creswell & Poth, 2018). Researchers frequently employ pseudonyms or other means to ensure 

that participants' real identities are not linked to their responses or data (Guest et al., 2020). 
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Anonymity is achieved by not collecting any identifying information from participants as well as 

by using codes or numbers instead of names or other personal details (Maree et al., 2019).  

To address confidentiality and anonymity, I assured all participants that their identities and those 

of their schools, as well as their individual responses, would be kept confidential throughout the 

study to maintain anonymity. Therefore, in my study anonymity was assured since the results were 

reported without revealing the identity of the participants. I was aware that owing to my position 

in the Ministry, some participants might feel compelled to conform. However, I assured them that 

I would in no way threaten their jobs if they did not participate; instead their presence would 

contribute genuinely to this study and would benefit the future of professional development for 

employees of the MoEAC in Namibia. To maintain confidentiality, I kept all the data I obtained 

from the focus group discussions and interviews (audio recordings) on my personal laptop, saved 

on the cloud, where it was only available to me for academic purposes.  

4.9.3 Right to withdraw from the study  

The right to withdraw from a study is an important ethical principle in qualitative research. This 

refers to the participant's entitlement to discontinue their involvement in the study at any point 

without facing any negative consequences or repercussions (Creswell & Poth, 2018). This right is 

based on the principle of informed consent, which requires that participants are fully aware of their 

rights and responsibilities before they decide to participate in the research (Arifin, 2018). In this 

study, I provided clear and comprehensive information about the research, its objectives, the study 

procedures, and the potential risks and benefits to participants before the study (Creswell & 

Creswell, 2017), which empowered participants to make a well-informed choice regarding their 

participation in the study. Another aspect of upholding the right to withdraw from the study was 

to ensure the participants' involvement in the research was entirely voluntary. Hence, they were 

not subjected to coercion or pressure to take part, and I explicitly communicated to them that they 

had the option to withdraw from the study if they no longer wished to continue. Furthermore, the 

right to withdraw was not limited to the initial decision to participate (Polit & Beck, 2010) as 

participants remained aware of their right to withdraw throughout the course of the study and were 

free to exercise this right at any time, even after they had initially agreed to participate. 

Subsequently, one of the participants withdrew from the study for personal reasons.  

Overall, the right to withdraw is a fundamental ethical safeguard in qualitative research, ensuring 

that participants have control over their involvement and that their autonomy and well-being are 

respected throughout the research process. As a result, after explaining the nature of their 
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involvement, I made it clear to the participants that their participation in the research was entirely 

voluntary until the end of my data generation process.  

4.10 Positionality  

Positionality refers to an individual's perspective and the standpoint they adopt in relation to a 

research endeavour and its societal and political context (Holmes, 2020). Essentially, it 

encompasses an individual's worldview, including their ontological and epistemological beliefs, 

as well as their assumptions about how we engage with and relate to our environment (Holmes, 

2020, p. 1). Within the scope of my study, I made a concerted effort to maintain respect and express 

my profound appreciation for the valuable contributions of the participants. It is important to note 

that I hold the position of Chief Education Officer at the MoEAC, where my responsibilities 

include overseeing the implementation of the English Language curriculum and coordinating CPD 

activities. My typical interactions include collaborating with senior education officers (SEOs) 

stationed in various regions, particularly the SEO (Advisory) tasked with supporting ESL teachers 

in regard to the curriculum. 

Given my role, participants might have perceived me as an authoritative figure, potentially 

influencing their decision to participate or not. However, it is worth emphasising that, while 

teachers may have been familiar with my name, I do not work directly with them but rather with 

their immediate supervisors. This aspect of my role appeared to facilitate interactions, as I 

encountered no challenges related to securing consent from participants based on my position. 

Furthermore, I took measures to ensure that participants did not feel compelled to engage or share 

their thoughts, experiences and emotions. I conveyed to them that, like them, I was a colleague 

striving toward the common objective of enhancing ESL teaching and learning in Namibia. I 

reassured them that my role did not entail passing judgement on them, underscoring that the group 

discussions and interviews would solely serve research purposes and not have any bearing on their 

professional standing. 

4.11 Chapter summary  

This chapter presented the methodology I used to explore the self-directed CPD needs of ESL 

teachers in secondary schools in Namibia. I have elucidated and substantiated the selected research 

epistemological and methodological paradigms, the sampling methodology, and the tools 

employed for data collection, all of which were applied to acquire the requisite data from the study 

participants. A comprehensive exposition on the six stages of thematic analysis, tailored to suit the 

specific requirements of my study, was provided. This discussion elucidated how the data were 

structured into distinct themes and data sets, facilitating a coherent interpretation of the CPD needs 
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and experiences of the participants. Furthermore, this chapter addressed the various 

trustworthiness strategies, encompassing measures aimed at upholding credibility, confirmability, 

transferability and dependability. Ethical considerations were also thoroughly observed in this 

context. The next chapter will present and interpret the data generated and discuss the findings. 
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CHAPTER 5 

PRESENTATION OF FINDINGS 

5.1 Introduction 

In Chapter 4, I presented the methodological plan that influenced my study in exploring the self-

directed, continuous professional development (CPD) needs of English language teachers in 

selected Namibian secondary schools. I explained the methodology used in the study – a qualitative 

study situated within an interpretivist paradigm using an exploratory case study. I also provided 

the data generation techniques used to describe the sample selection and data collection and 

analysis procedures. In this chapter I present the data from the findings provided by in-service ESL 

teachers in secondary schools in Namibia on their specific CPD needs and their contextual 

experiences that shape these needs. I discuss the findings in line with the research questions. These 

findings were developed by analysing the data provided by the selected sample. The analysis 

resulted in three themes explaining the needs and contextual experiences of English second 

language (ESL) in-service teachers in Namibian secondary schools. The eight study participants, 

who were in-service ESL secondary school teachers in Namibia, were selected using purposive 

sampling. Specifically, the chapter provides answers to the following research questions:  

i. What specific CPD needs do in-service ESL teachers have on an individual level? 

ii. What contextual experiences shape the CPD individual needs highlighted by the ESL 

in-service teachers? 

To safeguard the confidentiality of the participants and their personal information, I used 

pseudonyms to identify them. This approach ensured that their identities remain unlinked to their 

responses. The assigned pseudonyms represent the teachers’ input as outlined below. The first 

teacher, Teacher A1, was assigned the code TA1. This form of coding continued up to and 

including the last teacher, Teacher H8, who was assigned the code TH8. Additionally, the number 

indicated after the teachers’ assigned code e.g. TC3:6 represents the page number where the 

teacher’s comment is stated in the interview transcript. If it indicates more information after the 

teachers’ assigned code e.g. TG7:9FGD, the 9FGD indicates that the teacher’s comment is stated 

on page 9 of the Focus Group Discussion transcript. All the documents are attached as appendices 

at the end of this document.   In the following section, I discuss the biographical data pertaining to 

the participants by giving a brief profile of each teacher.  
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5.2 Biographical data of research participants 

Biographical data provided a holistic picture of the age, qualifications and experiences of the 

participants to enhance the findings of the study. These aspects were considered to ensure that 

participants were aligned to the selection criteria for the study. The biographical data revealed that 

all participants were qualified ESL teachers and most fell into the 24–44 age group. This is in line 

with the fact that most teachers in Windhoek secondary schools fall into this age group. 

Additionally, data comprised, inter alia, participants’ age, years of teaching experience, level of 

education and the geographical location of the schools they teach. 

(TA1) is a confident young male ESL teacher, with five years of teaching ESL at a secondary 

school located in the middle-class area of Windhoek city. He holds a Bachelor of Education 

Honours and recently completed his Master’s in English and Applied Linguistics. He currently 

teaches ESL to Grade 11. He described his teaching experience as challenging, particularly in 

navigating diverse learners and addressing issues related to discipline. In recounting his 

experiences, I sensed a self-assured young man with a strong desire to make a significant difference 

in his ESL classroom. His goal is to establish a rewarding and safe environment for both his 

learners and his school community.  

(TB2) is a warm and compassionate young female ESL teacher, with four years of ESL teaching 

experience. Her school is situated in the lower middle-class area of Windhoek city. She holds an 

Honours degree in Education and is currently teaching ESL to Grade 9. Despite her four-year 

tenure as a teacher, she has encountered challenges in her journey, mostly stemming from language 

barriers faced by ESL learners. One notable aspect of Teacher B2’s approach is her emphasis on 

involving parents in the learning process, actively seeking ways to create a supportive network 

that can contribute to her learners' improvement in ESL skills. Her journey as an ESL teacher 

reflects not only the challenges inherent in language education but also the resilience and 

commitment required to address them effectively. 

(TC3) is an optimistic middle-aged female ESL teacher who has been teaching ESL for 14 years. 

She holds a Bachelor of Education Degree with an English major and teaches Grades 10 and 12. 

She considers herself an expert in the target language (ESL), because of the kind of support she 

receives from her supervisor who nurtured her professional career. She explains her teaching 

experience as a smooth journey which she enjoys because of the constant lessons she picks up 

every day. Her ambition is to give the best to her learners through the integration of ICT in her 

ESL classroom. 
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(TD4) is an enthusiastic and experienced middle-aged ESL teacher with a remarkable 18 years in 

the teaching profession. She holds a Bachelor of Arts Degree and a Master of Philosophy in 

cultural heritage and tourism. Currently teaching Grade 10 learners, she has extensive teaching 

experience across all secondary school grades. Her school is in an upper middle-class area of 

Windhoek city where she finds joy in teaching ESL, revealing that she loves how versatile the 

language is, and appreciates its dynamic and ever-evolving nature. She envisions a creative 

perspective for ESL in Namibia, expressing a desire to incorporate more visual learning aspects 

into the ESL curriculum, thus promoting innovation in language education in Namibian schools.  

(TE5) is a passionate middle-aged female ESL teacher, currently teaching Grade 11 at a school 

located in a lower middle-class area of Windhoek city. She has been teaching ESL for 11 years 

and she holds a Basic Education Teachers' Diploma (BETD), a Bachelor of Education Honours 

and Master of Arts in English Studies. She has developed a passion for ESL education and this 

passion has been a driving force throughout her 11-year teaching career. She is passionate about 

leadership and school management, and she has initiated school CPD programmes that 

accommodate learners with diverse abilities. Her goal is to see all learners, regardless of their 

abilities or disabilities, thrive and perform at their best within the educational system. This is 

evident in her advocacy for inclusive education and effective school management, a clear 

reflection of the challenges she encountered in her teaching journey.  

(TF6) is a mature middle-aged female ESL teacher who has been teaching ESL for 17 years. She 

was motivated to be an ESL teacher by the fact that during her time, there weren’t many ESL 

teachers in Namibia. Although she initially pursued a different qualification, she could not secure 

a job and saw an opening as an ESL teacher. This prompted her to pursue a degree in Education 

which she currently holds. She teaches Grades 8 and 10 and her school is situated in a middle-

class area of Windhoek city. She relates her teaching experience as interesting and that learners in 

the city are in a better place to acquire ESL due to language exposure from television and access 

to the internet.  

(TG7) is a vibrant young female ESL teacher. I sensed her enthusiasm about being an English 

teacher. She holds a Postgraduate Diploma in Secondary Education and is currently pursuing her 

Master of Education (MEd). She loves teaching English, and her motivation to be an ESL teacher 

started when she was young. She described her childhood as fun where she would always play 

‘teacher when she was with her friends, and vividly remembered teaching them about verbs and 

nouns. She narrated in a lively fashion how when she was growing up English was always her 

favourite subject and from there, she knew she would be an English teacher. She has six years’ 
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experience in the profession. Her school is situated in a middle-class area of Windhoek city. She 

believes ESL teachers have vibrant ideas that can be shared through collaboration and support 

from higher offices.  

(TH8) is a compassionate middle-aged female teacher, who holds a Bachelor of Education with 

an English major. She has over 13 years’ teaching experience in secondary school and is teaching 

Grades 9 and 12 (currently called AS: Advanced Subsidiary). She loves being an ESL teacher. She 

portrays a deep care for learners with special needs in the mainstream, citing her role as not just 

an ESL teacher but as a mother, a counsellor and a nurse attending to learners’ different needs. 

She wants to see more learning support materials in schools to facilitate the holistic development 

of learners in Namibia. Table 5.1 summarises the biographic data pertaining to the participants. 

Table 5.1: Summary of biographic data of the participants 

 

The age of the participants varied, the sample comprised of both young and middle-aged teachers. 

Of the eight participants, three were between the ages of 25–34 years, three others were between 

35 and 44 and two were between 45 and 54. This may give an idea that there is a good 

representation of teachers in Khomas region between the age of 35 and 44. It may also suggest that 

there may be fewer older teachers especially over the age of 50, which can be viewed as both 

positive and negative. On the positive hand, the presence of predominantly young and middle-aged 

PARTICIPANT ID 
AGE 

GROUP 

ESL 
TEACHING 

EXPERIENCE 
(YEARS) 

LEVEL OF EDUCATION: PROFESSIONAL 
QUALIFICATIONS 

TA1  25–34 1–5 
Bachelor of Education Honours  
Masters in English and Applied Linguistics  

TB2 25–34 1–5 Honors degree in Education 

TC3  35–44 11–15 Bachelor of Education  

TD4 35–44 16–20 
Bachelor of Arts degree 
MPhil degree in cultural heritage and tourism 

TE5 35–44 11–15 

Basic Education Teachers' Diploma, Bachelor of 
Education Honours and Master of Arts, English 
Studies 

TF6 45–54 16–20 Degree in Education 

TG7 25–34 6–10 Postgraduate Diploma in Secondary Education  

TH8  45–54 11–15 Bachelor of Education  
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teachers might indicate a dynamic and innovative teaching environment. On the other hand, the 

absence of older teachers particularly in secondary schools points to a high attrition rate, which 

can lead to difficulty in retaining a quality teaching workforce (Guerriero, 2017), an aspect that 

can impact learners’ performance in ESL in Namibia.  

The findings also revealed that most participants in the Khomas region have five to 20 years of 

experience in teaching ESL, implying most participants had substantial teaching experience and 

were able to give a comprehensive depiction of the CPD needs and challenges experienced by ESL 

teachers in Namibian secondary schools. Having teachers with a considerable teaching experience 

could benefit learners positively, owing to the wealth of pedagogical knowledge these teachers can 

bring to an ESL classroom. For Khomas region, this is an advantage, as it will contribute to 

academic excellence in ESL. However, a limited influx of teachers in the education system can 

also mean limited fresh ideas and pedagogy in the classroom, thus striking a balance between 

experienced teachers and new insights is a critical consideration for secondary schools in Khomas 

region.  

As for professional qualifications, all teachers held a professional qualification, making them well 

suited to teaching ESL in secondary schools. Three participants had obtained a master’s degree in 

the field of language teaching, and another was busy pursuing an MEd degree in English Studies. 

Holding an MEd remains an uncommon practice among teachers in Namibia, with only a small 

fraction furthering their studies in this area (MoEAC, 2020). In the context of Khomas region, this 

could be attributed to the favourable environment for studying provided by the presence and 

accessibility of institutions of higher learning in the city, contributing to professional growth, 

compared to teachers in other regions in Namibia.  

5.3 Findings  

The findings revealed that secondary school in-service ESL teachers’ specific CPD needs are a 

result of their contextual experiences. The analysis brought to light a total of three themes and 

seven subthemes which explain the CPD needs that ESL teachers have on an idiosyncratic level 

and their contextual experiences that shape their CPD needs. The three themes derived from the 

data include i) the need for specialised knowledge and professional interventions; ii) professional 

support for teachers, and iii) self-driven initiatives to improve learning outcomes. The challenges 

expressed during the focus group discussion and interviews formed a crucial part of the analysis 

and gave insight into their specific CPD needs and the solutions they explored when faced with 

challenges. The table below gives a summary of the derived themes and subthemes for this study. 
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5.4 Theme 1: Need for specialised knowledge and professional interventions 

All the participants noted a need for CPD in specialised knowledge and professional intervention. 

These needs referred to what participants highlighted as lacking in their profession, informed by 

contextual occurrences encountered during ESL lessons. Participants were asked to describe their 

classroom experiences and subsequently expressed several challenges, pointing to a common 

challenge that learners face, one that hinders the optimal acquisition of language skills in secondary 

school.  

A a trend of learners that are that are coming to high school that do not know how to read, 
that cannot focus, so it brings in some form of special aspect and so as a normal teacher 
who's just come from university,  not trained in the area of special education or not well 
versed in educational psychology. (TE5:7FDG) 
 
Now in grade 12 (AS) Level, I have a student that struggle to write the word “their”, you 
know, just to spell that word “their” instead of where to put the ‘i ‘where to put the ‘e’, he 
just mix it up. You try right and some of those things you trace them back, it's not that the 
child can't do it, it could be psychological, and you have so many cases like that in the 
mainstream, but you can't do anything, you just have to accommodate them.  
 

They claimed that the challenges they experience drove them to realise a deficiency in their 

professional careers and in their knowledge base, that required specialist knowledge to support 

learners with special needs within the mainstream schools.  

….it would then entail such a teacher engaging in research like the colleague said earlier, 
to figure out how to cope in such an environment, and also how those kinds of learners can 
benefit from their teaching. So, adaptation for instance. (TE5:7FDG) 
 
 
Then one of the challenges, you asked the previous question is that teachers, we also need 
mentors just as my colleague said earlier, mentors, from other schools. (TH8:12FGD) 

Table 5.2: Summary of the study themes 

THEMES SUBTHEMES 

Theme 1: Need for 
specialised knowledge and 
professional interventions  

1.1 Specialised 
knowledge 

1.2 Professional intervention  

Theme 2: Professional 
support for teachers  

2.1 CPD programmes at 
school, region for 
teachers  

2.2 Determiner 
of available 
CPD 

2.3 Teachers 
and Learners 
attitude 
towards ESL 

Theme 3: Self-driven 
initiatives to improve 
learning outcomes 

3.1 Consultation and 
collaboration 

3.2 Use of available resources 
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They also expressed a need for intervention in their professional skills to make their classrooms 

interesting for learners and to maximise their learning environment, as shown above.  

5.4.1 Subtheme 1.1 Specialised knowledge 

Participants revealed a common challenge in their classrooms – the prevalent difficulty faced by 

most learners in reading and writing. This revelation was a result of reflection-on-action where 

they engaged in reflection after their teaching practices to identify this shared challenge. As 

explained in theory by Farrell & Macapinlac (2021), language teachers are responsible for 

examining their professional practice, beliefs and theories, both inside and outside the classroom, 

so that this practice can become meaningful to them. This includes examining learner outcomes to 

determine the extent of the challenges experienced. This in turn informs their CPD needs. At this 

stage in Namibian secondary schools, the ESL syllabus for Grades 8 to 12 requires learners to be 

able to apply advanced reading and writing skills and master higher order thinking skills, and not 

learning how to read. Participants attributed this to the lack of fundamental language skills 

acquired in primary school, skills that are necessary to meet the basic competencies expected for 

their specific grade levels. Participants TC3 and TB2 noted that the absence of necessary language 

skills among learners poses a risk to the attainment of specific grade competencies:  

Learners lack basic language skills, reading, writing, speaking, and listening … most of 
them, not even just a few of them, its most of them. Only a few that have them but when 
they have them the skills need to be polished properly as they are nowhere closer to where 
they should be. (TC3:6)  
 
Learners have failed to acquire the necessary language skills in Primary school and now 
lack the foundation of phonetics and sounds in high school, I don’t think they will make it 
here in secondary school … more than 80%, is just a struggle. (TB2:3) 
 

The findings echo those of a study by Haifidi et al. (2019) which revealed that if foundation 

teachers fail to prepare learners well for using the English language, then no amount of remedial 

teaching at a later stage will achieve the child’s full potential. Participants confirmed that a lack of 

adequately developed language skills in previous grades (primary school) continues to hinder 

effective learning and affects secondary school performance in ESL. Alumbungu and Mpofu 

(2023) further support the findings of this study, affirming that the EGRA project piloted by the 

Ministry of Education, Arts and Culture (MoEAC) in Namibia to evaluate the competencies of 

foundation literacy revealed that many learners in junior primary had problems with reading but 

were nevertheless promoted to the Senior Phase (Grades 4–7) without addressing them. Therefore, 

participants argued that this is the reason why they are experiencing the low learner reading 

proficiency in secondary school now and indicated the need for CPD to address this issue. In 
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addition, during the focus group discussion, participant TE5 also observed she had numerous 

learners who exhibited psychological and learning challenges that warranted professional 

assistance:  

I do not know if it's just emerging, but for me there’s a trend of learners that are coming to 
high school that do not know how to read, that cannot focus, so it brings in some form of 
special aspect and so as a normal teacher who's just come from university who's not trained 
in the area of special education or not well versed in educational psychology. (TE5:7FGD) 
 

Like teacher TE5, based on her observations and having experienced these learners, teacher TG7 

expressed her concern about learners who appear to be placed in mainstream school while they 

could benefit more from a specialised education environment:  

I mean you are working with kids who are not even fit for mainstream school, and it looks 
like we don't have special schools in Namibia or special needs schools in Namibia, so all 
these kids are literally packed in the mainstream and sometimes there's little you can really 
do to try and help them. (TG7:9FGD) 
 
You were not really trained to know how to help them, you can just see clearly see that this 
child has a problem, for example but you just try the best you can to help and hoping that 
the child eventually, I mean that is just a in fact a very a small case ….but you find that a 
lot of children in the mainstream, they suppose not really to be there, just like one of us 
already mentioned. (TH8:12FGD) 
 

The need for specialised CPD training implies that the current state of professional development 

provided to teachers does not adequately address the complexities associated with teaching 

learners with special needs in mainstream classrooms. This may be due to the traditional teacher 

CPD approaches used in Namibia, like workshops and cascade approaches, which do not consider 

teachers’ idiosyncratic needs and contexts but are generally decided at the regional or national 

levels, ignoring teachers’ contextual needs as revealed by Abakah et al. (2022) and UNAM (2013). 

In a similar vein, researchers (Alshaikhi, 2020; Haufiku, 2022; Sancar et al., 2021) confirm that 

traditional methods of teacher development have long served as the cornerstone for improving 

teachers’ abilities and expertise regionally, locally and globally, and Namibia is no exception. It 

also suggests that the knowledge base of ESL teachers gained from their pre-service training is not 

adequate to address the challenges they face in their classroom every day. Hence, based on their 

contexts, they stressed the need for a specialised additional knowledge base from special education 

experts to support learners with reading deficiencies and learners with special needs in mainstream 

schools.  

Both Shulman’s (1986) and Freeman and Johnson’s (1998) theories of the school context resonate 

with these findings, noting the synchronic and diachronic influences that the sociocultural contexts 
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of schools and the social processes of schooling have on the pedagogical practices of teachers in 

ESL. The implication is that the different contexts ESL teachers find themselves in, are what drive 

what they need to know to teach their lessons effectively. This implies that their challenges inform 

the type of CPD they ought to receive to achieve professional success, in this case the need for 

intensive CPD in special education to respond to this challenge. The needs highlighted by the 

participant related to the theoretical framework of this study of reflective practice, showed that 

participants reflected on their circumstances. Hence, it is by engaging in reflective practices that 

teachers come to recognise the diverse needs of learners with special requirements in ESL 

classrooms, emphasising the importance of ongoing and specialised CPD to meet these challenges 

effectively. 

5.4.2 Subtheme 1.2 Professional intervention  

Participants discussed the kind of professional interventions they needed to address their current 

challenges and to assist learners holistically. They cited the need for mentors, teacher shadowing, 

education specialists and integration of technology in their ESL classes. According to the literature, 

these are effective methods for teacher professional development because professional learning 

takes place within the school context, enhanced by having dialogues with colleagues which 

increases collegiality among teachers (Mwila et al., 2022). Participants shared the following on 

their CPD needs: 

And I think one thing that is also lacking is we need mentors in schools, because we have 
a lot of new teachers, just graduated and it's like there's not proper guidance what to do. 
(TH8:8) 
 
Maybe getting support for me, I think getting that support from specialists, someone at 
least who's more knowledgeable, for me I think that would really do (TB2:5) 
 
Yeah, when it comes to collaboration, I think there should be a programme put in place for 
the exchange of teachers from school to school, because we have schools that are 
performing well there are also schools that are not performing well. (TF6:5) 

 

These different viewpoints can be discussed in relation to the prior knowledge of teachers from 

where they express their needs. Furthermore, it demonstrates that teachers know what they need 

to develop and have the ability to decide what they require to drive their own CPD, although they 

need ongoing support and assurance for optimal self-directed CPD. This is because teachers are 

knowers and co-constructors of knowledge, and their knowledge is a construct of their theoretical 

and contextual classroom practices, as alluded by Mpofu and De Jager (2018). This aligns with 

the theoretical framework guiding my study on SDL, which views the central role of teachers as 

active participants in their contexts as potential sources of valuable knowledge. It therefore 
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signifies that when Namibian ESL teachers engage with and reflect on their classroom contexts, 

they are able to direct their own learning through self-directed CPD, which will assist in increasing 

their professional knowledge as well as their classroom practices.  

Based on the inclusive Namibian education curriculum, learners with special needs and learning 

difficulties are embraced in mainstream schools. Their barriers to learning and other individual 

needs are addressed and attended to through the differentiation of teaching methods and materials 

as required (MoEAC, 2016). However, it would appear that teachers in the system are not 

adequately equipped to assist these learners as I realised that ESL teachers in secondary schools 

lack a knowledge base in specialised education and require professional intervention to respond to 

the needs of their learners. In addition, a study conducted by the MoEAC in 2022, investigating 

the learning support programmes in schools, concurs with most participants’ revelations that they 

did not receive any training or workshops on how to support learners with special needs. These 

findings explain why participants of this study struggled and felt isolated when addressing the 

issue, expressing the desire to acquire a specific kind of in-depth knowledge base through CPD, 

one that they did not get during their pre-service education. This is confirmed by the findings of a 

study by Mpofu and De Jager (2018) that teachers’ knowledge originates from a number of sources 

that include initial teacher education, CPD, teachers’ experience and their practical knowledge of 

being involved in the actual practice of teaching. Therefore, teacher CPD is needed to close the 

gap between their classroom experiences and their content knowledge gained from their pre-

service training to equip them to respond to classroom challenges like these. Clearly, self-directed 

CPD can support and provide a platform for a teacher knowledge base that uses teachers’ contexts 

as a basis for acquiring new knowledge through professional development.  

5.4.3 Theme 2: Professional support for teachers  

During the interviews, the participants discussed the nature of CPD support made available to them 

through existing CPD programmes in the Khomas region at various levels. They also noted how 

CPD is determined and the attitude of teachers and learners towards ESL. They revealed that the 

CPD received is inconsistent, consisting primarily of traditional approaches like workshops. 

Researchers have also found these approaches unsuccessful, because they ignore teachers as the 

drivers and agents of change (Abakah, 2023; Mwila et al., 2022; Sancar, 2021). Although other 

researchers noted that traditional CPD methods equip teachers with the required skills and 

knowledge to conform to educational reforms (Kennedy, 2005), these approaches are in direct 

opposition to that advocated by a self-directed CPD approach, which this study sought to explore. 
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5.4.4 Subtheme 2.1 CPD programmes at school and at region for teachers  

Participant TH8 revealed that she takes pride in the fact that her school offers her professional 

support on a regular basis. During the focus group discussion when asked about the nature of the 

CPD programmes at her school, TC3 indicated the provision of CPD at her school as follows:  

I have a slightly different experience from maybe many people because I was one of the 
fortunate people to have landed in the hands of a man who I regard as the biggest blessing 
in my career, because he has literally taught me most of the things that I know about 
teaching English. (TC3:19FGD)  
 

Some sort of self-initiated CPD seemed to be happening in a few schools, especially between 

novice and experienced teachers. It is further revealed that in isolated schools, induction and 

school-based workshops are given to newly appointed teachers by their heads of departments. This 

suggests the preferred way of initial and continuous CPD for ESL teachers and supports the 

theoretical framework of collaboration in my study, as it promotes confidence in teachers to 

actively develop professionally. Additionally, the Namibian Novice Teacher Induction 

Programme (NNTIP), mandates that new and in-service teachers should be mentored, and be 

provided with CPD however in-service ESL teachers revealed that such activities rarely happened 

or exist in their schools. Furthermore, finding reveal that unlike TE5, the majority of participants 

were dismayed by the absence of any CPD structures or committees at their schools. 

At our school, we don't have that (CPD structures), I heard of it being mentioned at some 
point, but it was not implemented. I do not know if school managers are also may be 
overwhelmed with their own load, but these things are not taken up. (TE5:13FGD)  
 

On the type of CPD and the frequency at which it is made available to them, most of the 

participants noted one common type of CPD, mostly implemented periodically depending on 

resources available.  

With the professional development the only thing that I've seen so far or that I've 
experienced, is like workshops. (TD4:11FGD)  
 
At my school we have a CPD committee, but the challenge is … the school budget is 
limited. (TH8:12FGD) 
 

As a means of professional development, most of the participants had received sporadic workshops 

only from the regional office, while a few revealed the presence of CPD committees at their 

schools although they were not very active due to lack of funds. In accordance with the literature, 

workshops are associated with the traditional cascade model of teacher professional development 

(Mwila et al., 2022; Williams et al., 2022), which usually operates on the assumption that teachers 
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need specific knowledge, typically in the form of generic ideas and practices that can be 

generalised in any teaching situation (Stephens, 2019). This has proven unsuccessful because each 

teacher possesses different CPD needs at an idiosyncratic level based on their different contexts. 

Although the Namibian CPD framework claims to follow localised, site-based and practice-based 

CPD at school, cluster, circuit and regional levels, advocating to blend the supply and demand 

driven CPD, the findings of this study reveal a different picture. These findings affirm those of 

other researchers in Namibia (Nakambale, 2018; Dishena & Mokoena, 2016) who found that 

Namibian CPD programmes are located mainly in the traditional models of CPD, consisting of 

getting teachers together to workshop them on what is believed to be lacking and to upgrade their 

pedagogical content knowledge (PCK) base in different subjects like ESL. Aligned to my literature 

review and theoretical frames, employing SDL principles in educators’ professional development 

can be an effective alternative, with the individual experiences of teachers informing the CPD they 

need, resulting in meaningful learning experiences.  

5.4.5 Subtheme 2.2: Determiner of available CPD 

The units responsible for determining CPD initiatives include schools, education regional offices 

and head offices or may be self-initiated. In this context, in responding to how CPD is determined, 

the majority of the participants noted that the CPD available to them is largely determined by 

external authorities. This is like the traditional CPD approaches mentioned in the literature by 

researchers such as De Paor and Murphy (2018) and Williams et al. (2022), which support a high 

degree of central control, often veiled as quality assurance. Teacher TD4 noted that despite being 

the one with first-hand information on learners’ needs, she has had minimal or no input into the 

CPD opportunities she has received to address the specific needs of her learners. 

In the 18 years that I've been teaching, I've had very little say in how I can professionally 
develop myself. I feel like I don't have a voice … but we are working with the children 
24/7 … I know what I need to give them … when decisions need to be made, you don’t 
have a voice in that, your opinion is not being. (TD4:11FGD) 
 

… the regional office ... they have the final say, many occasions they reject those … So, 
you find that at the end of the day, although there’s that document (CPD framework), it is 
not practical (TH8:12FGD) 
 

As the quotations above illustrate, participants had minimal or no say in the CPD they received at 

school, which means that the periodic CPD they received came either from the Khomas regional 

office or from other divisions/directorates in the MoEAC.  
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I wasn't actually. I was not even part of the whole preparing of the of the whole lecture and 
so forth, and I was just informed by a former colleague of ours who works at NUST now 
that they will be conducting an English workshop (TA1:2) 
 

This is similar to the approach used in the deficit CPD model cited in literature, which is designed 

to address a perceived deficit in teacher performance, where teachers’ knowledge and skills are 

traditionally determined by external experts (Alshaikhi, 2020) leaving teachers as objects rather 

than the subjects of their development. In most cases, externally determined CPD approaches do 

not respond to teachers’ needs and challenges, leading to a waste of resources and time for teachers 

that could have been used for productive CPD activities like research, lesson study and peer 

learning.  

By contrast, one participant had a different experience. Teacher E5 revealed that her colleague had 

been offering her guidance and professional support throughout her career, which has made a 

remarkable impact on her teaching experience. 

On a personal level, I have met a teacher there who's a senior and she was really 
instrumental in helping me understand … how to mark, … she had been instrumental in 
that aspect for me … because we co-taught grades for about two years and the sharing of 
materials and coming together to plan was really helpful, but I've never experienced that 
with other teachers. I think other teachers are not really open to that, I don't know what it 
is that makes teachers shy away from that. (TE5:6) 
 

In this case, TE5 had been an active agent in her learning and initiated a solution with her 

colleague, which yielded the results she wanted. Through initiation of other programmes at her 

school, she revealed the positive impact mentoring had on her professional development. This 

approach is in line with the literature, stating that being involved in peer learning is a transitional 

kind of teacher CPD, as teachers get opportunities to socialise and cultivate their identities by 

bringing individual experiences together as a collective to solve existing problems (Mwila et al., 

2022). It is therefore evident that when teachers are involved in determining and deciding the CPD 

they need, through mutual engagement as alluded by TE5 above, the results respond to their 

specific CPD needs. Despite the non-involvement of participants in their own CPD, the majority 

of them expressed the desire to become involved, because of the experienced benefit of driving 

their own professional learning.  

….that was the first time though in the 18 years that I've been teaching that I was actually 
involved in planning a CPD workshop. When I was involved…….like you take it much 
more seriously because you're also a part of it now. So, you kind of, you don't want to miss 
any of it, you really want to know, it's like you, you understand the kind of work and the 
planning that is involved behind everything and therefore you are just so much more 
attuned ……to the work. (TD4:6) 
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…most of the English teachers that I know, they are very passionate, ….and sometimes the 
fire dies because of the support that we are not getting …. So, I just feel like more activities 
would help us develop our classrooms, in terms of, you know, teaching methods, even if 
just coming together as teachers and learning from each other to say, what are you doing? 
How do you do this and that? Because most of the time we are isolated so I feel like even 
just within the region, you know, to say these are the language activities that we have in 
the region…(TG7:8) 

 

They revealed that being involved and setting their own CPD goals directly enhances their ESL 

knowledge and skills in line with their specific contextual demands.  

Farrell (2021) and Moradi (2018) agree with this practice, citing that self-directed learning (SDL) 

allows teachers to tailor their professional development efforts to their individual needs and to promote 

autonomy in learning. It places secondary school ESL teachers in the driver’s seat on their 

professional learning journey. Therefore, in order to foster a more relevant form of CPD, 

particularly in the Namibian context where the majority of CPD activities are based on traditional 

CPD models, teachers should be at the centre of the CPD they receive for it to be more relevant to 

their school environments.  

5.4.6 Subtheme 2.3: Teachers and learners’ attitude towards English as a Second Language  

During the interviews, participants discussed the impact of teachers’ and learners’ attitudes 

towards ESL on learners’ perceptions of ESL and their overall performance in the subject. 

Participants reported that both teachers’ and learners’ perception of ESL form part of their 

contextual experiences and influence the type of CPD they sought to receive. Literature on 

education shows that satisfactory learner performance in ESL cannot be attained without a positive 

attitude to learning (Nkandi, 2015) and a positive attitude in turn creates interest in learners towards 

the ESL subject. Subsequently, these perceptions play a pivotal role in determining the level of 

learner motivation in the ESL classroom and the influence of non-ESL teachers on learners. A 

notable lack of learner commitment and interest in the subject was noted by the participants, 

suggesting that learners underestimate the linguistic complexity of ESL and demonstrate 

superficial familiarity with the English language. Teachers TC3 and TG7 noted the following 

regarding the attitude of learners towards the subject: 

We have the attitude towards the subject itself, the learners think English is an easy 
language, ironically, they do not know anything about it, they think it's easy. Why I say 
they think it's easy is because they would tell you, “No I'm not going to study for English”. 
(TC3:4) 
 
… from the learner's side … they feel like English is easy. They have that belief that it's 
easy and not something they study for, like they can just wake up and come and write … 



97 
 

when you go through their exam papers, they are missing out on the little things that they 
would have studied … So right now, they are just winging it, because it's English you can 
just write, but the structure is not there, so they need to take their books and study. So 
mostly it's the lack of commitment and interest from their side, yeah. (TG7:3) 
 

Learner attitude and motivation is also not a new subject in Namibian literature since several 

studies have revealed its effect on learner performance. According to studies by Haufiku (2022) 

and Iimene (2018), having a poor attitude towards ESL is bad for the learners as they tend to put 

less effort into the subject and teachers tend to struggle to teach learners who have a poor attitude 

towards schoolwork. This means that attitude towards a subject is a critical factor in the teaching 

and learning of ESL, and it determines the success or failure of a learner (Nkandi, 2015). Several 

studies have revealed that the attitude of learners towards ESL in Namibia has a negative influence 

on learners’ performance in ESL (Haifidi et al., 2019; Namutenya, 2022), calling for teachers to 

examine pedagogical approaches to teaching ESL. Similarly, participants expressed notable 

concern among teachers of other subjects such as in Commerce, Science and Mathematics towards 

ESL, with TC3 stating the following: 

The attitude is not only about the learners themselves, but the attitude also lies in other 
teachers of other subjects, because they also believe that English is easy to teach … when 
the learners go to those classes, they are made to feel as if it's not very important … it's that 
same attitude that these teachers do not put in effort to correct even the simplest mistakes, 
that they find in the learner's work.(TC3:4) 
 

These findings confirm those of Iimene (2018) who found that a positive attitude on the part of 

teachers towards ESL encourages positive viewpoints and enthusiasm in learners toward ESL. 

Therefore, the participants’ concern indicates that the effort made by teachers of other subjects 

towards ESL is inadequate to support learners’ proficiency in ESL and suggests minimal attention 

to language details and a reluctance to correct language errors in their subject classes. This concern 

raises the issue of Language across the Curriculum (LAC), sometimes referred to as English 

Across the Curriculum (EAC). Literature explains EAC as a strategy used in education to integrate 

the second language across the curriculum for content subject learning (Mpofu & Maphalala, 

2021). This is believed to improve learners’ language proficiency and understanding of all 

academic content. Accordingly, if all content subject teachers are sensitised to this approach where 

skills such as writing, reading, speaking and listening are being taught across the Curriculum then 

ESL proficiency will improve in Namibian secondary schools. Although the purpose of EAC is 

also well established in the Namibian Basic Education Curriculum and in the ESL literature, there 

is a dearth of studies on the use of this strategy in Namibian secondary school classrooms and 
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research is silent on its use. The lack of EAC usage in secondary schools could potentially hinder 

the overall development of language skills in learners in Namibia.  

For a working solution, there is a need for effective collaboration and teacher professional 

development to foster a more unified understanding of the role of EAC among all teachers in the 

Namibian context that fully aligns with the principles of social constructivism. This will motivate 

all content subject teachers to teach language skills and introduce related language concepts in 

their lessons, integrating both language and content as suggested in the education manual by the 

Department of Basic Education (DBE, 2015b), titled the English Across the Curriculum (EAC) 

strategy: Every teacher is a language teacher. Social constructivist theory supports these in-school 

collaborations among teachers to foster positive attitudes on the part of both teachers and learners 

through self-directed CPD to improve ESL in Namibian secondary schools.  

5.4.7 Theme 3: Self-driven initiatives to improve learning outcomes 

Amid the contextual challenges experienced by participants, and as they reflect on their classroom 

experiences, they naturally tend to apply initiatives that can ease their classroom challenges and 

learners’ experiences. Participants shared self-driven initiatives in response to solutions they seek 

in absence of support and professional development from their schools or from the regional office 

as revealed earlier. Findings revealed several self-driven initiatives amongst others, with 

consultation and collaboration seeming more prominent than others. The use of digital and other 

learning resources to enhance teaching their ESL classroom was also discussed during interviews 

and the focus group discussion. 

5.4.8 Subtheme 3.1: Consultation and collaboration 

Participants noted that working in isolation with minimal CPD has compelled them at times to 

reflect on and navigate their experiences to find solutions to their classroom challenges. One of 

the solutions they found helpful is to engage in consultative and collaborative activities with others. 

In accordance with Vygotsky social constructivist theory, which states that language is constructed 

in social practice and is a construct of social reality (Mpofu & Maphalala, 2021), it is natural for 

ESL teachers to rely on consultation with others to find solutions to their classroom challenges. 

They were asked to share more on those initiatives and what they do when the CPD they receive 

does not address their needs and challenges in their ESL classrooms. They narrated the following:  

We do departmental meetings, where we … just encourage one another, and sometimes if 
one has either materials or find a way of how to pass across information for certain topic, 
we do that sometimes, or especially if you are sharing a grade … two of you … can share 
your mark schemes and ideas. (TH8:6) 
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A few of us from school embarked on something that we call Learning maximised … 
targeted towards learners, (with learning difficulties) … for our situation specifically, 
perhaps to have an internal curriculum, maybe that supplements the main one, because the 
children are not going to benefit from the main curriculum. (TE5:13FGD) 
 
If I find that there's an area where I'm lacking … I go to my head of department (HOD) …. 
I have a session with him so that he explains to me how to do that. We co-teach … Because 
he's more of an expert than I am. When I find that I am lacking in this area, I call him to 
my class and then he teaches my class for that specific thing, and while he's teaching, I also 
now learn from him. So, we co-teach … plan lessons and activities together, whatever I 
teach, he teaches. (TC3:5-6) 

 

From the findings it is evident that when ESL teachers feel inadequately equipped in specific areas 

of a subject, they do not sit back and do nothing: they consult their colleagues or use other avenues 

to complement what is at their disposal to improve their classroom practices to the benefit of their 

learners. This approach would also go well with transformative CPD model demonstrated in the 

Literature review, in which my study is located.  It is a desirable model as it gives teachers a 

platform to form a community of practice within their school context or communities of teachers 

to find solutions. As the findings reveal that collaboration is one effective way to improve their 

skills, it would be more effective to be done in a systematic CPD approach for all ESL teachers, 

for them to learn and refine their expertise. Moreover, referring to teacher professional 

development, Williams et al. (2022) confirm that consultation and collaboration are part of a 

transformative CPD model. Through this model, power dynamics shift in favour of teachers as 

they successfully engage in research activities, even though the parameters around their practice 

determine their capacity for effective self-criticism. Hence, the above views indicate that 

collaboration and consultation among ESL teachers is successful because it emphasises the 

importance of fostering learning communities and spaces where teachers can engage in meaningful 

discussions, share experiences and co-construct knowledge. The literature further reinforces the 

view that as ESL teachers tap into each other’s knowledge and collective expertise, they can gain 

fresh perspectives, exchange ideas, and explore innovative teaching approaches (Bada & 

Olusegun, 2015; Morris, 2019). Moreover, some participants went the extra mile to initiate school-

based CPD activities that better suited their specific contexts and that of their learners.  

5.4.9 Subtheme 3.2: Use of available resources 

Furthermore, based on their reflections, participants brought to light a common contextual need 

among ESL teachers that propelled them to initiate self-driven solutions. In reflecting on their 

experiences, they expressed a lack of teaching and learning resources, inadequate libraries, and an 

absence of information and communication technology (ICT) resources to integrate in their ESL 

classrooms. ICT in education is widely used to leverage teaching and learning, specifically 
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following the Covid-19 pandemic (UNESCO, 2022). Hence, the integration of ICT in ESL 

education is a crucial aspect to improve materials and activities to meet learners’ needs and engage 

them in more meaningful learning (Aşık et al., 2022). Participants perceived the integration of ICT 

in ESL education, as well as employing other available resources, as a necessity to ensure that their 

classrooms accommodate learners with different abilities. Teachers TC3 and TF6 expressed how 

they reflect on their challenges and the solutions they initiated:  

… we have lack of resources … We try to improvise where we can, but we don't really 
receive much from the government as most things now require you to be up to date, 
especially with technology. We can no longer be traditional teachers where we just use the 
textbook and the chalk board. It doesn't help us because the world has moved from that 
space, we now need to constantly keep up with the latest trends so that we can help our 
learners learn better … driven towards what they are going to experience in the real world. 
(TC3:4) 
 
In most cases we have to use our own resources. For example, we find ways … you go on 
YouTube, you get videos whereby a topic … can be taught by different teachers with 
different educational backgrounds … Sometimes I have also to invite a colleague from 
another school at my own cost. (TF6:4) 
 

Similarly, participant TH8’s views resonates with the others:  

If I give you one example, there was this boy (could not read), I decided to make copies of 
some of my daughter’s grade four reading … because those are basic words … give the 
boy to read … to gain a little bit of confidence, because when you give them the materials 
for grade nine, there are challenging words there and they already they know they can't, 
but if you give them a kind of easier piece, they will develop a kind of confidence … so I 
realised that it helped … there was also another boy that the handwriting is just terrible, 
couldn't write, so I went to the Internet and printed out this free download and handwriting 
those grade 2 copies .(TH8:4) 
 
…..but the first thing that we are going, even a dictionary, you cannot even have financial 
resources, I don't think if whether this is what it has been or maybe because of COVID, but 
today its worse, we don't have resources every time you say I need ABC, they say no, the 
school doesn't have money, the budget concentrate is a lot. We don't have money and 
therefore as an individual we end up even using our own money to buy maybe posters and 
simple thing like posters.(TF6.FGD14) 
 

The findings suggest that participants engage in reflection on the contextual experiences through 

which they initiate solutions based on available resources. Although there are limited resources in 

schools, like a lack of connectivity and well-resourced libraries, making it difficult for teachers to 

do research at school, my findings have shown the importance of recognising the powerful 

influence and outcomes that SDL has on sustaining CPD behaviour for ESL language teachers, 

fostering collaborative learning and underscoring human agency on the part of teachers 

(Mushayikwa & Lubben, 2009). In the process, the need for CPD is exposed, impelling teachers 
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to self-direct their learning. Participants therefore reflect on their experiences and try to improve 

their practice by initiating solutions to ensure that the lessons respond to the learners needs in ESL.  

In accordance with the literature, Diseko and Pule (2016) explain reflection-on-action as reflection 

on how practice can be developed, changed or improved after an event has occurred. In this vein, 

I recognised reflection-on-action when participants noted that after assessing learners, they go the 

extra mile to browse the internet and watch YouTube videos to support their learners, especially 

when the available textbooks are not sufficient or interesting for their learners. However, the 

participants did not reveal how they integrate these means in the ESL classroom apart from using 

them to look for information. Nevertheless, to elucidate the theoretical stance of self-directed 

leaning and reflective practice in this study, teachers systematically investigate their perceived 

contextual experiences to give meaning to the CPD needs they highlighted (Farrell, 2012). This 

stance has provided insight on what and how they can reflect on and consider their experiences 

and situations as an important aspect that gives birth to solutions to their needs by crafting their 

own CPD that works for them. Consequently, this has given them autonomy as a precondition for 

directing their practices to fulfil their individual CPD needs (Farrell, 2012). 

In the Namibian context, where resources may be limited, findings reveal that exposure to and 

advancements in technology have opened up a vast array of resources, such as online courses, 

research materials and educational forums, enabling language teachers to integrate ICT into their 

unique contexts. The findings likewise affirm that ESL teachers in Namibia embrace the approach 

of engagement in peer and group collaborations, which aligns with the principles of social 

constructivism. As they engage in collaborative processes, they share insights and collectively 

construct knowledge with their peers, to the benefit of learners with different abilities. These 

initiatives echo the findings of a study by Orak (2021), asserting that teachers’ involvement in self-

directed CPD allows them to engage in constructivist-based activities such as conversations with 

other teachers and collaboration and reflection on their practices.  

The initiatives undertaken by the participants support the underpinning theoretical frameworks of 

my study, of SDL, reflective practice and social constructivism. As a result, the findings have 

given meaning to the amalgamation of SDL and reflective practice to create a powerful synergy, 

which will equip teachers with the skills and motivation to actively seek out new knowledge and 

experiences (Porter & Freeman, 2020). Therefore, ESL educators in Namibia need CPD in 

specialised and psychosocial skills and knowledge to empower them to effectively respond to the 

specific challenges experienced by the learners, and to build on their PCK base acquired during 

pre-service training. They also need continuous professional interventions, involving teacher 
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shadowing, mentoring and teacher exchange programmes, coupled with adequate and advanced 

ICT resources embedded in the teacher CPD programmes in Namibia. This kind of CPD  is pivotal 

to language teaching and learning and also adds to the literature on CPD in English language 

teaching (ELT) in Namibia, an area that is under researched.  

5.5 Summary of findings: similarities and new insights  

In summary, the study established that the CPD needs of ESL teachers in Namibian secondary 

schools are influenced by their contextual experiences which varied from teacher to teacher and 

from school to school despite being in the same region. It further revealed that ESL teachers have 

CPD needs at an idiosyncratic level which include the need for knowledge and skills in special 

education, the need to facilitate contextual CPD support to influence teachers’ and learners’ 

attitudes towards ESL, and the ability to self-direct their own learning by engaging in collaborative 

activities for the benefit of their learners. The findings clearly show that participants are indeed 

experienced ESL teachers who can reflect on their own practices and direct their own learning to 

provide adequate support to their learners regardless of their different abilities.  

The particular need for CPD in specialised knowledge and skills, as expressed by the participants, 

arose when participants reflected on their practices. They recognised their lack of knowledge and 

skills to address challenges faced by learners with learning difficulties as well as those with special 

needs in mainstream classrooms. With reference to the literature, Farrell (2015) explained the 

importance of reflection affirming that teachers can test and compare the hidden aspects of 

teaching. Likewise, Farrell (2018) attests to the significance of reflection in teaching ESL by 

adapting instruction to learners’ needs and capabilities. This viewpoint represents a novel insight, 

particularly within the context of Namibian language teaching literature. 

Another key finding was the perception of teachers and learners towards learning ESL which 

affected their attitude and motivation in this regard. It was noted that secondary school learners’ 

and content subject teachers’ perceptions towards ESL play a significant role in the performance 

and learning of the subject, revealing that content teachers equally view ESL as subject that you 

don’t have to study for. In addition, subject teachers were not applying the principles of EAC even 

though encouraged by the Namibian curriculum (NIED, 2016). In the same context, studies carried 

out by Haifidi et al. (2019) and Haufiku (2022) in Namibia revealed that learners’ lack interest in 

ESL owing to negative perceptions of the subject, leading to underdeveloped language proficiency. 

Similarly, Geeti (2020), Haifidi et al. (2019) and Iimene (2018) posit that learners’ and teachers’ 

attitudes are influenced by social, educational and personality factors which affect performance in 
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ESL. However, teachers of other subjects can influence the reluctant learner’s mindset by using a 

more flexible approach towards ESL to achieve academic mastery.  

In addition, there appears to be highly uncoordinated CPD support specific to ESL teachers in the 

Khomas region, with some schools and teachers having received regular support and some none. 

This assertion was signified by a lack of systematic CPD support on a school, regional and national 

level, a lack of teaching and learning resources, inadequate libraries, and the absence of ICT 

resources to integrate in their ESL classrooms which made it difficult for them to cope with the 

challenges they face. Although the MoEAC employs traditional CPD approaches (Haufiku, 2022; 

Nakambale, 2018), these have proven to be inadequate in addressing teachers’ CPD needs in ESL. 

Hence, participants resorted to devising their own teaching strategies to alleviate their situations, 

employing own resources and the pivotal strategy of collaboration and consultation with peers at 

school level.  

Literature substantiates collaborative approaches in teacher CPD, stating that effective 

collaboration links theory and practice, embraces peer communication and interaction, and 

cultivates a learning and research community that builds generative associations (Sancar et al., 

2021). In addition, the approach validates the theory of social constructivism which posits that 

knowledge is not passively transmitted but is actively constructed, emerging from social 

interactions and collaborative efforts (Potgieter & Potgieter, 2021). This study provides new 

insights in line with theories of SDL and social constructivism, with evidence from parallel insights 

in the literature reviewed in Chapter 2, that teachers to some extent drive their own learning 

through self-initiated practices, reflect on their practices, and construct their own knowledge 

through peer learning, research and collaborative approaches. Similarly, Barahona (2018) affirms 

that collaborative approaches and reflective practice are effective and common in contemporary 

approaches used by countries to transform language teachers’ CPD, as they bridge the gap between 

theory and practice. This is in accordance with Schön’s (1983) proposal that when teachers practise 

reflective thinking, they become more aware of their classroom practices and become more 

capable of analysing, thinking critically and practising self-assessment. In my view this study has 

gained new insight, exposing a gap in the form of a lack of integration of self-directed approaches 

and theories of social constructivism in overall teacher CPD programmes which should be 

enforced systematically as a national CPD framework to transform ESL education in Namibian 

secondary schools. Ultimately, in the context of my study, leveraging self-directed approaches to 

ESL CPD may transform ESL education in Namibia forever due to the extent of benefits 

inductively extracted from the participants in this study.  
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5.6 Chapter summary 

In providing answers to the research questions stated in the introduction, the chapter presented the 

key findings on the CPD needs specific to ESL in-service teachers, focusing on their idiosyncratic 

requirements. The chapter not only highlighted these individualised needs but further provided 

insights into their contextual experiences that shape the CPD needs they highlighted. Through an 

analysis of the data gathered from eight (8) in-service ESL secondary school teachers, I identified 

three themes and seven subthemes which provided a detailed understanding of the CPD needs and 

contextual experiences of these ESL teachers. The themes included the need for specialised and 

professional intervention, due to underdeveloped language skills among secondary school learners, 

hindering the optimal acquisition of language skills in secondary school.  

The second theme on professional support for ESL teachers and self-driven initiatives to improve 

learning outcomes in ESL teaching and learning presented available CPD programmes at school 

and regional level which appeared to be inadequate to respond to the contexts of individuals’ ESL 

needs. In addition, there is a lack of agency and autonomy in the CPD available for ESL teachers 

in schools which is mostly determined from above other than by teachers themselves. The last 

theme found that ESL teachers reflect on their practices because of the initiatives they developed 

to improve their classroom experiences and the collaborative activities they engage in to change 

their circumstances and improve their teaching practices. However, there was a lack of in-depth 

reflection and metacognition in the approaches used by teachers in guiding, monitoring and 

regulating their cognition to positively influence their teaching. Their experiences did not show 

how they select appropriate continuous strategies to change their classroom outcomes, hence this 

approach towards transformative CPD needs to be further explored. Researchers such as 

Rannikmäe et al. (2020) reiterate that a metacognitive teacher deliberately and actively monitors 

what they are doing, reflects on the rationale for doing so and adapts their instructional repertoire 

as required by various contextual demands. In Chapter 6, I conclude the study and make 

recommendations for both practice and research on CPD practices for in-service ESL teachers in 

Namibian secondary schools.  
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CHAPTER 6 

CONCLUSION AND RECOMMENDATIONS 

6.1 Introduction 

The previous chapter presented and discussed the three themes and seven subthemes that emerged 

from the data I collected. I also presented and discussed the research findings drawn from the focus 

group discussion and semi-structured interviews on the self-directed needs of in-service ESL 

teachers and their contextual experiences in teaching ESL in secondary schools in Namibia. The 

themes that emerged from the findings revealed a need for specialised knowledge and professional 

intervention in the teaching and learning environment of the study participants. It also highlighted 

various types of CPD programmes and support made available to them, the attitude of learners and 

other teachers toward ESL and self-driven initiatives they devise to change or improve their 

learning outcomes through social interactions and establishing communities of practice.  

6.2 Overview of the study 

CPD aims to equip educators with the necessary skills to meet current classroom demands 

(Barahona, 2018; De Paor & Murphy, 2018). However, there are concerns about whether the 

objectives of teacher CPD in Namibia truly align with the realities of the classroom in these 

contexts. To address this, especially the persisting poor performance in ESL, robust CPD 

programmes need to be implemented and current one be revised to attain teacher professional 

success which ultimately influence learner academic performance. The persisting poor 

performance in ESL in Namibian education specifically at the end of the secondary school phase 

(specifically in the end-of-year national examination) has been a concern over the years and 

various policy documents have articulated the need for robust teacher professional development 

to address this challenge. Thus, the belief that teacher competence is positively aligned to teacher 

quality, which in turn affects learner outcomes (Fauth et al., 2019), prompted me through this study 

to seek and explore the self-directed needs of in-service ESL teachers in selected secondary schools 

in Namibia in order to find out what their CPD needs are and how their contextual experiences 

influence their CPD needs at an idiosyncratic level for the purpose of influencing learners’ 

performance. My study, then, provided the rationale of the study in the first chapter explaining this 

phenomenon. It also provided the background and an overview of the study, discussing the 

problem statement and expounding the research questions and the study methodologies.  

Chapter 2 reviewed relevant and current literature related to the study phenomena, and elucidated 

issues relating to language teachers’ CPD. This was done by assessing the significance of the 
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experiences and CPD needs of Namibian ESL secondary school teachers. Chapter 3 positioned 

and aligned my study to three theoretical frames, namely Vygotsky’s (1978) social constructivism, 

Morris’s (2019) self-directed learning (SDL) and Schön’s (1983, 1987) reflective practice. These 

frameworks offered a lens through which ESL teachers shape their knowledge base and the way 

their contextual experiences influenced the CPD they required. In Chapter 4, I outlined the 

methods and design used to direct my study inquiry. I provided the paradigmatic perspectives and 

the methodological choices I employed in the data generation process, including document 

analysis, focus group discussion and semi-structured interviews. Chapter 5 presented and analysed 

the data from the findings provided by in-service ESL teachers in secondary schools in Namibia 

on their specific CPD needs and their contextual experiences. These data were extracted from the 

focus group discussion and semi-structured interviews. In addition, I presented the findings 

extrapolated within three broad themes, which emerged from the coded data. Chapter 6 serves as 

the conclusion of the study. In it I summarise the research findings backed by the insights I gained 

from the review of the literature on language teachers’ knowledge base and CPD. Furthermore, 

using the findings, I discuss them in terms of the three theoretical frameworks and point out the 

pedagogical implications of the study together with the study limitations. Thereafter, I illuminate 

new insights provided by the study findings, providing an understanding of the self-directed needs 

of ESL teachers in secondary schools in Namibia. Finally, I discuss the implications of the study 

and make recommendations for future research. 

6.3 Conclusions of the study in terms of the research questions 

The primary objective of this study was to explore the self-directed CPD needs of English as a 

Second Language (ESL) teachers within selected secondary schools in Namibia. In pursuit of this 

objective, two research questions were formulated and outlined in Chapter 1. These questions 

served as guides for the study enquiry and were subsequently addressed through thematic analysis 

of the collected data. The first research question aimed to identify the specific CPD needs of ESL 

teachers at an individualised level, thereby facilitating a deeper understanding of their unique 

requirements. Through this exploration, insights were gained into the diverse professional 

development needs of ESL educators, allowing for tailored strategies to address their specific 

challenges and enhance their teaching practices. The second research question probed the 

contextual experiences of ESL teachers to discern how these experiences influenced the CPD 

needs they identified. By exploring the various contexts in which teachers operate, including 

school environments, student demographics and sociocultural factors, the study sought to uncover 

the underlying influences shaping their CPD requirements.  
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6.3.1 Research question 1: What specific CPD needs do in-service ESL teachers have on an 

individual level? 

This question sought to understand what participants needed to develop professionally in order to 

enhance their skills and knowledge in ESL and to better support their learners and improve their 

classroom practice. The study participants acknowledged a range of CPD needs at both an 

idiosyncratic and a general level. They revealed a need for knowledge and skills in special 

education, as well as professional interventions to complement their knowledge base acquired 

during their pre-service education. This was due to challenges and barriers experienced by ESL 

teachers, such as learners with psychosocial barriers and learners with poor reading and writing 

skills, thus hindering learning in the ESL classroom. Hence, they affirmed a lack of the special 

skills needed to efficiently address these barriers to learning and consequently highlighted training 

needs in this area.  

Similarly, Purnamasari (2023) affirms the need for teacher support due to changes in language 

teaching as the result of the new educational paradigms, trends and challenges faced by schools 

and institutions in relation to curriculum and learners needs. CPD in special education and 

psychosocial support have the potential to yield a deeper understanding of learners’ barriers and 

abilities, enabling teachers to provide differentiated support and implement strategic reading 

instruction that would help learners to improve their reading and writing. Furthermore, Main et al. 

(2023) highlight that reading difficulties among secondary school learners are associated with 

limited academic success and are related to social-emotional effects including anxiety and low 

motivation. This explains the concerns held by the study participants which led to the needs they 

expressed because they wanted to mould their learners in a holistic manner, enabling them to 

perform to the best of their abilities in ESL.  

The study participants also revealed a need for CPD interventions for their professional careers, 

including mentors, shadowing other teachers, and the presence of education specialists, as well as 

the need for ICT integration in their ESL classrooms. Participants mentioned that they needed to 

be assigned to mentors through their teaching careers. Mentoring is the professional developmental 

relationship between a more knowledgeable ESL teacher or specialist (mentor) and another teacher 

(mentee), with the former working as coach and counsellor and usually engaging in authentic 

activities and inquiry in their everyday practice (Ali & Adel, 2020). ESL teachers need mentors to 

work with in a safe environment, building informal relationships, agreeing on specific goals and 

sharing predetermined plans to promote their instructional practices and overcome common 

challenges (Othman & Senom, 2019).  
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Despite the Namibian Novice Teacher Induction Programme (NNTIP), which mandates that new 

and in-service teachers should be mentored, in-service ESL teachers revealed that such a 

programme does not exist in their schools. Moreover, shadowing in the field of teacher and 

language education is limited. Based on existing studies, shadowing entails teachers following 

more experienced teachers closely over a period without intruding on their activities. This is in 

line with Anyanwu and Abe (2023), who recommend that having teacher mentors and teacher 

shadowing for in-service teachers is one of the most beneficial activities in education. Participants 

also expressed a need in the area of ICT integration in ESL classrooms. In accordance with Aşık 

et al. (2022), he affirms that although teachers may have had elective courses on ICT during their 

pre-service training, they are usually stand-alone, which leaves them unable to curate their ICT 

knowledge into pedagogical practices. This may be one of the reasons why teachers prefer to 

undertake CPD while they are in service, so that integrating ICT in the ESL classroom can induce 

motivation and interest in learners. However, there may be some limitations relating to inadequate 

infrastructure, lack of connectivity at school and a lack of know-how, especially in the Namibian 

education system.  

6.3.2 Research question 2: What contextual experiences shape the CPD individual needs 

highlighted by ESL in-service teachers? 

Participants shared the contextual experiences that shaped the CPD they require, which they 

articulated in response to the first question. They pointed to three significant contextual 

experiences that shaped their CPD needs, namely, the type of CPD programmes and professional 

support available to them, the attitude of teachers and learners towards ESL and the resources or 

lack of resources to enhance their teaching. Furthermore, they acknowledged having devised self-

driven initiatives as solutions to address their specific contextual challenges. The participants 

underscored that the type of CPD available to them is generic and is limited to workshops and 

training, organised by the regional office and sometimes by head office. They revealed that these 

workshops mostly use a cascade model which does not always reach all the teachers owing to a 

lack of funds for CPD in the region.  

According to Eidin and Shwartz (2023) and Williams et al. (2022), the current CPD provided a 

traditional transmission paradigm of teacher professional development, with the intention to 

update teachers’ knowledge through training by a specialist who would traditionally deliver the 

training while the teacher played an inactive role in the session. Participants further reiterated their 

lack of involvement in the CPD opportunities availed to them, which had a negative impact ontheir 

motivation and further stressed that these CPD opportunities do not adequately meet or address 
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their professional needs as they are not aligned to their specific contexts. By contrast, the 

participants claimed success when they worked together with colleagues to address their individual 

challenges at school level. This exercise corresponds with Abello’s (2018) findings which revealed 

that teacher CPD programmes that are directly linked to teachers’ daily experiences, and that are 

collaborative and guided by principles of inquiry, reflection and experiential learning, are effective 

and holistic.  

Based on the theoretical framework underpinning my study, that of social constructivism, SDL 

and reflective practice, my study supports CPD approaches that are responsive to the needs of 

teachers and schools, based on the idea of construction of knowledge rather than the transfer of 

knowledge. The study participants also pointed to the significant influence of teachers’ and 

learners’ attitudes towards ESL learning on the learners’ perceptions of ESL in school. They 

revealed a lack of support from some teachers of other subjects toward ESL, who do not see the 

value of learning ESL. This has a negative impact on learners’ interest and motivation to actively 

participate in ESL classrooms. This sentiment resonates with Haufiku (2022) who outlined that a 

positive attitude is associated with good performance and a negative attitude with poor 

performance in ESL. Hence, (DBE, 2015b) recommends more collaborative CPD activities for all 

teachers to promote Language across the Curriculum (LAC) teaching approaches, a critical 

approach to language education in secondary schools in Namibia.  

Additionally, the study participants revealed a lack of resources to support their learning and 

teaching in their ESL classrooms. They pointed to a lack of ICT knowledge and usage, an 

instrument that is believed to arouse learners’ interest and facilitate learning in the 21st century (Aşık, 

et al., 2020). Although the literature on technology integration in language teaching provides valuable 

insights, many secondary schools still have inadequate infrastructure to support ICT integration in the 

ESL classrooms. In the context of my study, teachers are more likely to change their instruction or 

practices and gain greater subject knowledge and improved learning when their professional 

development was directly linked to their specific and daily experiences and aligned to the co-

construction of knowledge (Zide & Mokhele, 2018). In contrast, the study participants shared self-

initiated strategies to bridge the gap in their CPD and to tackle and address challenges in the ESL 

classroom. They shared that they use their phones and internet at home to look for materials to 

help learners who are struggling to read and write. They also engaged with other teachers in and 

outside the school to find out how they tackle similar challenges in their ESL classrooms. Some 

pointed to initiating school-based programmes to help learners with barriers to learning ESL 

effectively. This is supported by Cirocki and Farrell (2019) who state that teachers as co-
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constructors of knowledge are individually motivated and can design and direct their own learning 

activities.  

6.4 Situating the findings within the theoretical framework of the study 

The theoretical framework of my study inquiry was drawn from social constructivism, SDL and 

reflective practice. Aligning with the theoretical framework and findings of the study, the 

participants agreed that being involved in CPD based on specific contexts and collaboration with 

others is effective and empowers them to provide differentiated teaching strategies for their 

learners. This leads to accommodating learners’ diverse challenges in ESL lessons. The study 

participants also agreed that their CPD needs reflect their contextual experiences. They affirmed 

that they practise reflection-on-action and reflection-in-action after presenting their lessons, which 

drives them to identify the challenges faced by learners in their ESL classes and equally their own 

need for CPD. This confirms that reflecting on experiences influences participants’ CPD needs at 

an idiosyncratic level and enhances their knowledge base, which is needed to develop pedagogical 

practices that meet the needs of ESL learners, and to transform their classroom environment 

(Cirocki & Farrell, 2019).  

Participants also confirmed that the CPD made available to them has not been aligned to the 

challenges they experience daily. The CPD they receive does not, for example, address the issue 

of learners struggling to read and write in secondary school, nor does it equip them with strategies 

to foster the learning of ESL in learners with psychosocial barriers to learning. It is mostly focused 

on syllabus interpretation and reports on mistakes encountered during marking the national ESL 

examination, which does not necessarily address their specific classroom challenges. The above 

sentiments concur with Williams et al. (2022) who reiterate that traditional CPD is no longer useful 

for teachers because it does not reflect the concepts of participation, cooperation and ownership, 

which may be used to represent teachers’ learning. Some participants claimed that because they 

lacked immediate mentors who could guide and assist them to advance professionally in ESL 

teaching, they were not progressing professionally. Hence Ali and Adel (2020) recommend school-

based continuing mentorship programmes as a sustainable tool for teacher CPD. 

On the other hand, participants shared that in the absence of aligned and effective CPD in ESL, 

they do not sit back and relax but they pursue solutions to their challenges. This approach, if further 

explored, has the potential to support SDL, demonstrating that ESL teachers can lead their own 

CPD especially at school level. However, in doing so, there seem to be minimal reflection when 

devising own solutions to meet learners needs as alluded in the participants’ answers. These 

solutions respond more on addressing the needs of the learners rather than their own professional 
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development. Given that reflective practice is fundamental to teacher CPD, the lack of in-depth 

reflection in ESL teacher CPD highlights a gap that calls for an intervention in their CPD models. 

Hence engaging in collaborative practices with others, such as their HODs and neighbouring 

schools, they experience diverse cultural contexts and engage in experiential leaning within their 

environment to model their meta-cognition and construct new knowledge collectively, aligned 

with the principles of social constructivism and reflection.  

In light of the findings, I believe that all three theoretical frameworks interconnect and complement 

each other in shaping the CPD pathway of language teachers in Namibia towards a constructivist 

approach. In connection with the importance of teacher CPD in language teaching, Purnamasari 

(2023) and Eidin and Shwartz (2023) acknowledge that teacher CPD is a fluid concept that is 

effective when based on emerging trends in the classroom. Therefore, I posit that an understanding 

of the pivotal role of these theoretical frameworks when developing teacher CPD is an inevitable 

part of language teaching in Namibia. Additionally, it is inspiring to know that participants 

embraced transformative CPD and the impact it has on language teaching practices, fostering a 

community of empowered and competent ESL teachers to foster the next generation of 

linguistically proficient individuals. 

6.5 Recommendations for practice 

As an educator and researcher, I have come to realise the importance of CPD for ESL teachers and 

its influence on the current persistence poor performance in English Second Language in Namibia. 

This is because teachers are regarded as one of the most significant stakeholders in the field of 

education, and teacher quality has always been a crucial aspect of improvement in the education 

system of a country. This necessitates the need for investment in this field, namely in-service 

teacher CPD (Erarslan, 2020; Fauth et al., 2019; Zide & Mokhele, 2018). During this study I 

reflected on documents regarding CPD in Namibia, on a review of the literature and the entire 

research process, including participants’ views and opinions. This has helped me to accumulate 

concrete evidence and consequently come up with the following recommendations regarding my 

study inquiry, exploring the self-directed CPD needs of English Language teachers in selected 

Namibian secondary schools. 

6.5.1 Recommendation 1: Teacher training for all teachers on special education and 

psychosocial support 

Based on the alarming number of learners that enter secondary school without adequate reading 

skills, teachers should get CPD based on emerging trends in education. In this case there is a need 

for teacher CPD to be based on specialised knowledge and skills to support learners with special 
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needs and psychosocial barriers to learning in mainstream classrooms. This issue has a serious 

impact on learning and teachers do not have adequate skills in this area to accommodate and assist 

these learners to learn to the best of their abilities. Thus, all teachers should be adequately trained 

and equipped with basic/intermediate knowledge to address special needs and psychosocial 

barriers in mainstream classes, especially learners with severe backlogs in acquiring reading and 

writing skills.  

6.5.2 Recommendation 2: Implementation of continuous and systematic CPD programmes  

Currently, the provision of CPD programmes in secondary schools is ad hoc and fragmented, based 

on available funding and commitment at national, regional and school level. This goes against the 

vision of the Namibian CPD framework, especially at school level, where school-based CPD 

requires little or no funding. Secondary schools should establish systematic school-based CPD, 

where CPD is planned and internally determined by the teachers using their contextual experiences 

and challenges, rather than being determined externally by the regional or national offices. Senior 

education officers should monitor the implementation of these school-based CPD initiatives and 

encourage ESL teachers to engage in self-directed CPD. This involves teachers engaging in 

collective learning (sharing feedback and learning from each other), reflective learning (evaluating 

teaching experiences) and active learning (trying new things in practice, applying theory into 

practice).  

6.5.3 Recommendation 3: Reinforcement of the use LAC to change the attitudes of teachers 

and learners towards ESL 

Evidence shows that teachers of other subjects in secondary schools may not be aware of the 

benefits of ESL outside the ESL classroom. This affects the attitudes and motivation of learners 

towards learning ESL. Hence, schools should develop and embed a culture of employing English 

Across the Curriculum (EAC) approach (also known as Content Language Integrated Learning 

(CLIL)) in all subjects in their schools for the benefit of the learners. Research on English language 

teaching (ELT) has proven that this approach develops learners’ English proficiency (Mpofu & 

Maphalala (2021). Therefore, the Ministry of Education, Arts and Culture (MoEAC) should 

reinforce strategies for schools to form strong partnerships between ESL and content subject 

teachers to strengthen the use of an EAC approach in schools, so as to change their attitude towards 

ESL and improve overall English proficiency. 
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6.5.4 Recommendation 4: Promote transformative CPD approaches in schools 

Clearly, the self-initiated activities of ESL teachers are a sign that they are capable and willing to 

direct their own learning and find solutions to their specific needs. This they do by reflecting on 

their classroom contexts and experiences, empowering themselves as agents of change. Therefore, 

school heads, inspectors of education, and senior education officers at regional level should move 

away from providing traditional CPD programmes which are limited to transferring knowledge, 

and initiate activities that go beyond workshops and cascade training. Accordingly, they should 

initiate activities that provide teachers with a platform on which to share and co-construct 

knowledge such as mentoring and coaching, establishing communities of practice in schools, peer 

observation, team teaching, lesson study and many more. All these are classified as 

transformational CPD activities that provide meaningful learning experiences for teachers and 

result in improved teaching practice.  

6.5.5 Recommendation 5: Provision of adequate and sustainable teaching and learning 

resources 

With the ever-changing education landscape, there is no better time than now for CPD programmes 

to be reviewed. The MoEAC should invest in giving CPD training to ESL teachers geared towards 

the use of collaborative ICT platforms to develop and assess ESL lessons. Teaching and learning 

materials should be provided for teachers to enhance classroom practices, and further support be 

given to teachers to develop cost-effective teaching and learning resources and improve internet 

access. To meet the demands of the new curriculum, the MoEAC should ensure that all secondary 

schools have functioning internet connections and adequate ICT infrastructure for teachers and 

learners to access information beneficial to ESL content. The Ministry should therefore provide 

robust training to ESL teachers and equip them with skills to develop materials that induce interest 

and attention in learners, to make ESL classrooms fun and suitable for knowledge creation.  

6.6 Recommendations for future research 

The findings of my study are suggestive of the need to carry out further studies in the area of CPD 

for ESL teachers in Namibia. Therefore, the following recommendations are made for future 

research based on my study findings. 

6.6.1 Recommendation 1: Assessment of the knowledge base of ESL teachers in Namibia 

The present study established that teachers’ knowledge originates from several sources such as 

initial teacher education, CPD and their experiences, as well as from practical knowledge of being 

involved in the actual practice of teaching. A knowledge base for teachers is important as it serves 
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as a basis for effective language teachers education programmes. The Namibian Curriculum only 

stipulates generic knowledge base for all teachers, and no other document reveals what knowledge 

ESL teachers possess. This study therefore recommends that future research on the professional 

knowledge of ESL teachers should contribute to effective CPD programmes, in order for ESL 

teachers to match the fluid contextual demands in the provision of quality education.  

6.6.2 Recommendation 2: Explore and assess the current CPD framework in Namibia 

Despite several curriculum reforms, the existing CPD framework for teachers in Namibia has been 

in place for close to two decades. It does not stipulate any specific subject but is generic to all 

teachers regardless of their distinct contextual circumstances. Over the years, there has been a 

dearth of studies on the impact of the CPD framework on the quality of teachers’ or learners’ 

outcomes. I therefore recommend that future studies should conduct an assessment of the current 

CPD framework in Namibia and its impact on and relevance to the current educational system. 

6.6.3 Recommendation 3: Investigate the use and impact of EAC in primary and secondary 

schools on English language proficiency 

English Across the Curriculum (EAC) is a popular approach in the Namibian context. However, 

there have been limited studies on the extent of its usage and on its effect on English language 

proficiency in secondary schools. I recommend that future research explore how EAC is used in 

secondary schools, and the impact it has had on the teachers’ and learners’ attitudes towards ESL.  

6.7 Limitations of the study 

My study experienced several limitations which are worth mentioning here and may be particularly 

useful for future studies to take into account. Firstly, my study included interviewing only eight 

participants who were in-service ESL teachers in secondary schools in the Khomas region. They 

were purposively selected based on predetermined criteria which took into consideration my needs 

in regard to cost. Despite the sample being small, it provided me with in-depth and diversified 

insights and opinions into the CPD realm in Namibia. It further enabled me to contextualise the 

findings and make informed recommendations for future research in CPD in language teaching in 

Namibia. Generalising in this context is not possible as qualitative studies use an interpretivist 

approach which advocates the need to consider the subjective interpretation of human beings and 

their perceptions of the world as the starting point in understanding social phenomena 

(Alharahsheh & Pius, 2020).  

During data collection, I experienced a considerable delay in getting all the teachers in one place 

to conduct the focus group discussion. This in turn delayed the semi-structured interviews and 
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affected the entire data collection and analysis process. However, the focus group discussion 

provided a warm and enlightening experience, as teachers freely shared their experiences with one 

another, utilising the platform to learn from each other and find comfort in sharing similar 

experiences. They also used the platform to construct new knowledge by sharing different insights, 

experiences and classroom initiatives to employ when addressing barriers to ESL learning, 

especially for learners struggling with reading in their ESL classrooms. Finally, it was truly 

heartwarming to discover how resilient the ESL teachers were as they revealed their continued 

efforts to foster inclusive classrooms, despite the limited CPD opportunities available to them. 

Their dedication to supporting learners with special needs with the little knowledge and skills they 

possessed said a lot about their dedication to their profession.  

6.8 Concluding remarks 

The purpose of this study was to explore the self-directed CPD needs of in-service ESL teachers 

in selected Namibian secondary schools. The teachers in this study revealed that they practise 

different kinds of reflection to transform their classroom practices and enhance their learners’ 

experiences while learning ESL. They further described the contextual experiences that shaped the 

kind of CPD they needed to improve their professional knowledge. Although they felt inundated 

with many contextual challenges, which sometimes influence their aspirations to improve their 

ESL classrooms outcomes, they were determined to remain committed to their profession and to 

create inclusive learning environments for their learners by initiating self-directed interventions. 

Finally, my study is the beginning of the expansion of knowledge about self-directed CPD in 

Namibia, providing valuable insights into in-service secondary school ESL teachers in Namibia 

and paving the way for future research on effective and transformational CPD approaches in 

language teaching education.   
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APPENDIX A: FOCUS GROUP DISCUSSION SCHEDULE 

 Questions Justification 

1. What challenges do you experience when 
teaching ESL? 

• To examine teachers’ contextual challenges 
and how as reflective practitioners they 
envisage resolving them? 

• To explore how teachers reflect on their 
context to resolve their needs  

2. How do you address these challenges? 

3. Do these challenges influence what you need 
to develop as a professional teacher? HOW 

To guide the teachers to reflect on their contextual 
challenges and their professional needs 

4. How do you contribute to the CPD 
curriculum you receive? 

Determine the voice of teachers in CPD activities; 
this will reveal whether or not the CPD is self-
directed 

5. What kind of CPD do you need to enhance 
teaching in ESL?  

To establish reflective thinking in a community of 
practice and co-construct knowledge on the CPD 
they want 
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APPENDIX B: SEMI-STRUCTURED INTERVIEW SCHEDULE 

 Questions Justification 

1. Tell me about your classroom experience in 
teaching ESL?  

To describe the participants teaching experience 
to understand their instructional practices and 
contextual experience  

2. What do you understand the term teacher 
“continuous professional development” 
(CPD) to mean? 

To explore the teachers’ knowledge and 
understanding of CPD 

3. What strategies are in place to address your 
professional needs? 

To establish the current professional development 
activities 

4. If there are CPD activities in place, what 
informs the content of your CPD programmes?  

To find out the source of the CPD content which 
teachers have gone through. This question will 
also help the researcher understand the 
participants’ experiences that shape their CPD 
needs 

5. What are your specific individual needs? To find out teachers’ personal CPD needs and 
what informed them. 

6. How do these CPD activities fulfil your 
individual needs? 

To examine whether their CPD needs are 
considered 

7. How do you want your individual needs to be 
fulfilled? 

To identify their idiosyncratic CPD needs 
solutions and interventions and how they want to 
be fulfilled 

8. As an English for grade which areas do you 
think you need further CPD? 

To explore which areas, do teachers needs CPD in 
and why?  
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APPENDIX C: DOCUMENT ANALYSIS SCHEDULE 

 

 

Component of the document  What are you going to look for while 
analysing each section of the CPD framework 
document and why?  

Purpose of the CPD framework The importance and intended purpose of the 
CPD framework in Namibia  

Steps for drafting the CPD curriculum  Guidelines for developing a CPD curriculum at 
school, circuit and regional level. 

Steps of implementing the framework Steps on how the CPD framework should be 
implemented at all levels with regard to the 
current status 

Evaluation process of the CPD framework How to monitor and evaluate the 
implementation of the framework and the 
channels to be followed when monitoring the 
process. 

Expected outcome of the CPD framework What is the envisaged outcome of the 
framework at school, circuit, regional and 
national level and the current status 
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APPENDIX D: APPROVAL LETTER FOR ETHICAL CLEARANCE 
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APPENDIX E: REQUEST FOR PERMISSION TO CONDUCT STUDY- DIRECTOR 
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APPENDIX F: REQUEST FOR PERMISSION TO CONDUCT STUDY- PRINCIPAL 

Ms Hilma Amakutuwa 

Cell: 081 273 8932 

P.O Box 2863 

WINDHOEK 

20 July 2023 

The Principal 

SCHOOL NAME……………. 

Windhoek 

Namibia 

Subject: Request for permission to conduct an educational study at COSMOS HIGH SCHOOL 

My name is Hilma NM Amakutuwa, I am currently registered as a part-time MEd student (full thesis) 
English Language Teaching (ELT) (student number: 22A7152) at Rhodes University. I work for the 
Ministry of Education, Arts and Culture as a Chief Education Officer for English as a Second Language 
in the Directorate of Programmes and Quality Assurance at the head office.  

I hereby request permission to conduct a research study at your school during the period of July to 
August 2023. The purpose of this project is to explore the self-directed continuous professional 
development (CPD) needs of ESL in-service teachers. The project will be conducted under the 
supervision of Professor Nhlanhla Mpofu from Rhodes University. Her email is 
nhlanhla.mpofu@ru.ac.za  

In participating in this study the ESL teachers will meet with me for a semi-structured interview about 
their understanding of CPD. Secondly, the ESL teachers will participate in one focus group discussion 
that will last for 45 minutes to reflect on the teaching experiences that shape their CPD needs. The semi-
structured interviews and focus group discussion will be audio recorded as per the University 
guidelines, but I will not interact directly with the learners.  

The teachers and the school are assured of confidentiality, anonymity, voluntary participation and the 
right to withdraw at any time. Teachers who choose not to participate in the study will not be prejudiced 
in any way. I will adhere to all COVID-19 protocols during the data collection process. It is our 
presumption that the research findings will make a credible contribution towards the significance of 
self-directed CPD in improving classroom practices for teachers and learners, as well as informing 
education officers about the use of qualitative ways to identify the CPD needs of teachers in Namibia. 

 

Should you require any further information or want to contact the researcher about any aspect of this 
study, please contact me on 081 273 8932 or at hmoongela@gmail.com. This study has met the 
standards laid down by Rhodes University and has received ethical clearance. The Rhodes University 
Research Office can be contacted on ethics-commitee@ru.ac.za if any concerns arise during the data 
collection process.  

Yours sincerely, 

  

Hilma Amakutuwa  

hmoongela@gmail.com 

Cell: 081 273 8932 

 

mailto:nhlanhla.mpofu@ru.ac.za
mailto:hmoongela@gmail.com
mailto:ethics-commitee@ru.ac.za
mailto:commitee@ru.ac.za
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APPENDIX G: REQUEST FOR PERMISSION TO CONDUCT STUDY- TEACHER 

 

From: Ms Hilma Amakutuwa 

Cell: 0812738932 

P. O. Box 2863 

WINDHOEK 

 

Date  

 

To: The Teacher  

________________________ 

Subject: Invitation to participate in an educational research study 

 

My name is Hilma NM Amakutuwa, I am currently registered as a part-time MEd student (full thesis) 
English Language Teaching (ELT) (student number: 22A7152) at Rhodes University. I work for the 
Ministry of Education, Arts and Culture as a Chief Education Officer for ESL at the Head Office.  

I hereby request permission from you to be involved in my research study to be conducted at your 
school during the period of March to July 2023. The purpose of this project is to explore the self-directed 
continuous professional development (CPD) needs of English Language teachers in selected Namibian 
secondary schools. The project will be conducted under the supervision of Professor Nhlanhla Mpofu 
from Rhodes University. Her email is nhlanhla.mpofu@ru.ac.za  

Your participation in this study will involve meeting with me for a one-on-one semi-structured 
interview about your CPD needs and experiences that shape your needs. It will also involve audio 
recording of focused group discussions as well as analysing your lesson plans to see how you reflect on 
your lessons to identify your professional needs. You are assured of confidentiality, anonymity, 
voluntary participation, and the right to withdraw at any time. If you choose not to participate in the 
study, you will not be prejudiced in any way. If you agree to participate in this study, please complete 
the form below.  

It is our belief that the research findings from this study will make a credible contribution towards the 
significance of self-directed CPD in improving classroom practices for teachers and learners as well as 
inform Education officers to use qualitative ways to identify CPD needs of teachers in Namibia. 

Should you require any further information or want to contact the researcher about any aspect of this 
study, please contact me on 081 2738932 or at hmoongela@gmail.com. This study has met the 
standards laid down by Rhodes University and has received ethical clearance. The Rhodes University 
Research Office can be contacted on ethics-commitee@ru.ac.za if any concerns arise during the data 
collection process.  

 

Yours sincerely,  

Ms Hilma Amakutuwa 

hmoongela@gmail.com  

Cell: 0812738932 

 

mailto:nhlanhla.mpofu@ru.ac.za
mailto:hmoongela@gmail.com
mailto:ethics-commitee@ru.ac.za
mailto:hmoongela@gmail.com
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APPENDIX H: CONSENT FORM FOR TEACHERS  

 

I, _____________________________________ (participant name/pseudonym name can be 
used), confirm that the person asking my consent to take part in this research has told me about 
the nature, procedure, potential benefits and anticipated inconvenience of participation.  

 

I have read (or had explained to me) and understood the study as explained in the information 
sheet. I have had sufficient opportunity to ask questions and am prepared to participate in the 
study. I understand that my participation is voluntary and that I am free to withdraw at any time 
without penalty. I am aware that the findings of this study will be anonymously processed into 
a research report, journal publications and/or conference proceedings.  

 

Through this consent, I agree to be interviewed, for my lesson to be audio recorded and for my 
lesson plan to be analysed.  

 

I have received a signed copy of the informed consent agreement. 

 

Full name of participant: ______________________________________________________ 

 

Signature of participant: _____________________________ Date: ____________________ 

 

 

Signature of researcher: _ 

 

_____________________________ Date: ___________________ 
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APPENDIX I: PERMISSION TO CONDUCT STUDY: DIRECTOR 

 

 

  



 

143 
 

APPENDIX J: PERMISSION TO CONDUCT STUDY: EXECUTIVE DIRECTOR 
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APPENDIX K: DATA ANALYSIS EXCERPT 

 

 

 

  

Coding from interview scripts  Common ideas/themes 

✓ Learners are not at the grade level they should be 

✓ Learners lack basic language skills  
✓ Learners cannot read when entering High school 
✓ Learners with executive dysfunction 
✓ Get support from specialist to accommodate special learners 
 

• Skills in assisting learners who 
can’t read, who can’t focus and 
those without interest  

(need for specialised skills and 
knowledge: learning support)  

✓ Support to come up with inclusive teaching material  
✓ Incompetent supervisors  
✓ We are on our own, need mentors or Shadowing 
✓ Nothing the school can do for me 
✓ My HOD need me more than I need her 

• Working in isolation/ Support from 
supervisors/Schools  
 

✓ I didn’t receive CPD training in the past 4 years, 5 years 
✓ During the 18 years of teaching, CPD is determined by the management of 

the school, Higher departments, your English language department, HODs, 
they are the ones running and determining the professional development 

✓ you don’t have a voice in that, your opinion is not being considered and 
with the professional development the only thing that I've seen so far or that 
I've experienced, is like workshops. 

✓ they have the final say to decide whether you can carry it out or not, and 
many occasions they reject those 

✓ I receive CPD every year, regional CPD every semester 

• Frequency and type of CPD 
programmes available 

 

✓ Learners think the subject is easy yet still under perform 
✓ Learners are not interested in school, Learners do not read 
✓ Teachers of other subjects do not care to correct learners’ language 

mistakes 
✓ Learners lack confidence to speak English 
✓ curriculum or syllabus packed with, oftentimes irrelevant things 

• Systematic/contextual challenges 
facing ESL teachers  

• Need for motivation for learners 
and teachers 

 

✓ I do research, watch YouTube videos, 
✓ I consult other teachers at school 
✓ I try to use my daughters’ books to assist my slow learners 
✓ I have enrolled to do my masters 
✓ I am demotivated, thinking leave the profession 

• Teachers’ self-driven initiatives in 
improving ESL classroom 
experiences  

• ICT support and teaching 
resources needs 
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APPENDIX L: THEMATIC ANALYSIS PROCESS FLIPCHART 
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APPENDIX M: EXCERPT FOCUS GROUP DISCUSSIONS TRANSCRIPTS 
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APPENDIX N: EXCERPT INTERVIEW TRANSCRIPTS 
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