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Abstract 

Meaningful learning requires learner-centred teaching strategies, which focuses on the 

needs of the learners. The study therefore, aimed to explore factors hindering 

implementation of learner-centred teaching strategies. A descriptive cross sectional 

design was used. A total of 72 nurse educators participated in the study and completed 

questionnaires. This was complemented by observation checklists for data gathering: 

eleven lessons were observed while the nurse educators taught their different courses.. 

The study found that a combination of learner and teacher-centred approaches were used 

by the nurse educators. However, classroom observation revealed that traditional lecture 

methods dominated most classrooms. The main challenges were lack of training for nurse 

educators in learner-centred teaching strategies; negative nurse educators and students 

attitudes towards the learner-centred teaching strategies and large numbers of students 

per class. It is assumed that training and support may improve educators’ attitudes and 

teaching methods. Therefore, the study recommended that a policy should be in place that 

promotes learner-centred teaching and learning strategies, adequate resources and 

ongoing support to educators for instance training in learner-centred teaching strategies. 

Furthermore, the results showed that there was a significant relationship (p<0.05) 

between nurse educators and students attitudes towards learner-centred teaching 

strategies. In addition, there was a significant correlation (p=0.01) on lack of resources to 

implement learner-centred teaching strategies and lack of orientation to these teaching 

strategies in the training. Nonetheless, the study showed no significant correlation 

(p>0.05) between years of experience; educational level and knowledge of learner-

centred teaching strategies as well as its use. 
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Operational Definitions 

Factors: Circumstances or facts or influences that contribute to a result or outcome 

Knowledge: Capacity to acquire, retain and use information; a mixture of 

comprehension, experience, discernment and skill 

Attitudes: inclinations to react in a certain way to certain situations; to see and interpret 

events according to certain predispositions; or to organize opinions into coherent and 

interrelated structures 

Practice: Application of rules and knowledge that leads to action 

Learner-centred teaching:Refers to a wide variety of educational programs, learning 

experiences, instructional approaches, and academic-support strategies that are intended 

to address the distinct learning needs, interests, aspirations, or cultural backgrounds of 

individual students and groups of students (Blumberg, 2008; Weimer, 2012) 

Teacher-centred teaching:Instructional approaches whereby students put all of their 

focus on the teacher; the teacher talks, while the students exclusively listen; during 

activities, students work alone, and collaboration is discouraged (Blumberg, 2008). 

Teaching strategiesare method used to deliver information in the classroom, online, or in 

some other medium  (Boundless, 2015). 

Teaching styles: These are attributes of a teacher that define their style, methads and 

behaviour in the classroom  (Barrett et al., 2007). 

Methods:Series of related and progressive acts performed by a teacher and students to 

achieve the objective of the lesson (Weimer, 2012).
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Chapter One 

Introduction 

Introduction 

Learner-centred teaching (LCT) is an approach in which students influence the 

content, activities, materials, and pace of learning (Alliance for Excellent Education, 

2012). Weimer (2002) defines learner centered teaching as a strategy that describes what 

and how the student is learning, under what circumstances learning takes place and what 

the student is retaining and applying to facilitate future learning. This learning model, 

places the student at the centre of the learning process, allowing their needs, abilities, 

backgrounds, and interests to shape teaching strategies, gives learners and demands them, 

a relatively high level of active control over the contents and processes of learning 

(Schweisfurth, 2013; MacHemer et al., 2007; Hall, 2006) 

These strategies have repeatedly been shown to be superior to the traditional 

teacher-centred approach to instruction, as they provide long-term retention and deep 

understanding of course material. Additionally they enhance acquisition of critical 

thinking or creative problem-solving skills and formation of positive attitudes toward the 

subject matter or level of confidence in knowledge and skills (Collins & O'Brien, 2003). 

Furthermore, the teacher use teaching styles that are applicable to him or her for example 

delegator, facilitator; demonstrator or personal model. He or she also uses a variety of 

teaching strategies to achieve meaningful learning for instance collaboration. 

Emenyeonu (2012) contend that training institutions that promote learner-centred 

teaching should among other things provoke independent reasoning, problem solving and 
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critical thinking. This can only be achieved if teachers have excellent ideas, knowledge 

and examples about how to create an environment that is more active, interactive, and 

communicative. Nonetheless, there is an outcry that new graduate nurses often lack the 

critical thinking and problem solving skills which are crucial in managing patients’ 

problems and life-threatening conditions (Deyoung, 2011). This is believed to stem from 

the teaching strategies that are instructor-centred as observed that nursing education has 

been teacher-centred with faculty often taking the role of “dispenser of knowledge”. The 

focus has mainly been on the transmission of content from the tutor, seen as the expert, to 

the student seen as more or less “empty barrels” or passive absorbers of knowledge 

(Dalley et al., 2008). Basing on the recommendations of the report by Tveit, Wasili, 

Kollstrom, Mwenye-Phiri (2009) that nurse educators need to be trained in learner-centred 

teaching strategies, it is evident that the strategies are not or partially practiced hence there 

is need to find out what stops them from implementing the learner-centred teaching 

strategies. 

In view of this the researcher intended to explore the factors that hindered use of 

these teaching strategies by looking unto their knowledge, attitudes and practice.  To 

properly utilize these terms to describe factors that hinder implementation of learner-

centred teaching strategies, it is critical to establish a basic premise and provide definitions 

for each word: Factors are circumstances or facts or influences that contribute to a result 

or outcome. Knowledge is a set of understandings or the capacity to acquire, retain and 

use information; a mixture of comprehension, experience, discernment and skill (Lakhan 

& Sharma, 2010). In other words it refers to one’s capacity for imagining, one’s way of 

perceiving. Knowledge of innovative teaching strategies considered to be beneficial, 
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however, does not automatically mean that it is put into use. The degree of knowledge of 

nurse educators on learner-centred teaching strategies assessed by this study would help to 

uncover areas of improvement. Attitudes refer to inclinations to react in a certain way to 

certain situations; to see and interpret events according to certain predispositions; or to 

organize opinions into coherent and interrelated structures (Lakhan & Sharma, 2010). In 

other words attitude is defined as a way of being; a position or it is an intermediate 

variable between the situation and the response to the situation. It helps explain that 

among the possible practices for a subject submitted to a stimulus, that subject adopts one 

practice and not another. Attitudes are not directly observable as are practices, thus it is a 

good idea to assess them. Practices are observable actions of an individual in response to a 

stimulus or it is an application of rules and knowledge that leads to action (Lakhan & 

Sharma, 2010). This is something that deals with the concrete with actions. 

This study concentrated on knowledge, attitudes and practices of nurse educators. 

Understanding the levels of knowledge, attitudes and practices will enable a more efficient 

process of awareness creation, as it will assist to unveil if teaching or learning focuses on 

the needs of the learners if not then solicit the challenges of not engaging in the learner-

centred teaching strategies. 

Hindrance to use of learner-centred teaching strategies in Christian Health 

Association of Malawi nursing colleges in Malawi is not known. The study therefore aims 

to explore factors that hinder use of learner-centred teaching among nurse educators in all 

CHAM nursing colleges in Malawi. The anticipated outcome of the study would help 

nurse educators and policy makers to come up with strategies of enhancing use of learner-

centred teaching which in the long run will promote student nurses to achieve critical 
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thinking and problem solving skills that are central in the provision of quality care to 

patients. The study findings would also contribute to the existing body of knowledge on 

the use of the learner-centred teaching which at the moment is scanty in Malawi. 

Background of the study 

Learner-centred teaching has historical roots that extend back to the time of 

Socrates in 400 B.C. but it was the influence of continental philosophers of the late 19th 

and early 20th
tcenturies who questioned the nature of childhood and how children should 

be taught who helped to spread its influence in North America and the United Kingdom. 

Another major influential thinker and writer on the subject in the early 20th century was 

American philosopher and educationist John Dewey (1916), who linked ‘progressive’ 

pedagogy to the development of democratic skills and dispositions in learners. In the more 

recent past, the Brazilian Paulo Freire (1972) helped to shape the international landscape 

of adult education in particular with his notion of conscientisation. He linked this to 

pedagogies for literacy which promoted questioning of the status quo as an antidote to the 

prevailing ‘banking’ model of teaching based on the depositing of knowledge from 

teacher to student. Also contributing to the rich foundation literature for LCT are writers 

such as Vygotsky (1978) and Bruner (1966) who have understood learning in a 

constructivist paradigm meaning that knowledge can be co-constructed by learners and 

teachers, with teachers playing a social, interpersonal and facilitative rather than whole-

class instructive role. 

In view of this, educators need to be re-oriented in instructional approaches that 

emphasize thinking. They will learn how to plan teaching strategies that involve problem 

solving, creative thinking, exploration and decision-making (Ginsburg, 2010). They are 
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also expected to accept that in the learner-centred environment, they will have to play the 

role of a guide on the side rather than their traditional role of a sage on the stage. In other 

words, an educator is no longer the sole knowledge provider in the classroom, but he or 

she has to also play the role of a facilitator and coach. Hence, they must encourage 

students to be active learners by adopting elements of the learner-centred learning 

approach in their learning practices (King, 1993). 

According to Mizrachi, Padilla and Banda (2010), Malawi started committing 

itself to learner-centred teaching approaches since 2001 because they are aligned with 

democratic principles and they foster critical-thinking and decision-making skills. Actual 

implementations of these strategies became effective in 2007 in the primary school and 

primary teacher education curricula. International, intergovernmental organizations and 

international non-governmental organizations also contributed a lot to learner-centred 

pedagogies through technical assistance and training projects. Such projects included two 

complementary USAID-funded and Ministry-coordinated reform initiatives focused on 

enhancing teachers’ pedagogical practices: the Malawi Education Support Activity 

(MESA, 2003-2006) and the Malawi Teacher Training Activity (MTTA, 2004-2008). 

Their main focus was mainly to increase student enrollment, reduce dropouts and improve 

performance. 

Over the past few decades, nursing education has evolved a shift from this teacher-

centred education to a more learner-centred education (Yildirim, 2011; De Young, 2011; 

Banning, 2006; Biggs & Tang 2007, Billings & Halstead 2009). 

In Malawi, Christian Health Association of Malawi nursing colleges trains 

approximately 70 percent of all nurses (Strengthening Health Outcomes through the 
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Private Sector (SHOPS) project, 2012. However, according to Tveit, Wasili, Kollstrom, 

Mwenye-Phiri (2009) report on curriculum implementation in CHAM Colleges in Malawi 

observed that the nursing education has been teacher-centred with faculty often taking the 

role of “dispenser of knowledge”. Currently, in Malawi, literature on use of LCT in 

nursing colleges is very scanty and the little available literature is based on old studies. 

This study will therefore provide up to date information on learner-centred teaching 

strategies in nursing education as well as add to the body of knowledge on LCT in nursing 

colleges in Malawi and the world over. It will also act as a base line for future research on 

LCT in nursing education. 

Problem statement 

New graduate nurses often lack the critical thinking and problem solving skills 

needed to recognize and manage patient problems and life-threatening conditions, 

(Deyoung, 2011). It was evident that curriculum implementation in CHAM Colleges in 

Malawi has been teacher-centred with faculty often taking the role of dispenser of 

knowledge (Tveit, Wasili, Kollstrom, Mwenye-Phiri, 2009). Therefore, this study aimed at 

investigating the factors that hinder implementation of learner-centred teaching strategies 

in Christian Health Association of Malawi nursing colleges. 

Rationale for the study 

Research studies that were reviewed, confirm positive influences of learner-centred 

teaching strategies to teaching on academic performance, attitudes toward learning, and 

persistence in programs. In light of the growing evidence of the effectiveness of learner-

centred teaching approaches, this study will help to generate information that will assist 

nurse educators both at operational and management levels in coming up with strategies 

and policies for promoting LCT in classroom and clinical teaching. The study findings 
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will also contribute to the body of knowledge and act as a baseline for researchers to 

conduct studies on the LCT in Malawi. 

Broad Objective  

The broad objective of this study was to describe factors that hinder 

implementation of learner-centred teaching strategies in Christian Health Association of 

Malawi nursing colleges. 

Specific Objectives 

The specific objectives of this study were to: 

• Assess knowledge of nurse educators on learner-centred teaching strategies.  

• Assess attitudes of nurse educators on the learner centred teaching strategies 

• Assess the practice of nurse educators on teaching strategies in Christian Health 

Association of Malawi nursing colleges  

     Research Questions 

The study intends to answer the following questions: 

• What is the knowledge of nurse educators in Christian Health Association of Malawi 

nursing colleges on learner centred teaching strategies? 

• What are the attitudes of the nurse educators on the learner centered teaching strategies 

in Christian Health Association of Malawi nursing colleges? 

• What are the practices of nurse educators on teaching strategies in Christian Health 

Association of Malawi nursing colleges? 
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Chapter Two 

Literature Review 

Introduction 

Nursing education would be deficient if it only concentrated on knowledge 

acquisition and technical skills. The most frequently cited skills identified as requiring 

attention have been communication, both verbal and non-verbal, information technology 

skills, critical thinking, problem-solving skills and the ability to extract and analyze 

information from a variety of sources (Paisey, 2009).  

Learner-centred teaching or learning is an approach to learning that emphasizes 

student engagement with real life problems or situations, involving learners in active 

decision making processes and in using theory to inform practice (Edward & Hammer, 

2006). The aim of nursing education programmes is to prepare competent professional 

nurses and midwives who will successfully make transition to the professional practice 

(Williams, 2001 as cited by Van Wyngaarden, 2008). Society also demands continued 

professional accountability for competence. One way in which to meet this demand is for 

every professional nurse to engage in lifelong learning which stem from the teaching 

strategies that encourage learner involvement. It was Florence Nightingale who first 

wrote, “We should be learning all our lives” (Williams, 2001: 86). Lifelong learning 

implies that continuing professional learning needs to be self-directed and nursing 

education programmes should be designed to encourage the development of these 

abilities. She noted that student-centred teaching strategies like problem based learning 

enhances the development of abilities to become self-directed (Williams, 2001 as 

referenced in Van Wyngaarden, 2008). The nursing profession has a long history of 

recognizing the need for continuing learning which can be enhanced through student-



 

  Page 
9 

 
  

centred teaching in nursing colleges. It promotes problem solving, critical thinking, 

facilitates learning and aids to adopt self-directed learning skills. 

The Malawian education system is currently undergoing a transition in teaching 

and learning approaches at all levels of education. Malawi Government policy is requiring 

teaching and learning to be shifted to paradigms, which will require teachers and students 

to adopt different responsibilities and roles. The traditional paradigms where teachers 

focused on transmitting information formats, such as lectures, have begun to be criticised 

in most countries. This debate has paved the way for a widespread growth of new 

paradigms of teaching and learning as an alternative approach.  

This chapter looks at comparisons between teacher-centred and student-centred 

approaches, benefits of LCT/L and empirical evidence regarding student-centred 

approaches to teaching. Finally what others have said as obstacles to use of learner-

centred teaching strategies. 

Teacher-centred teaching (TCT) versus learner-centred teaching (LCT)  

 

Today, a lot of institutions of higher education shift from traditional TCT approach 

to LCT approach which emphasize on students’ learning style. These two approaches are 

different in a few perspectives. According to Sablonniere, Taylor and Sadykova (2009), 

TCT approach is characterized by the predominant use of traditional methods of teaching 

such as formal lectures. The teacher provides structured material during lectures, while 

students listen and take notes. It concludes that the teacher is the main source of 

knowledge or acts as gatekeeper of knowledge, controlling students' access to information 

(Napoli, 2004). The student is expected to follow the instructions and information 

provided by the teacher. 
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By contrast, in LCT approach, education should be centred on the needs and 

abilities of the learner. The teacher’s role is that of a facilitator in the learning process 

rather than a provider of information (Sablonniere et al. 2009). According to Segers, 

Bossche and Teunissen (2003) the teacher coaches the group by monitoring the group 

process and helping the students to identify the knowledge that is needed to resolve the 

problem. LCT/L requires the teacher to function as a facilitator rather than a transmitter of 

information. Teaching approaches of this nature pay due respect to the contributions of 

both teacher and student and result in a shared learning process.  

According to Napoli (2004), students become passive recipient of information in 

TCT approach. They expect teachers to teach them what is required to pass a series of 

assessments and simply reconstructs knowledge and information, without necessarily 

understanding it.  

In a study carried by O’Neill and McMohan (2005) LCT approach allows for some 

choice within a program of area that students may study. Students can set their own 

learning objectives or outcomes dependent on prior knowledge. Another study by 

Sablonniere et al. (2009) indicates that the students becomes more active participant in 

LCT approach because they have the responsibility to accommodate the learning process 

to their own unique learning style in order to structure their own learning. In addition, it is 

claimed that, in teacher-centred teaching approach, course priority is given to content 

based only, where usually; there is extensive involvement in the technical details of 

analysis, which allows teachers to be portrayed as smart people (Ardalan, 2008). Teachers 

expect students to go through detailed numerical calculations. While in LCT/L approach, 

course priorities are both process and content based. Focus is on the learning process. It 
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involves constant reinforcing, discussing together, working together, and over time 

arriving at a cohesive central understanding (Ardalan, 2008).  

Benefits of learner-centred teaching/learning 

Prior studies claim that LCT/L approach has various benefits to students in 

improving their learning processes. A study by Tsou, Cho, Lin, Sy, Yang, Chou and 

Chiang (2009) which examined the impact of LCT/L approach in learning attitude found 

that, students are more active in raising questions, expressing their opinions, and more 

eager to discuss the things they do not know. Students can identify their area of deficiency 

and take remedial action. This is supported by another study which claims that LCT/L 

approach promotes reactions, arouses questions, and allows the sharing of resources and 

knowledge in a group setting (Tseng, Chiang & Hsu, 2008). Students also learned how to 

learn and how to work co-operatively and constructively within their own group and with 

other study groups. By focusing upon a realistic problem, students develop a greater depth 

of knowledge about the subject (Kivela & Kivela, 2005).  

In addition, LCT/L approach is also claimed to help students enhance their abilities 

to self-direct themselves in learning and improved their ability to solve problems. If 

students can develop self-direction ability, it will help them have positive attitudes 

towards lifelong learning in the future (Tseng et al., 2008). Furthermore, LCT/L approach 

helps to develop their abilities in data collection, analysis, summary and understanding. 

This gives them more confidence in oral presentations (Tsou et al., 2009). Other findings 

by Horne, Woodhead, Morgan, Smithies, Megson and Lyte (2007) found that LCT/L 

encourages self-awareness, confidence, self-direction and independent learning skills. A 

study by Carlisle and Ibbotson (2005) found that the students feel that the learning process 

and the topics are more interesting, and that they would be able to remember what they 
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had learnt. Finding by Horne et al. (2007) indicates that LCT/L aids the development of 

independent learning skills and encourages deeper exploration, helps to develop team 

working and peer support; learn to accept individual styles or values, and train to manage 

conflicts and share experiences.  

According to Azer (2009) students enjoyed their LCT/L process and case 

discussion. They felt that the case added to their understanding and learning about the 

topic discussed, they worked effectively together as a group, and used a wide range of 

resources in their self-directed learning. They also perceived LCT/L as an interesting 

method of learning. This is supported by another study by Segers et al. (2003) which 

indicated that the students perceive the learning environment of LCT/L as of good quality. 

They managed to understand the subject matter in the course better and encouraged 

participation in group discussions. Students also have highly intrinsic motivation in their 

own learning.  

Learner-centred teaching methods also help students develop a strategy for dealing 

with problems, give them a mental framework for evaluating alternative methods of 

analysis, and motivate them to take responsibility for their own learning (Boyle, 1999). 

Through this approach, students were able to open their eyes to multiple view points and 

hear contrasting opinions. Through communicating, arguing, and interpreting ideas they 

were able to develop a higher level of dialogue. This helped students to reflect on and 

enhance their critical thinking (Tseng et al., 2008). In addition a study by Chan (2009) 

found that LCT/L approach enables the students to share their different understandings. 

When the teacher asks questions, it is the students who arrive at their own answers 

through self-directed learning which is facilitated by the teacher. In addition, when 
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students work in teams, peer discussion and teaching occur, which enable the concepts to 

be remembered and allows them to transfer and apply their learning to real-life situations 

(Tan & Frank, 2008).  

In nursing, student may acquire basic technical knowledge including facts about 

patient or client care, this basic knowledge is linked with experience-based knowledge. 

According to Johnstone and Biggs (1998) teaching technical concepts in the context of 

realistic cases allows students to develop experience-based knowledge structures and 

appreciate the practical complexity of the theoretical concepts that they learn. General 

problem-solving skills enable students to learn expert approaches to problem solving. As 

LCT/L emphasizes the application of knowledge, students are expected to exercise their 

creativity and think out of the box when solving problems (Tan & Frank, 2008). Kivela 

and Kivela (2005) reported that students learned through a combination of group work and 

the application of knowledge to practice, and they also had to accept responsibility for 

their own learning. And by learning this way, students also realized how important 

operational, managerial and customer relations skills are once they graduate and face the 

world of work. However, since LCT/L is quite newly practiced, there are also obstacles in 

using this approach. According to Tseng et al. (2008), when students learned using LCT/L 

approach for the first time, they needed time to adapt to the new ways such as team-work 

and learn how to solve it. Other findings by Carlisle and Ibbotson (2005) found that the 

adjustment to LCT/L approach can be a difficult experience. For some, initially it was 

both threatening and confusing, although over time they realized that this was a normal 

reaction to learner-centred teaching or learning. 
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Learner-centred teaching or learning may require students to investigate and study 

an exceeding amount of information that is not part of the intended content but is required 

for solving the problem. LCT/L also does not clearly guide students to research and study 

the intended content knowledge (Hung, 2009). Students may perceive that the assignment 

did not enable them to demonstrate the full range of knowledge that they had acquired 

(Carlisle & Ibbotson, 2005). In addition, in LCT/L environment, students may develop 

inappropriate organized knowledge structures and may rely too heavily on backward 

reasoning and there is a greater likelihood that students reasoning errors or misconceptions 

may occur and remain undetected (Johnstone & Biggs, 1998). 

According to Walker, Bridges and Chan (1996), there appeared to be a lack of 

group cohesiveness. Initial reactions from most groups exhibited a mixture of confusion, 

shock and overconfidence. The groups who did not know each other well before the 

exercise appeared generally to have difficulty in dealing with the problem. Students found 

difficult in challenging any member of the group who was not participating at a level they 

expected (Carlisle & Ibbotson, 2005).  

A study by Boyle (1999) found none of the students had enough free time to 

assume complete responsibility for investigating all the learning issues associated with 

each case. Thus, lectures were needed to complement those learning issues that the 

students developed in the group discussions. Pang (2005) found that students reacted 

anxiously to the uncertainty associated with the given activity or they did not come up 

with a specific idea. In those cases, teacher provided a crucial hint that might change the 

nature of the given task or introduced their own solution strategies, instead of letting 

students invent them. In larger classes, several students hampered group discussion by 
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habitually failing to review the case materials before coming to class. It was a formidable 

task for the instructor to draw those students into the discussion and prevent them from 

being passive note-takers (Boyle, 1999). 

Empirical evidence on learner-centred teaching strategies 

Several studies have been carried out in higher education institutions in an attempt 

to investigate the teaching approach of teachers and the learning approach of students, that 

is, whether they are, student-centred or teacher-centred for instance in Malaysia by Luan, 

Bakar and  Hong (2006); Mahamood et al. (2009); Sidin (1999) and Zubir (1988). A 

number of these studies indicated that Malaysian lecturers use teacher-centred approaches 

or a mixture as their teaching practice. For example, a quantitative study conducted by 

Mahamood et al. (2009) who investigated the perceptions of 218 students at private higher 

learning institutions in Sarawak revealed that the lecturers adopted both traditional 

teacher-centred and student-centred approaches. This finding was similar to the research 

findings of Sidin (1999) found that lecturers at higher institutions employed various 

teaching methodologies, involving teacher-centred and students-centred methods such as 

direct lectures, discussions and tutorials in their teaching. All the findings from the above 

studies suggest that the participants viewed both approaches as a continuum, and not as a 

binary distinction. 

However, there are studies which are contradictory by Luan et al. (2006); Neo and 

Neo (2002), (2003), (2009) and Zubir (1988). Zubir (1988) conducted a quantitative study 

among 225 teacher trainees to explore the impact of two teaching methods that is the 

teacher-centred teaching (lecture) and student-centred (individualised learning methods). 

The study focused on several facets of learning from the lecture to individualized learning. 

The findings revealed that over half the students expressed a preference for individualized 
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learning; this is contrary to the accepted view that Malaysian students cannot learn 

independently (Mustapha, 1998). 

This is aligned with another qualitative study conducted by Neo and Neo (2009) 

among education students. The study created a constructivist learning environment using 

integrated multimedia courses, where the students were exposed to student-centred notions 

requiring them to construct their own knowledge, determine their own learning outcomes, 

and work in a collaborative and cooperative way. It was found that student-centred 

learning helped students in several ways, including in their ability to be creative and 

became critical thinkers, the motivation to learn, in finding learning to be more 

challenging, and also in the ability to learn more from each other when working as a team. 

Students were found to be willing to seek and digest information on their own. 

Similarly, Luan et al. (2006) conducted a qualitative study examining the effect of 

the student-centred learning approach to teach a discrete information technology (IT) 

course for Malaysian pre-service teachers. The study revealed that infusing student-

centred learning into a discrete IT course can help promote and enhance positive attitudes 

toward IT, create opportunities for students to work and collaborate, and enable students 

to be active participants in their own learning process. From this study, the student 

feedback also indicated that they became more independent, more creative, and developed 

collaborative learning skills as they did not fully rely on the course instructor to solve 

problems they faced. 

The reviewing of the relevant literature from Islamic countries indicated that 

constructivist learning theories and student-centred principles have been accepted by 

many Muslim teachers and students (Brosseau, 2000; Lubis et al., 2011; Salimi & 
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Ghonoodi, 2011; Zarei & Esfandiari, 2008). Studies have been conducted to examine 

Muslim teacher perceptions of student-centred approaches for example by Lubis et al. 

(2011) and Salimi and Ghonoodi (2011). Lubis et al. (2011) conducted a quantitative 

study to 83 African teachers to study their perception of effectiveness strategy and 

technique in teaching and learning in Islamic Education. The findings showed that the 

teachers agreed with the principles of student-centred learning, such as student 

engagement in classroom discussion and student responsibility for their learning. The 

teachers also agreed with their suggested roles to advise and motivate students in their 

learning.  

Similarly, another study by Salimi and Ghonoodi (2011) in Iran also found that 

Muslim teachers agreed with constructivist student-centred approaches. The study was 

conducted with the purpose of integrating curriculum along with information 

communication technology (ICT) and emphasized constructivist notions of learning in 

Smart Schools and its advantages in comparison with traditional schools. The findings 

showed that using ICT in smart schools has resulted in advantages such as the increase in 

the importance and reliability of curriculum contents, making the curriculum content more 

flexible, promoting learner interest, and enhancing curriculum usefulness, with the 

possibility of exploiting a combined curriculum.  

However, the above findings are in contrast with other studies. Iqbal, Azam and 

Rana (2009) conducted a quantitative study in Pakistan to explore the views of 200 

secondary schools science teachers concerning the Nature of Science, whether traditional 

or contemporary, and their approach to teaching science. The overall results of this study 

indicated that the teachers hold traditional views about the Nature of Science prefer 
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teacher-centred didactic teaching approaches. Similarly, a quantitative study conducted by 

Mustafa and Cullingford (2008) in Jordan among 98 Islamic Education teachers also 

showed that Muslim teachers were using only one teaching method, which was lecturing. 

Findings from these two studies suggest their preference for a teacher-centred approach 

instead of student-centred one.  

There were also studies that focused on students’ learning perceptions and 

outcomes (Ann Brosseau, 2000; Zarei & Esfandiari, 2008). Zarei and Esfandiari (2008) 

conducted a study in Iran to investigate university students’ learning outcomes in a general 

English course. They were randomly assigned to two classes; one constructivist and the 

other conventional. Results showed that student learning best occurred within the 

constructivist student-centred learning environment.  

In another study, Brosseau (2000) conducted an exploratory research to study 

seven Moroccan university students to examine their preferences of teachers and teaching 

styles. They were interviewed and asked to describe their best and worst teacher according 

to questions designed to identify teaching styles. The “best” and the “worst” teachers 

teaching styles were evaluated according to their perceptions. The study found that the 

best teachers chosen by the students tend towards a student-centred teaching styles, while 

worst teachers more towards teacher-centred teaching styles. 

Conversely, a study by Sajjad (n.d.) in Pakistan found that undergraduate students 

rated the teacher-centred method as in a lecture as the best teaching method. Reasons 

included; teachers provide all the knowledge relating to the topic, the method is time 

saving; students listen to lectures attentively and take notes. This supports other literature 

which revealed that the concepts of student-centred and active learning have not been well 
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accepted in some Islamic countries, asserting instead that Muslim teachers and students 

prefer teacher-centred approaches for example Ahmad (1990); Azhar (2006); Hashim & 

Langgulung (2007); Zakaria (2008); Zia (2006). The literature suggests that the dominant 

pedagogical mode in many Islamic institutions today is listening, memorization, and 

regurgitation within a teacher-centred learning environment. The review of the literature 

also shows that, historically, in the Arabic world, all subjects were taught by means of 

book-centred methods in the majority of schools (Al-Saif, 1996; Jallad, 1997; Mustafa & 

Cullingford, 2008). Muslim Arabic teachers were found to be fully dependent on 

textbooks and the teachers to rely on “chalk and talk” in preference to methods that use 

student-centred learning (Al-Saif, 1996). Jallad (1997) concludes that teaching approaches 

that emphasize student-centred learning such as group discussion, projects, and acting 

were very rarely used in teaching practice. Findings from the above studies exemplified 

the teachers’ philosophy of teaching as a knowledge transmission, and students’ 

understanding of learning as being an acquisition of knowledge 

There have been several studies conducted in teacher education programmes 

focused on teaching approaches for example Bansberg (2003); Brindley (1996); 

Quaintance (2006). Brindley (1996), conducted a qualitative study to examine to what 

degree pre-service teachers acquired a constructivist student-centred perspective in their 

teacher education coursework, which aspects of constructivism were manifest in their 

classroom practice, and which factors influenced their decision to utilize constructivism. 

Research findings indicated that the pre-service teachers in this study were able to build an 

understanding of constructivism. The participants were able to use constructivism in their 

classroom practice. The findings are congruent with a study conducted by Quaintance 
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(2006) that revealed that pre-service teachers valued the characteristics of constructivism. 

The findings also revealed that the students developed an appreciation for constructivist 

practice, realized the importance of student-centred environments, came to value 

collaborative learning and social interaction, and moved away from the view that learning 

is acquiring facts towards the view that learning is constructing knowledge. The students 

indicated that the course content was interesting and relevant. Similarly, Bansberg (2003) 

also discussed the success of the implementation of Learner-Centred Principles (LCP) to 

pre-service teachers. Bansberg’s study revealed that LCPs supported active student 

learning, connecting new learning to prior learning, stimulating interest, providing student 

choice and control, and adaptation to individual developmental differences.  

However, despite successful student-centred approaches, the Western literature 

also revealed some debate in regard to this issue. Some educational researchers did have 

criticisms of the student-centred approach to teaching. A number of studies have found 

that teacher-centred instructional methods are more efficient because these approaches 

may not lead to confusion or misconceptions in regard to material, in comparison to the 

student-centred approach (Chall, 2000; Moreno, 2004; Schauble, 1990; Singley & 

Anderson, 1989). Other researchers present a case for a teacher-centred approach and 

against student-centred instruction. For example, previous research findings present the 

case of student-centred education that may bring about early misconceptions in regard to 

information (Cronbach & Snow, 1977; Klahr & Nigam, 2004; Mayer, 2004; Shulman & 

Keisler, 1966). These misconceptions may prompt students to become frustrated and 

confused (Schauble, 1990). 
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The other criticism is that the student-centred approach provides minimally guided 

instruction which hinder students from getting effective learning (Cronbach & Snow, 

1977; Klahr & Nigam, 2004). There are some researchers who suggest that learners are 

more successful with direct instruction related to the concepts and procedures required for 

various subject matter domains (Klahr & Nigam, 2004; Mayer, 2004; Shulman & Keisler, 

1966). Direct instructional guidance is described as the provision of explicit information 

that fully explains the concepts and procedures that students are required to learn 

(Kirschner, Sweller, & Clark, 2006). Several studies have revealed that student-centred 

instructional methods are less efficient than direct, teacher-centred instruction (Chall, 

2000; Moreno, 2004; Schauble, 1990; Singley & Anderson, 1989). For example, a recent 

study carried out by Klahr and Nigam (2004) found that science students learn better when 

their teacher had employed teacher-centred direct instruction instead of minimally guided 

instruction. Consistent with this finding, Cronbach and Snow (1977) assert that direct 

instruction is superior to minimally guided instruction. More specifically, they found that 

highly organized learning environments that include lecture and explicit provision of 

information produce a higher level student achievement than do minimally guided 

classrooms (Cronbach & Snow, 1977). Clark (1989) went one step further and proved that 

minimally guided instruction not only results in less positive student outcomes, but also 

causes measurable loss of learning. 

Factors affecting implementation of learner-centred education (LCE) in training 

institutions 

The purpose of this section is to reflect on the problems that hinder implementation 

of student-centred teaching in other disciplines. Literature from other studies reveal that 

attitudes of the lecturers and students; the training of lecturers; support from department 
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heads and deans; the classroom condition; class size; and instructional material are some 

the factors that affect implementation of learner-centred teaching (Vavrus, Thomas 

&Bartlett, 2011; Tengku Kasim, 2012; Mtika & Gates, 2010).  

Attitudes of lecturers and students towards the implementation of learner-

centred 

Observation and informal interviews in Ethiopia have indicated that in most 

classes in universities, traditional teaching methods seem to be favored in teaching and 

learning. Research conducted on attitudes and views on teaching approaches showed that 

lecturers’ and students’ beliefs and attitudes influence their teaching and learning 

behaviors’ respectively (Gruber & Boreen, 2003). They contend that comprehending 

attitudes and beliefs of lecturers and students would facilitate implementation of active 

learning in education. Consequently, researchers have pointed out that accepting and 

changing the attitudes and belief structures of lecturers and students is crucial to progress 

their professional preparation and teaching-learning processes (Peterson, 2004; Zan & 

Martino, 2007).   

Attitudes are psychological constructs composed of emotional, cognitive and 

behavioral components. Attitudes have social, value, utilitarian, and defensive functions 

for the students who hold them (Newbill, 2005). Successful implementation of learner-

centred teaching strategies enables students to acquire deep understanding of concepts and 

problem-solving skills which are vital to recognize and deal with real problems employing 

appropriate teaching methods. This approach has positive effects on students’ academic 

achievement. Besides from promoting academic achievement, students should be 

inculcated with attitudes and values that are appropriate to their lives as students and for 

career development. If active learning is properly implemented in education institutions, 
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students become successful in their learning. On the other hand, ineffective use of this 

approach brings academic failure. This in turn affects students’ attitudes-towards active 

learning methods and the subject. Thus, student’s attitude towards any course could be 

enhanced by using effective student-centred learning and teaching methods (Olowojaiye, 

2000).  

Other researchers who studied learner- centred teaching strategies have also shown 

that implementation of these methods develop positive attitudes in students towards the 

approach. For instance, the study conducted by Zan and Martino (2007) indicates that 

students in the experimental group held positive attitudes towards active learning in 

mathematics education. Similarly, Vaughan (2002) and Niess (2005) had the same 

findings in their studies. Students’ interests and attitudes towards active learning affect 

their learning, National Council of Teachers of Mathematics (2000). Students with 

positive attitudes to the teaching and learning methods and those who show interest in the 

subject will score high grades and succeed.  

The view of educators towards teaching and learning has an impact on their beliefs 

and attitudes towards learning approaches in general and the implementation of these 

strategies in any field of education (Petrosino et al., 2007).  

A lecturer-centred approach is directive and characterized by lecturers’ belief that 

lecturers, should control decisions and processes related to education rather than students, 

and the basic elements of this dimension are firm discipline, attention to order, procedure, 

and lecturer-centred curricula (Petrosino et al., 2007). Educators assert that dean and 

academic department heads’ attitudes towards a teaching and learning approach is a 

determinant variable for effective implementation of /learner-centred approach in 



 

  Page 
24 

 
  

education. Those educators who strongly support positivist epistemology assume that 

knowledge exists separated from the student fixed in the world and it is made up of 

discrete and irrefutable pieces of information or facts. The assumption is that the lecturer 

is the source of knowledge and knows best whereas students are "empty vessels" to be 

filled by the lecturer (Petrosino et al., 2007). Thus, those lecturers who are in favor of 

positivist epistemology could have negative attitude towards student-centred learning.  

Since the attitudes and beliefs of lecturers vary; copying the teaching and learning 

methods employed at one university to another may not be successful. Thus, it is 

necessary to inculcate positive attitude in lecturers towards teaching and learning methods 

which the lecturers need to adopt. They should also accept their own and the students’ 

appropriate roles and put them into practice in the instructional processes to facilitate 

students learning. Active learning approaches put the students at the centre of the teaching 

and learning process to construct knowledge by themselves through interaction with the 

material, their teacher and peers. Thus, in this approach students are active participants. 

Hence the lecturer should be willing to employ active learning methods such as 

cooperative learning method that give students opportunities to interact and he or she 

should encourage students to actively participate in the teaching-learning process that 

focus on higher order thinking as much as possible (Lea et al., 2003).  

A student-centred approach is characterized by attitudes and beliefs of lecturers’ 

regarding the importance of empathic, supportive relationships which free students to 

discuss their feelings and experiences. They believe that students should be “actively 

involved in learning through opportunities to predict, infer, generalize, and evaluate” 

(Duffy & Kirkley, 2004). As indicated, a lecturer-centred approach contrasts to this, is 
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directive and is characterized by lecturers’ beliefs and attitudes that it is the lecturer, rather 

than the students, that should control decisions and processes related to education. The 

basic elements of this approach are “firm discipline, attention to order and procedure and 

lecturer-centred curricula” (Duffy & Kirkley, 2004).  

The training of educators 

Zan and Martino (2007), state that good and effective teaching and learning in the 

classroom demands a well-prepared and academically and pedagogically competent 

educator and the selection of teaching strategies, activities and appropriate materials to 

achieve the designed educational objectives for different levels. The way students were 

trained has an effect on their future work. If they learned mainly through the student-

centred methods, they prefer to use these methods in their own future teaching. Becker 

and Watts (2001) point out that educator should be taught by the same methods which 

they will be expected to use in their future career. Therefore, for effective implementation 

of student-centred approach in higher education, educators should take academic and 

professional courses founded on active learning methods in their pre-service or in-service 

training.  However, scholars (Child & Heavens, 2003) have found that the trainers 

themselves failed to relate theory with practice.  

Support from departmental heads and deans 

The deans and academic department heads are responsible for both academic and 

administrative affairs in any educational institution. They can be considered prominent 

figures in the institutional system as they are assigned to lead the activities in the teaching 

and learning environment. Thus, implementation of educational programmes is dependent 

upon the effectiveness of the deans and academic department heads. They are expected to 

have dedication, commitment, the necessary training and positive attitudes towards their 
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profession, and implementation of active learning in particular. According to Weimer 

(2002) for the effective implementation of student-centred approaches the deans and 

academic departmental heads of the institution need to recognize active learning 

approaches as building blocks for lifelong learning.  

The classroom conditions 

Alexander (2002) and National Council of Teachers of Mathematics, (2000) claim 

that students’ understanding of mathematics education will be improved through effective 

implementation of active learning approaches in classrooms. According to the National 

Council of Teachers of Mathematics (2000) lecturers are facilitators of students’ learning 

and they should create conducive learning environments. That is an environment in which 

there is free lecturer- student, and student-student interactions and adequate material 

resources including the required curricula. Thus, appropriate classroom conditions must be 

facilitated. Lecturers can establish and nurture an environment conducive to an active 

learning approach in teaching through the decisions they make, the conversations they 

devise, and the physical setting they create. Lecturers' actions towards implementation of 

active learning approaches are what encourage students to think, question, solve problems, 

and discuss their ideas, methods, and solutions. The lecturer is responsible for creating an 

intellectual environment where critical thinking is the norm. More than just a physical 

setting with desks, bulletin boards, and posters, the classroom environment communicates 

subtle messages about what is valued in the active learning and doing of any course. 

Students' discussion and cooperation are encouraged, and students are expected to justify 

their thinking. If students are to learn to make conjectures, experiment with various active 

learning methods to solving problems, construct critical arguments and respond to others' 
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arguments, then creating an environment that fosters these kinds of activities is essential 

(Mupinga, Nora & Yaw, 2006; National Council of Teachers of Mathematics, 2000).  

The classroom condition is one of the most significant factors that should be 

considered in the teaching-learning process in general and active learning in teaching in 

any educational institution. Burns and Myhill (2004) contend that the physical 

environment in classrooms can make or break active learning approaches. Thus, to engage 

students in learning activities the classroom should be well equipped with furniture. There 

should be a movable desk for every student to use different lay outs in the classroom. In 

another study, Silberman in Zweck (2006) suggested 10 different types of classroom 

layouts, which facilitate active learning approaches. These layouts include a U-shape; 

team style; conference table; circle; group on group; work station breakout grouping; 

traditional classroom and auditorium arrangements. Generally, in an active learning 

approach in any course teaching in universities the act of the student is learning by doing. 

Thus, it may be necessary for the students to move around the classroom (McCombs, 

2003).  

Class size 

Class size refers to the number of students regularly scheduled to meet in the 

administrative and instructional unit, usually under the direct guidance of a single lecturer. 

It has its own impact on the teaching-learning process in general and on the 

implementation of student centred learning in particular. Hence the idea of class size is 

becoming a concern and an essential point of discussion among scholars in implementing 

active learning. These scholars assume that as the class size increases, students face any or 

all of the following problems: lack of clarity of purpose; knowledge about progress; 

advice on improvement; lack of opportunity to discussion; inability to support independent 
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study and inability to motivate students. According to McKeatchie and Svinicki (2005) in 

a large class individualization of instruction become a great challenge. Thus, the 

instructional method most frequently used is the lecture-centred approach, without group 

participation; oral communication within the classroom from student to lecturers is 

minimized; written work is assigned less frequently and when assigned, receives less 

lecturer attention and students are also less known to lecturers as individuals.  

In contrast to the above, Jarvis in Slavin (2005), suggests that class size is not a 

significant factor in students’ achievement. He found that individual lecturers varied in 

their effectiveness in different class sizes. Some were more effective in large classes than 

in small ones, while others were less effective in large classes than in small ones. Other 

researchers have taken middle position. As stated by McKeatchie (1999), whether a large 

or a small group is appropriate depends on the following factors: learning objective that 

are to be realized; nature of the subject to be taught; pupil attention and learning resources.  

Curricular and instructional material 

The organization of the curriculum material (course catalogue and course outline) 

has an impact on lecturers’ and students’ practices and roles played by them in the 

teaching-learning process. The course outline is only one of the many media through 

which lecturers and students communicate with each other and it is prepared by experts to 

achieve the desired educational objectives. Hence, the course catalogue and course outline 

should be available to interested parties (Eison, 2010). 

Feden and Vogel (2003), indicate that active learning and teaching materials 

should contain plenty of exercises and samples of work. They should also be flexible for 

students to allow the chance to work at their own speed and by their own methods. The 
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university curriculum materials (course catalogue and course outline) are designed 

towards achieving the ideals of a national citizenry whose members are wholesome and 

balanced in all dimensions of human development, and who can contribute to the well-

being of fellow members and to the nation. One of the premises of these curriculum 

materials is that the teaching and learning process should allow for the developmental 

growth of students in both affective and cognitive dimensions through active leaning. This 

is clearly visible in the curriculum materials prescriptions at the university level where 

lecturers are to adopt an active learning/student-centered approach in the classroom 

(Taylor, 2000). A well-prepared lecturer’s curriculum materials provides him or her with a 

variety of learning and teaching methods that promote active learning or student-centered 

learning corresponding to each topic (Alexander, 2002; Mierson & Freiert, 2004). 

However, at the college level, lecturers have been given much freedom to choose 

the way they teach and to what extent lecturers adopt an active learning or student-

centered approach has been a concern to curriculum material developers. The emphasis on 

examination results and the paper-chase culture has in fact resulted in lecturers resorting to 

the teaching methods that are more lecturer-centered. Lecturers who produce better 

student examination results are generally perceived as more effective than others. Various 

studies on curriculum implementation have painted a dismal scenario. Although educators 

are delivering the content, there is concern as far as the process is concerned (Taylor, 

2000). Instructional materials, which are categorized into visual aids, audio aids and 

audio-visual aids, are any materials used as media of communication by the educators or 

students to advance learning (Felder & Brent, 1996). They are instruments with which an 

educator to facilitate the teaching and learning process. For this reason, teaching without 
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instructional materials boils down to teaching without technology (Ainsworth, 2006). 

International experiences have shown that modest teaching tools such as course 

catalogues, libraries, laboratory equipment and classroom instructional material are 

significant determinants of student achievement (Ainsworth & Th Loizou, 2003). 

Instructional material enable students to use more than one sense and to facilitate active 

learning, relate theory to practice, encourage creative thinking and effective student skill 

development, hence make learning more functional (Ainsworth, 2006). 

Summary 

In this literature review, few studies were identified that were relevant to the topic 

under study for instance student-centred learning. What it means to students and lecturers 

by O’Neill and McMohan (2005); navigating the bumpy road to student-centred 

instruction (Felder & Brent, 1996). In addition, the study Azer (2009) titled problem based 

learning; applying the learner-centred principles to the special case of literacy by 

Bansberg; culture shift: teaching in a learner-centred environment by Alliance for 

Excellent Education (2012) and university student preferences for a teacher and teaching 

style by Ann Brosseau (2000). Nonetheless, other literatures were taken from studies 

relating to education from other disciplines. In general, the problem of instructional 

materials may involve a shortage of lecturer-guidance, pedagogical centres, libraries, 

laboratory equipment, reference books, and audiovisuals, among others. The presence or 

absence of these materials may facilitate or hinder the implementation of an active 

learning approach. The author is therefore interested to find out what hinders nursing 

educators in CHAM nursing colleges to implement the student-centred teaching strategies. 
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Chapter Three 

Methodology 

Introduction 

Research methodology is a systematic way to solve a problem. It is a science of 

studying how research is to be carried out. It involves the procedures by which researchers 

go about their work of describing, explaining and predicting phenomena. It is also defined 

as the study of methods by which knowledge is gained. Its aim is to give the work plan of 

research (Rajasekar et al., 2013).In this chapter the research design and methods used to 

conduct the investigation are explained. The chapter also give details of setting, sampling, 

study population, sample size, data collection methods, methods of data analysis, data 

storage, validity and reliability and ethical considerations. 

Study design 

The study used a descriptive cross sectional design that utilized quantitative 

approach to data collection and analysis on factors that hindered implementation of 

learner-centred teaching strategies in Christian Health Association of Malawi nursing 

colleges. The study sought to assess the knowledge of nurse educators. In addition, it also 

tried to identify the attitudes of nurse educators on the learner centred teaching strategies. 

Furthermore, it tried to assess the practice of nurse educators on the teaching strategies in 

Christian Health Association of Malawi nursing colleges. 

The study setting 

The study was conducted in all the nine CHAM nursing colleges in Malawi. The 

colleges were: Holy Family, Mulanje Mission, St Joseph, Malamulo, St Lukes and Trinity 

in the Southern region; Nkhoma in the Central region and St Johns, Ekwendeni in the 
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Northern region (see appendix 4). Permission to conduct the study was obtained from 

Management of those CHAM nursing colleges. 

Sampling methods 

This study did not utilize any sampling technique since all nurse educators 

available at the teaching institution during the study period were taken as a sample. 

Study population 

In this study, the target population were nurse educators in the nine CHAM 

nursing colleges because they are directly involved with teaching. According to Christian 

Health Association of Malawi Annual Report of February (2013) there were about one-

hundred and twenty-six nurse educators in these nine nursing colleges. 

Sample size 

Christian Health Association of Malawi Annual Report of February (2013) 

indicated that there were about one-hundred and twenty-six nurse educators in all the nine 

CHAM nursing colleges. Therefore for very small populations the study required almost 

the entire population in order to achieve accuracy (LoBiondo-Wood & Haber, 2013). 

Data collection 

Data was collected for a period of one month. Data was collected by the researcher 

and two research assistants who were trained for a period of two days on the tools. 

Research assistants were trained on the objectives of the study, data collection process, 

how to handle respondents by respecting their rights and how to handle documents.The 

areas that were discussed were; ethical issues concerning involvement of human subjects 

in research, the methodological approach of the study, use of codes in identifying the 

participants.  
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The data collection tools were developed following the study objectives. The tools 

had sections capturing demographic data; knowledge attitudes and practice of nurse 

educators on learner-centred teaching strategies (see appendix 1 and 2). The questionnaire 

took approximately twenty minutes to be completed by a participant. The researcher also 

conducted classroom observations of some participants.  

Prior to actual data collection, the questionnaire and the checklist were pre-tested 

on six nurse educators from Holy Family College of Nursing who meet the inclusion 

criteria. However, those nurse educators did not participate in the actual study. This aided 

to measure feasibility of the study (Polit & Beck, 2006) and assisted in examining the 

reliability of the data collection tool (Burns & Grove, 2001). In addition, spelling mistakes 

were corrected and some items which were on knowledge section were better placed on 

attitudes. The participants were provided with refreshments both during pre-testing of the 

data collection tool and actual data collection. 

Data analysis. 

After data collection, data was checked, cleaned and coded manually. Then coded 

data was entered into the computer by the researcher. Analysis of data was done using 

Statistical Program for the Social Science (SPSS). Descriptive statistics were computed 

for the socio-demographic data. The results were presented in tables in the form of 

frequencies, percentages and means. Analysis of respondents’ knowledge, attitudes and 

practice were done using the means of scores from all the responses given by the 

participants. 
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Data storage 

All printed tools that were used in data collection and analysis were kept in a 

lockable cupboard while electronic data were saved with pin code known by the 

researcher only. The data both printed and electronic would be destroyed after five years 

following completion of the study. 

Validity 

Validity is defined as the degree to which a test or measuring instrument actually 

measures what it purports to measure or how well a test or instrument fulfills its function 

(Anastasi& Urbina, 1997 as cited in Ayodele, 2012). However, recent views of validity 

seem not to be on the instrument itself but on interpretation and measuring of the scores 

derived from the instruments. For example, Ary, Jacobs and Razavieh (2002) 

conceptualize validity as the extent to which theory and evidence support the proposed 

interpretation of test scores for an intended purpose. Relatedly, Whiston (2005) views 

validity as the degree to which evidence and theory support the interpretation of test 

scores entailed by proposed uses of tests. Similarly, Kaplan and Saccuzzo (2005) view 

validity as the evidence for inferences made about a test score. Further, McBurney and 

White (2007) view validity as an indication of accuracy in terms of the extent to which a 

research conclusion corresponds with reality. The foregoing suggests that validity hinges 

on the extent to which meaningful and appropriate inferences or decisions are made on the 

basis of scores derived from instrument used in a research. In this study the tool used was 

valid because it was able to isolate factors that hindered nurse educators to implement 

learner-centred teaching strategies. 
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Reliability 

Reliability is one of the most desirable technical merits in any educational research 

though it’s meaning differ in quantitative and qualitative research. Quantitative research 

assures the possibility of replication. That is within a certain limit of experimental error or 

random error, if the same methods are used with the same sample, the results should be 

the same (Cohen, Manion & Morrison, 2008). In a more explicit way, Bowling (2009) 

views reliability in quantitative research as synonymous to dependability, consistency, 

reproducibility or replicability over time, over instruments and over groups of 

respondents. Indeed, for research to be reliable, it must demonstrate that if it were to be 

carried out on a similar group of respondents and similar context, similar results would be 

obtained. Therefore to ensure that the data collection tool was valid and reliable pre-

testing was done on few participants at Holy Family College of Nursing. The results 

showed that educators felt these innovative teaching strategies were useful for students to 

develop critical thinking and problem solving skills. Nonetheless they could not utilize 

them because they were time consuming meaning that they could not finish the syllabi, 

resources were not adequate for instance classrooms were small and its arrangement not 

favoring these innovative teaching strategies. The tool was reliable because the results 

found in both pre-testing and actual study were similar and to other studies that were 

carried in similar topic in other disciplines for example in education. 

Ethical considerations 

The research proposal was submitted to College of Medicine Research Ethics 

Committee (COMREC) for review and approval.  Consent was sought from the principals 

of all the nine Christian Health Association of Malawi nursing colleges. Participants in 

this study were informed in detail about the study to obtain their consent to participate in 
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the study. These ethical considerations were based on ethical principles of research as 

stipulated below by Helsinki Declaration. 

The Declaration of Helsinki is the cornerstone statement of ethical principles in 

biomedical research involving human subjects. It has several principles with emphasis to 

medical research but can be applied to other studies hence every researcher needs to 

adhere to these principles. The present study also adhered to the following principles: It is 

the duty of physicians or researchers who participate in medical research to protect the 

life, health, dignity, integrity, right to self-determination, privacy, and confidentiality of 

personal information of research subjects. 

Medical or any other research involving human subjects must conform to generally 

accepted scientific principles, be based on a thorough knowledge of the scientific 

literature, other relevant sources of information, and adequate laboratory and, as 

appropriate, animal experimentation, the welfare of animals used for research must be 

respected. 

The design and performance of each research study involving human subjects must 

be clearly described in a research protocol. The protocol should contain a statement of the 

ethical considerations involved and should indicate how the principles in this Declaration 

have been addressed. The protocol should include information regarding funding, 

sponsors, institutional affiliations and other potential conflicts of interest, incentives for 

subjects and provisions for treating and/or compensating subjects who are harmed as a 

consequence of participation in the research study. The protocol should describe 

arrangements for post-study access by study subjects to interventions identified as 

beneficial in the study or access to other appropriate care or benefits. 
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The research protocol must be submitted for consideration, comment, guidance 

and approval to a research ethics committee before the study begins. This committee must 

be independent of the researcher, the sponsor and any other undue influence. It must take 

into consideration the laws and regulations of the country or countries in which the 

research is to be performed as well as applicable international norms and standards but 

these must not be allowed to reduce or eliminate any of the protections for research 

subjects set forth in this Declaration. The committee must have the right to monitor 

ongoing studies. The researcher must provide monitoring information to the committee, 

especially information about any serious adverse events. No change to the protocol may 

be made without consideration and approval by the committee. In this study the following 

ethical principles were observed; privacy, and confidentiality of personal information of 

research subjects, the design and performance of each research study involving human 

subjects must be clearly described in a research protocol, the research protocol must be 

submitted for consideration, comment, guidance and approval to a research ethics 

committee before the study begins and that no change to the protocol may be made 

without consideration and approval by the committee. The committee was independent of 

the researcher, the sponsor and any other undue influence. It took into consideration the 

laws and regulations of the country or countries in which the research was to be performed 

as well as applicable international norms and standards but these must not be allowed to 

reduce or eliminate any of the protections for research subjects set forth in this 

Declaration. The committee had the right to monitor ongoing study. 
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Summary 

This chapter mainly spelt out the research design and methods used to conduct the 

investigation. In addition it also highlighted details of setting, sampling, study population, 

sample size, data collection methods, methods of data analysis, data storage, validity and 

reliability and ethical considerations. 
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Chapter Four 

Results 

Introduction 

This chapter presents the data which was collected using questionnaires on the 

knowledge, attitudes and practices of nurse educators on the learner-centred teaching 

strategies in Christian Health Association of Malawi nursing colleges. The results were 

supplemented by data which was obtained by classroom observation using checklist. The 

findings will be presented using descriptive statistics, tables, charts and narrative form for 

easy interpretation 

Demographic characteristics of respondents 

Four biographical variables were selected on the basis of their potential to hinder 

respondents’ use of learner-centred teaching strategies, gender, age, teaching experience 

and educational qualification. 

Age and gender of the respondents 

A total of 72 respondents completed the questionnaire; (31.9%, n=23) were males 

and (68.1%, n=49) were females and their ages ranged from 29 to 61 years, with a 

standard deviation of 8 years and their mean age was 38 years and the majority of them 

were between 40 and 49 years as presented in Figure 1. 
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Figure 1: Age versus gender of respondents 

 

Work experience of the respondents 

The study also found that respondents had varied work experience for instance, 

69.4% taught for five years and less. About 23.6% of the respondents served as nurse 

educators for six to 10 years, while 5.6% of the respondents worked as nurse educators for 

11 to 15 years and only 1.4 % served for more than sixteen years. It was also found that 

the greatest number of the respondents (79.2%) had attained a Bachelor’s degree, 15.3% 

had a Master’s degree and only 5.6% had a diploma. The results are summarized in Figure 

2. 
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Figure 2: Teaching experience versus educational qualification 

 

Knowledge of nurse educators about learner-centred teaching 

A total of 15 items were used to assess knowledge of the respondents about 

learner-centred teaching strategies (Figure 3). The study found that all respondents were in 

agreement that learner- centred teaching or learning promotes students’ critical thinking 

and problem solving skills representing 100%.  

The respondents were also asked to give their stand if teachers need to encourage 

students to communicate effectively  and  if  learner-centred teaching prepares students for 

lifelong learning, the results revealed that in both items ( 98.6%, n=71) of the respondents 

agreed with these statements and only 1.4% was not decided. 



 

  Page 
42 

 
  

In addition, the results indicated that (97.2%, n=70) agreed that learner- centred 

teaching is intellectually more stimulating whereas 1.4 % disagreed and another 1.4% was 

not sure. 

The study further found that students learn better when there is interaction with 

(94.4%, n=68) of the respondents agreed with this statement and 5.6% were not sure. 

Once more, (94.4%, n=68) of the respondents thought that learner-centred teaching/ 

learning enhances the development of sense of responsibility though 1.4% disagreed and 

(4.2%, n=3) were undecided. In addition, the study found that learner-centred teaching or 

learning makes students responsible for their own learning representing (91.6%, n=66). 

Following statistical analysis using Pearson technique to see if work experience and 

educational level of the respondents have relationship with knowledge of learner-centred 

teaching strategies; the results indicated that there was no significant relationship ( 

p>0.05).  
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Figure 3: Knowledge of nurse educators about learner-centred teaching strategies 

 

On the other hand the study revealed that implementation of learner-centred 

teaching strategies requires good training with (83.3%, n=60). Likewise, it found that 

learner-centred teaching requires a lot of support from those in managerial positions (50%, 

n=36) and utilizing learner-centred teaching requires a lot of time the majority of the 

respondents were in agreement (47.2%, n=34), however, (38.9%, n=28) disagreed and 

(13.9%, n=10) were not sure as shown in Table 1. 
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Table 1: Knowledge of nurse educators versus use of learner-centred teaching 

strategies 

 

Knowledge of educators Frequencies Percentage 

   

Utilizing learner centred teaching 

requires a lot of time. 

  

 

Strongly agree 

Agree 

Disagree                                      

Strongly disagree 

Undecided 

 

 

15 

19 

21 

  7 

10 

 

20.8 

26.4 

29.2 

  9.7 

13.9 

Learner centred teaching requires 

a lot of support from those in 

managerial positions. 

  

 

Strongly agree 

Agree 

Disagree                                      

Strongly disagree 

Undecided 

 

 

19 

17 

12 

  4 

20 

 

26.4 

23.6 

16.6 

  5.6 

27.8 

Implementation of learner centred 

teaching strategies requires good 

training in both pre-service. 

  

 

Strongly agree 

Agree 

Disagree                                      

Strongly disagree 

Undecided 

 

 

32 

28 

  6 

  0 

  6 

 

44.5 

38.9 

  8.3 

  0 

  8.3 

 

 

Attitudes of nurse educators towards learner-centred teaching 

The respondents were assessed on 27 items to solicit attitudes that would prevent 

them to use learner –centred teaching strategies. The investigator chose ten items which 
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were presented in the results section based on what the respondents felt would hinder 

effective implementation of learner-centred teaching. 

The respondents were asked to indicate whether it is just instructors’ tendency to 

use traditional lecture method; the results indicated that (93%, n=67) agreed with this 

statement and (7%, n=5) disagreed (Figure 4).  

 

2.8 

4.2 

31.9 

61.1 

Instructors' tendency to use traditional 
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Strongly
disagree

Disagree

Agree

Strongly
agree

 

Figure 4: Tendency to use lecture method 

  

The respondents were also asked to comment if students participate in activities in 

some of the classroom sessions; the results showed that (90.3%, n=65) agreed whereas 

(9.7%, n=7) disagreed (Table 2). In addition, the respondents had to express their feelings 

on whether large classes are effectively managed by lecturing method. The findings 

revealed that majority of the respondents agreed with this clause 57 (79.1%, n=57) and 

(20.9%, n=15) disagreed (Table 2). 
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Table 2: Learner-centred teaching versus large classes and activities 

Attitudes of educators Frequencies Percentage 

   

Students participate in activities in 

some of my classroom session. 

  

 

Strongly agree 

Agree 

Disagree                                      

Strongly disagree 

 

 

35 

30 

5 

2 

 

48.6 

41.7 

6.9 

2.8 

Large classes are effectively 

managed with lecturing method 

  

 

Strongly agree 

Agree 

Disagree                                      

Strongly disagree 

 

 

41 

16 

9 

6 

 

56.9 

22.2 

12.5 

8.3 

 

 

Moreover, the respondents were asked to indicate whether they preferred classes in 

which students were active listeners, the findings revealed that (77.8%, n=56) agreed and 

(22.2%, n=16) disagreed. Again, the respondents were asked to rate whether students have 

beliefs that instructors’ need to provide them with enough information to achieve their 

objectives. The results were that (77.8%, n=56) were in agreement whereas (22.2%, n=16) 

were in disagreement. Likewise respondents were asked to indicate whether some 

students’ dominate during group activities. The findings showed that (76.4%, n=55) 

agreed while (23.6%, n=17) disagreed. Furthermore, respondents were asked to rate if 

there was too much content to be covered within a specific period of time and the findings 

were (70.9%, n=51) agreed while (29.1%, n=21) disagreed. The results are summarized in 

Figure 5. 
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The results demonstrated a significant correlation (p=0.02) of nurse educators and 

students’ attitudes to be more specific on items that stated there is too much content to be 

covered within a specific period and students beliefs and perception that instructors need 

to provide enough information for them to achieve their objectives. 
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Figure 5: Learner-centred teaching strategies versus teacher and student behavior 

 

Furthermore, the respondents were asked to indicate whether they experienced 

shortage of time to practice active learning in classroom and if they felt that good lectures 

enhance students’ sense of commitment respectively. The findings demonstrated that 
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(70.8%, n=51) of the respondents agreed while (29.2%, n=21) disagreed that they had less 

time to use learner-centred teaching strategies and (65.3%, n=47) agreed whereas 34.7%, 

n=25) disagreed that good lectures enhanced students’ sense of commitment (Figure 6). 

 

Figure 6: Good lectures and shortage of time versus learner-centred teaching strategies 

 

Besides these the respondent were asked to comment whether lack of resources 

was one of the reasons that prevented them to implement learner-centred teaching 

strategies. The results are summarized in Figure 7 showed that (62.5%, n=45) agreed and 

(37.5%, n=27) disagreed. 
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Figure7: Resources versus implementation of learner-centred teaching strategies 

 

The practice of nurse educators (teaching strategies) 

The respondents were asked to choose the teaching strategies that they use 

frequently. The study found that the most used strategies of teaching were question and 

answer; group work; group discussion because all the respondents showed that they use it 

thus representing a (100%, n=72). These were followed by demonstration and brain 

storming with a 98.6% each. Lecture method came third with (97.2%, n=70). Furthermore, 

the findings clearly showed that the majority of the respondents also use problem solving 

(94.4 %, n=68); role playing (90.3%, n=65); peer teaching (88.9%, n=64) and other as 

indicated in Figure 8. Furthermore, the study demonstrated no significant correlation (p> 

0.05) between educational qualification and use of different teaching strategies that were 

selected on this study. 
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Figure 8: Situation of teaching strategies 

 

The practice of nurse educators on assessments 

The respondents were expected to rate their practice regarding assessments of 

students. The results on item that stated I often assess students’ understanding through 

questioning showed that (95.8%, n=69) were in agreement with this statement. In addition, 

the respondents were to comment whether giving exercise to students was their practice. 

The findings established that they provided exercises on some of their lessons with a 

(90.2%, n=65). Moreover, the study sought to hear their practice on assessing students’ 

understanding. It was revealed that they often assessed them during group work (86.1%, 
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n=62). Furthermore, the respondents were to rate if in a learner-centred teaching or 

learning they took a responsibility to facilitate students’ learning through formative 

assessment. The results demonstrated that (86.1%, n=62) agreed with this item. 

 

Nonetheless, the respondents showed that providing ongoing meaningful feedback 

to students is too time consuming (75%, n=54) and that lack of orientation on learner- 

centred teaching affected them how they assessed the students with (75%, n=54). It was 

also found that (86%, n=62) responded that it is impossible to follow students’ 

participation in learning whereas (84.7%, n=61) responded that students become too noisy 

if they are asked many questions. The study further statistically demonstrated that there 

were a significant correlation of lack of resources to implement LCTS and lack of 

orientation of LCTS on student assessment as evidenced by p=0.01 

75 

percentage  

YES

NO

 

Figure 9: Lack of orientation to LCTS and failure to assess effectively 
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Classroom observations 

The researcher also did classroom observations to supplement information on the 

questionnaires. A checklist was used and it targeted five areas that are classroom 

condition; instructors’ activity; activities of students during lesson delivery; use of 

instructional materials and classroom evaluation. The researcher targeted to observe two 

classes from each college of the nine CHAM nursing colleges. During data collection two 

colleges had no students in class and three other colleges classroom observations were 

done in one class only because other classes were writing examinations. As a result eleven 

classes out of eighteen were observed. The findings of these classroom observations were 

as stipulated below. 

Classroom conditions 

All classrooms that were observed all students were able to sit and the chairs were 

movable. However, there was no enough space for movement between desks in ten 

classes. In addition it was noted that the class size was not appropriate meaning that 

students were more than fifty in ten classes observed. Furthermore, it was observed that 

the desks were arranged in rows that does not promote learner-centred learning. The 

results of the condition of the classrooms that were observed are shown in Figure 10. 
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Figure 10: Condition of classrooms 

 

Educators activities during lesson delivery 

The study also found that the nurse educators were able to clarify the learning 

objectives as evidenced by (100%, n=11). In addition it was noted that all instructors that 

were observed were active in explaining, monitoring and describing all concepts. On the 

other hand some instructors were more active than students (45%, n=5) and (55%, n=6) 

were not. Furthermore, it was observed that students were not given activities as part of 

the learning process. As a result educators were not involved in giving direction to the 

activities. Moreover, observations revealed that educators mostly used lecturing method as 

evidenced by (82%, n=9) and only (18%, n=2) used a combination of teaching strategies 

(Figure 11). 
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Figure 11: Activities during lesson delivery by educators 

 

Student involvement during lesson delivery 

The findings of the study on classroom observations on student involvement 

during lesson delivery showed that in five classes students took active roles  (45%, n=5). 

While in other six classes students were only active when asked (55%, n=6). Nonetheless 

students did not participate in problem solving activities; peer teaching; group work; 

exercises and there was no demonstration of any skill in all eleven classes observed (Table 

3). 
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Table 3: Activities of students during the lesson 

Characteristics Frequencies Percentage 

   

Students are participating in 

problem solving activities  

  

Yes    0 0 

No    11 100 

   

 

Students are playing active roles 

during lesson delivery 

  

Yes    5 45 

No    6 55 

 

Students are discussing issues in 

groups 

  

Yes 0 0 

No 11 100 

 

Students are taking part in peer 

teaching 

  

Yes 0 0 

            No        11       100 

 

 

Students are practicing 

demonstration  

  

Yes   0       0 

No 11       100 

 

Utilization of instructional material during lesson delivery 

Classroom observations revealed that there were no instructional materials that 

would aid to explain complex concepts as evidenced by 100% negative response. The 

results are shown in Figure 12. 
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Figure 12: Use of instructional materials 

Classroom evaluation 

The study furthermore found that the most used strategy of class evaluation was 

asking questions whereby the students gave the responses and not the instructors 

supplying answers as evidenced by (100%, n=11) positive response. However, the 

educators did not gave students group work, exercise as part of evaluation as stipulated in 

Table 4. 
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Table 4: Classroom evaluation 

Characteristics        Frequencies    Percentage 

Instructor gives group work,   

Yes    0 0 

No    11 100 

   

Ask questions   

Yes    11 100 

No    0 0 

Gives exercises to the learners   

Yes    0 0 

No    11 100 

Instructor follows up students’ 

participation and activities 

  

Yes    0 0 

            No           11        100 

 

 

Instructor elicits response from 

learners instead of supplying 

answers 

  

Yes 11       100 

No 0       0 

 

Instructor evaluates students 

group cooperation 

  

Yes 0 0 

            No        11        100 

 

 

Instructor checks and gives 

constructive feed back to the 

students’ work 

  

Yes 5 45 

            No        6        55 

   

   

Students are listening passively 

during the lesson. 

  

Yes 

No 

5 

6 

45 

55 
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Summary of results  

This chapter has presented findings for this study.  The study has shown that lack 

of training or orientation on learner-centred teaching strategies affected its implementation 

by the nurse educators. The findings are also showing that lack of resources and support 

from those in managerial positions prevented use of the learner-centred teaching 

strategies. In addition, the results also revealed that too much to be covered within a 

specific period of time and the mindset that it was time consuming to practice learner-

centred teaching strategies affected implementation of these strategies. The study further 

showed that large class size; students’ resistance to non-lecture strategies and instructors 

beliefs that they are more knowledgeable hence they are to supply all information to the 

students also hindered the nurse educators to implement the learner-centred teaching 

strategies. Furthermore, statistical analysis of the results showed that there was a 

significant relationship (p<0.05) between nurse educators and students attitudes towards 

learner-centred teaching strategies. In addition, the significant correlation (p=0.01) was 

also revealed on lack of resources to implement LCTS and lack of orientation to these 

teaching strategies in the training as it affected how assessment was done to students. 

Nonetheless this study showed no significant correlation (p>0.05) between years of 

experience; educational level and knowledge of the learner-centred teaching strategies as 

well as its use. 
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Chapter Five 

 Discussion of Results 

Introduction 

The purpose of this study was to explore factors that hinder implementation of 

learner-centred teaching strategies in Christian Health Association of Malawi nursing 

colleges. In this section, the results of the study are discussed regarding nurse educators’ 

knowledge, attitudes and practice of learner-centred teaching strategies and factors that 

hinder implementation of these strategies. Considering that the topic under study is more 

of education than health related literature backing up various views included other fields 

outside health. 

Demographic characteristics versus use of learner-centred teaching   strategies 

The study demonstrated that majority of nurse educators in the colleges that 

participated in this study were inexperienced as evidenced by 69.4% taught for less than 

five years. This lack of experience contributed to low utilization of the learner-centred 

teaching strategies. In addition, these nurse educators had first degree (79.2%) straight 

from school with little knowledge to educational background. Nonetheless, this study 

found that neither work experience nor educational level of the respondents were 

important determinants of the participants’ knowledge of LCTS. This is because the study 

determined that statistically there was non-significant relationship (p>0.05) between both 

years of work experience and educational level of the respondents and knowledge of 

LCTS. These findings suggest that the two factors have not been effective in providing the 

research participants with information regarding LCTS. This may further suggest that 

work experience had not prioritized as an in-service training package. Similarly the 

findings may close gaps in curricula of different cadres of nurses. The reported knowledge 
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gaps may be addressed through deliberate policy strategies in the training institutions to 

assist those with knowledge gaps of LCTS and enhance its implementation. This study is 

similar to the findings of Kallison (1986); Feldman,(1989); Murray (1991) as cited by 

Henard and Leprince Ringuet (2008) that good organization of the subject matter and 

planning the course are critical to student learning rather than educational qualification or 

experience on the knowledge of innovative teaching strategies. Similarly, Yair (2008) 

observed that work experience and educational level are not the only determinants of 

awareness to learner-centred teaching strategies. Nonetheless, the findings of this study 

are in contrast with assertion of Chalmers (2007) that experience matters and specific 

teaching qualification are significantly correlated to better student achievement which 

stem from different teaching strategies. This is enhanced by the observation by Kember 

and Kwan (2000) that professors when teaching tend to employ different teaching 

strategies which stem from their experience on the knowledge of varied teaching 

strategies.  

Knowledge of nurse educators about learner-centred teaching 

The study revealed that nurse educators are knowledgeable that learner-centred 

teaching or learning promotes students critical thinking and problem solving skills as 

evidenced by a 100% positive response. This is in line with the observations of Paisey 

(2009) that central in learner-centred learning are communication, information technology, 

critical thinking, problem solving and ability to extract and analyze information from a 

variety of sources. He added that students are able to view issues differently. Similarly 

Tseng et al. (2008) observed that learner-centred teaching helps students to reflect on and 

enhance their critical thinking through communicating, arguing, and interpreting ideas.  
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The study also found that nurse educators are aware that they need to encourage 

students to communicate effectively if meaningful learning has to take place as shown by 

a high score of 98.6%. This is similar to the findings of Azer (2009) that students enjoyed 

LCT/L and case discussion because they worked and communicated effectively as a group 

and utilized a wide range of resources in self-directed learning. In addition, nurse 

educators realize that students learn better when there is interaction with 94.4% positive 

response. Learner-centred teaching or learning aids the development of independent 

learning skills and encourages deeper exploration, helps to develop team working and 

support; learn to accept individual styles or values, and train to manage conflicts and share 

experiences (Horne et al., 2007). 

Nurse educators also responded positively that learner-centred teaching prepares 

students for lifelong learning representing 98.6%. This is in line with an observation by 

Bogdan (2011) that learner-centred teaching or learning environment encourages student 

to become independent learners and ultimately to be in charge of their own education. 

Lifelong learning is a continuous supportive process which stimulates and empowers 

individuals to acquire all the knowledge, values, skills and understanding they will require 

throughout their lifetimes and to apply them with confidence, creativity; enjoyment in all 

roles, circumstances, and environments (Collins, 2009). These can only be acquired 

through teaching strategies that are learner-centred (Tengku Kasim, 2010a). In a learner-

centred environment students’ feel that the learning process and the topics are more 

interesting and are able to remember what they had learnt (Carlisle and Ibbotson, 2005; 

Azer, 2009; Segers et al., 2003). Moreover, Learner-centred teaching methods help 

students develop a strategy for dealing with problems, give them a mental framework for 
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evaluating alternative methods of analysis, and motivate them to take responsibility for 

their own learning (Boyle, 1999). 

Nonetheless the study found that some nurse educators had limited knowledge 

regarding LCT for instance they responded positively that the teacher holds most of the 

knowledge necessary for the students. This is in line with the assumption made by 

Petrosino et al. (2007) that the lecturer is the source of knowledge and knows best 

whereas students are "empty vessels" to be filled by the lecturer. Suggesting that, some 

nurse educators are not well equipped with active learning strategies. 

In addition, nurse educators clearly showed that lack of support from those in 

managerial positions prevented them to utilize learner-centred teaching strategies 

effectively. Confirming this finding Weimer (2002, 2012) stated that education systems 

should provide support (training, commitment, feedback and continuous professional 

support) on learner-centred teaching strategies and resources to help them succeed in the 

teaching-learning process. Therefore, I suggest that for the proper implementation of 

learner-centred teaching, departmental heads and deans should supervise the effectiveness 

of the teaching strategies employed by nurse educators, give feedback, provide ongoing 

training to enable them to support student learning. This to become a reality and there is 

need to include on their budget. The nurse educators should also be supported to evaluate 

the success of their educational programmes. All these activities require educators’ 

training in active learning/learner-centred teaching strategies and the commitment of deans 

and departmental heads. 

The study also found that lack of proper training prevented them to use learner-

centred teaching. Statistical analysis also showed significant association of lack of proper 
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training on LCTS and low utilization of the strategies (p=0.01).  According to Stead 

(2005) for education to be successful, educators’ training is of special significance. Since 

educators’ training has a great effect on instructional activities, educators in higher 

learning institutions require training on how to implement instructional strategies in 

general and learner-centred approaches in particular. Good and effective teaching and 

learning in the classroom demand well-prepared, academically and pedagogically 

competent educators to select and implement appropriate teaching strategies, activities and 

materials to achieve the desired educational objectives for different levels (Zan & Martino, 

2007). 

Furthermore, nurse educators indicated that it is time consuming to use learner-

centred strategies and that if they were to use these strategies they could not cover the 

prescribed syllabus. Sunzuma et al. (2012) also identified that teachers thought it was time 

consuming to allow students to make meaning to what they learn, through student based 

activities.  

Nurse educators attitudes towards learner-centred teaching 

This study revealed that attitudes of nurse educators prevented use of learner-

centred teaching strategies. This is in line with the findings of Gruber and Boreen (2003) 

that lecturers and students’ beliefs and attitudes on teaching approaches influence the 

teaching and learning behaviours respectively. Furthermore, demonstrated a significant  

relationship (p=0.02) that too much content to be covered within a specific period and 

students beliefs and perception that instructors need to provide enough information for 

their objectives to be achieved. 
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Lack of resources to implement learner-centred teaching strategies also came out 

clearly as one of the factors that prevented them to use active teaching strategies. There 

was a significant relationship of p=0.01 between lack of resources and low 

implementation of learner-centred teaching strategies. Absence of learning materials may 

hinder the implementation of active learning approaches (Ainsworth, 2006). Instructional 

material enable student to use more than one sense and to facilitate active learning, relate 

theory to practice, encourage creative thinking and effective student skill development 

hence make learning more meaningful (Ainsworth, 2006).  

Similarly, Sunzuma et al. (2012) highlighted that effective teaching and learning is 

highly dependent on availability of teaching and learning resources because they give 

confidence to teachers by serving as a secure base from which content, teaching strategies 

and techniques are drawn. Shortage of these resources has negative implications for 

adoption of learner-centred methods (Ainsworth, 2006).  

In addition, the participants unveiled that too much content to be covered within a 

specific period of time hindered them to implement learner-centred teaching strategies. 

Literature also indicates that where teachers are required to cover specific material within 

a given period of time; they find it difficult to pursue lessons to their satisfaction, 

(Abiodun, 2008). 

Large class sizes affected them to practice learner-centred teaching. Class size 

refers to the number of students regularly scheduled to meet in the administrative and 

instructional unit, usually under the direct guidance of a single educator (Kornfeld, 2010). 

It has its own impact on the teaching-learning process in general and on the 

implementation of student-centred learning in particular (Pascarella & Terenzini, 1991; 
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Cross, 1998; Carbone & Greenberg, 1998; Ratcliff, 1992; Kuh, Schuh, Whitt & 

Associates, 1991). Different researchers have found that as the class size increases, 

students face any or all of the following problems: lack of clarity of purpose; knowledge 

about progress; advice on improvement; lack of opportunity to discussion; inability to 

support independent study and inability to motivate students (Light, 2001; Schnell in 

Barefoot, 1993; Carbone & Greenberg, 1998). For example McKeatchie and Svinicki 

(2005) Abiodun (2008) elaborated that in a large class individualization of instruction 

become a great challenge. The instructional method most frequently used is the lecture-

centred approach, without group participation; oral communication within the classroom 

from student to educators is minimized; written work is assigned less frequently and when 

assigned, receives less lecturer attention and students are also less known to educators as 

individuals. Contrary to the findings of this study McKeatchie (1999) argue that large or  

small class size is not a significant factor on teaching strategies rather depends on the 

following factors: learning objective that are to be realized; nature of the subject to be 

taught; students’ attention and learning resources. 

Furthermore, the study found out that nurse educators believe that they are sole 

sources of information hence they could not give the students full ownership of their 

learning. This is congruent with the findings of Eison (2010) who found that students 

resisted non-lecturing approaches because active or learner-centred approaches provide a 

sharp contrast to the very familiar passive listening role to which they have become 

accustomed. These findings contradicts with Knight and Wood (2005), results of a study 

that was completed in a large, upper-division Biology course, they compared students‘ 

performance when the course was taught using a traditional lecture format and students 
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who were taught with in-class activities; collaborative work in student groups; increased 

in-class formative assessment and group discussion. It was noted that students who were 

taught with active learning alternatives had achieved deeper learning and better conceptual 

understanding. 

Nurse educators practice 

It is known that learning is an active process when students take initiative and 

responsibility for their own learning. In learner-centred classrooms, students are engaged 

in activities like dialogue, debate, writing, discussion and problem solving as well as 

higher order thinking such as analysis, synthesis and evaluation (Zepke & Leach, 2010; 

Leyendecker, Ottevanger & Van den Akker, 2008). Learning includes students’ mutual 

construction of knowledge and their interaction with each other and with their educators 

(Zweck, 2006).  

Nurse educators in the study use both traditional and learner-centred teaching 

strategies. Similarly, Sidin (1999) and Long et al. (1999) found that lecturers at higher 

institutions employed various teaching methodologies, involving teacher-centred and 

students-centred methods such as direct lectures, discussions and tutorials in their 

teaching. All the findings from the above studies suggest that the participants viewed both 

approaches as a continuum, and not as a binary distinction.  
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Classroom observation and use of learner-centred teaching strategies 

Then classroom observation found that classroom size, arrangements of desks do 

not promote learner-centred teaching. The classroom condition is one of the most 

substantial aspects that should be considered in the teaching-learning process in general 

and active learning in particular in any educational institution (Alemu, 2010; Bodgan, 

2011). The physical environment can promote or hinder learner-centred teaching 

approaches (Tengku Kasim, 2010a, 2010b: Burns & Myhill, 2004). Thus, to engage 

students in learning activities the classroom should be well equipped with furniture 

meaning that there should be movable desks for students to use different lay outs in the 

classroom (Burns & Myhill, 2004). Different types of classroom layouts, which facilitate 

active learning approaches such as  U-shape; team style; conference table; circle; group on 

group; work station breakout grouping; traditional classroom and auditorium arrangements 

(Zweck, 2006). Contrary to the findings in this study, the desks were arranged in rows 

very close to each other. In a learner-centred learning environment student learning is by 

active involvement in the learning process meaning that it may be necessary for the 

students to move their desks for peer teaching or group discussion hence the classroom 

need to be spacious (McCombs, 2003). Suggesting that, the arrangement of desks should 

allow movement and communication whenever necessary so that it is appropriate for the 

learning experiences that educators have planned.  

 

It was clear during classroom observation that the set up really did not promote 

learner-centred. In addition, it was observed that nurse educators did not utilize 

instructional material to enhance learners’ comprehension of concrete or abstract 
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information which are central in active learning because learners use different senses apart 

from hearing as evidenced in Figure 12 of results section. 

 

Nurse educators did not know how to assess in a learner –centred teaching. The 

results support the findings of Alemu (2010) in Oromia in Ethiopia that many teachers 

were not sure how to assess in a learner-centred environment. Chauraya and Mholo (2008) 

in Zimbabwe observed that current teacher preparation programmes seem to have little 

impact on actual implementation of problem solving in instructional situation which is 

evident that are not adequately prepared for student-centred techniques. Hence confirming 

quotes Bonwell and Eison (1991) as cited by Sunzuma et al. (2012) that traditional 

teaching strategy to student learning in which lecturers talk and students listen 

predominates in institutions of higher learning despite the call for lecturers to actively 

involve and engage students in their own learning. Implying that; nurse educators’ might 

have the theoretical aspects of learner-centred teaching which they could not put into 

practice. The results also demonstrated a significant association of lack of orientation on 

learner-centred teaching strategies and not being aware how to assess in learner-centred 

environment as evidenced by (p=0.01). In other words, if lecturers are not oriented to 

active teaching methods they have problems to employs effective ways of assessing 

students. For instance students would benefit from peer assessment which reflects learner-

centred teaching (Gielen, Dochy & Onghena, 2011). They contend that peer assessment is 

an arrangement in which individuals consider the amount, level, value, worthy, quality 

and success of the products of learning of peers of similar status. It was also noted that the 

way the peer assessment is enacted and how students are prepared for such practices can 
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lead to very effective results, (Topping, 2010). This entails that it is central that teachers 

be oriented to learner-centred teaching strategies so that they employ varied ways to assess 

the students effectively. 

Conclusion 

The study was conducted with the aim to describe factors that hindered 

implementation of the learner-centred teaching strategies in Christian Health Association 

of Malawi nursing colleges. The study sought to solicit these factors by taking close 

review of the nurse educators’ knowledge, attitudes and actual practice. It was noted from 

the study that the majority of the respondents were of the view that learner–centered 

teaching strategies realize meaningful learning in student nurses and midwives. It also 

established several challenges hindering implementation of the learner–centered methods, 

for instance lack of time; inadequate resources; lack of training that prepares the educators 

with adequate knowledge and skills to implement the learner–centered strategies. In 

addition, lifelong learning is a continuous supportive process which stimulates and 

empowers individuals to acquire all the knowledge, values, skills and understanding they 

will require throughout their lifetimes and to apply them with confidence, creativity; 

enjoyment in all roles, circumstances, and environments, it was noted that learner-centred 

strategies added workloads; large class size and beliefs of educators that they hold more 

knowledge and students beliefs that educators had to provide information for their 

objectives to be achieved hindered its implementation. Furthermore, statistical analysis of 

the results found that there was a significant relationship (p<0.05) between nurse 

educators and students attitudes towards learner-centred teaching strategies. In addition, 

the significant correlation (p=0.01) was also revealed on lack of resources to implement 
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LCTS and lack of orientation to these teaching strategies in the training as it affected how 

assessment was done to students. Nonetheless this study showed no significant correlation 

(p>0.05) between years of experience; educational level and knowledge of the learner-

centred teaching strategies as well as its use. 

Recommendations 

This study demonstrated that implementing learner-centred teaching strategies in 

Christian Health Association of Malawi nursing colleges is low as evidenced by findings 

by Tveit, Wasili, Kollstrom, Mwenye-Phiri (2009) report on curriculum implementation in 

CHAM Colleges in Malawi observed that the nursing education has been teacher-centred 

with faculty often taking the role of dispenser of knowledge.  Hence, the following are 

recommended:   

 

Colleges 

Adequate resources should be available by including in their budgets. Relatively small 

class sizes are required as recommended by the Nurses and Midwives Council of Malawi 

that lecturer- student ratio in class should be 50. Desks in the classroom should be 

arranged in a way to make classroom conditions conducive for the effective 

implementation of learner-centred/ active learning approaches.  

Nurse educators’ on-going support for the implementation of learner-centred teaching 

strategies should be addressed as a priority. The nursing colleges should provide nurse 

educators with adequate active learning guides and other instructional materials by 

working closely with other stakeholders. Students should be oriented to the benefits of 

learner-centred teaching strategies. 
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Deans and departmental heads 

Nurse educators who are confident and innovative users of active learning approaches 

be developed so that they also encourage the colleagues to do the same. In addition, 

institutions need to have teaching and learning policy that promotes learner-centred 

teaching and learning strategies. 

Deans and departmental heads can help, stimulate and support nurse educators' efforts 

to change their teaching by highlighting the instructional importance of active 

learning/learner-centred teaching in the newsletters and publications.  

Recommendations for Further Research 

Based on the conclusions of this study, the researcher recommends the following 

for further investigation: External factors hindering the implementation of learner-centred 

teaching strategies which are not covered by this study should be identified through 

further research. Practical ways to overcome the obstacles should also be investigated. In-

depth case studies of individual nurse educators in nursing colleges in Malawi who have 

been successful in implementing learner-centred teaching/learning in their respected 

courses, may throw further light on the issue of how hindering factors may be overcome. 

To replicate a similar study in institutes of higher learning like CHAM Universities, or 

public and private universities. 

Limitations of the study 

During data collection it was difficult to find all nurse educators at the institution. 

This affected the achievement of a generalizable sample. As a result the accessible sample 

size for the study was 72 nurse educators. 
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Appendices 

Appendix 1: participants’ information sheet and consent form 

Section A: participants’ information sheet 

 

Factors hindering implementation of learner-centred teaching/ learning strategies 

You are being requested to take part in a study on exploring factors that hinder 

implementation of learner-centred teaching strategies in CHAM nursing colleges in 

Malawi. Prior to participate in the study, it is crucial that you understand the reasons for 

conducting the study and what will be its consequences. Please feel free to ask if there is 

anything that you do not understand or if you need more information. Please be assured 

that participation in the study is voluntary. 

What is the purpose of the study? 

I am Mercy Chirwa postgraduate student at Kamuzu College of Nursing pursuing Masters 

Degree in Nursing and Midwifery Education so in partial accomplishment of this 

requirement, I am conducting a study on factors that hinder implementation of learner-

centred teaching strategies in CHAM nursing colleges. The results of this study will 

provide up to date information and add to the body of knowledge on LCT in nursing 

colleges in Malawi and the world over. It will also act as a base line for future research on 

LCT in nursing education. 

Do I have to take part?  

You are free to take part or not or to withdraw at any time you feel like without giving 

reasons. Your refusal to take part in the study will not affect your job in anyway. If you 

agree to take part you will be asked to sign a consent form. Any information that you will 

provide will be treated as confidential and no one will identify who gave the information, 

as the study tools will have no names on it. However, code numbers will be used. The 
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tools and responses will be destroyed five years after completion of the study. Study 

results will be presented or published as group findings not individual information. 

If I take part what will happen to me? 

You will be asked to answer a questionnaire regarding learner -centred teaching strategies. 

The investigator will at a certain stage observe the actual teaching to solicit some things 

related or not to learner centred teaching/ learning. 

What are the possible benefits of the study? 

There are no instant and financial benefits in taking part in this study. Nonetheless, the 

findings of the study will assist in realizing the teaching strategies that promote students 

self-directed learning thereby instilling a lifelong spirit which enhances critical thinking 

and problem solving skills which are central to the delivery of quality nursing care to 

patients with multifaceted conditions.  

What are the possible risks for taking part? 

There are no actual physical risks with the study. Nonetheless, the researcher anticipates 

some potential risks like long time that will be taken to observe teaching session. 

If something goes wrong, what will happen? 

Any complaints concerning ill treatment during the course of the study can be forwarded 

to Mercy P. Chirwa, Kamuzu College of Nursing, Private Bag I, Lilongwe or COMREC 

Secretariat, Private Bag 360, Blantyre. Telephone: 01871911   

Contact for further information 

If you need more information, please contact Mercy Chirwa on 0888865433 and Dr. B. 

Nkwinda Nyasulu on 0888410484 or 0999410484 who is my supervisor in this study. 
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Section B: Participant declaration form 

 
I have understood the information about this study. It has been explained to me, 

clarifications were made and questions were answered to my satisfaction. I understand that 

my involvement in the study is voluntary. I have the right to refuse and my work will not 

be affected. I voluntarily agree to participate. 

 

 

Code of the participant____________________________________________________________ 

 

 

Date_____________________________________________________________ 

 

 

Name of the witness________________________________________________ 

 

 

Signature of Witness ……………………………………....Date……………………… 

 

 

 

Thank you for volunteering to take part in the study. 
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Appendix 2: Questionnaire for nurse educators 

Section A:  Personal particulars 

Please give the correct response accordingly 

1. The participant identification number_______________________________ 

2. Name of college________________________________________________ 

3. Gender_______________________________________________________ 

4. Age_________________________________________________________ 

5. Experience in teaching indicate your responses in  

months or years_______________________________________________ 

 

6. Educational qualifications in nursing education (circle the correct response) 

(a) Bachelor’s degree  

(b) Master’s degree  

(c) Doctors degree    

(d) Other specify_________________________________________ 

Section B: Educators knowledge on learner centred teaching strategies 

Instruction: 

Please give your appropriate response to each item based on your understanding and 

experience. Your responses could vary from “Strongly agree” to “strongly disagree. 

Please circle the most appropriate number. 

 

Key  

5 =strongly agree 

4= agree 

3 =undecided 

2=disagree 

1 =strongly disagree 
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No Item Score 

1 Current knowledge depends on the previous understanding. 5   4   3   2   1 

2 The teacher holds most of the knowledge necessary for the students. 5   4   3   2   1 

3 Students learn better when there is interaction. 5   4   3   2   1 

4 I believe that teaching facts alone is enough to prepare students to 

understand their environment. 

5   4   3   2   1 

5 Teachers must encourage students to communicate effectively. 5   4   3   2   1 

6 Learner centred teaching is intellectually more stimulating. 5   4   3   2   1 

7 Learner centred teaching/ learning enhances the development of 

sense of responsibility. 

5   4   3   2   1 

8 Learner centred teaching/ learning promotes students critical thinking 

and problem solving skills. 

5   4   3   2   1 

9 Learner centred teaching prepares students for lifelong learning 5   4   3   2   1 

10 Learner centred learning makes students responsible for their own 

learning. 

5   4   3   2   1 

11 Learner-centred teaching strategies add workload on nurse educators. 5   4   3   2   1 

12 Learner centred teaching requires a lot of support from those in 

managerial positions. 

5   4   3   2   1 

13 Utilizing learner centred teaching requires a lot of time. 5   4   3   2   1 

14 Implementation of learner centred teaching strategies requires good 

training in both preservice. 

5   4   3   2   1 

15 In using learner centred teaching strategies, educators find it difficult 

to cover the prescribed syllabus. 

5   4   3   2   1 

 

Section C: Attitudes of nurse educators on learner centred teaching strategies 

Instruction: 

To what extent have the following affected your use of learner-centred teaching strategies 

in the delivery of the curriculum? Please, rate them from “strongly agree” to “strongly 

disagree” based on the seriousness of the problem.  Circle the number that is most 

appropriate to you. 
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Key: 

4 =strongly agree 

3 =agree 

2 =disagree 

1 =strongly disagree 

 

No Attitudes of educators Score 

1 Instructors’ tendency to use traditional lecture method 4     3     2     1 

2 Shortage of time to practice active learning in classroom 4     3     2     1 

3 Student’ lack of interest in learner centred teaching approaches 4     3     2     1 

4 I lack interest in learner-centred teaching strategies 4     3     2     1 

5 Lack of resources to implement learner-centred teaching 

strategies 

4     3     2     1 

6 Too much content to be covered within a specific period of time 4     3     2     1 

7 Large classes are effectively managed with lecturing method 4     3     2     1 

8 Instructors’ belief and perception that they sole sources of 

information 

4     3     2     1 

9 Students’ belief and perception that instructors need to provide 

them with enough information to achieve their objectives 

4     3     2     1 

10 Some students’ dominate during group activities 4     3     2     1 

11 I think well prepared lectures are most important for student 

achievement.  

4     3     2     1 

12 I believe that teaching at high education level is generally lecturer-

centred.  

4     3     2     1 

13 Learning is an active process of creating hypotheses through 

activities. 

4     3     2     1 

14 Students participate in activities in some of my classroom session.  4     3     2     1 

15 I react on feedback from students about how they learn effectively.  4     3     2     1 

16 There is no time for reflection in my classes.  4     3     2     1 

17 I believe students learn more effectively if they work individually 4     3     2     1 
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than in groups.  

18 I don’t have time to provide students with constructive feedback on 

their work.  

4     3     2     1 

19 Guided feedback is impractical in large classes.  4     3     2     1 

20 I feel that good lectures enhance students’ sense of commitment.  4     3     2     1 

21 I believe students dislike active participation in class.  4     3     2     1 

22 I generally link new knowledge to students’ prior experiences.  4     3     2     1 

23 I believe problem solving increases students learning.  4     3     2     1 

24 I motivate students to deeply participate in the teaching-learning 

process.  

4     3     2     1 

25 I prefer classes in which students are active listeners  4     3     2     1 

26 I use lecture method to assist students to develop critical thinking 

skills.  

4     3     2     1 

27 I try to create a classroom environment that supports inactive 

learning.  

4     3     2     1 

 

*  If there are any other factors, please specify____________________________________ 

________________________________________________________________________ 

 

 

Section D: Actual practice of nurse educators on the teaching strategies 

Instruction: 

Below is a list of different teaching strategies. Please indicate the extent to which you use 

them in your teaching by rating according to the following scale. Please circle the most 

appropriate number 

Key: 

 5 =always 

4 =frequently 

3 =some times 

2 =rarely 

1 =not at all 
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No Teaching strategy Score 

1 Lecture 5   4   3   2   1 

2 Project 5   4   3   2   1 

3 Problem solving 5   4   3   2   1 

4 Role-playing 5   4   3   2   1 

5 Group discussion 5   4   3   2   1 

6 Brain storming 5   4   3   2   1 

7 Peer teaching 5   4   3   2   1 

8 Cooperative learning 5   4   3   2   1 

9 Field trip 5   4   3   2   1 

10 Group work 5   4   3   2   1 

11 Question and Answer 5   4   3   2   1 

12 Demonstration 5   4   3   2   1 

13 Debating 5   4   3   2   1 

 

Section E: Actual practice of nurse educators on assessment of students 

Instruction: 

To what extent have you assessed the students in the delivery of the curriculum? Please, 

rate them from “strongly agree” to “strongly disagree”.  Circle the number that is most 

appropriate to you. 

Key: 

4 =strongly agree 

3 =agree 

2 =disagree 

1 =strongly disagree 

No Item Score 

1 I frequently ask close-ended questions for which there 

is only one correct answer.  

4  3   2   1 

2 Students become too noisy if I ask many questions.  4  3   2   1 

3 Students need to be able to respond very quickly to 

questions.  

4  3   2   1 

4 I praise students’ work as often as possible.  4  3   2   1 

5 I often assess students’ understanding during group 

work  

4  3   2   1 
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6 I often assess students’ understanding through 

questioning.  

4  3   2   1 

7 I provide exercises on some of the lessons.  4  3   2   1 

8 It is impossible to follow students’ participation in 

learning. 

4  3   2   1 

9 I help students to take responsibility for their own 

learning.  

4  3   2   1 

10 Providing ongoing meaningful feedback to students is 

too time-consuming.  

4  3   2   1 

11 I often assess students when they solve problems in a 

group.  

4  3   2   1 

12 Through lectures I stimulate students’ responsibility 

for their own learning.  

      4  3   2   1 

13 I encourage students to make decisions about the 

what, how, and when of learning.  

4  3   2  1 

14 In a learner-centred teaching my responsibility is to 

facilitate students’ learning formative assessment 

  4   3  2  1 

15 Lack of orientation of  learner-centred teaching 

strategies during training affects how I assess my 

students 

       4  3  2  1 
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Appendix 3: Observation checklist 

 

Checklist for observation of classroom session 

The main purpose of this observation checklist is to assess the activities practiced in the 

classroom in relation to the implementation of learner centred teaching. The activities will 

be marked in the category of Yes or No on the basis of whether they occur or not. 

Please tick the appropriate response in the space provided 

Part one. 

General Information 

1. Participant identification number 

2. Name of the college 

3. Course observed  

4. Number of students in the class 

Part two. 

 

No List of observations Yes No Comments 

1.0 Classroom condition    

1.1 Is there enough sitting space for all students?    

1.2 Are the chairs movable?    

1.3 Is there enough space for movement between 

desks? 

   

1.4 Is the class size appropriate?    

1.5 Is there group work activity?    

1.6 Are the desks arranged to promote learner centred 

learning? (not in rows) 

   

     

2.0 Instructors’ Activity    

2.1 Arranging students for different classroom 

activity 

   

2.2 Clarifying the learning objectives    

2.3 Giving direction about the procedures and 

activities 

   

2.4 Using different instructional methods to 

implement active learning. 

   

2.5 Encouraging students to become active 

participants 
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2.6 The instructor is more active than the students.    

2.7 The instructor is active in explaining, monitoring 

and describing all concepts 

   

2.8 Managing the class for active learning 

implementation. 

   

2.9 Using an exercise to elicit students’ ideas 

knowledge and skill. 

   

     

3.0 Activities of students during the lesson    

3.1 Students are participating in problem solving 

activities 

   

3.2 Students are playing active roles during lesson 

delivery 

   

3.3 Students are discussing issues in groups    

3.4 Students are taking part in peer teaching    

3.5 Students are practicing demonstration    

     

4.0 Utilization of Instructional Material    

4.1 Are there charts, posters, diagrams?    

4.2 Does the teacher use these instructional materials 

other than books? 

   

4.3 Does the teacher illustrate ideas, concepts or 

points with the help of different instructional 

materials? 

   

     

5.0 Class Evaluation    

5.1 Instructor gives group work,    

5.2 Ask questions     

5.3 Gives exercises to the learners    

5.4 Instructor follows up students’ participation and 

activities 

   

5.5 Instructor elicits response from learners instead 

of supplying answers 

   

5.6 Instructor evaluates students group cooperation    

5.7 Instructor checks and gives constructive feed 

back to the students’ work 

   

5.8 Students are listening passively during the lesson.    
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Appendix 4: Permission letters 
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Subject: RE: Permission to Conduct a Study at MMCNM 

 

To Whom it May Concern 

 

Dear Sir/Madam, 

 

RE: PERMISSION TO CONDUCT A STUDY AT MMCNM 

 

This letter serves to confirm that Ms Mercy Chirwa has been granted permission to conduct a 

study at Mulanje Mission College of Nursing and Midwifery for her Thesis in fulfillment of her MSc 

Degree at Kamuzu College of Nursing. 

For further information please contact the College Principal on: 0888857847 or 

email: susan.sundu@yahoo.com 

 

 

Yours faithfully, 

 

Susan Sundu (Mrs.) 

College Principal 

 

 

https://mail.google.com/mail/h/eukd4xmy829u/?&v=b&cs=wh&to=susan.sundu@yahoo.com
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ST. JOHN’S COLLEGE OF NURSING 
    P.O. Box 18     Telephone: (265) 311 331 

    Mzuzu       Fax: (265) 311 331 

    Malawi     E-mail: sjcnm.mw@gmail.com 

   Central Africa     

 

 

11/11/13 

 
 
 

Mercy Chirwa, 
KCN, 
P/bag 1, 
Lilongwe, 
Dear Mercy, 

 
PERMISSION TO CONDUCT A STUDY AT ST JOHN’S COLLEGE OF NURSING & MIDWIFERY 
I write in response to your request to conduct a study at the above named institution. On behalf of 
the college, I am pleased to inform you that you have been granted permission to do so, provided you 
produce a clearance letter from ethics committee before you start data collection. 

 
Wishing you all the best as you pursue your studies. 

 
Yours faithfully, 

 
 

BalwaniMbakaya 
 
 

PRINCIPAL TUTOR. 

 

mailto:sjcnm.mw@gmail.com
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Trinity College of Nursing and Midwifery,  

P.O. Box 51937  

Limbe  

 

12th September, 2013  

 

Kamuzu College of Nursing  

Lilongwe Campus  

Private Bag 1 

Lilongwe  

 

Dear Mercy P. Chirwa,  

 

Re: ACCEPTANCE TO CONDUCT A STUDY AT OUR INSTITUTION 

I am pleased to inform you that you have been accepted to conduct a study on “Factors 

hindering implementation of learner centered teaching strategies in CHAM Nursing 

Colleges in Malawi” at our institution.  I hope this is purely for academic purposes.  

 

Wishing you all the best  

 

M. BWANALI  

PRINCIPAL  
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ST. LUKE’S COLLEGE OF NURSING & MIDWIFERY, 

P.O. BOX 21, CHILEMA 

TEL:   0995475430/0888360550 

       16th October 2013 

 

 

Dear Mercy Chirwa 

 

PERMISSION TO CONDUCT AN ACADEMIC Research 

Thank you for the letter which you wrote asking for permission to conduct an academic research at our 

institution. 

Am glad to inform you that the college management has granted you permission to go ahead with your 

study here. 

 

Thank you 

 

 

 

Maxwell Pangani 

(Signed) 
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CHURCH OF CENTRAL AFRICA PRESBYTERIAN 

SYNOD OF LIVINGSTONIA 

Ekwendeni College of Health Sciences 

P.O Box 49, Ekwendeni, Malawi 

Tel/Fax: +265(0) 1339 339 

Email: ekwehealthcol@gmail.com 

All official Correspondence to be addressed to The College Principal 

Ref:  

6th September 2013 

Mercy P. Chirwa 

Kamuzu College of Nursing 

Lilongwe Campus 

Private Bag 1 

Lilongwe 

Dear Mercy Chirwa, 

RE:CLEARANCE REQUEST TO CONDUCT STUDY AT  

 EKWENDENI COLLEGE OF HEALTH SCIENCES  

Reference to your letter dated 30th July 2013 in which you applied for permission to conduct a study at 

Ekwendeni College of Health Sciences on “Factors hindering implementation of learner centred teaching 

strategies in CHAM nursing colleges in Malawi” 

 

I am pleased to inform you that permission has been granted and you will be given all the assistance that 

you will need. 

 

Yours faithfully, 

 

 

 

E. A. Kasonda 

ACTING COLLEGE PRINCIPAL 

 


