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Abstract 

The paper addresses the professional learning opportunities and challenges of 

early grade teachers during the implementation of the site based training. The 

training is one of the project activities about ICT for Enhancing Early Grade 

Literacy and Numeracy in Nyarugusu refugee camp. The project brings out the 

innovations by transforming the pedagogical approaches into digital content based 

learning where three ICT model classrooms, an android Classroom Learning 

Management System (Tujifunze), solar power system and Local Area Network have 

been established in Nyarugusu Refugee Camp (NRC). The paper, therefore, 

outlines the findings from 18 early grade teachers who participated in the training 

and provided feedback on the task. The evaluation of the training employed the two 

levels of the Kirkpatrick model to seek teachers‟ reaction towards the training and 

professional learning. Questionnaire and narrative interview were employed as 

data collection tools. Descriptive data and framework analysis strategies were 

employed during data analysis. The findings indicate improved confidence in ICT 

integration, increased readiness for ICT adoption and improved peer 

collaboration. Insufficient time and facilities to necessitate ICT integration in 

professional learning and teaching were some of the challenges mentioned by the 

participants. It is concluded that technological adoption in schools requires a 
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mind-shift among teachers so as to teach and learn in new approaches and 

collaborate beyond the school environment. The paper recommends a blended 

professional development approach which seems to have significant contributions 

towards technological acceptance in teaching and teachers‟ professional 

development. The adoption needs teachers' commitment towards the programme 

objectives and school managers need to ensure availability of school resources 

such as internet connectivity. Further research is recommended on the third and 

the fourth Kirkpatrick level of programme evaluation. 

  

Key Words: Professional Learning, Professional Identity, Community of Inquiry, 

Blended Professional Development 

 

Introduction  

This paper addresses the experience of early grade teachers gained in the project 

implementation on the innovation about the application of digital content to 

enhance acquisition of Early Grade Literacy and Numeracy. The innovation is 

rooted in the global demand on the need for technological competencies in 

teaching and learning. Specifically, the innovation entails to address the 

Sustainable Development Goal number four in which there is a need to ensure 

inclusive and equitable quality education and promote lifelong learning. On this 

basis, the project team develops innovative products that aim to ensure 

marginalized refugee children effectively use the technological innovations to 

develop higher-order skills in digitized and knowledge based society. On this, we 

engage teachers in creating interactive multimedia lesson to foster pupils reading, 

writing and arithmetic. The innovation creates database for multimedia lessons that 

have been developed by teachers so that they can be used to teach other pupils in 

subsequent years. In response to the critical need to ensure inclusive education, the 

project provides a room for early grade teachers to participate in blended 

professional learning (face to face and online) in which they develop digital 

lessons, review and practice self-assessment for learning. Teachers have an 

opportunity to reflect on their own practices and collaborate while being mentored 

by the research team.  

 

Tanzania is hosting over 350,000 refugees and asylum seekers with the majority 

from Burundi (274,455) and the Democratic Republic of Congo (84,520) as 

reported in the UNHCR 31 March 2018 statistical report. Fifty five percent of the 

refugee population are children under eighteen years, and more than 7,000 children 

are unaccompanied and separated (UNICEF, 2018). About 70,235 school-aged 
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children including adolescents access quality education (ibid). In Nyarugusu 

refugee camp there are 8 primary schools and 2 secondary schools serving the 

Burundian population in which there has been a number of indicators regarding 

challenges in provision of education (Group Special Mobile Association [GSMA], 

2017). According to UNICEF (2017) schools are facing the overcrowded 

classrooms and lack of sufficient infrastructure. The persistence of overcrowded 

classrooms in which the statistics indicate 154 pupils per classroom and 85 pupils 

per one teacher, signifies the continued need to support education services 

(UNICEF, 2018). The reported status aligns with the project baseline study which 

indicated that literacy and numeracy level among standard one and two students is 

low. In addition to that 66% of teachers did not attend pre-service teacher training 

prior to becoming teachers. The number of in-service teacher training is limited 

only 37% of interview teachers confirmed that they had attended at least one in-

service training (Ndibalema, 2017). Therefore, with all this information in mind 

the project main challenge is low levels of numeracy and literacy among pupils of 

primary schools in Nyarugusu Camp.  

 

The project aims at addressing the low levels of literacy and numeracy among 

refugee children through digital content. Within this broad aim, the project aims to 

enhance early grade teachers‘ competence on the use of ICT as a tool for teaching 

and learning as well as professional development. Teachers are engaged in face-to-

face school based training and online professional development programmes. This 

paper, therefore, addresses teachers‘ reaction on the school based training and the 

learning observed after the training. The training aims at capacitating teachers to be 

able to create multimedia numeracy and literacy lessons with interactive futures 

and share them to their pupils through kids‘ tablets. They are trained on how to 

create multimedia local context content which includes customizable digital 

games, texts, videos, and images. The training is face to face site based and online 

professional learning through Edmodo Learning Management system.  

 

Reflection on site Based Professional Development 

Continuity in teacher professional development programmes is the heart of 

teachers‘ professional growth. When designing a teacher Professional development 

(TPD) programme one needs to consider a number of factors, including the 

Professional Development (PD) strategies and the actual needs of the intended 

participants. Several researchers attribute the failure of TPD programmes to lack of 

direct link to actual classroom practices (Desimone & Garet, 2015). On this basis, 

TPD programme must enable a teacher to be able to translate the programme 
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content into daily instructional strategies. Again, Guskey and Kwang Suk (2009) 

argue that effective TPD programmes must have the flexibility in making a follow 

up after the main professional development activities. This means that when the 

workshop becomes a onetime event, there is likelihood to have very little outputs 

to teachers‘ actual classroom practices. This also may allow the TPD organised to 

get a chance for feedback from the participants about whether or not what is 

learned has positive effects to students‘ learning. Timperley (2011) also suggests 

an assessment as an important aspect in TPD programme. Timperley suggests the 

following questions which can help professional development to move forward: 

―how effective has what we have learned and done been in promoting our students‘ 

learning? What should we continue? What should we refine? And what should we 

stop?‖ Perhaps, these questions would guide the programme planner to set out the 

grounding rules of the programme. It is on this ground, the authors of this paper 

considered a number strategies, approaches and models to guide the TPD 

programme. The consideration was on Teacher Community of Inquiry framework 

and site-based TPD model. 

 

The Community of Inquiry (COI) framework was developed by Garrison and 

Vaughan (2007), with a belief that it helps to avoid separation of theory and 

practice. It provides a means to shape practice, reflect upon the practices and make 

sense of outcomes. The framework assumes that learning occurs within the 

community through the interaction of social presence, cognitive presence and 

teaching presence as core elements (Akyol, 2009). The framework, therefore, was 

used to support the blended professional learning in which teachers had an 

opportunity to meet with the research team on face to face basis and online. 

Teachers had an opportunity to publicize their ideas and to reflect on their 

practices, research their own practices and collaborate.  Balka et al.. (2010) state 

that professional communities do not just happen; teacher educators and teachers 

must work at developing a trusting and collegial environment.  It is on this basis, 

the research team employed the site-based PD model to enhance collegiality and 

trust. According to Gaile and Burns (2005), site-based TPD often takes place in 

schools, resource centers or teacher training colleges. Teachers work with local 

(―in house‖) facilitators or master teachers to engage in more gradual processes of 

learning, and building mastery of pedagogy, content and technology skills. The 

model helps in incorporation of local context in the actual teacher development 

training. Teachers get a chance to observe the actual taught techniques work in 

their actual day to day context. Additionally, site based PD is based on teaching 

circles. The first circle is teacher preparation. The second is observation and the 

third is analysis. The professional developer‘s role is to facilitate and support the 
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teachers‘ learning during each phase of the cycle. The main aim of on school based 

PD is for the teacher to contextualized set of experiences on which teachers can 

reflect more critically about their beliefs and practices (Cheng & Ko, 2009). 

Therefore, school based training is more contextualized and provides teachers with 

real experience into their classroom. Reflecting on the same, Gaile and Burns 

(2005) stress that the advantages of site base training tend to address local issues 

and encourage individual initiative, collaborate problem solving and provide 

ongoing opportunities for professional learning. 

 

The need of Blended Teacher Professional Development 

The approach on TPD might be one of the factors to facilitate successful 

integration of ICT based interventions in schools. The current intervention employs 

a blended approach in which there was a combination of face-to-face and online 

experiences. Writing on the blended professional development (BPD), Owston et 

al.. (2008) stress that it offers more flexibility to learners because some of the 

learning takes place at scheduled in face-to-face times, while other parts of it may 

occur online at their convenience and it is cost effective. Although the approach 

appears to be useful for teacher professional growth, it has been criticised as there 

is limited research linking blended learning teacher development to the impact on 

students. This precludes the ability to utilize this environment with confidence 

(Leake, 2014). In order to overcome the challenges, the authors of this paper 

employed the site-based face to face PD in which the training programme was 

localized to a local context and was mostly a teacher-driven programme. This is 

due to the fact that the team conducted the baseline survey before the intervention 

to outline and create a pool of suggestions from teachers to guide the training. 

During the baseline survey, teachers expressed the need for effective professional 

development to enable them integrate ICT effectively in their teaching and 

professional growth. On this basis, early grade teachers from three schools in 

Nyarugusu refugee camp, were considered as a community of learners who are 

able to share and collaborate on face to face and online basis due to the availability 

of technological devices such as computer and internet connectivity. 

 

Methodological Procedures 

In this study, the interest was to find out the teachers‘ reaction and professional 

learning opportunities as well as limitations on the use of ICT to enhance literacy 

and numeracy among teachers who are participating in the programme. On this 

basis, mixed methods; quantitative and qualitative were employed. On quantitative 

aspect, the programme evaluation questionnaire to gather information on 
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participants‘ extant levels of knowledge regarding the use of ICT for enhancing 

teaching shared in the workshops were administered. The participants had to rate 

their reaction and level of knowledge with respect to the programme package by 

responding to a statement along a four-point Likert scale that ranged from strongly 

agree to disagree.  

 

Again, the narrative inquiry method was employed in which teachers were asked to 

narrate a story about their experience regarding the professional learning 

opportunities from the training on the use of ICT for enhancing literacy and 

numeracy among pupils in the camp. Writing on the narrative inquiry, Usher 

(1997) stresses that narratives help us to understand and give the meaning to life 

experiences in a story form in which we come to understand and assign the 

meaning to the narrations. From an ontological and an epistemological stance, 

narrative inquiry entails the study of experience as a storied phenomenon 

(Connelly & Clandinin, 2006). In this regards, the tasks to guide the investigation 

was: What are your opinions about the training? What are the professional learning 

opportunities did you gain from the training? What do you think to be the 

limitations of the training? In the light of the guiding research questions, a semi-

structured interview which was recorded and transcribed by the researchers was 

administered. 

 

The Consideration of Kirkpatrick‟s Evaluation Model 

To evaluate the training and analyze the real teacher experience gained in site 

based training, the researchers considered Kirkpatrick‘s Evaluation Model. 

Kirkpatrick‘s Model has four levels. The first level is to evaluate teachers‘ 

reactions on the training. The second level is to evaluate teacher learning. The third 

level is to evaluate changes of teacher behaviour at work place and the fourth level 

is to evaluate the results obtained after teacher training (Kirkpatrick & Kirkpatrick, 

2009). The research team evaluated the workshop focusing on Kirkpatrick level 

one and two since level three and four need more time to obtain the valued data. In 

level 1, the interest was to find out participants‘ reactions on the general 

impressions about the instructional digital learning training programme and its 

components such as activities, time and effort, relevance, usefulness of resource 

materials, effectiveness of the facilitators in enhancing teaching and learning of 

literacy and numeracy. Level 2 was on participants‘ learning. On this, the focus 

was on the quality of learning during the training in which aspects such as change 

in teachers‘ attitudes, competencies and self-confidence of ICT use in teaching 
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were assessed. This was followed by the classroom observation to evaluate the 

actual applicability of the acquired skills in the actual classroom. 

 

Participants 

The participants were 18 early grade teachers enrolled in the mentioned project 

who participated in a school-based training (workshop) for ten days. The workshop 

described in this paper was employed as an intervention approach to ensure that 

early grade teachers in Nyarugusu refugee camp change their attitudes and improve 

their competence towards the use of ICT as a tool for enhancing teaching and 

learning of literacy and numeracy.  

 

Data Analysis 

The responses from the questionnaire were analysed by using Statistical Package 

for Social Sciences (SPSS) version 20 which enabled the identification of different 

descriptive statistics (Mean score and standard deviation) for easy presentation in 

form of tables. The responses from narrative interviews were subjected to 

framework analysis to identify specific piece of data which correspond to different 

themes followed by patterns of representative quotes and explanations. 

 

Findings and Discussion 

This section deals with the results which are presented in the light of teachers 

reactions and professional learning observed during and after the training as well 

as limitations emerged from the participants. The data related to these aspects are 

presented next followed by discussion.  

 

Teachers‟ Reactions towards the Site-based Training and Professional 

Learning 

The 1 next presents the data from the questionnaire reflecting teachers‘ reaction on 

the workshop. 
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Table 1: Descriptive Statistics on Teachers‟ Reactions towards the Site-based 

Training (N=18) 

Item on Teachers‟ Reaction towards school-based ICT 

Training 

M SD 

The training was highly interactive 3.33 .594 

The training equipment were enough 2.11 .583 

The training equipment were effectively utilized 2.78 .808 

The training met the teaching pre-primary school needs 3.22 .548 

The training uplifted my teaching ability 3.78 .428 

The training has uplifted my ICT pedagogical skills 3.56 .511 

The training uplifted my teaching confidence 3.39 .502 

The training increased my awareness on the use of ICT in 

teaching 

3.61 .502 

Training rooms were good 2.82 .728 

Question and answer session was highly engaging 3.28 .461 

Health needs were well met 2.94 .938 

Time allocation to every module was enough 2.88 .697 

Trainers were competent 3.65 .493 

The Motivation given was meaningful 3.18 .728 

The language used was proper and clear 3.61 .502 

Participants were free to contribute their ideas 3.44 .616 

I gained a lot of friends in the training 3.61 .502 

All reported challenges were attended effectively by the 

facilitators 

3.11 .832 

Source: Field Data (2018) 

 

The findings in table 1 indicate that most respondents strongly agreed on the most 

aspects indicating the acquisition of appropriate ICT skills. Such aspects included 

uplifting the teaching ability with mean score 3.78 and improving ICT pedagogical 

skills with the mean score of 3.56. Some aspects such availability of sufficient 

training equipment with the mean score of 2.11 and insufficient time with the mean 

score of 2.88 appear to have a low score, still the participants acknowledged the 

usefulness of the training for their professional growth. The findings from 

descriptive statistics had some concurrence with the findings from the narrative 

writing by the teachers as summarised in table 2. 
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Findings from Narrative Interview 

Teachers were asked to write the professional learning opportunities from the site-

based training. The themes generated from the raw data are summarised in table 2 

next. 

 

Table 2: Generated Themes from Qualitative Analysis 

S.N Theme Representative Quote 

1. Context based 

professional 

learning 

“… I can say, the training we have been involved in has been 

exceptional to us. Most of the content we have been sharing 

in this training are context based. Hands-on activities we 

have been engaged in are really encouraging. The sample 

local context digital lessons we have developed after the 

workshop, reveal our satisfaction with the programme” 

(Early Grade teacher-D, 2018) 

2. Improved ICT 

confidence 

“……I never thought of using the computer in my life but now 

I can create the email, upload the lesson in Tujifunze system 

and register pupils in Tujifunze. I can post and comment on 

my fellows‟ posts through Edmodo Learning Management 

System, and search relevant information to improve my 

teaching through Google search engine. More importantly, 

Iam able to create an interactive PowerPoint lesson to be 

displayed through the projectors for my pupils” (Early Grade 

teacher- A, 2018) 

3. Increased 

readiness for 

ICT adoption 

“…… I feel I am ready to use technology in my teaching as I 

am able to run the Tujifunze system so far. Before the 

training, I never expected to use computers and tablets in my 

teaching but now I am ready and I believe this technology 

will improve my teaching” (Early Grade teacher- F, 2018) 

4.  Sharing 

experience 

with peers 

“…….. the group tasks you have been giving us promote 

togetherness as we have time to discuss and reflect on the 

assigned task. Fellow teachers who have sufficient ICT skills 

share with us what they know which is helpful for us” (Early 

Grade teacher- B, 2018) 

Source: Field Data (2018) 
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Context Based Professional Learning 

School-based training was thought to be more relevant and useful to most teachers 

as they had an opportunity to explore the environment and design context based 

digital lessons. It was noted that teachers were very keen with the training 

programme as they found to be directly related to the school curriculum. It is 

possible to argue that, when teachers are involved in the school based training, 

there is a likelihood of smooth transfer of knowledge and experience to other 

teachers in their respective schools.Writing on the school based training, Mubanga 

(2012) stresses that school based in-service teacher education programmes are 

demand driven, responding to identified needs; cost effective which enable large 

numbers of teachers to have opportunities for learning; and programs which 

include not only studies on subject contents but also methodologies, use of 

materials or way of management in classrooms. Bandara (2018) concludes that the 

effectiveness of school based training programmes depends on the availability of 

effective national or local policy and professional development frameworks. One 

would agree with what Bandara concludes in the Tanzanian context as there has 

been a number teacher professional development programmes on ICT without a 

clear guideline. Reflecting on education and training policy in Tanzania, it has 

been stipulated that ICTs should be used as a tool for the provision of education 

and training at all levels (URT, 2014). The translation of the policy is reflected in 

the ICT competence standards framework for teachers in Tanzania of 2015 which 

addresses the competences needed by the 21
st
 Century teachers. The framework 

stresses the need for teachers to have technological skills and knowledge on ICT 

facilities, web-resources and online collaboration for their professional growth 

(URT, 2015). Although the framework is in place, evidences to support the 

implementation in the school context are hardly seen. Even in schools where few 

ICT projects are implemented, it is very hard to find out the stipulated guideline 

being translated from the framework guiding the PD programmes among teachers. 

The authors of this paper suggest the need of strategic school-based plan focusing 

on school needs in order to address context based problems.  

 

Improved ICT Confidence 

The participants in the school based training perceived the programme to be more 

useful to them as they improved their confidence on the use of technological 

devices and systems for teaching and professional growth. ICT integration in 

teaching and professional growth among teachers appears to be complex which 

needs one to understand a number of associated factors which include confidence. 

It is even more difficult to adopt technology and develop competence out of it if 
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one lacks confidence. Most literatures outline lack of confidence as one of the 

major barriers for teachers in adoption of ICT in teaching (Kregor et al.. 2012; 

Prestridge, 2012; Totter, Stutz & Grote, 2006). It is on this ground that the 

assumed the need of school based training programmes which appear to strengthen 

teachers‘ capacity through supported hands-on activities to ensure their 

technological confidence are improved. It is logical to argue that teachers‘ 

technological confidence can increase if they find the technology they are using is 

relevant and supports pupils‘ learning. The findings of the present study are 

contrary to the study finding by Agyei (2015) who found mixed teachers‘ 

perceptions about the impact of the training programme on their learning in which 

some teachers indicated how much confidence they had acquired to teach their 

subject matter with ICT while others were reluctant to indicate that they could 

transfer their learning from the programme in designing and teaching their own 

subject in their classrooms. It makes sense to stress that training modules should be 

relevant to the real teachers working environment if we need trainees (teachers) to 

be confident in ICT adoption.   Morris (2010) appears to support the notion that 

higher levels of ICT confidence among teachers might not have a direct link to the 

wider uses of ICT in teaching. It is possible to agree with Morris, if the ICT based 

programme does not solve the local context classroom challenges. Unlike the 

current programme, there were a number of outcomes observed from teachers after 

the training. Reflecting on the classroom observation after the training, the transfer 

of knowledge was noted among teachers who participated in the training 

programme. Teachers were able to design digital lessons and upload them into the 

Tujifunze system for teaching, which was one of the training packages. Table 3 

next provides further evidence for the actual application of knowledge gained by 

teachers from the training. 
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Table 3: Classroom Observation Results 

Teachers‟ Ability to operate the Technological Devices in 

the Classroom 

M SD 

Ability to connect computer in LAN 4.80 .422 

Ability to connect students tablet to LAN 4.60 .699 

Ability to login and operate the Tujifunze CLMS 4.50 .707 

Ability to login Tujifunze using students‘ tablets 4.40 .843 

Ability to browse in Tujifunze CLMS 4.40 .843 

Ability on how to properly place Wireless network Access 

Point 

4.60 .699 

Ability to shutdown connect server 4.50 .707 

Ability on disconnecting server from Access point 4.50 .707 

Ability to shutdown computer 4.50 .707 

Ability to shutdown network access point 4.40 .843 

Ability to disconnect the server from Access point 4.40 .843 

Ability to shut down computer 4.50 .707 

Ability to shut down router 4.50 .707 

Source: Field Data (2018) 

 

The findings from table 3 reveal a strong teachers‘ ability to run the Tujifunze 

system since most observed teachers in the classroom tasks were highly in a 5 

Likert scale. This implies that professional learning from the training was achieved 

among teachers. It is possible to conclude that the training programme was relevant 

in solving the classroom pedagogical challenges.  This paper, therefore, urges the 

ICT based professional development planners to plan relevant training programmes 

for teachers that have direct impact to the participants‘ daily practices in order to 

improve their confidence in using ICT for enhancing teaching and professional 

learning.   

 

Increased Readiness for ICT Adoption 

Most ICT based TPD programmes may lack appropriate continuity due to a 

number of factors which include readiness to adopt new technology. Writing on 

ICT adoption, Kweka and Ndibalema (2018) claim that personal readiness has 

significant contribution towards technology acceptance and actual use in teaching 

and learning. Teachers‘ readiness to change is the most important aspect because 

what they believe is likely to influence their actual practices. According to Korte 

and Hüsing (2006), teachers who are not using new technology such as computers 



 Conference Proceedings: The 1st International Conference on Innovative Education and Policy Reforms for Industrial Economy in Africa 

 

328 

 

in the classroom are still of the opinion that use of ICT has no benefit. It is on this 

basis, this paper suggests ICT based TPD programmes that should be planned to 

convince participants feel the ownership of the programme. This is possible if the 

programme enables the participants to understand the technological tools and know 

which one will make learning easier. Reflecting on the hands and minds-on 

activities during the training, most teachers were able to practice. This ability, by 

implication, qualifies their readiness for the future. Narrating on the training 

programme one of the teachers had this to say: 

 

“I have been encouraged and motivated by the way you are giving the 

learning instructions to teach by using the computer. I never thought to 

teach by using the computer in my classroom. I really appreciate the 

knowledge you have shared with us. I am sure when you come for the 

classroom visit, you will come across with the number of digital lessons I 

will design for my pupils” (Early Grade teacher- E, 2018) 

 

The above quote suggests a continued continuity in using ICT as a tool for 

enhancing teaching and professional growth. In the same line, teachers felt that the 

training programme was appropriate and useful to them even in their future career. 

Most of them expressed their sincere acceptance of the programme materials which 

appeared to allow them to have self-reflection and self- paced learning in the 

future. One teacher was quoted saying: 

 

“You have been giving us sufficient instructions and modules that allow us 

even to practice at our own pace. I feel very comfortable with the training 

programme as I am able to design the digital lessons within a short period 

of time, although I am still slow” (Early Grade teacher- G, 2018) 

 

The logical implication from the preceding quotes could be the value teachers 

assign to the programme which builds their professional identity. In this digital 

age, teachers are expected to be ready to adopt technology to make their 

professional learning and teaching easy. Teachers are expected to teach pupils who 

have technological exposure. Logically, teachers also need to have the basic 

technology, skills, know-how, on how to use technology, hardware and software; 

otherwise, they will have problems in working in technological classrooms 

(Mndzebele, 2013). A very strong message from participants was that readiness to 

adopt technology in this digital era would result in the strong development of their 

professional identity.  The authors of this paper recommend a continued exposure 
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of ICT based PD programmes for teachers to ensure their professional growth and 

identity   

 

Sharing Experience with Peers 

Effective integration of ICT in teaching and professional learning among teachers 

need a continued support from a variety of people which include school leaders 

and peers. The findings revealed that teachers were motivated to participate in the 

programme as they received quality support not from facilitators only but also the 

school inspectors and educational officers who were part of the training 

programme. The focus of the programme was also centered on encouraging 

teachers to work in a team when preparing the digital lessons and when teaching in 

technological classrooms. The purpose was to ensure that they build a shared 

common understanding on solving technological challenges in the classroom 

collaboratively. The inclusion of the discussion forum in the training programme 

was to ensure that mentors (facilitators) support them to build their confidence in 

changing their mind-set towards technology rather than having skills alone 

acquired through face to face school-based training.  

 

In a study by Fenton (2017), the results indicate that successful PD occurs when 

teachers are allowed time to collaborate with colleagues and learn from peers on 

how they integrated curriculum with the technology. Peer support was considered 

as the most important aspect for enhancing teachers‘ professional growth on the 

use of ICT for teaching and professional learning during the training and in online 

professional collaboration. Researching on the same, Du Plessis and Webb (2012) 

found that sharing experiences with peers at school is important to show the value 

of ICT and to learn from one another. Evidence from the online platform show that 

teachers have time to reflect with peers in the group on the best way to keep on 

integrating technology as well as sharing digital lessons and experience they 

encounter in the classrooms. Persistence in the technological classroom requires 

the continued support from peers and this is possible if a teacher has an ability to 

network and collaborate in a blended collaborative professional learning approach. 

This paper, therefore, identifies a blended collaborative professional learning 

approach to suit the school-based ICT professional development programmes. 
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What are the teachers perceived challenges regarding site-based professional 

learning? 

The data related to this question are presented in table 4 next followed by 

discussion in order.  

 

Table 4: Generated Themes from Qualitative Analysis 

S.N Theme Representative Quote 

1. Insufficient 

ICT facilities 

“……The training package is useful to us but the 

facilities such computers and cameras have not been 

sufficient to accommodate our needs. I suggest, 

when you plan the workshop like this next time, 

every participant needs a device for effective 

participation in hands-on activities” (Early Grade 

Teacher  - H, 2018) 

2. Time 

allocated for 

the training 

“……Although we have learnt so many issues 

regarding teaching by using computers, tablets and 

the system, still the time for face-to-face meeting is 

not enough. If possible, in the next training we may 

have more days for doing actual practices in the 

actual classrooms in your presence and have time 

for reflection” (Early Grade Teacher-C, 2018) 

Source: Field Data (2018) 

 

Insufficient ICT Facilities 

Lack of sufficient facilities was mentioned as a challenge although it did not affect 

the implementation of the programmes as the teachers were encouraged to work in 

groups and share the available computers. This helped the participants to learn 

from each other when doing group tasks although it could be better if each 

participant owned the device.  The educational needs today in Tanzania and in 

many other countries are driven by industrial development in which educators have 

an obligation to adopt technology which encourage professional growth. The ICT 

framework for teachers in Tanzania stresses the need for teachers to be conversant 

with ICT facilities, web-based resources and online collaboration for their 

professional growth (URT, 2015). In the same way, the Tanzania vision 2025 

stresses the need to create the information society in which teachers have the 

responsibility to educate children. This cannot be achieved if the technological 

facilities are not sufficient. Most studies agree that availability of theneeded 
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equipment is essential to the successful adoption of computers in curricula and is 

also a major reason why its adoption is often not completely successful (Alkahtani, 

2017). The challenge of ICT facilities especially computers has been a major 

problem limiting technology adoption among teachers. 

 

Most primary schools in Tanzania have insufficient computers as it could be 

reflected in the basic education statistics. In 2018, there were 17,562 primary 

schools of which 16,149 (92%) and 1,413 (8%) are Government and Non-

Government schools respectively (URT, 2019). In all primary schools, there are 

only 7538 desktops and laptop computers which are mostly used for administrative 

purposes. Having sufficient ICT facilities in primary schools is one of the enabling 

environments for teachers‘ professional growth. Amuchie (2015) reminds us that in 

order to fit into the new technology driven era, schools and individuals should, as a 

matter of necessity, develop a culture that places high premium on information and 

communication technology. This means that the need to invest in technological 

devices would be the vital step towards engaging teachers in ICT based PD 

programmes and improve their professional identity. 

 

Time Allocated for the Training 

Most participants claimed that there was little time to try out the designed digital 

lessons after the training. Although the trainees were satisfied with the programme 

content, still they were so concerned with the time allocated for trying new 

approaches in the actual classroom. The findings are in line with the study by 

Agyei (2015) who employed Guskey model in assessing the training and found 

that a number of the teachers indicated that there was little or no time to try out the 

designed lessons among their peers of which a lot of activities were packed into the 

training programme against the constraints of time and other resources. 

Furthermore, Peeraer, and Van Petegem (2012) report that most of the trainees 

stated that they lacked time and opportunities to practice what they had learned. 

The two-day workshop did not prove to be sufficient to go beyond an introduction 

to the tools, and, apart from developing the required ICT integrated lesson plan, 

some core group members could not find the time to practice and apply what they 

had learned. What does this mean in ICT based professional development 

programmes? The lesson one would draw is that most teachers are interested to be 

engaged in hands-on activities during the training and sometimes need time to 

consolidate and demonstrate skills gained.  
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Conclusion and Recommendations  

A blended ICT based teachers PD approach (combining face to face and online 

interaction) seems to be more effective to enhance professional growth. It is the 

researchers‘ view that, sometimes, it is difficult to run the ICT blended PD 

progamme as it might need many resources such as internet connectivity and 

bandwidth. Again, it requires a systematic planning as one needs to register the 

participants in the online platform and there should be someone who is regulating 

the online discussion to ensure the scope and purpose of the group is maintained.  

Again, the participants in the face to face and online PD programme need to be 

committed towards the objectives of the programme so as to change pedagogically. 

In the digital age, it is expected that that the PD programmes focus on pedagogy 

rather that technology alone as it happens in ICT based PD. If participants 

understand and develop positive attitudes towards pedagogical change and shift 

their mind-set towards technology, learning can take place easily in classrooms. It 

is on this ground, the researchers of the present study suggest a blended approach 

which seems to have significant contributions towards technological acceptance in 

teaching and teachers‘ PD. Technological adoption in schools requires a mind-shift 

among teachers so as to teach and learn in new approaches and collaborate beyond 

the school environment. As stated earlier in the preceding discussion this study was 

limited to two Kirkpatrick level of evaluation, focusing on level one and two. Early 

grade teachers who participated in this study indicated their reactions and learning 

opportunities as their experiences towards the workshop. Since the implementation 

of the project is on progress, the research team could be interested to find out the 

Kirkpatrick third and the fourth levels on the actual change of behavior and the 

programme impact. Many teachers are using the internet and different social 

networks today, but it is not well known to them how these platforms may be 

blended with face to face programmes to improve their professional learning. This 

paper, therefore, recommends further research on how to leverage these strategies 

for effective professional development. 

 

References 

Agyei, D. D. (2015). Evaluating teachers‘professional development for ICT use: 

towards innovative classroom practices. International Journal of 

Education, Learning and Development, 3 (9), 28-45. 

 

Akyol, Z., Garrison, D. R., & Ozden, M. Y. (2009). Online and blended 

communities of inquiry: Exploring the developmental and exceptional 



 Conference Proceedings: The 1st International Conference on Innovative Education and Policy Reforms for Industrial Economy in Africa 

 

333 

 

differences. The International Review of Research in Open and 

Distributed Learning, 10(6), 65-83. 

 

Alkahtani, A. (2017). The challenges facing the integration of ICT in teaching in 

Saudi secondary schools. International Journal of Education and 

Developmen using Information and Communication Technology, 

13(1), 32-51. 

 

Amuchie, A. A. (2015). Availability and utilization of ICT resources in teaching 

and learning in secondary schools in Ardo-Kola and Jalingo, Taraba 

State. Journal of Poverty, Investment and Development, 8(1), 4-100. 

 

Balka D, S., Hull T, H., & Miles R, H.  (2010) A guide to mathematics leadership: 

Sequencing Instructional change.  London: Corwin A sage company.    

 

Bandara, S. (2018).  School-based teacher development programs in secondary 

schools in Sri Lanka. International journal of research – 

GRANTHAALAYAH, 6 (5), 190-200 

 

Cheng L, P. & Ko, H. K. (2009) Teacher-Team Development in a School-Based 

Professional Development Program. The Mathematics Educator 19(1) 

8-17.  

 

Connelly, F. M., & Clandinin, D. J. (2006). Narrative inquiry. In J. L. Green, G. 

Camilli, & P.  

 

B. Elmore (Eds.), Handbook of complementary methods in education research (pp. 

477-487). Mahwah, US: Lawrence Erlbaum. 

 

 

Desimone, L. M., & Garet, M. S. (2015). Best practices in teacher's professional 

development in the United States. 

 

Du Plessis, A., & Webb, P. (2012). A Teacher Proposed Heuristic for ICT 

Professional Teacher Development and Implementation in the South 

African Context. Turkish Online Journal of Educational Technology-

TOJET, 11(4), 46-55. 

 



 Conference Proceedings: The 1st International Conference on Innovative Education and Policy Reforms for Industrial Economy in Africa 

 

334 

 

Fenton, D. (2017). Recommendations for professional development necessary for 

iPad integration. Educational Media International, 54(3), 165-184. 

 

Gaile, E., & Burns, M. (2005). Using Technology to Train Teachers: Appropriate 

Uses of ICT for Teacher Professional Development in Developing 

Countries. Washington, DC: infoDev / World Bank. Available at: 

http://www.infodev.org/en/Publication.13.html 

 

Garrison, R., & Vaughan, H. (2007). Blended learning in higher education: 

Framework, principles and guidelines. San Francisco: Jossey-Bass. 

 

Guskey, T. R., & Kwang Suk, Y. (2009). What works in professional 

development?. Phi Delta Kappan,90(7), 495-500. 

 

GSMA. (2017). Mobile is a Lifeline: Research from Nyarugusu Refugee Camp, 

Tanzania GSMA 

 

Kirkpatrick J.  & Kirkpatrick W, J. (2009). The Kirkpatrick Four Level: A Fresh 

Look After 50 Years 1959 – 2009, Kirkpatrick Partners, LLC. [Online] 

available at: 

http://www.kirkpatrickpartners.com/Portals/0/Resources/Kirkpatrick%

20Four%20Levels%20white%20paper.pdf 

 

Korte, W. B., & Hüsing, T. (2006). Benchmarking access and use of ICT in 

European schools 2006: Results from Head Teacher and A Classroom 

Teacher Surveys in 27 European countries. Empirica, 1, 0. 

 

Kregor, G., Breslin, M. and Fountain, W. (2012). Experience and beliefs of 

technology users at an Australian university: Keys to maximizing e-

learning potential. Australasian Journal of Educational Technology, 

28(8), 1382-1404 

 

Kweka, K. H., & Ndibalema, P. (2018). Constraints hindering adoption of ICT in 

government secondary schools in Tanzania: The case of Hanang 

District. International Journal of Educational Technology and 

Learning, 4(2), 46-57. 

 

Leake, S. (2014). A Blended and Face-to-Face Comparison of Teacher 

Professional Development: What's the Impact?A Dissertation 

http://www.kirkpatrickpartners.com/Portals/0/Resources/Kirkpatrick%20Four%20Levels%20white%20paper.pdf
http://www.kirkpatrickpartners.com/Portals/0/Resources/Kirkpatrick%20Four%20Levels%20white%20paper.pdf


 Conference Proceedings: The 1st International Conference on Innovative Education and Policy Reforms for Industrial Economy in Africa 

 

335 

 

Presented in Partial Fulfillment of the Requirements for the Degree 

Doctor of Education. Arizona State University. 

 

Mndzebele, N. (2013). Teachers readiness in using ICT in the classroom: the case 

of a developing country. International Journal of Information and 

Education Technology, 3(4), 409. 

 

Morris, D. (2010). E-confidence or incompetence: Are teachers ready to teach in 

the 21st century?. World Journal on Educational Technology, 2(2), 

142-155. 

 

Mubanga, R. M. (2012). School program of in-service training for the term 

(SPRINT) program in Zambia: a case of collaboration towards self-

reliant education development. In Paper for Japan Education Forum 

IX. Available online also at: https://home. hiroshima-u. ac. jp/cice/wp-

content/uploads/Forum/JEF9/Ruth-Mubanga-e. pdf [accessed in 

Manila, Philippines: October 10, 2018]. 

 

Ndibalema, P. (2017). Enhancing Early Grade Literacy and Numeracy through 

Digital Content among Primary Schools in Nyarugusu Refugee Camp, 

Kigoma Tanzania. Unpublished Baseline Survey Report.  

 

Owston, R., Wideman, H., Murphy, J., & Lupshenyuk, D. (2008). Blended teacher 

professional development: A synthesis of three program evaluations. 

The Internet and Higher Education, 11(3-4), 201-210. 

 

Peeraer, J., & Van Petegem, P. (2012). The limits of programmed professional 

development on integration of information and communication 

technology in education. Australasian Journal of Educational 

Technology, 28(6). 

 

Prestridge, S. (2012). The beliefs behind the teacher that influences their ICT 

practices. Computers & education, 58(1), 449-458. 

 

Timperley, H., (2011). Realizing the power of professional learning. Berkshire, 

England: Open University Press.  

Totter, A., Stutz, D. & Grote, G. (2006) ―ICT and Schools: Identification of 

Factors Influencing the use of new Media in Vocational Training 



 Conference Proceedings: The 1st International Conference on Innovative Education and Policy Reforms for Industrial Economy in Africa 

 

336 

 

Schools‖ The Electronic Journal of e-Learning 4(1), 95-102, [Online] 

Available at www.ejel.org 

 

UNICEF. (2017). Tanzania Situation Report Burundi Refugee Response. UNICEF 

 

UNICEF. (2018). Tanzania Humanitarian Situation Report. UNICEF 

 

URT (2014). Educational and Training Policy 2014, Dar es Salaam: MoEVT 

 

URT (2015). ICT Competence Standards for Teachers in Tanzania, Dar es Salaam: 

MoEVT 

 

Usher, R. (1997) ‗Experiential learning and the shaping of subjectivity in the 

workplace‘, Studies in the Education of Adults, vol. 31, no. 2, pp. 155-

163. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

http://www.ejel.org/

