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ABSTRACT 

Background: In Angola the majority of the academic staff of higher private education industry, 

are sessional teachers. The definition of sessional teachers in this context entails academic staff 

who engage in university teaching as a supplement to their full time industry work (Sutherland 

& Gilbert, 2013). Given that sessional teachers in private higher education sector take this 

teaching as a part-time job, they do not commit (Nguluve, 2015) their full energy, attention, 

availability and these issues tend to undermine their ability to deliver the expected quality 

teaching aiming to contribute to enact quality education.  

Higher private education institutions in Angola face the following issues with sessional 

teachers: lack of goals orientation skills, poor teamwork skills, poor time management skills, 

high level of absenteeism, delays in the submission of exam papers, delays in grading and 

publishing exams results, poor teaching skills, poor interpersonal relationship skills with 

students, poor feedback skills, poor students learning needs assessment, inability to meet 

deadlines and showing up late to carry out teaching activities. As a result of this scenario, 

students complain about sessional teachers absenteeism, lack of teaching skills, anxiety for the 

exam results that in many cases are not published on time, many sessional teachers are 

latecomers most of the time, many sessional teachers mistreat students, and many sessional 

teachers are inconsiderate in the way they deal with students. This situation led to a scenario 

in which, the level of students' drop out due to the ineffectiveness of many sessional teachers 

has increased substantially and the quality education offered in the higher private education 

industry is low. All these issues, are symptoms of a context in which team building among 

sessional teachers is in high demand. 

Aim: the purpose of this research is to investigate how to go about building effective teams 

among sessional teachers in ISPSN (Instituto Superior Politécnico Sol Nascente) (2015-2019). 

The research participants are: 400 students, 20 sessional teachers, 5 course coordinators 

(convenors), 3 heads of departments and 3 deputy directors of ISPSN in Huambo. Data 

collection: students group focus, sessional teachers group focus course coordinators group 

focus, heads of departments group focus, deputy director group focus. Students semi-

structured interviews, sessional teachers semi-structured interviews, coordinators semi-

structured interviews, heads of departments semi-structured interviews. Individual students 

narrative, sessional teachers individual narratives, coordinators individual narrative, heads of 

department individual narratives, deputy directors individual narratives, archive documents, 

indirect and participant observations. 

Research Method: Action Research. Action research was selected for this research as it allows 

managers research their own practice and gain new knowledge aiming to address practice 

based problems and improve the practice and the conditions under which the practice is 

carried out. 

Findings: Our study suggest that building teams among sessional teachers, require investing in 

course coordinators management and leadership skills. This entails helping coordinators to 
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develop coordination's skills such as: setting specific goals to be attained by the end of  each 

semester for the teams including (1) By the end of each teaching semester, all sessional 

teachers meet all deadlines including: submitting the exam papers on time; grading the exams 

and submit the results on time; present the syllabus on time. (2) By the end of each teaching 

semester, all sessional teachers carry out all teaching activities with quality and effectively 

which should include: showing up on time everyday to carry out teaching activities; planning 

the lessons and align them with the key skills students should develop to become competent in 

their field and encourage students to develop a set of cognitive skills such as: knowledge, 

comprehension, application, analysis, synthesis and evaluation; and guide students through the 

internship programme to practice the acquired knowledge and develop the required skills to 

become professionals in their field. (3) By the end of each teaching semester, all sessional 

teachers participate effectively in every activities organised by the school including: showing 

up on time in every team meetings; participating in every teaching semester meetings 

organised school wide and report in advance when there is time constraints to show up; 

participating in colloquiums and symposiums organised by the institution. 

Implications for Business Scholars: Though the issue of sessional teachers seems to have 

received substantial attention, our study has discovered that the trend of the current 

international literature on this topic, is focusing more on the professional development and 

support that higher education institutions should provide to  sessional teachers (Harvey, 2013; 

Bryson, 2013; Sutherland & Gilbert, 2013). At national level, the extant literature, is focusing 

more on the issue of sessional teachers holding too many jobs which does not seems to help 

them invest time to offer quality teaching. In other cases, the national literature is viewing 

private institutions preference for casual contracts as a cost effective option to maximise the 

revenues (Nguluve,2015; Sousa, 2016). However, we did not find both in the predominant 

international and national literature attention given to the process of building teams among 

sessional teachers and how to make them sustainable to improve quality teaching. 

Hence, we hope that the steps identified in this study  such as: holding regular meetings with 

students and teachers; supervise sessional teachers work; set an accountability system; set 

specific goals to achieve by the end of each semester, will shed light into the issue of building 

teams among sessional teachers. 

Key words: sessional teachers, course coordinators, weekly meetings, coordination skills, 

team building among sessional teachers.         
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1. 0 Introduction 

In Angola, the private sector of higher education industry, relies over 90% in the work of 

sessional teachers ( Sousa, 2016, Nguluve, 2015). Most of the current literature on higher 

education industry, indicates that the majority of undergraduate teaching,  is undertaken by 

sessional teachers. This includes: early career academics who are involved in part-time 

teaching as instructors; guest lecturers and established academics who take on a course-by-

course approach rather than adopting a  permanent contract approach (Baik et al., 2018; May, 

Peetz & Stranchan, 2013). Hence, in the twenty-first century, the university industry has been 

relying highly on casual academics staff to carry out undergraduate teaching.  On the one hand 

this approach seems to benefit both sessional academic staff and the university industry 

leadership. The rationale underpinning this stance, has to do with the fact that academic 

sessional workers have more time flexibility to hold more than one job at the same time which 

is a good approach to earn more money and diversify their personal and professional 

experience. On the other hand, universities that tend to rely on academic sessional staff, have 

not been investing on training and professional development programmes both informal and 

formal (Baik et al., 2018). Informal training programme, refers to the process of mentoring 

early academic staff who most of the time do not have teaching experience. Formal training 

refers to the process of setting up specific courses to enhance the teaching and research skills 

of both early and established academic staff. This includes:  training  academic staff on new 

teaching approaches.  

However, previous studies on sessional teaching in the university industry, have identified the 

need to highly invest in the professional development of sessional academic staff to ensure 

quality learning and teaching are successfully met, which paves the way to improve the quality 

of the work undertaken by sessional workers and sustain their motivation to keep working for 

the same university in which they feel cared for (Hitch et al., 2018). For the purpose of this 

work, professional development refers to a broad process through which universities set up a 

set of key steps through which the academic staff both sessional and permanent staff go to 

sharpen their teaching and research skills. This includes: setting a clear induction process, a 

realistic and actionable career development action plan and a systematic mentorship process 

(Harvey, 2013). In so doing, the leadership of universities will be taking a crucial step down to 

ensure universities improve their education quality. But if universities do not invest in the 

professional development of their sessional academic staff, this will impact negatively their 

education standards and the quality of their students' learning outcomes and this, may 

undermine their ability to sustain their performance (Harvey, 2013). In this work, 

sustainability refers to a set of key practices to  enhance the university's ability to retain good 

sessional academic staff and keep them motivated to pursue quality teaching and learning 

(Hitch et al., 2018). 

Although there is an assumption that sessional contracts are equivalent to short term, most of 

sessional academic staff in Angola, are employed over multiple semesters and in many cases 
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they are employed for over 8 years which makes them become permanent casuals (Pocock, 

Buchanan & Campbell, 2004). In Angola, the issue of permanent casuals academic staff is the 

most predominant scenario  in the private sector. The higher education industry in Angola is 

predominantly managed by private institutions. Over 90% of the academic staff working for 

these private institutions in Angola,  are employed on casual contacts (Nguluve, 2015). In so 

doing, private universities in Angola avoid the entitlements implicated on permanent contacts 

such as: seek leave, fringe benefits, payment during the break between semesters, payment 

when there is a break for holidays including during Christmas time. In addition, casual 

contracts also allow  private universities to fire sessional academics staff when they feel like 

firing them without being liable to pay anything and in many cases without a proper notice. 

Hence, the sessional teaching issue in Angola is not regulated. This approach has been cost 

effective which in turn allows private universities to stay on the safe side (Nguluve, 2015). 

While this scenario seems to be good for private institutions given that it allows them to be 

economically effective, it tends to impact negatively the quality of their teaching, as this 

situation does not encourage teachers to give their best in the teaching and researching 

activities due to the fact that in most cases, there is no a support system in place. This includes 

a lack of a professional development plan in place to enhance sessional academic staff teaching 

skills. Consequently, the level of commitment of permanent casual academic staff, tends to be 

very low and this undermines private universities' ability to improve their education 

standards. 

In the extant literature there is consensus that the support made available for academic 

sessional staff tends to be substantially insufficient and in some cases non-existent (Bryson, 

2013; Banks, 2016). The challenges in terms of lack of support faced by sessional academics 

staff, ranges from lack of a proper induction process at the outset of their careers, no support to 

develop teaching and research skills and lack of guidance to develop their teaching materials 

(Marshall, 2012). As a consequence of the lack of support, permanent sessional academic staff 

in Angola, tend to find it hard to engage themselves in a productive way, given that they do not 

feel as being part of the university (Byers & Tani, 2014). They tend to devote their time in the 

university focusing on their teaching activities as a supplement activity to their full time job 

(Sutherland & Gilbert, 2013). Consequently students have been complaining about: sessional 

teachers absenteeism, lack of teaching skills, anxiety for the exam results that in many cases 

are not published on time, many sessional teachers are latecomers most of the time, many 

sessional teachers mistreat students, and many sessional teachers are inconsiderate in the way 

they deal with students. However, previous studies on sessional academic staff support, 

indicate that when  there is enough support, permanent sessional academic staff easily become 

very productive teams and they increase the education quality standards provided by private 

universities ( Harvey, 2013; Hitch et al., 2017; Sutherland & Gilbert, 2013; Marshal, 2012). The 

lack of support has been affecting negatively the education quality offered by private 

institutions in Angola as the level of commitment  of sessional academics staff tends to be very 

low (Byers & Tani, 2014; Bakalis & Jonier, 2006).     
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This scenario, poses a big threat to the long-term sustainability of quality teaching and learning 

and retention of high calibre sessional staff (Byers & Tani, 2014). Thus, team building among 

permanent sessional academic staff has become a huge challenge due to the lack of a structured 

strategy to support the professional development of sessional workers. For instance, in many 

cases high calibre permanent sessional academic staff, tend to resign after 3(three) to 4(four) 

years working for a particular private university due to the frustration of lack of support and 

proper performance review in which feedback on their performance is not provided to 

encourage them to progress and invest in their personal development.  And in other cases, 

there have been permanent sessional teachers resigning to take on a more permanent job with 

public institutions in which they feel a higher sense of job security (Sutherland & Gilbert, 2013, 

p.1). 

While most researches on sessional academic staff defend that universities should invest in the 

sessional academic staff development to boost the quality of their education standards and 

retain their good sessional teachers, it is noteworthy that there are few studies that claim that 

sessional workers should also take responsibility to invest in their own professional 

development (Coombe & Clancy, 2002). Although this stance is arguable, it makes sense to 

expect that academic staff both sessional and permanent, invest in their professional 

development based upon the assumption that  scholarly focus, is one of the distinguishing 

characteristics of  the academic career and it  demands self-enhancement by studying what one 

teaches and researching more about what one teaches to develop the ability to think critically 

and challenge the predominant worldview in light of new research (Sutherland & Gilbert, 

2013). However, in Angola it is arguable that academic sessional workers who are paid for 

working few hours per week would have the financial resources to get themselves enrolled in 

short term courses to enhance their teaching and researches skills, buy textbooks or search in 

the internet for recent research articles on their field to gain more knowledge and enhance 

their skills. In other words, in Angola private universities should not expect sessional academic 

staff to invest in their own professional development as financial resources are very limited. 

Apart from the current scenario under  which most private universities in Angola are operating 

in which they do not invest in their sessional academic staff professional development, there is 

another issue related to the apparent lack of awareness that university's managers are meant 

to engage in team building efforts among sessional staff. In other words, given that private 

universities in Angola, work with permanent sessional teachers, which means that most 

private universities work with intact groups for a long length of time, this is a good opportunity 

for university managers to set a support system for sessional teachers including investing in 

team building activities to promote productive teams that improve their ability to teach 

effectively.  As discussed above, the widespread practice of hiring sessional academic staff and 

firing them when the university leadership feels like doing it, seems to reveal a lack of strategy 

to invest in team building among permanent sessional academics staff. As a consequence of this 

lack of strategy, subject coordinators and convenors of private universities are finding it hard 

to set a strategy for team building among permanent sessional ( Harvey, 2013). In this sense, 

despite the fact that private universities managers are working with permanent casual 
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academic staff, these groups of sessional teachers, do not evolve to the level of effective teams 

as there is no investment in team building.  

There are other management issues in private universities in Angola such as: lack of a 

performance evaluation system in place for sessional academic staff, lack of a clear job 

description for both subject coordinators and convenors, lack of an induction process to guide 

the new comers, lack of a training and professional development package for subject 

coordinators and convenors and there is no systematic mentorship process (Pena & Remoaldo, 

2019; Luzia & Harvey, 2013). But researches carried out in different contexts, suggest that in 

those private universities where there is evidence of team building efforts among sessional 

staff, there are challenges to make them sustainable due to the lack of a proper management 

framework to engage in team building with intact groups (Mealiea & Baltazar,2005). In few 

words, private universities in Angola face a big challenge when it comes to team building 

among sessional workers. The team building challenges faced by private universities among 

sessional workers in Angola, range from poor coordination skills among different departments, 

lack of a sense of clear purpose, lack of clear roles and specific tasks, lack of a shared leadership 

style culture, open communication, lack of a culture of a civilized disagreement thinking 

pattern, lack of a culture to appreciate diversity for lack of a practice based action plan for each 

department, lack of collaboration and coordination among the academic staff and this includes: 

lack of coordination among academic staff who teaches the same subject in terms of discussing 

the syllabus and the assessment criteria to ensure there is a common ground, lack of a proper 

sessional staff performance evaluation system, lack of key performance indicators for each 

department and its members, lack of a baseline information about the strength and 

weaknesses of each team, lack of a monitoring and evaluation process of team performance, 

lack of an action plan to overcome team deficiencies, lack of a clear decision making process to 

tackle routine daily problems, lack of synergy and lack of an interdependence thinking pattern 

among convenors and sessional teachers (Marshall, 2012; Byers & Tani, 2014; Mealiea & 

Baltazar,2005). One of the examples of lack of an interdependence culture and coordination 

among departments and academic staff teaching the same subject, is the fact that sometimes 

students who are studying the same subject at the same level and the same course, compare 

their teachers unfavourably in a sense that other  students who are studying a particular 

subject with another teacher, are acquiring very updated knowledge and developing applicable 

context based skills. Students tend to complain that there are teachers who have a very 

different content  while teaching the same subject for the same course which is frustrating. 

However, under normal circumstances, sessional teachers and convenor are expected to adopt 

a joint planning culture to set clear learning goals and outcomes, set appropriate 

methodological standards for teaching and learning, promote the development of a reflexive 

and reflective skills to keep gaining insights on how to improve, develop  teaching skills, 

developing grading skills, aiming to ensure quality teaching is highly promoted (Hall & 

Sutherland, 2013).    

As a consequence of the challenges faced to invest in team building and team training among 

sessional academic staff, private universities in Angola, are finding it hard increase the 
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education standards and improve the quality of teaching and learning outcomes. The number 

of sessional teachers who have no teaching and research skills, is very high ( Sousa, 2016). This 

has been impacting negatively the learning outcomes of most undergraduate students. Most of 

undergraduate students attain successfully the end of their training  without developing 

critical personal qualities such as: love of new ideas and learning through discovery, ability to 

work independently and with others, self discipline to plan and attain both personal and 

professional goals, ability to become leaders in their communities, willingness to accept social 

and civic responsibilities and engage in constructive public discourse and respect for other 

individuals values including appreciating cultural diversity (Fry et al., 2009). In addition, most 

undergraduate students reach the end of their training without developing basic cognitive 

skills such as: basic knowledge of the field they are trained on, meaning that in many cases, 

students finish their degrees without developing basic skills to do what they were meant to do 

in the end of their training and think critically and basic writing skills to write one page essay 

on any topic. Hence, the current management practice to handle sessional academic staff in 

Angola does not seems to contribute much to team building and it is not contributing to good 

sessional staff retention, which in turn does not  promote team sustainability.    

Whilst much has been researched about sessional academic staff and the role of a paramount 

importance that they play in the process of training undergraduate students both in private 

and public sector, the predominant literature on this topic does not seems to be paying 

attention to the need of setting up a management and leadership strategy to promote team 

building among sessional academic staff. The extant literature is focussing more on who 

sessional academic staff are; what they do; what challenges sessional staff face including the 

need for support, the need to invest in their training and professional development (Cowin, 

2018; McDermid et al., 2013; Cowley, 2010; Andrews et al., 2016; Heath et al., 2001). However, 

given that the engagement of sessional academic staff is crucial to ensure learning and teaching 

of high quality is promoted effectively, they need to be motivated to increase their level of 

engagement in the process of meeting high education standards (Byers & Tani,2014). In 

Angola, the attempt to engage and motivate academic sessional staff is done by convenors and 

subject coordinators. While this is a good practice, convenors and subject coordinators in most 

private universities in Angola, do not have a proper job description which in turn does not help 

them to define a set of key tasks to carry out on a daily basis to support sessional academic 

staff and students. In other words, most of convenors, are not aware of what is expected from 

them which is not a sustainable practice (Harvey, 2013). For instance, in several occasions, 

sessional academic staff of a particular course disappear for weeks and convenors of those 

courses have no idea what is happening until the issue is raised in senior management team 

meetings or when students complain about the high level of absenteeism. Even when 

convenors learn that there are sessional academic staff who are not doing their job, they fail to 

take corrective measures on time such as: trying to get hold of the teachers who are not 

around, to find out what is happening and adjust the timetable and get in touch with sessional 

teachers who are available to fill in the gap aiming to keep students busy with other subjects. 

The same happens to the subject coordinators who do not have a proper job description. Most 
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subject coordinators do not provide technical assistance and some guidance to early academic 

staff who are teaching the subject under their coordination. This has been reported by students 

when they complain about the difference existing between teachers who are teaching the same 

subject in the same level and same course but different content. Hence, both convenors and 

subject coordinators do not invest time to support academic sessional staff and students. In 

addition, they do not manage the day-to-day work carried out by sessional staff which should 

entail: supervising the teaching and learning process, define a student assessment and grading 

system, set up a student support system and set up a process to ensure its effectiveness, 

student assessment monitor the grading deadlines to ensure students get the results in a 

timely manner, supervise courses (subjects) timetable and ensuring that the syllabus 

(programme of study) objectives and the learning outcomes, are effectively met (Sabadia, 

2000, Byers & Tani, 2014). 

In most of private universities in Angola, sessional academic staff are responsible for most of 

face to face interactions with students through lecturing, tutorials, consultations and student 

assessments ( Sousa, 2016). Therefore, convenors and subject coordinators should engage and 

motivate sessional staff (Macloed & Clarke, 2011; Byers & Tani, 2014) by ensuring meaningful 

and active participation. This calls for the development of a set of key skills required for the 

successful delivery of quality teaching including the development of quality learning material 

determinants to help students gain updated knowledge and develop the required skills for 

their particular field (course). But the predominant management and leadership style adopted 

by senior managers of private universities, does not seems to include the development of a 

clear management system including designing job description and key performance indicators 

to encourage convenors and subject coordinators to engage and motivate sessional academic 

staff, which in turn reveals again the lack of a strategy to invest in team building among 

sessional academic staff.  

However, studies on the pivotal role played by convenors and subject coordinators to attain 

successfully quality education, indicate that setting a clear job description and key tasks to 

ensure convenors and subject coordinators are aware of what they are meant to do on a daily 

basis as line managers and leaders of sessional staff,  is a good practice that paves the way to 

encourage sessional workers to find meaning and purpose on their day-to-day interactions 

with students (Sabadia, 2000; Fonseca, 2016; Delpino et al., 2008; Leoni 2008; Tozzi, 1999). 

Hence, the senior leadership and management of private universities in Angola, need to 

recognise convenors and subject coordinators as the cornerstone to manage and lead 

effectively sessional staff, as they hold the responsibility to run the business on a daily basis 

aiming to bring about long lasting and positives changes including setting an enabling 

environment ( Stacey, 2011) for both sessional staff and students. 

Though it is widely recognised throughout the literature that sessional academic staff need 

support to carry out effectively their day-to-day teaching activities and that there is a need to 

invest in their professional development, which makes sense, it is arguable to assume that 

investing in the professional development and provide support including career development 
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opportunity for sessional academic staff without investing in team building among sessional 

academic staff is enough to make them more productive in a fashion that they would impact 

students' learning outcomes in a meaningful way, which in turn would impact positively the 

education quality offered by universities ( Harvey, 2013). This worldview depicts a mismatch 

between theory and practice. In other words, professional development and support for 

sessional academic staff, without investing in team building, does not encourage them to 

develop a culture of collaboration and team learning; establish a system to share and capture 

learning and does not necessarily empower people to a collective vision (Power & Waddell, 

2004).  

Despite the fact that professional development and support of sessional academic staff, are part 

of a good strategy to ensure that sessional staff are effective and very productive, they are not 

enough to engender a cohesive group that unite itself in the pursue of instrumental objectives 

for  the effective performance of sessional staff and to promote the satisfaction of collective 

needs (Grammage et al., 2001). Researchers and business practitioners seem to agree that 

professional development and support  provided to academic staff, promotes individual 

learning and it only tend to be beneficial to the organisation when employees are able to 

benefit from complementarities of each others' specialisation and actions in the course of the 

day-to-day activity and that, can only be attained when team building efforts are in place 

(Hamilton et al., 2003). Hence, when it comes to team building among sessional academic staff 

to ensure the individual learning moves to team learning, aiming to evolve to organisational 

learning (Power & Waddell, 2004 ), there is a gap in the existing literature.  

High productivity among  sessional academic staff, relying simply on professional development 

efforts and the support provided to them, will not bear the intended fruits, if they are not 

aligned with team building efforts aiming to create a sense of academic community in which 

reflection is part of regular sense making and meaning making meetings to address complex 

issues and concerns (Calton & Payne, 2003), to produce context based knowledge and identify 

the best course of actions based on the context, issues and concerns shared by sessional 

academic staff, subject coordinators and the students' feedback (Marshall, 2012 ) gathered by 

convenors ( Byers & Tani, 2014). The literature shows that the professional development 

programmes and the support provided to sessional academic staff , tend to take a one-off event 

approach activity assuming that it is enough to promote professional development ( Heath et 

al, 2001). This includes holding several workshops covering a specific topic in each one of 

them, aiming to refresh teachers knowledge and enhance their teaching skills. The topics range 

from teaching methodologies, student assessment approaches and learning theories. Although 

these are good topics to improve teaching quality, it is arguable that taking a one-off event ( 

Byers & Tani, 2014) trend, would impact positively the teaching practice given that it takes 

more than a one-off event, to develop and enhance teaching skills. Apart from that, there are 

other practical and relevant teaching skills that should be  included in the professional 

development package to enhance sessional teachers teaching skills that are hardly included in 

the training package such as: ability to show respect for learners and provide support, giving 

feedback, elicit feedback, giving lectures and presentations, manage group works and be 
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learner centred (Knight et al., 2005). These set of key teaching skills, hardly will be developed 

among sessional academic staff, unless university managers, invest in team building by 

defining key roles and responsibilities for convenors and subject coordinators (Debowski & 

Blake, 2004), support and encourage them to invest in team building among sessional staff.   

Hence, we argue that sessional academic staff, will be much more productive when they have 

common and smart objectives as a group of teachers of the same course (programme), clear 

goals to focus their actions on, set key performance indicators to measure their performance 

against those discussed and agreed indicators, set a monitoring and evaluation system to track 

when the group is on the right path, and set an accountability culture to ensure everyone pay 

their fair share and that will shape and guide their thinking pattern and their actions which will 

empower them to develop the discipline of execution (McChesney & Covey, 2012; Roberts et 

al., 2012). This calls for a huge investment in team building teams among sessional academic 

staff. But the process of investing in building among sessional academic staff, will not work 

unless convenors and subject coordinators assimilate their roles and responsibilities as the line 

managers and leaders of sessional academic staff. This means, that convenors should become 

scholar practitioners to study their practice and sessional academic staff developers (Sorros et 

al., 1997). In addition, given that convenors and subject coordinators depend upon the senior 

management of universities, there is a need to follow key principles to manage and lead 

sessional academic staff and the leadership should strive to live up to those principles such as:  

Quality Learning and Quality Teaching; Sessional Staff Support and Sustainability ( Luzia et al., 

2013). This implies that investing in team building among sessional academic staff, requires 

the engagement of senior leadership to support the process and enact key practices that will 

help to face the challenges of team building among sessional academic staff and makes it 

sustainable. If the senior leadership does not support the efforts carried out by convenors and 

subject coordinators to built teams and promote professional development among sessional 

academic staff (Hall et al., 1997), those efforts will not last long, which in turn, will not help to 

retain good sessional workers. That said, we claim that the efforts to build teams among 

sessional academic staff, should go along with an alignment of organisational structure, 

internal processes, engagement of senior leadership to make it sustainable.       

Yet, the predominant literature, lacks focus on the issue of team building among sessional 

academic staff. On the other hand, there are few studies discussing how to engage and motivate 

sessional academic staff, but they do not address team building among sessional teachers and 

how to make it sustainable. 

The purpose of this study, is to investigate how to go about building an effective team among 

sessional academic staff in a private higher education institution in Angola based on the case of 

ISPSN. In  addition, the study also intends to share insights on how to make team building 

among sessional staff sustainable.     
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1.1 Study Objectives 

Overall objective 

The overall objective of this study is to investigate how to go about building an effective 

academic team among sessional teachers and make it sustainable. 

Specific objectives  

-To investigate how to go about building an effective team among sessional teachers. 

- To identify the best practices involved in the process of building teams among sessional 

teachers.  

- To offer practice based insights on how to sustain team building efforts among sessional 

academic staff in higher education private industry. 

Research Questions 

Following  the insightful contributions of Creswell (2014, p.20) if a phenomenon needs to be 

explored and understood, then it merits a qualitative approach. Given that team building 

among sessional academic staff, is under researched, this study adopts a qualitative approach 

to explore what are the variables involved in the process of building teams among sessional 

staff in private higher education sector in Angola. In this vein, the fundamental research 

methodology of this study is Action Research as it helps the investigator to bridge the gap 

between theory and practice ( Robertson, 2000). In other words, Action Research is the most 

suitable methodology that allows the researcher to tackle the issue of team building among 

sessional academic staff which is a work-based problem.   

Given that Action Research is not a hypothesis led approach due to its nature of studying the 

practice in a specific research setting, trying to make sense of how research participants make 

sense and meaning of their environment ( Kemmis & Wilkinson, 1998; Feldman et al., 2018), 

the investigator has formulated the following research questions: 

- How to go about building effective teams among sessional academic staff in private higher 

education sector in Angola (using the case of ISPSN)? 

- How to sustain team building among sessional academic staff in higher education private 

sector?         

1.2 Contribution of the study 

The contribution of this study will be fourfold: (a) We intend to share the different activities, 

involved in the process of crafting team building among sessional academic staff, in higher 

education private sector. (b) The study will share a set of key coordination skills, including the 

roles and responsibilities of course coordinators, who are the leaders and line managers of 
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sessional teachers aiming to build teams among sessional academic staff. (c ) The study is also 

calling for a more reflective management and leadership practice aiming to set an enabling 

working environment in which learning is part of the daily management life as the private 

higher education industry strives to align itself to their working environment. This includes not 

taking any approach for granted. (d) Raise awareness of managers and leaders of higher 

education industry to the fact that team building among sessional academic staff is an evolving 

process that calls for the adoption of a reflexive and reflective stance.       

1.3 Gaps in the literature 

Though the issue of sessional teachers is widely researched, the extant literature is focusing 

more on the professional development and the support of sessional teachers and the need to 

set standards for quality teaching. However, the issue of team building among sessional 

academic staff is under researched. In addition, the literature seems to underestimate the 

pivotal role that coordinators (convenors) play in the issue of building teams among sessional 

teachers and sustaining them.  

1.4 Professional knowledge 

In the course of the study, we found out that coordinators' weekly meetings with students and 

sessional teachers, visiting all classrooms on a regular basis, setting clear goals to be attained 

on a semester basis, setting a monitoring and evaluation system, holding sessional teachers 

accountable and reframing curricula are a set of key activities that if implemented followed by 

regular reflections, are powerful to build teams among sessional teachers. In addition, 

addressing issues affecting both students and teachers on a timely manner, makes a huge 

different in the performance to increase trust among students, sessional teachers and 

coordinators. On the other hand, this research draws attention to the critical role played by 

course coordinators in the issue of team building among sessional teachers and make it 

sustainable. 

1.5 Structure of the thesis 

The thesis is made up of seven chapters and each one focuses on a specific topic and are 

logically interrelated. Figure 1 graphically depicts the sequence of chapters in this research. 
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Figure 1: Structure of the study. 
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Chapter 1 addresses the introduction, outlines the contributions of the study and clearly states 

its key objectives. 

Chapter 2 presents a literature review of the issue at study.  This chapter presents the trend on 

the literature when it comes to findings ways to build teams among sessional teachers and 

make it sustainable. 

Chapter 3 discusses the research methodology applied during the investigation and the data 

analysis process. 

Chapter 4 presents the research results based upon the data analysis process.     

Chapter 5 presents the discussion of the research results, research limitation, implications and 

the avenues for future researches and conclusions.  

Chapter 6 provides a reflection of the entire DBA journey. In this chapter, it is highlighted the 

outcome of the training in the researcher's personal, professional and academic life. 
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CHAPTER 2 

LITERATURE REVIEW  
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2. 0  Introduction 

In Angola and internationally the higher education industry, tends to rely highly on sessional 

teachers for the provision of teaching. While internationally it is estimated that half of all 

teaching in higher education is undertaken by sessional teachers (Andrew & Halcomb, 2010, 

p.2), in Angola the higher education private industry, relies over 90% on sessional teachers to 

teach undergraduates students (Sousa, 2016).  

Sessional teachers in Angola, are hired for a short-term. However, there are sessional teachers 

who tend to become permanents casual workers (Pocock, Buchanan & Campbell, 2004), as they 

work for the same institution for years. They focus their attention on teaching activities 

exclusively including grading exams, providing feedback, and mentoring undergraduates 

students' dissertations. To make it cost effective, and avoid legal responsibilities, sessional 

teachers are usually recruited on ad hoc basis  (Smith & Coombe, 2006).   

Given that they are not on a permanent contract, paid leave and research funds do not include 

them. This category of university staff employment tend to experience career path uncertainty 

and job insecurity (Halcomb et al., 2010; Coates & Goedegebuure, 2012) as they never know 

how long their contractual relationship will last.  

In our practice, most of private universities tend to hire sessional academic staff, as they are 

cost effective (Cowley, 2010; Nguluve, 2015) in a sense that it is cheaper to celebrate contracts 

with them.  While this seems to act as an economic advantage, there is a high risk of 

undermining the education quality. Sessional academic staff in our context tend to celebrate 

over three to four contracts at the same time with different institutions due to job insecurity in 

some cases, which means that they work in three universities and in some cases even four 

(Musselin, 2007). In other cases, sessional teachers work in several institutions to earn more 

money (Pena & Remoaldo, 2019). The impact is that most of the time they are not fully engaged 

in the day-to-day business (Hartmann & Bambacas, 2000; Nguluve, 2015; Pena & Remoaldo, 

2019) which in turn predispose them not hold a strong commitment with the organisation. 

Consequently, sessional academic staff do not have time to research about their subject; they 

tend to dedicate less time preparing their teaching activities, and invest less time developing 

teaching skills (Kift, 2004).  

While we agree with the researches that tend to consider the lack of commitment of sessional 

teachers, as a result of short-term contracts, which does not motivate them to give their very 

best, we argue that from the management and leadership standpoint, the quality of sessional 

teachers work depend on how much support they get from the leadership of the institution 

they are working for. Higher education institutions are expected to set basic quality standards ( 

Harvey, 2013) against which sessional teachers performance will be measured. In addition, 

higher education institutions need to build the capacity of managers and leaders who deal with 

sessional teachers on a daily basis to ensure they provide the support needed on a regular 

basis. The predominant literature, identified subject coordinators and course coordinators 

(convenors) as the roles that are best positioned to provide support to sessional teachers as 
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they are the one who are expected to supervise their work on a daily basis. Thus, course and 

subject coordinators, are expected to play a pivotal role in the process of engaging sessional 

teachers to offer quality teaching ( Byers & Tani, 2014). 

While it is widely recognised throughout the extant literature, the crucial role played by 

sessional teachers and the need to support their development to ensure they provide quality 

teaching, the issue of building teams among casual academic staff in higher education has 

received very little attention. On other hand, the predominant literature is devoting a huge 

amount of time and attention to sessional teachers support without providing the same 

amount of attention to subject coordinators and course coordinators ( convenors) who are 

expected to supervise their daily work (Timberlake, 2010). Hence, managers and leaders of 

higher education institutions need to consider building the capacity of subject coordinators 

and course coordinators aiming to equip them to be in a better position to carry out their 

supervision work efficiently and effectively. Good supervision of sessional teachers requires 

defining both the role of the supervisor and the role of sessional teachers to ensure they know 

what they are expected to deliver and this helps to foster an culture of accountability (Byers & 

Tani,2014). Once the roles of supervisors and sessional teachers is clearly identified including 

their specific tasks, it is fundamental that good practice of sessional work is widely discussed 

within the institutions. 

The current literature on the higher private education industry in Angola, does not seems to 

support the notion of providing support to sessional teachers, subject coordinators and course 

coordinators (Nguluve, 2015; Sousa, 2016). Studies evidence, suggest that the private higher 

education leadership does not seems to care much about the needs of sessional teachers, 

subject coordinators and course coordinator (convenors). For instance, sessional teachers do 

not have support at the beginning of their academic career meaning that they do not go 

through an induction process; subject coordinators and course coordinators do not hold 

supervision skills as most of the time they have no idea what is happening in their 

departments.  

In Angola, the leadership of higher education private industry, needs to be mindful of the need 

to define the role and specific tasks of the supervisor of sessional teachers including the role 

and specific tasks of sessional teachers. In addition, the leadership of higher education 

institutions in Angola, need to consider setting standards for sessional staff including 

documenting good practice of managing sessional teachers. That said, the leadership of higher 

education institutions in Angola, need to be aware of the issues affecting sessional teachers, 

subject coordinators and course coordinators.  

Hence, in this chapter, we intend to discuss the relevant literature related to the topic of this 

investigation which is team building among sessional teachers. We discuss thoroughly the 

work of sessional teachers; the issues that are affecting their daily work; the current state of 

sessional teachers in Angola; how to engage sessional staff; leadership of sessional teachers in 

higher education; good practice of sessional staff according to the predominant literature and 

sessional teachers standards.          
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2.1 Defining Sessional Teachers and Their Work 

Following the insights provided by Bryson (2013), the designation sessional teachers is 

originated from Australia. In the UK, they tend to be designated as part-time teachers. In North 

America they are described as ''adjunct faculty''.  In Angola they are called service provider ( 

Nguluve, 2015). For the purpose of this study, we are going to call them sessional teachers. 

Depending on the context, sessional teachers have a host of titles such as teaching assistant, 

hourly paid lecturers, visiting lecturer and graduate teaching assistant. Different categories of 

sessional teachers have been identified in the extant literature including postgraduate 

students, early career researchers, former senior professionals practitioners who have retired, 

semi-retired former academic staff, sole employment as sessional teacher or multiple teaching 

role working for multiple employers ( Bryson, 2013). 

In Angola, the predominant category of sessional teachers are those teachers who hold 

multiple teaching roles working for multiple employers (Sousa, 2016). This includes 

established academic staff who works on permanent contract for public universities, early 

academic staff, and undergraduates. The majority of sessional teachers in Angola are 

undergraduates with multiple teaching roles working for  multiple employers. Major factors 

that determine who is recruitment include who is locally available and the minimum 

requirement to teach at the undergraduate level is to hold an undergraduate degree. The 

recruitment process usually is informal and most of the time is done on a quarterly basis for a 

short-term. 

In Angola, sessional teachers are responsible for over 90% of teaching activities, which 

includes grading, providing feedback to students' work, provide mentorship for undergraduate 

students who are writing their dissertation and prepare teaching materials. Whilst this list of 

activities carried out by sessional teachers in Angola is echoed within the extant literature, it is 

arguable that an early academic with little or no teaching experience, is able to design quality, 

accurate and relevant syllabus that addresses the learning needs of students. The rationale 

underpinning this claim, is the fact that studies conducted in Angola about the education 

quality, found out that the vast majority of sessional teachers do not invest time researching 

about what they teach and do not have teaching skills, which makes their education quality in 

Angola to be low (Mendes & Silva, 2012; Sousa, 2016; Nguluve, 2015).  

In a context where the education quality is low and the majority of academic staff are  on 

sessional contracts and work for multiple employers, expecting sessional teachers who are the 

majority of the academic staff working for private universities in Angola, to take on all teaching 

activities effectively without any supervision from the subject and course coordinators, does 

not seems to be realistic. Managers and leaders of higher private institutions, need to consider 

equipping subject and course coordinators with basic supervision and coordination skills to 

engage (Byers & Tani,2014; Timberlake,2010) effectively with sessional teachers to provide 

the appropriate support. Given that currently, higher education private institutions are not 
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investing in the capacity building of course coordinators, sessional teachers are facing many 

issues in their day-to-day practice.              

2.2 Issues Affecting Sessional Staff 

The extant literature, highlights the following issues affecting negatively sessional teachers: job 

insecurity, uncertainty and precariousness. The fact that most sessional teachers are employed 

for a short-term contracts with no guarantee of renewal, tends to be stressful and can affect 

their self-esteem and this may engender low commitment (Bryson, 2013). In addition, 

sessional teachers lack support for professional development opportunities including lack of 

induction, mentoring, appraisal and lack of development courses and trainings. 

While we are in accord that short-term contracts and the lack of guarantee of renewal affects 

the self-esteem of sessional teachers, which can engender low commitment, we argue that in 

Angola, the higher private institutions have adopted the short-term contracts approach to 

ensure that they can easily cope with any change in the market. This includes students drop out 

rates, and reduction of new enrolments. On the other hand, we believe that level commitment 

of sessional teachers should be inspired by the support they should receive from course 

coordinators who hold the responsibility to enact sensemaking meetings on a regular basis to 

tackle the complex daily issues affecting sessional teachers practice (Calton & Payne, 2003). 

Course coordinators are the line managers of sessional teachers and it is their role to give 

sense and create meaning (Shipton et al., 2016) as they interact with teachers. In other words, 

course coordinators play a critical role to inspire commitment and encourage sessional 

teachers to give their best irrespective of  the fact that they work on short-term contract. In 

Angola the higher private education industry relies very much on the sessional teachers as it is 

the best option to survive in the market and minimize the impact of future changes in the 

environment where they operate.      

2.3 Sessional Staff in Angola 

Although university in Angola started in 1962 (Liberato,2019), the massification of the higher 

education industry in the country only began back in 1992. This process of massification was 

reshaped back in 2009 when government decided open 7(seven) new public universities 

(Elias, 2016) and this set the path to create more private universities. 

Currently the country has over 10 (ten) private universities and over 12 (twelve) higher 

education institutes. In total the country has over 17 (seventeen universities) including public 

institutions and 19 (nineteen) higher education institute including public institutes. Thus, 

sessional teachers are part of the massification strategy and they also represent a cost effective 

advantage (Sousa, 2016; Elias, 2016). Hence the main driver for employing sessional teachers 

in Angola is related to cost effectiveness and the massification of higher education in the 

country. 

Whilst it is a huge challenge to manage and mitigate the impact of short-term contracts in the 

self-esteem of sessional teachers and their level of commitment,  this approach will be for 
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many years, the best option for the higher education private industry in Angola (Nguluve, 

2015). Based on this finding, it will not make much sense to complain about the short-term 

contracts and consider this approach to be the driver of low sessional teachers commitment. 

Meaning that, although it is unquestionable that this approach can engender job insecurity and 

uncertainty (Halcomb et al., 2010; Coates & Goedegebuure, 2012), it is noteworthy to highlight 

the fact the in Angola, the majority of higher private institutions have adopted the approach of 

retaining good sessional teachers, which means the in many cases, there are what the literature 

is calling permanent sessional workers (Pocock, Buchanan & Campbell, 2004). Hence the point 

we are trying to make in this study, is that higher private education managers have a huge 

opportunity to strive to build teams among sessional teachers given that in many cases, they 

are permanent casual workers. The issues are: how to go about building teams among 

sessional teachers? Who are the key stakeholders in the process of engaging sessional 

teachers? These are the questions that the leadership of higher private education will need to 

address to build and sustain teams among sessional teachers.         

2.4 Engaging Sessional Staff 

Engaging sessional teachers is the challenge that the higher private industry faces to improve 

the quality teaching and quality learning. Currently the majority of sessional teachers hold 

multiple employers, which makes it difficult to engage effectively in their teaching role to 

promote meaningful and quality learning. Students have been complaining that sessional 

teachers most of the time fail to meet the basic requirements of a teacher. The list of complains 

include the lack of teaching skills; lack of lesson planning skills; showing up late for the classes; 

poor feedback skills; lack of the ability to elicit feedback; no respect for students; lack of 

student centred methodologies to promote quality and meaningful learning; poor quality of 

teaching materials and lack of transparency in the grading process including delays in the 

publications of the exams results (Klopper & Power, 2014; Marshall, 2012; Sousa, 2016). 

The list of the issues identified by students reveals the poor engagement of sessional teachers. 

Although their multiple teaching role seems to be the major driver for their apparent lack of 

engagement, the work of Byers & Tani (2014), represents a breakthrough in the way the issue 

of sessional teachers' engagement is discussed, as they advocated that course coordinators, 

play a pivotal role in the process of  engaging sessional teachers. They made us realise that 

sessional teachers can get engaged effectively if course coordinators, who are their day-to-day 

line managers, develop their coordination and supervision skills to provide the right kind of 

support that encourage sessional teachers to engage effectively in their teaching activities and 

promote quality teaching. This stance, is echoed by the research carried out by Shipton et al. 

(2016) who have argued that lower level line managers and supervisors tend to shape 

employees perceptions through frequent sense-giving in social interaction that takes place on a 

daily basis. Sense-giving patterns are projected on a daily basis as a result of the line managers' 

tacit knowledge. And the tacit knowledge of managers carries a significant meaning in the daily 

practice of employees ( Nonaka, 1994, p.21). Course coordinators in their capacity as line 

managers of sessional teachers, should behave in ways that increase their status as legitimate 
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sense-givers and meaning givers in relation to sessional teachers. In this sense, the influence of 

course coordinators on sessional teachers' job-related attitudes is stronger than senior 

managers.  Course coordinators should hold deep values that enact the right kind of attitude 

towards the work. 

Hence, engaging sessional teachers through course coordinators, is the best option to address 

the issue of poor engagement of sessional teachers. By engaging sessional teachers,  course 

coordinators will be in a better position to play their role as supervisors and promoters of good 

quality education, which in turn promotes quality learning. The role of course coordinators 

need to be discussed in detail to ensure it is clear what is expected from them. Tozzi et 

al.(1999, p.2663)  consider the course coordinator as the owner of the course. This 

categorisation of course coordinators as the owners of the course, shows strongly how much 

responsibility is placed in their hands to manage the process of engaging sessional teachers to 

handle their teaching activities effectively and apply the best practices to promote quality 

education and quality learning. According to Tozzi et al.(1999) course coordinators hold many 

responsibilities including participate in the curriculum designing process; recruit and select 

the teachers; strive to build a team of teachers; ensure the teachers to be recruited and selected 

hold the minimum professional, academic and personal requirements such as: teaching 

experience, team spirit and an open mind to adapt and adjust as the environment changes; 

ensure the syllabus are designed on time and reflect relevant knowledge and skills to be 

acquired and developed; and last but not least, it is the course coordinator's responsibility to 

mediate potential conflicts between students and teachers. More important than anything, 

course coordinators are accountable for the success of the course including the day-to-day 

success of ongoing activities. Thus, course coordinators, are meant to manage the day-to-day 

activities of the team to ensure the work is done with high quality. This requires equipping 

course coordinators basic leadership and management skills. 

Although the work of Tozzi et al.(1999), made a huge contribution on the key responsibilities 

of course coordinators, their work seems to assume that course coordinators hold team 

building, leadership and management skills. It is risky to assume that coordinators will play 

their role effectively without developing a set of key skills. Byers & Tani (2014) have identified 

a set of key skills that coordinators should develop to play their role effectively. The set of skills 

proposed by them, includes supervision skills, coordination skills, monitoring and evaluation 

skills to be aware of what is going on and act in a timely manner pursuing the best course of 

actions.  

Despite the great insights offered by Byers & Tani (2014), they did not identify the 

stakeholders with whom course coordinators are meant to collaborate to ensure the 

coordination role is undertaken smoothly and effectively. Leoni et al.(2008) have identified in 

detail the different stakeholders with whom course coordinators should collaborate. They 

designed what they decided to call the web of relationships that course coordinators should 

build to manage their work effectively. This includes: building relationship with students, 

teachers, administration staff who deals with students on a regular basis, heads of departments 
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to which the course coordinator reports, deputy directors in charge of academic issues 

including managing the exams schedules throughout the school year, human resource 

department, the internal academic community of the institution and the external academic 

community. Course coordinators, should build a strong professional relationship with these 

stakeholders to manage their work effectively. 

The work of Leoni et al.(2008), discussed in previous paragraph, paved the way to get into the 

details of what it takes to undertake the role of course coordinator effectively by underlining 

the key relationships that should be built. While we agree with the web of relationships that 

course coordinators should build, we argue that there is a need to discuss in a more detailed 

way, other responsibilities course coordinators should undertake to support sessional teachers 

and build teams among them. Delpino et al.(2008) brought to the discussion of course 

coordinators' role, great insights that outlines the key tasks course coordinators should take on 

to support sessional teachers and students. They argued that there are key tasks the course 

coordinator should coordinate to ensure quality education and quality learning is produced. 

This includes to establish the link between the programme (course) and the leadership of the 

university; to know all the details that involve the daily work of the programme; to seek 

context based and creative solutions to the problems faced by teachers and students; to 

communicate with sessional teachers and students on a daily basis to gather relevant 

information on how the course (programme) is doing; to get as closer as needed to students by 

speaking their language to communicate effectively and learn from them what is the best way 

to support them realistically; to monitor the quality education and quality learning produced 

within the course (programme); to take initiative and propose curriculum upgrade based on 

the context and students learning needs; to promote the best practices to help undergraduate 

students find a job in the local market once they graduate or as internship, while they are still 

studying; to develop time management skills to devote the time needed to manage the day-to-

day life of the programme; and to develop the ability to turn a complex problem into an 

opportunity to develop a set of new skills to able to adapt and foster and an enabling 

environment in which learning is part of the culture. Hence, course coordinators should hold 

the right cognitive and social skills to empathetically support sessional teachers and students.  

The work of Delpino et al.(2008) has brought about a change in the way the role of course 

coordinators is discussed largely discussed throughout the literature. They portrayed the 

course coordinator as the cornerstone of the teaching and learning process. They made it clear 

that the quality education and learning depends on how much the coordinator is able to engage 

with sessional teachers and students on a regular basis. They emphasised that higher 

education quality plays a huge role in the development of any country. Thus course 

coordinators, should be aware of their role in the process of promoting quality education to 

contribute for a better world in which sessional teachers and students develop the right 

thinking pattern consistent with the highest scientific standards. 

Hence, course coordinators should  hold a set of skills including a minimum of an 

undergraduate degree on the programme they are coordinating; professional experience 
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related to the programme under their coordination; professional experience in business 

management and leadership; and time management experience (Fendrich el al., 2006). 

However, course coordinators will only be able to play their role effectively if they get the right 

kind of support from the leadership of the higher education institutions. 

2.5 Leadership of Sessional Teachers in Higher Education 

Whilst course coordinators play a critical role in the process of engaging sessional teachers and 

students, studies shows that this is not a linear path. Course coordinators need support from 

the senior leadership of higher education institutions to undertake their work effectively. 

Sabadia (2000) in his research, found out that in many cases, course coordinators face many 

issues that hinder their ability to be effective. The list of issues include: lack of support from 

head of departments; lack of enough staff to handle the daily issues; lack of office to work in; 

lack of coordination between the work done by coordinators and the senior leadership and 

lack of a training package to enhance course coordinators, supervision and coordination skills. 

This study, gives an idea of the challenges faced by course coordinators. For this reason,  there 

is a need to ensure higher education institutions have the right kind of leadership support.  

The most recent discussions on leadership have been focussing on two dimensions of 

leadership styles such as transformational and transactional (Lo et al., 2015; Katou, 2015; 

Johnson, 2015). The transactional leadership focuses on the compliance of agreements set 

between leaders and employees. As for the transformational leadership style, it tends to 

highlight the need to motivate and empower others to give their best. The transactional 

leadership approach seems to be more compatible with the mechanist organisational structure. 

Whereas transformational leadership seems to be more consistent with the organic 

organisational structure. Our claim is based upon the fact that the transformational leadership 

tends to enact an enabling environment, that empowers employees to perform applying their 

full potential. Transactional leadership style seems to be consistent with an organisational  

mechanist structure that expects employees to behave in a predefined and predictable way. We 

argue that for private universities, taking into consideration the dynamic and the complex 

nature of the ever changing business landscape, the most suitable leadership style is the 

transformational one.  

Dalati & Kbarh (2015) contend that leadership has influence on organisational performance, as 

leaders drive the internal willingness and motivation of employees. They argue that leaders are 

to enact an organisational trust environment in a fashion that employees will be inspired by 

characteristics such as: transparency, optimism and resilience. While we agree with this stance, 

we argue that these characteristics are not enough to foster organisational trust and support 

the course coordinators to play their role effectively. Private university leaders are meant to do 

much more than being optimist, resilient and transparent. They are expected to be hands-on 

leaders who are compassionate, collaborative, foster working collectively, and enact a 

concurrent leadership environment (Raelin, 2010). However, this is not possible if leaders do 

not invest in team building (Albert & Priganc, 2014). 
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2.6 Team Building Among Sessional Staff 

Following the contribution made by Aga et al.(2016), team building is defined as the formal and 

informal process focused on improving social relations, clarifying roles, solving problems, 

handling tasks and address interpersonal  problems that affect team functioning. During the 

process of scrutinizing the predominant literature on team building among sessional teachers, 

we were surprised by the little or no attention that this topic has received. The work that 

addresses in some way team building among sessional teachers is the study published by Byers 

& Tani (2014) in which they argue that the engagement of sessional teachers should be 

undertaken by course coordinators, who are their daily supervisors. In their study, they found 

out that the weekly meetings organised by course coordinators with sessional teachers and 

students separately, is determinant to enact interdependence and tackle the issues at hand.  

Thus, team building entails a sequence of interdependent internal processes that calls for a 

clear vision, mission, goal, values that will shape team members' attitudes to avoid potential 

conflicts (Boni, et al., 2014, p. 85). However, the issue of team building demands a culture of 

dedication and hardworking as a personal value, that drives people to give their very best to 

attain a common goal that boosts the organisation’s ability to fulfil its proposed mission. Thus, 

course coordinators should model the hardworking behaviour.  

We have been operating in a post conflict country where the culture of team spirit, long term 

vision, a sense of mission, membership, healthy competitiveness is nonexistent, presumably 

due to the pressure lived during the war. Hence people's way of doing business, tends to be 

shaped by the need to fulfil immediate personal objectives in detriment of team performance, 

which in turn, affects organisational performance (Roome et al., 2014). Hence, course 

coordinators should be supported by the senior leadership to create a working environment in 

which long term vision and common goals are shared by all members of the academic staff.  

Hence, we argue that in a post conflict country, the issue of team building should be 

approached promoting concurrently the norms that clearly set standards of what is expected of 

team members (Patterson, et al., 2005, p.480; Taggar & Ellis, 2007,p. 107). In so doing, 

managers will be in a better position to enact the cohesion and productivity. In a post conflict  

and emerging economy like the one in which we have been operating, enacting team building is 

a top priority and it is an issue of a paramount importance, given that it paves the way for the 

organisation to become competitive enough to face the challenges offered by the education  

industry and the changes of the working environment (Taggar & Ellis, 2007,p. 107).  

A team is a group of people with different backgrounds in terms of knowledge and skills that 

complement each other (Svalestuen et al., 2015, p.839). In light of this stance, course 

coordinators, should set a common purpose, specific performance goals and indicators and 

more important than anything, they should live up to the same values and hold flexible 

working approach. Teamwork calls for a joint approach when it comes to problem solving, 

planning and attain a common goal,  which develops a sense of joint responsibility of the 

outcomes whichever they may be. Hence, course coordinators should be aware that team 
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building needs to be  approached mindful of the wealth of the diversity that it naturally entails, 

including the awareness of the need to complement each other and this tends to increase group 

solidity, consistency, communication, which in turn leads to jobs satisfaction and increase the 

engagement of sessional teachers (Yi, 2015, p.34). However, the ideals of team building will not 

be met in a context where roles and responsibilities are not clearly set and not discussed 

among the group (Purohit, 2015, p.373). This calls for a culture of entrepreneurship in sense 

that creativity is fostered and the ability to learn from failures is a  requirement within the 

organisation. In this way, team building, calls for the ability to tolerate risk, enact innovation 

and a culture of learning from experience (Boni et al., 2014). Whilst we are in accord with this 

stance according  to which, in team building, creativity, innovation, role clarity and autonomy 

play a role of a pivotal importance, we argue that learning from mistakes, failures, taking 

responsibility for the failure, is not easy in a context where trust, collaboration, 

interdependence are not part of the team values.                  

Hallam et al. (2015) contend that trust and collaboration are two fundamental aspects of a 

team building process. They define trust as the willingness of one party to be vulnerable to 

another party rooted on the confidence that the other person is benevolent, reliable, 

competent, honest and open.  In addition, they argue that this process takes patience and risk 

taking from both sides. Moye et al. (2005, cited in Hallam et al., 2015) argue that trust is the 

most important aspect of the organisation that intends to perform well.  Hence, higher private 

education leaders, are expected to invest all the resources available building trust as it is 

fundamental to attain a team that is able to perform well.    

Yang (2014, p. 858)  argues that trust is critical whilst defining group dynamics, given that it is 

associated with effective teamwork as it is the main feature that motivates individuals to make 

their mind to contribute and share the honest worldview of the issues that rises in the context 

of work.  We operate in a context where skills and competence to carry out business is in 

shortage, which makes job opportunity a challenge. This situation, poses a big challenge in the 

process of building the trust based relationship due to the fact that individuals in groups will 

tend to conform to the team norms even when they are not based on practice and do not add 

value to run the  business effectively. We therefore, argue that whilst trust is crucial for 

sessional teachers' team building, in the context of private universities where there is a 

shortage of skills and competence and lack of job opportunities, managers should invest in a 

transparent relationship that fosters openness and grants the right to express one's view 

without fearing to be punished by losing the job.  

If the freedom of expression is not guaranteed, it is arguable that trust can be built effectively. 

Managers of higher private education industry, are expected to enact a culture of science based 

decision making, in a sense that they should take a stance in which they  make their decisions 

taking into account the reality irrespective of how they feel or think about the reality 

(Bazerman & Moore, 2014). Therefore, we argue that effective team building in private 

universities is an issue that falls under the category of complexity as it has to be approached 

from a multifaceted perspective by setting a culture of collaboration, trust, entrepreneurship, 
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autonomy, learning from failure, experiential learning, risk taking and a science based 

approach, throughout the whole process of business management. This seems to us, to be the 

right path down to the process of building teams among sessional teachers in private 

universities (Denda & Hunter, 2016). Hence, higher education institutions should have a 

flexible organisational structure to ensure trust and transparency is enacted. 

2. 7 Organisational Structure to Enact Team Building Among Sessional Teacher  

Organisational structure is defined as the process through which the work is distributed and 

managed within the organisation (Willits, 2014, p.141).  Willits (2014) argues that 

organisational structure tends to influence performance.  Thus, organisational structure impact 

and drives team building efforts. This includes the setting of the organisation in terms of how 

departments network with each other, how they operate and how clear objectives are, and how 

the different agents are interdependent with each other. 

We agree with the notion according to which organisational structure is likely to be linked to 

the organisational performance and success. However, we contend that structuring the 

organisation by interconnecting its agents and clearly define the goals, targets, and expected 

outcomes to be attained, guarantee productivity (Alavi et al., 2014). The rational underpinning 

our stance, is the fact that even when all departments are in place and interconnected, if the 

course coordinators are not nimble enough and the needs of sessional teachers are not met, 

team building efforts among sessional teachers, will tend to be jeopardised. For instance, in the 

context of private universities in Angola, if the academic and professional staff's expectations 

are not met within a certain organisational structure deemed to be good enough, team building 

among sessional teachers' efforts may be undermined given that they will not perform at their 

best capacity, which in turn, may negatively impact the quality of the teaching and learning 

process (Nguluve, 2015).   

The extant literature trend, on organisational structure is discussed from two models 

perspectives such as: the mechanist structure and organic structure (Erhardt & Martin-Rio, 

2016). The mechanist organisational structure is made up of a centralised decision making 

process. It tends to be governed by the principle of conformity to the predominant norms and 

predefined job descriptions. The mechanist organisational structure seems to be conceived 

under the assumption that the agents involved in the organisation are to behave pretty much in 

the same way, which seems to raise the issue of human behaviour predictability. The 

mechanist approach seems to expect people to act in a predictable way which is, almost 

impossible in the higher education industry (Cziko, 1989). The human behaviour in the context 

of education is unpredictable for many reasons, among them: there are individual differences 

among sessional teachers, course coordinators, heads of departments and other leadership 

members given that they all have different academic backgrounds and management 

experiences which makes them very unpredictable. In addition, in the education field, all 

agents involved in the management of the teaching and learning process, have to learn on a 

regular basis what is the best course of action and this is influenced by the evolutionary nature 

of learning and development (Cziko, 1989, p.17). For these reasons, it is arguable that having a 
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system shaped by bureaucracy as the key source of inspiration to run the education business, 

helps the agents involved in the business to give their very best and pay their fair share. We 

argue that human beings tend to give their best when they are able to set a context based 

working style, as they assess the environment in which they operate (Hirst et al., 2011). This 

calls for an evolving organisational structure in which, nothing is taken for granted.  

Hence, the organic structure seems to be more appropriate to foster team building among 

sessional teacher and guarantee success. Alavi et al. (2014) argue that the organic structure is 

based upon the environment in which it operates, in a sense that the constraint imposed by the 

landscape will influence how the business will be structured. In this vein, organic structure 

depicts a context in which flexibility and quick adaptability to the changing environment is 

enacted. Hence, whilst the mechanist structure seems to be more appropriate for those 

contexts where employees are expected to behave in a predictable and accountable way, the 

organic structure tends to be more suitable for a dynamic, complex and changing environment.  

We contend that the mechanist structure does not help employees to be creative, as they are 

expected to follow the prescribed and preconceived rules and standards irrespective of the 

changing environment (Hirst et al., 2011).  

In the education field, it is very hard to expect people to think mechanically and get the best 

results. In the twenty-first century, higher private education institutions are meant to adopt a 

creative and innovative attitude to face the competitive working environment in which they 

operate. This calls for an organic structure as it fosters adaptability, flexibility and it allows 

those employees who are highly competent and knowledgeable to pay their fair share with a 

high degree of motivation, as they will be free to adopt the right working style as needed (Alavi 

et al., 2014). However, the extant literature does not point out the process through which 

managers and the organisational leadership should go about setting the right course of actions 

to enact one organisational structure or another (Tolbert & Hall, 2015). On the other hand, 

each organisational structure, calls for a specific mindset. For instance, the mechanist structure 

presupposes an environment in which formal commands are meant to be taken for granted 

such as the police or the army (Willits, 2014). Whereas the organic structure, seems to 

promote skills development, enhancing and an evolving  (Stacey, 2011) working environment 

in which employees are challenged to acquire knowledge and skills required to tackle the daily 

challenges encountered in the landscape. This structure, calls for an enabling environment in 

which the predominant mindset is the one that fosters creativity, critical thinking to question 

the assumptions under which the organisational strategic objectives have been set.  

Employees in the organic structure, are expected to adopt a learning culture (Skerlavaj & 

Stemberger, 2007) by questioning their practice and their thinking pattern as they address the 

problems at hand on a regular basis. Whilst scholars have clearly described how an organic 

structure looks like, they did not present what it takes to shape an organic structure working 

environment. Flexibility, taking initiative, being interdependent and adaptable all the time, is 

not easy if the employees' mindset is based upon the principle according to which, the 

leadership is the one that should solve all the problems (Harris, 2004). In addition, when 
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employees do not have the basic knowledge required to make sense of the working 

environment and its challenges, team building among sessional teachers can be hard to be 

attained (Egbu, Hari & Renukappa, 2005). Hence, we argue that the organic structure demands 

hardworking to build a team that is competent enough to run the business without much 

supervision (Yazid, 2015). In an organic structure, the notion of leadership is meant to be as 

open as needed in a sense that everyone should take a collective accountability for the product 

of the work. However, we argue that in those contexts influenced by the traditional leadership 

style shaped by the colonial period, more specifically in those African countries that have been 

under the communism (Valenta, 1975) system like Angola, it is quite a challenge to enact an 

organic organisational structure. Broadly speaking, the predominant mindset of the 

communism system does not foster taking initiative, thinking critically, regular interactions 

between the top management and front line staff do not take place as often as needed given 

that the mindset is autocratic and completely centralised which does not foster participation 

(Skuza, Scullion & McDonnell, 2013). In the communist management style, there is no 

accountability culture.  Managers in post communist African countries, tend to adopt a top 

down approach (Jallow, 2014) in which, top managers take for granted their strategies and 

believe that they are the only one who know (Stacey, 2011) the best course of action without 

involving stakeholders. This is a challenge to be dealt with in the higher private education 

industry in Angola ( Nguluve, 2015)  

While this does not seems to have much to do with team building among sessional teachers, we 

contend that in post communist African contexts like Angola, business managers should be 

mindful of the fact that the background of people involved in organisations is shaped by the 

transactional leadership. Leaders decisions are taken for granted and critical thinking is not 

encouraged at all (Skuza, Scullion & McDonnell, 2013). That said, in post communist 

management system, people are expected to follow orders even when a context based solution 

is put on the table, it is not welcome simply because what has been thought or decided by the 

leadership is taken for granted and unquestionably. Thus, we argue that an organic structure in 

an African context requires breaking the predominant leadership thinking pattern to ensure 

leaders develop the right skills and acquire the right knowledge to be able to develop an 

entrepreneurial mindset focussing on key characteristics such as: innovation, acting 

proactively and the ability to take risks if need be (Pihie, et al., 2014). We therefore, argue that 

in Angola, the organic structure can only succeed if the organisation invests in the 

transformational leadership that is able to challenge the predominant mindset. In this sense, 

team building among sessional teachers, in this context requires a deep change in the way the 

business is currently managed. In the higher education institutions this change demands 

investing organisational communication to ensure course coordinators, sessional teachers, 

students and the rest of senior leadership interact as much as possible to strengthen and build 

a meaningful relationship. 

2.8 Organisational Communication to Strengthen Team Building Among Sessional 

Teachers  
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Communicate is the art of passing on the information from one part to another (Dupe, 2015). 

Following the standpoint of Webb (1975 cited in Dupe, 2015) communication is the process 

through which messages are sent and received which produces results whenever human 

beings interacts. In this vein, communication is a key factor in human beings interaction 

meaning that, without it, people are not able to share information, feelings, thoughts and their 

viewpoint of anything in which they have a stake. In the field of private universities, 

communication can take different forms including written, verbal, body language and personal 

style. Given that private universities are organisations comprised mainly of people, 

communication is their main feature. The communication process tends to be structured in 

different levels such as downward, upward, horizontal, diagonal and external. Koschmann 

(2012, cited in Dupe, 2015,p.7) claims that organisational communication takes place within 

the organisation by sending emails, writing reports, memos,  discussing on the phone, holding 

meetings to make sense of different issues, teleconferencing and doing presentations. In the 

context of team building among sessional teachers, it is expected that course coordinators 

cherish holding regular meetings to build a strong relationship with teachers and students.  

However, the majority of researches tend to look at the issue of organisational communication 

as the process that takes place inside the organisation. Nevertheless, the organisational 

communication goes beyond the internal processes. In the case of private universities, 

organisational communication should also focus on building relationship within the 

organisation and with external stakeholders. On the other hand, the organisational 

communication should take into account the fact that the communication process involves a 

flow of information at different levels. Hence, there is a need to set clear information system 

policies to protect the organisational information to deter fraud, neglect and abuse in the way 

the information is handled (Lowry, et al., 2015). In this vein, we argue that senior leadership in 

private universities should set clear standards on how to protect information, which demands 

a capacity building system to bring students, sessional academic staff and the rest of the 

leadership on the same page and make the team building process more sustainable. However, 

there is a need to ensure that course coordinators and the rest of senior leadership are aware 

of the standards and good practices of what it takes to manage sessional teachers.    

2.9 Sessional Teachers Standards 

Many studies suggest that working with sessional teachers, require defining performance 

indicators. This helps to set a course of actions to go about setting the stages and the indicators 

against which the organisation could benchmark its progress towards building teams among 

sessional teachers. Yakovleva et al. (2012) claim that benchmarking is the process through 

which organisations measure their products, services and processes compared to the best 

practices. This term tends to be applied to denote the level of efforts undertaken by firms to 

attain the best practices within their own field. They argue that benchmarking is an important 

tool used on a regular basis aiming to improve organisational performance, quality 

management and competitive advantage (McNair & Leibfried, 1995; Simatupang & Sridharan, 

2004; Manning et al., 2008; cited by Yakovleva, 2012).  
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Yakovleva et al. (2012) reveal that benchmarking effectively requires data analysis. This 

includes designing flowcharts, cause-and-effect diagrams, balanced scorecard, service quality 

framework, gap analysis among other tools. Through the application of these tools, the 

organisations will be able to identify its shortcomings and define key indicators against which 

its performance will be measured. In this sense, we argue that benchmarking sessional 

teachers standards will very much depend on how much managers know about the field in 

which they operate. In other words, the extent to which managers master the key issues taking 

place in their practice will be determinant to frame key sustainability indicators (Bolman & 

Deal, 2013). Once the analysis have been done, the organisation should come up with the key 

indications starting from every single action of the organisation (Yakovleva et al., 2012).  

In this work, we are focussing the discussion of team building among sessional teachers from 

the private universities worldview. In this context, benchmarking the standards to manage 

sessional teachers and engage them to promote quality teaching and quality learning, requires 

that the top management has full understanding of what it takes to offer quality teaching and 

quality learning. The kind of support provided to course coordinators, should be designed 

based upon the literature and on the context to bridge the gap between theory and practice. 

This should include giving them the authority to ensure curricula quality, curricula upgrading, 

library access, quality teaching material, classes quality, interactions quality between sessional 

teachers and students, a sense of community in the university campus (Disterheft et al., 2015).   

In the context of private universities, the learning outcomes (Shephard, 2008) should also act 

as a track record as to how many students succeeded in their personal and professional lives as 

a consequence of having studied in a particular university. This will make a huge difference and 

will set a milestone in the organisational performance and it is likely to become a competitive 

advantage. In addition, universities are meant to raise their profile before the community and 

the society in a broad way by sharing the knowledge (Cheng, Ho & Lau, 2009) produced based 

on the context in which the university is operating. In so doing, universities will be better 

positioned to meet the needs, expectations and interests of its key stakeholders. However, 

none of the indicators highlighted above, is attainable without a meaningful participation of all 

the agents engaged and interconnected in the business environment (Disterheft et al., 2015; 

Stacey, 2011).  

Harvey (2013) has developed ''BLASST'' which stands for benchmarking leadership and 

advancement of standards for sessional teaching. Given that in Angola the private higher 

education industry relies highly on sessional staff, BLASST is a critical tool to benchmark a 

sessional staff. The sessional staff standards framework, is underpinned by three (3)  guiding 

principles. Principle number (1) one is about quality learning and teaching; principle number 

two (2) is about sessional staff support; principle number three (3) is about sustainability. 

Within each principle, there are three different standards of achievement related to the 

following criteria: (a) Unsustainable- indicates that current practice fails to address the 

criterion. (b) Minimum Standard: indicates that the basic standard has been attained. (c) 

Good Practice: indicates that the standard is met (Harvey, 2013, p.14). 
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Table 1 - Sessional staff standards framework (Harvey, 2013).   

Principle 1: Quality 

Learning and Teaching 

Standards Evidence 

Good Practice Minimum Unsustainable 

1.1 Institutional level 

criteria 
    

The institution 

articulates the 

employment and 

educational skills 

required from a 

sessional staff 

member. 

Job description is 

in place listing the 

required skills 

including teaching 

expertise, 

qualifications and 

experience. 

Bachelor's degree as 

minimum for 

teaching in 

undergraduate 

courses. 

No minimum skills 

or qualifications 

required  for 

sessional staff. 

Sessional staff 

curriculum vitae. 

 

Institutions provide 

and support 

professional 

development for 

sessional teachers in 

learning and 

teaching. 

All sessional 

teachers are paid 

to attend relevant 

professional 

development in 

learning and 

teaching. 

Sessional teachers 

are provided with 

paid professional 

development 

opportunities in 

learning and 

teaching. 

Professional 

development for 

sessional staff in 

learning and 

teaching is unpaid. 

Enrolments in 

professional 

development 

programmes. 

     

Faculty level criteria Good Practice Minimum 

Standards 

Unsustainable Evidence 

Sessional staff are 

provided with an 

induction to learning 

and teaching. 

Paid induction to 

learning and 

teaching is 

provided to all 

sessional staff. 

Induction is 

provided and 

includes the basics 

of learning and 

teaching and use of  

technology. 

Induction is not 

provided. 

Induction to 

learning and 

teaching is not part 

of  practice. 

Induction schedule 

is flexible. 

Department level 

criteria 

Good Practice Minimum 

Standards 

Unsustainable Evidence 

Sessional staff share 

good learning and 

teaching practice. 

Systematic 

processes for 

sessional staff 

share learning and 

teaching practice 

are in place. 

Sessional staff are 

invited to learning 

and teaching 

meetings 

department or unit 

level. 

Sessional staff have 

few opportunities to 

share good practice. 

Department 

learning and 

teaching meetings. 

Sessional teachers 

are invited and 

paid to attend 

departmental 

meetings and 

Personal 

communication 

between unit 

convenors and 

sessional staff is via 

Meetings between 

unit convenors and 

sessional staff are 

not paid. 

Seminars, Teaching 

meetings, forums. 
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learning and 

teaching sessions 

regular paid 

meetings. 

Sessional staff receive 

professional 

academic supervision 

and mentoring. 

Mentors are 

assigned to all 

staff. 

Academic 

supervision is  

provided to all 

sessional staff. 

 

Academic 

supervision and 

advice for some 

sessional staff is 

provided by course 

convenors. 

Sessional staff do 

not receive 

adequate 

supervision or 

mentoring. 

Sessional staff 

receive no 

supervision or 

mentoring. 

Mentor scheme. 

Unit convenor 

training sessions. 

Regular meetings 

and communication. 

Unit convenors role 

description includes 

supervising 

sessional staff. 

Sessional staff 

teaching is monitored 

and evaluated. 

Sessional teachers 

are regularly 

evaluated and 

receive systematic 

feedback 

Sessional staff 

receive feedback on 

their performance. 

Sessional teachers 

receive no feedback 

on their teaching 

performance. 

Formal students 

evaluations. 

Course coordinators 

provide feedback on 

sessional teachers. 

Principle 2: Support 

sessional teachers 

Standards Evidence 

Good Practice Minimum 

Standard 

Unsustainable 

Institutional level 

criteria 

    

Funds allocation for 

the professional 

development. 

Professional 

development if 

resourced. 

Funds available. No funds for 

professional 

development. 

Budget. 

Faculty level     

Supervisors have the 

skills to manage 

sessional staff. 

Supervisors 

identified for each  

sessional teacher. 

Supervisors 

identified for 

sessional staff. 

Supervisors do not 

understand their 

role. 

Supervisors 

training. 

Unit coordinators' 

training sessions 

Principle 3: 

Sustainability 

Standard Evidence 

Good Practice Minimum 

Standard 

Unsustainable 

Institutional level 

criteria 

    

Teaching excellence 

is recognised and 

Special categories 

of awards exist. 

Sessional teachers 

are given guidance 

on how to document 

Sessional teaching 

excellence is not 

Certificate of 

teaching experience. 
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rewarded teaching experience. recognised. 

 

Concluding Remarks 

The evidence available in the predominant literature, shows that in Angola and internationally, 

sessional teachers are a role playing of a paramount importance in the provision of teaching for 

undergraduates students ( Bryson, 2013). By definition, sessional teachers are those who are 

in most cases recruited for a short-term period. However, in Angola the predominant pattern of 

recruitment and selection of sessional teachers, falls under the category of what the literature 

has termed as permanent sessional teachers (Pocock, Buchanan & Campbell, 2004). In other 

words, the majority of sessional teachers are on permanent sessional contracts, which means 

that there is almost an automatic renewal process, as long as the leadership is happy with their 

performance and this happens in most cases.  

Despite the great contribution of sessional teachers in the provision of teaching in higher 

education institutions, there are issues highlighted in the extant literature that provide 

evidence that sessional teachers are in many cases offering low quality teaching and are not 

fully engaged in the process of promoting quality teaching and learning. For this reason, higher 

education institutions, should invest in team building among sessional teachers aiming to 

increase their level of engagement (Byers & Tani,2014) and strive to improve the teaching and 

learning quality. 

Although the issue of team building among sessional teachers is under researched,  the extant 

literature, points clearly that the process of building teams among sessional teachers, calls for 

the engagement of course coordinators who are their line managers and deal with them on a 

daily basis. It has been highly underlined that lower line managers are much more powerful in 

sense-giving and meaning making through their regular interactions with sessional teachers 

(Shipton et al.,16).  

However, team building among sessional teachers, calls for the right kind of leadership style, to 

ensure the complexity involved in this process is accommodated. Hence, team building among 

sessional teachers, requires a transformational leadership (Johnson, 2015) that is flexible 

enough to address the issues involved along the way. This leadership style should be connected 

to an organic organisational structure as it seems to be the most adequate to deal with the 

complexity that team building among sessional teachers entails.  

Finally, communication is a powerful tool to be enacted throughout the whole process of 

building teams among sessional teachers. In addition, higher education institutions, should set 

standards for sessional teachers based upon the extant literature and the context under which, 

each institution operates (Dupe, 2015).            
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CHAPTER 3 

THE RESEARCH METHODOLOGY  AND DATA ANALYSIS 
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3.0 Research Design Methods and Data Analysis 
 

Introduction 

The focus of this chapter is the research design methods and data analysis process. The chapter 

intends to discuss the step by step of the research design and the data analysis process 

including the methods applied by the investigator to make sense of the data. A very detailed 

process of the research design has been presented and the  constructive analysis method of 

data, was developed through which, the data analysis was carried out.   

3.1 Rationale for Using Action Research 

Action research aims at changing three things of scholar practitioners such as: practitioners 

practices, their predominant understanding of their practices and the conditions under which 

they practice ( Kemmis, 2009, p. 1). This study adopts Action Research method to investigate 

team building among sessional academic staff and how to make it sustainable.  Team building 

among sessional academic staff is a very complex issue as it requires to identify  the individual, 

organisational and structural (environmental) factors that affect the team building process 

among sessional workers and how to make it sustainable. Action Research is the effective 

method to investigate such a complex issue (Gershon et al., 2008). Following the invaluable 

contribution made by Somekh ( 1995, p. 340), one of the distinctive characteristics of Action 

Research is that it is carried out by people directly concerned with the social situation that is 

being researched. In addition, Action Research takes place in a workplace and no effort is 

required to control the research context. The issue of building a team among sessional workers 

and how to make it sustainable, was identified by the  researcher in his everyday work and it is 

part of his job to find practice based solutions based on the scientific knowledge available on 

how to work with sessional academic staff and by studying the day to-day-actions, interactions 

and interpersonal relationship and their meaning. Action Research is suitable for work related 

problems with a high degree of complexity like team building among sessional academic staff 

and how to make it sustainable. 

Hence, Action Research was selected as it is the most suitable method to investigate team 

building among sessional academic staff, given that it allows to explore multiple determinants 

of actions, interactions and interpersonal relationships in this research context. It will help the 

institution in which the researcher works, to change the way it deals with sessional staff, 

deepen the understanding of what it takes to address the team building issue among sessional 

academic staff  and change the conditions under which the institution has been working, as this 

method allows to stand on the shoulder of theoretical knowledge available about sessional 

academic staff engagement which in turn, helps to shed light into the current practice, and as 

the investigation proceeds , new knowledge is generated by bridging the gap between theory 

and practice (Robertson, 2000). This brings about change to improve the way sessional 

academic staff are managed and led in this particular context. In few words, Action Research 
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was selected as the most suitable method to study team building among sessional academic 

staff and how to make it sustainable given that it will help to attain the objectives and answer 

the research questions and produce context based knowledge as a business management 

practitioner in the private higher education industry. Action Research will help the researcher 

to generate new knowledge to address the problem of team building among sessional academic 

staff. And as a novice business management scholar, Action Research will help the researcher 

to shed light into the way managers and leaders in private higher education sector can deal 

with the issue of team building among sessional academic staff in Angola. This study is 

bounded by a period of four years (2015-2019).       

3.2 Action Research Approach 

This is a practice-based research given that it is done in a working environment of the 

investigator. The problem at hand and currently under investigation, is based upon a real 

working environment. In a broad way, action research is used to depict a set of research 

methodologies which seek to combine action and reflection, discussion and exploration, theory 

and practice, meaningful participation and full engagement aiming to find practical solutions to 

real issues, concerns, problems impacting the business (Gayá & Miller, 2016, p.4). 

Action research is becoming more and more common in the field of education, business 

management, psychology among other fields to generate new practice based insights that shed 

light into the day-to-day activities implemented in the researchers' unities. Thus, action 

research is a systematic investigation regularly conducted by business managers to generate 

new knowledge aiming to improve and challenge their predominant beliefs, worldview, 

thinking patterns, assumptions and espoused theories. As managers carry out this process, 

they are meant to seek meaningful participation and collaboration. In few words, action 

research is meant to be a democratic process that generates actionable knowledge to enhance 

the practice (Isaias & Issa, 2014).       

Following the invaluable insights offered by Greenwood & Lewin (2007, p. 65), action research 

provides the chance to generate knowledge as consequence of actions. This calls for the link 

between reflection and action for the creation of a new knowledge. In this sense, action 

research, reckons research participants as acting subjects given that they are active players 

who hold a pivotal role to produce context based knowledge through meaning making in the 

course of discussions held during the reflections sessions grounded on the daily actions taking 

place in the research setting. Therefore, the knowledge generated in action research is not 

context-free which makes it the suitable research approach for the practice as it produces 

actionable knowledge. 

Whilst action research is regarded to be the most suitable approach to carry out practice-based 

studies, it is also one of the most challenging research method given that it tends to be 

subversive. In other words, it examines everything, it fosters questioning, demands listening, 

incites action, promote reflection and enacts democratic participation and calls for courage. All 

of these features tends to be threatening to the existing organisational culture, norms 
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especially in those organisations that tend to rely on hierarchical control culture (Coghlan & 

Brannick, 2010).   

In light of the powerful insights provided by Coghlan & Brannick (2010), the whole action 

research process tends to have political implications in a sense that it raises questions and 

judges taken for-granted practices, which may generate discomfort. Therefore, engaging in 

action research requires being mindful of the political dynamics in every stages of the process. 

This includes constructing the steps towards data generating and data collecting with relevant 

stakeholders; reviewing collectively the produced data; carry out a collaborative analysis of 

data; planning and taking collaborative action based upon shared inquiry; and evaluating the 

results of actions, then consider planning further action and the cycle goes on and on. 

 

Figure 2: Illustrates what it takes in every step of the action research empirical approach.  

 

 

 

 (Coghlan and Brannick, 2010)

Experiencing entails: 

Get to see what is 

happening, listening to 

what is going on and 

sense how people feel 

about it  

Taking Action includes: 

Make the appropriate 

adjustments and set 

accordingly the right 

course of action 

 

Understanding involves: 

Inquiring and formulate 

what is understood 

Judgment implies:  

Seeking evidence, 

testing and judging 
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Any empirical study that intends to bring about positive real and long lasting organisational 

changes, demands setting up a clear methodology that has to be connected to the process that 

makes it easy to share knowledge and fosters dialogue within the organisation (Hind et 

al.,2013).  

Action research is the most adequate approach to investigate a context based issue given that it 

seeks findings that could be of use to practitioners to solve critical and complex problems, 

providing answers to puzzling questions, constructing new context based practices and 

develop a new worldview and understanding. Hence, the fundamental tenets of this approach 

was to work with research participants to generate data rather than taking people as simply a 

source of information to be gathered (Bradbury, 2010,p.3). Thus, the emphasis was on 

engaging everyone to generate practice-based knowledge where the researcher is part of data 

generation process.  

For the purpose of this study, action inquiry was found to be of great use for the organisational 

research, which would capture all the issues, concerns, uncertainties involved in team building 

for organisational sustainability.  Action inquiry is made up of mainly four different approaches 

such as action learning, action research, participatory action research and action science (Ellis 

& Kiely, 2000). All these approaches have a common denominator, which is going through the 

cycle of action and reflection in a sense that they all highly support the tenets of knowledge 

creation through action and reflection. In addition, they all require building a collaborative 

relationship with team members who are engaged in the research. In light of the action 

research tenets such as: building a collaborative relationship, engage every organisational 

member on a voluntary basis, enact meaningful participation.  

The key steps of the conceptual model applied in this study included four different stages such 

as constructing, planning action, taking action and evaluate action. This process helps to gain 

the real picture of what is happening. In so doing, the researcher develops a sense of what is 

the best course of action to help the organisation build teams among sessional teachers. 

The conceptual model applied is depicted in the bellow figure 3. Then, a detailed description of 

what it took in each step is provided after figure 3. 
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Figure 3: Depicts the action research cycle followed in this study in light of the contributions offered by Coghlan 

and Brannick (2010, p.8). 
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3.3 Constructing (step 1)  

The first step of action research cycle is comprised of a dialogic activity during which the main 

stakeholders are meant to engage in constructing what are the issues provisionally by 

identifying different working themes based upon which action will be planned and taken.  The 

dialogic step entails the articulation of the theoretical and practical foundations of action, thus, 

it requires a careful stance. However, the constructing process should be clearly documented 

given that it may change in the course of the action research cycle, as the interactions take 

place. Changes should be identified demonstrating how events unfolded giving space to the 

construction of new meanings on which, further actions will be based. In this perspective, the 

action researcher is expected to keep an open-minded attitude fostering a collaborative stance 

by engaging others in every steps of the process. In so doing, the action researcher will be 

avoiding posing as the expert who assumes a know-it-all attitude making crucial decisions 

apart from others, which may undermine the process of team building among sessional 

teachers. 

3.4 Planning Action (step 2) 

Once the constructing process has taken place, a couple of issues, concerns, needs, problems 

were identified based upon which, actions have been planned. However, there is a risk of 

taking things for granted because of misperception, wrong assumptions, and wrong data. In 

this vein, the planning stage should be managed taking an exploration stance by aligning this 

process with the research questions. This stage should be informed and consistent with the 

constructing stage.  During this step, collaboration plays a role of a paramount importance. 

3.5 Taking Action (step 3) 

Once actions have been planned in detail based upon the issues at hand based upon the 

sensemaking process and meaning making, plans have been implemented and interventions 

have been made collaboratively.  

3.6 Evaluating Action (step 4)   

After the implementation of actions, there have been intended and unintended outcomes of the 

actions and they have were scrutinised and measured against the following questions: is the 

original constructing fitting? Did the actions taken match the constructing? Did actions taken 

follow through? What actions can feed the next cycle of constructing, planning and action?  

Hence, the evaluation step led to another action research cycle and this has been going on 

continually. In other words, we learned throughout the course of this investigation that action 

research studies entails a multiple action research cycles that tend to operate concurrently. 

However, it is extremely important to stress that in the course of the implementation of the 

research cycle we did not move from one stage to another in a linear way at the expense of the 

quality of participation. Meaningful participation was given top priority by allowing all the 

academic staff to speak up by raising their concerns without fearing any retaliation. We 
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therefore, claim that the action research cycle is a means to an end. Although the action 

research cycle tends to be an endless process, the outcome of each completed cycle has been 

leading to an effective problem solving. This generates new knowledge, lessons learned, clear 

course of action, clear thinking structures as to how to move down to the right path to team 

building and innovation which adds value to the business. Nonetheless, during the action 

research cycle, we tried be mindful of its empirical approach in every step of the cycle such as 

experiencing, understanding, judging and taking action and this have going on and on (Coghlan 

& Brannick, 2010, p.24). This was done by keeping a journal that acted as sanctuary (Heifetz, 

Grashow & Linsky, 2009) in which everything have been documented in a reflective and 

reflexive way. 

The Country Research Context 

Angola is an African country located in the Southern Africa. Out of the five African countries 

colonised by Portugal during the colonial era (1484-1975), Angola held the greatest economic 

potential. Its natural resources, including oil, diamond, iron, coffee and other agricultural 

products, could have made Angola one of the richest countries in Africa (McCormick, 1994). 

However, after the end of the liberation war back in 1975, the country went through more than 

three decades of civil war. This scenario, led the country into a great misery. As a post conflict 

country, Angola is an emerging economy. Currently, the country economy is highly depending 

on oil and diamond (Le Billon, 2001). 

Higher Education in Angola 

Higher education in Angola has started back in 1962 (Carvalho, 2012) during the colonial 

ruling. In the course of the colonial ruling, the country had only one public university. This 

situation prevailed for 30(thirty) years. In 1992 the first private university was established 

(Sousa, 2016) and this seems to have paved the way to inspire private investors to consider 

investing in the higher education industry. Researches indicate that currently there are over 

ten (10) private universities and 12 (twelve) private higher education institutions ( institutes) 

throughout the country.  In addition, there are other seven (7) public universities (Sousa 2016 

,p.30). 

Within many Angolan private higher education institutions, most of the academic staff are 

sessional workers (Nguluve, 2015). There are many factors that prevent private institutions to 

offer permanent contracts as it is cost-effective to pay for teaching activities including grading. 

It is noteworthy the fact that most of sessional academic staff working in the private university 

industry in Angola, tend to become permanent sessional workers. In other words, the vast 

majority of sessional academic staff working for private universities, tend to work over 5 ( five 

years) for the same institution and this is consistent with what is also happening in Australia ( 

Pocock et al., 2004), which implies that sessional academic staff, tend to become permanent 

casuals workers as well. However, despite the fact that they work for the same institution for 

years, they do not seem to engage themselves aiming to contribute for the success (Macleod, 

Clarke, 2011 ) of the learning and teaching process . On the one hand, this occurs due to the fact 
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that sessional academic staff in Angola like in other countries, do not get enough support from 

to improve their teaching skills. This includes lack of an induction process to help the new 

academic staff develop teaching skills; no guidance for course designing and development of 

learning and teaching materials; and no guidance to grade exams in a fair way ( Salomonson et 

al., 2010).  

 On the other hand,  although it is widely recognised that sessional academic staff in Angola and 

internationally specially in the private sector, have been playing a pivotal role in the process of 

teaching undergraduates students, in the extant literature, there are few examples of 

systematic and evidence-based approach to team building among sessional academic staff to 

make them more productive, through formal or informal training ( mentorship) (Baik et al., 

2018) and support aiming to enhance their teaching roles (Knott et al., 2015). As of the 

moment of the current study(2015-2019), in Angola the private higher education industry 

approach to team building among sessional academic staff, including supporting them, did not 

seem to be part of senior management and leadership priorities (Mendes & Silva, 2016). This 

means that many private universities in Angola do not invest in team building among sessional 

teachers, which in turn undermine their ability to provide high standard education quality 

through which, students develop skills, acquire knowledge and values to contribute 

meaningfully in the job market and in the society (Elias, 2016 ). However, the approach to 

support sessional teacher has been what Baik et al.( 2018) called piecemeal with pockets of 

good practice. Some private universities in Angola do provide a one session support at the 

beginning of the teaching semester to give basic instructions about how the semester is going 

to unfold including presenting the schedule for the semester highlighting key events like exams 

and ongoing evaluations that teacher are meant to carry out over the course of the teaching 

semester (Nguluve, 2015). However, this approach tends to follow a one-off event in a sense 

that it is just set to take place whenever the semester is about to start. This practice is widely 

spread in Angola and it is echoed in the literature ( Byers & Tani, 2014, p.13). 

Some private universities in Angola, tend to rely highly on sessional academic staff to deliver 

successfully quality teaching, providing feedback to students, designing course content, exams 

and grading. This makes sessional academic staff in Angola, a very important group as the 

higher education quality depends upon their performance.  The quality of their work 

determines the education standard private universities will deliver.  However, despite the high 

value placed on sessional academic staff, private university managers in Angola, do not seem to 

have realised how much sessional academic staff are the drivers of their success in higher 

education industry. For instance sessional teachers are paid on hourly basis (Pena & Remoaldo, 

2019) which means that they are paid according to the time (hours) they invest as they teach 

the course under their responsibility. In addition, the sessional teacher daily work is not 

properly supervised and not managed by the management of universities. Under the 

management structure of private universities, the course coordinators (convenors) should be 

supervising the day-to-day work undertaken by sessional teachers and this practice is 

consistent and supported by the extant literature  (Delpino et al., 2008; Sabadia, 2000; Tozzi et 

al., 1999; Leoni et al., 2008). Course coordinators (convenors) are best placed to closely 
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oversee and provide coaching, feedback by measuring the progress against the goals set ( Leoni 

et al., 2008). Course coordinators currently need support to be in the frontline in the process of 

building teams among sessional academic staff to attain at least three main goals: (1st) to set 

clear goals for the group of teachers of a particular course(programme) and make sure 

everyone understand them well; (2nd) Monitor the work done and recognise good 

performance on a regular basis and (3rd) to quickly identify and promptly address them in the 

best way possible ( Macleod & Clarke, 2009 cite in Byers & Tani, 2014, p. 15). However, in 

Angola many private universities, course coordinators are not skilled  enough to carry out their 

work effectively. Course coordinator  need to be supported to develop a set of key skills such 

as: team management skills to help sessional academic staff deliver the expected learning and 

teaching goals; provide the daily mentorship to enhance sessional teachers teaching skills; 

follow up the curriculum compliance; gather students concerns and issues that may undermine 

the learning and teaching process  and act on them in a timely  manner; and they should set 

regular meetings with academic staff including sessional teachers to discuss ongoing problems 

that require attention to ensure the learning and teaching process run as smoothly as possible 

(Fendrich et al., 2006 ).  

In the current situation, the majority  of academic staff  both sessional and permanent in 

Angola, are struggling to survive professionally in an environment where apparently 

everything is lacking which is preventing universities to offer quality teaching and learning. 

This finding is consistent with Liberato ( 2019, p.76) who has identified four main problems 

affecting universities in Angola both private and public classified into four different levels such 

as: (1) Institutional level- lack of a strategic vision for higher education in the country; lack of a 

clear role of higher education in the country; lack of leadership; lack of rigour during the 

execution of programmes (courses); lack of coherent policies to guide the higher education 

sector; lack of a link between the kind of society it is intended to shape and what is taught in 

universities. (2) Scientific level- lack of scientific and pedagogical paradigm; no scientific 

research and no innovation, which in turn does not help to produce scientific knowledge. (3) 

Pedagogical level- there is a mismatch between the curriculum (programme courses) and the 

Angolan reality which makes it very hard to apply the curricula and teach effectively given that 

they are taken for granted in a sense that there is no alignment between what is taught and 

what the context requires; there is too emphasis on reproductive skills in detriment of 

productive skills. (4) Career and professional development of academic staff level - poor 

career progression given that the career and development programme is done following 

administrative criteria in detriment of scientific criteria in a sense that, academic staff tend to 

progress not because of their publications of scientific researches but because of the length of 

time they have been holding a certain position; low salaries and the majority of academic staff 

do not produce scientific knowledge; obviously do not publish and there is no active and 

meaningful participation of academic staff both sessional and permanent staff in the process of 

developing policies and procedures for higher education. 

The findings shared by Liberato (2019) summarises the key issues affecting the higher 

education industry in Angola. Unlike in other countries ( Australia, New Zealand, UK, USA) ( 
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Knott, 2015,p.1-4) that have been establishing policies and procedures to regulate the higher 

education industry including policies and procedures to invest in the professional development 

and support of sessional academic staff aiming to improve the teaching and learning quality, 

Angola does not seem to have aligned its policies to the country context when it comes to 

support and development of sessional academic staff. There are no specific policies to support 

the professional development of  sessional academic staff who are giving their contribution to 

train undergraduates in private sector. It is noteworthy, to underline that in public universities, 

there is investment in the professional development of the academic staff which includes 

funding Masters and PhD scholarships to the academic staff who are working for public higher 

education institutions (Governo de Angola, 2017 ). However, the impact of this investment in 

terms of scientific research and production of scientific knowledge  for Angola, still holds to be 

seen in the country. 

According to Knott et al. (2015), it is quite evident that the issue of supporting and promoting 

professional development for sessional academic staff dates from 1960s in different countries 

including Australia, New Zealand, UK and USA. All these countries have one thing in common: 

they all agree that there is a need to devote time, establish policies and procedures to enact the 

professional development of sessional staff and in Australia particularly, standards for 

sessional staff quality learning and teaching have been set ( Harvey, 2013). But the difference 

between Angola and the rest of the countries in which the issue of sessional staff is investigated 

and addressed, is that in those above mentioned countries the rate of sessional academic staff 

ranges from 40 to 50% (Marshall, 2012) and there are standards and policies in place. 

However, in Angola the private sector of higher education industry relies over 90% on 

sessional staff. These studies are a clear indicator that the literature highlights the emphasis 

placed on the support and professional development of sessional academic staff, to improve 

their performance as undergraduate teachers. The only striking point is that during our 

literature scrutiny process, we did not find any specific study addressing the issue of team 

building among sessional academic staff and how to make it sustainable. However, we found 

studies that shed invaluable insights that are powerful to invest in team building among 

sessional workers in higher education industry. This includes insightful studies presenting key 

standards to ensure sessional academic staff provide quality learning and teaching (Harvey, 

2013; Luzia et al., 2013 ) focusing on three key principles such as: (1) quality learning and 

teaching; sessional staff support and sustainability; engaging sessional staff by investing in 

course and subject coordinators (convenors) ( Byers & Tani, 2014) ; training and support 

sessional staff aiming to improve quality teaching and learning (Knott et al.,2015) and defining 

and role of unit coordinators and sessional academic staff including designing job descriptions 

to ensure their work is easily managed and their performance is easily measured (Roberts et 

al., 2012). In these studies, another common pattern emerged, which is the pivotal role played 

by course coordinators in the process of managing sessional academic staff to improve the 

learning and teaching process in higher education. 

Hence, there is enough evidence in the extant literature that working with sessional academic 

staff, requires setting standards to support them and provide opportunity for their professional 
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development, to improve the quality of teaching and learning and that the process of dealing 

with sessional academic staff on a daily basis, is effectively manageable by the meaningful 

engagement of course coordinators. That said, Angola is in a good position to stand on the 

shoulders of countries like Australia, New Zealand, UK and USA to shape the process of dealing 

with sessional academic staff in a more effective fashion.         

However, in Angola, Nguluve (2015) suggests that the issue of sessional academic staff dates 

from 1992 which is consistent the establishment of the first private university in the country. 

Despite the fact that the issue of working with sessional academic staff has been widely 

investigated throughout the world and there is a wealthy of knowledge on the issue of 

sessional academic staff, Angola did not seem to have benefited from the extant literature. The 

issue of sessional academic staff support and professional development is under researched in 

the country. In the course of this research (2015-2019), the only study found by us done in 

Angola addressing the issue of sessional academic staff in the private sector, was published by 

Nguluve (2015) who discussed the precarious contract under which sessional staff are working 

and argued that this approach does not encourage them to engage themselves with high 

commitment to improve the learning and teaching process in the private sector. 

Impact of the lack of support and professional development for sessional academic staff 

in Angola at institutional level 

Although it is widely known that private universities in Angola rely highly on sessional 

academic staff, Government (Ministry of Higher Education of Angola) and private universities 

in the country, do not seem to have considered the need to establish clear policies and 

procedures to support and enact the professional development of  sessional academic staff ( 

Liberato, 2019). Consequently, the teaching and learning quality in the private sector is of low 

quality comparing to the public universities in Angola. In addition, currently it is not clear what 

are the requirements to assess if a higher education institution meets the standards to offer 

quality education in the country (Mendes & Silva 2012).  

Sessional academic staff in Angola start their teaching career with little or no support at all. 

Unlike in countries like Australia, where there is a policy to support and promote the 

development of sessional staff ( Harvey, 2013), in Angola most private universities are not 

providing sessional staff with induction to teaching and learning; there is no regular 

sensemaking meetings to discuss the ongoing issues and concerns affecting their daily 

activities; course coordinators do not communicate regularly with them; there are no regular 

sessions to share good teaching and learning practices among sessional staff and senior 

academic staff, there are no mentoring and team building opportunities among sessional 

academic staff; there are no job descriptions for course coordinators, subject coordinators and 

sessional teachers, there are no guidelines for feedback, assessing students learning and 

grading exams, there is not teaching evaluation and no mentorship process is in place. In 

addition, there are no resources allocated for sessional staff professional development, 

supervisors do not have the skills to manage sessional staff; course coordinators and subject 

coordinators do not seem to understand their role to support and manage sessional staff. 
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 When it comes to the issue of sustaining the  good sessional staff who have demonstrated the 

ability to provide quality teaching and learning, the administrative process to fire sessional 

staff is not clear and transparent, there are no community of practice that include sessional 

staff, there is no systematic review process of reliance on sessional staff as a risk management 

measure to prevent sessional staff absenteeism, there is no retention strategy to keep the good 

sessional staff, meaning that anyone can be fired at any time if the management feels like doing 

it. As a consequence of this scenario, the teaching and learning quality in private universities in 

Angola has been affected negatively ( Liberato, 2019; Mendes & Silva, 2016). 

Impact of lack of support to sessional academic staff in the teaching and learning 

process 

Following the main findings of an empirical investigation carried out by Kandingi (2016) on 

the rise of private universities in Angola and the quality teaching and learning provided by 

sessional teachers, it is evident that the fact that most of the teaching in undergraduate courses 

is carried out by sessional academic staff, who are not provided with almost any support and 

professional development opportunities is affecting negatively the education standard offered 

by these universities.  Students have been complaining about the lack of teaching skills of 

sessional staff. This include their lack of understanding of their field, given that most of them 

do not have any previous experience in the field they are working, meaning that most of 

sessional staff are coming out from universities and join the academy without any support. 

This includes sessional teachers trying to Psychology without any field experience on the 

discipline (course) they teach, which makes it very hard for them to teach effectively. 

Students have been complaining that most sessional teachers do not have a set of fundamental 

skills that are critical to help them teach effectively such as: demonstrate respect for students, 

prepare a lecture, prepare a conference, promote a culture of dialogue inside the classroom, 

giving feedback effectively, eliciting feedback, provide clear instructions for assignments in 

classroom and outside of it. In addition, students complain about the grading criteria given that 

they believe that most of the time they do not agree with the grade they get. They also 

complain that there are teachers who take things personally if a student asks too many 

questions during the class. They claim that most sessional teachers, do not allow questions 

from students and if someone asks a question for which the teacher is not ready to answer 

because of lack of professional experience in the field, then this student is likely to fail or retake 

the exam several times. This claims are consistent with Kandingi (2016, p. 142) research that 

found out that most of private universities academic staff in Angola, are sessional staff and that 

most of them do not have opportunity to develop professionally including lack of investment in 

developing research skills and carry out their teaching activities more effectively. 

Hence, though studies about private universities in Angola indicate that academic staff need 

support and opportunity for professional development, there is evidence that during this 

investigation little has been done to ensure sessional staff in the private sector are supported 

to enhance their teaching skills. Consequently, the quality of education provided in the country 

is of low. Our claim about low the education quality due to the lack of support and professional 



  

   55 

 

development of sessional staff, is echoed by the studies about the higher education quality in 

Angola ( Kandingi, 2016). Given that this process of establishing policies and procedures to 

manage sessional academic staff should be led by government, considering that public 

universities  are managed by government, taking into account the fact that there are few 

unsupported sessional staff in those public universities, it is clear that studies on sessional 

academic staff done in Angola can help to inform the process of setting standards and 

procedures and shed light into the process of how government should proceed to lead the 

process of setting context based standards for sessional academic staff aiming to improve the 

education quality (Gando & Mendes, 2015). 

3.7 The Research Context        

Instituto Superior Politécnico Sol Nascente (ISPSN) is a private higher education institution 

operating in Huambo province (centre of Angola). It has been established in Huambo since 

2012. Huambo is one of the biggest provinces located in the centre of Angola. Out of 

18(eighteen) provinces of Angola, Huambo is deemed to be the third biggest province in the 

country in terms of population. Official data suggests that the estimated population of Huambo 

is 2.301.524(two millions, three thousands one and five hundreds twenty-four) (Angola 

consulate Houston-Texas, 2019). 

The current study was carried out in ISPSN which is a private higher education institution. 

Currently ISPSN offers undergraduate degrees  such as: Economics, Human Resources 

Management, Finance and Accounting, Educational Psychology, History, Sociology, Political 

Sciences, Law, Nursery, Cardiopneumology. The institution has 250 sessional academic staff 

and 13 full-time academic staff, 4188 undergraduate students. 

Sessional Academic Staff Role within ISPSN 

Currently ISPSN relies on sessional staff to play a crucial role in the delivery of its 

undergraduate programme. The work done by sessional staff includes:  teaching and 

administering entire courses; carry out student assessment and grading. This is consistent with 

the extant literature (Knott et al., 2015; Nguluve, 2015; Sousa, 2016; Baik et al., 2018).  

Sessional academic staff are line managed by course coordinators (convenors). Each course, is 

managed by one course (programme) coordinator. This practice is highly supported by the 

scrutinised literature ( Roberts et al., 2012; Byers & Tani, 2014; Sabadia, 2000; Delpino et al., 

2008; Frendrich, 2006; Leoni et al., 2008; Tozzi et al., 1999). In few cases, one coordinator is 

managing two courses at the same time. For instance the course coordinator of Law, is the 

same who is managing the political science course. Each course has over 20 (twenty) sessional 

academic staff. Most of course coordinators are on casual contract as well. 

Although sessional academic staff have been doing their very best to carry out their teaching 

activities on a daily basis, there has been issues and concerns on how to manage them more 

effectively. The issues and concerns range from: lack of teaching skills, too much absenteeism 

in many cases, lack of practical knowledge on the subject, poor rapport skills with students, 
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poor grading skills, delays in the process of grading and publishing the assessment results, 

delays in the process of submitting the exam papers. These challenges are also highlighted by 

the previous studies (Marshall., 2012) . Field evidence (meeting with students, students 

complaint box and classroom supervision) shows that most of the time academic staff lack 

teaching skills. For instance, students have been complaining that sessional academic staff tend 

to bully them during classes, this includes make them look like fool when they ask questions, in 

some cases, students reported that sessional teachers called names such as: fool and stupid for 

asking a simple question. This practice of mistreating students by bullying them and not being 

supportive is predominant in this institution. Students complain about this sessional staff 

behaviour pattern on daily basis. However it is inconsistent with classroom students 

engagement techniques (Barkley, 2010). 

Sessional Academic Staff Issues at ISPSN 

Students complain about too much sessional teachers absenteeism. There are sessional 

teachers who may go missing for a month without a proper notice. Most of the time, course 

coordinators are not aware of this absenteeism. When students approach senior managers 

within the institution complaining about a certain sessional teacher's absenteeism, course 

coordinators are required to brief seniors managers specially the deputy director in charge of 

pedagogical issues to explain what is going on. Surprisingly, most of the time course 

coordinators have no idea what is going on in their section. Course coordinators, simply start 

complaining about the fact that teachers do not seem to understand that they are accountable 

and should report to them when they are not available. This is one of many other cases that 

shows that course coordinators do not have any management skills. Meaning that most of the 

time, they have no idea what it is going on in their courses. 

Students complain that most of sessional academic staff do not seem to understand what they 

are trying to teach. This includes lack of field experience, lack of knowledge in the discipline 

they teach as some of the sessional staff are undergraduates who graduated recently from 

ISPSN and tend to take for granted the same teaching materials their former teachers gave 

them. Students question the assessment and grading skills of sessional teachers. They complain 

that most of them time it is not clear what skills sessional teachers want to measure during the 

assessment and the grading standards most of the time are not clear as teachers do not explain 

how and why a certain grade was given. Apart from that, students complain that sessional 

teachers take too long to publish the grades. In addition, there is a lack of alignment among the 

learning and teaching goals and the student assessment. When students ask for clarification, 

sessional teachers tend to take it personally and students are likely to fail or retake the exam 

several times. In few words, students do not feel supported at all. 

During the lectures, most of sessional teachers do not prepare their lessons and do not open 

space for questions. Some students complained that some sessional teachers read the teaching 

material from the very beginning up to the very end of lecture and no questions are allowed. 

Sessional teachers do the talking most of the time and students are not allowed to ask for 

clarification. Students complain that they are not allowed to ask questions and if they do ask, 
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then they  are told to wait until the end of the chapter at study which is frustrating. In the same 

vein, textbooks are taken for granted and students complain that if they question the textbooks 

based upon the context and new developments of the subject, they are likely to be punished or 

bullied by sessional teachers.        

Sessional Academic Staff Management Issues at ISPSN 

There are many management issues affecting the performance of sessional teachers such as: 

lack of a job description listing the required skills including teaching expertise, qualifications 

and field experience. The only requirement in place verbally, is that the minimum qualification 

of sessional staff is the bachelor degree. Sessional staff are not provided with an induction to 

learning and teaching; there is no support for professional development for sessional academic 

staff in learning and teaching; sessional teachers fail to comply with the deadlines to publish 

grades; the department in charge of applying students exams, complain that sessional teachers 

do not seem to have discipline to comply with deadlines to submit the exam papers. Just to 

clarify, that in this institution, the exams and students assessments are managed by the 

department in charge of academic issues. There is a teaching semester schedule, that has to be 

followed and teachers are expected to submit exam papers for students and assessment tasks, 

to be applied to students during a specific period. However, most of sessional teachers, fail to 

comply with deadlines. There is no opportunity for sessional staff and senior academic staff to 

share good teaching practices. There is no regular communication between course 

coordinators and sessional staff. Most course coordinators know nothing about sessional 

teachers and students concerns. Although course coordinators are expected to build teams 

among their sessional teachers, in a sense that each course coordinator invest in team building 

among the teachers of his/her unit, at the beginning of the study, no team had been effectively 

established. In addition, at the outset of this research, sessional teachers were not supervised 

and did not receive any mentorship at all.  

Sessional staff teaching performance was not monitored and evaluated. There were no 

systematic feedback on their performance. No teaching evaluation was undertaken. Although 

course coordinators are involved in the process of hiring sessional staff, they do not have a say 

when a sessional teacher is to be fired. Sessional teachers are only paid for the teaching hours 

which does not include grading time, despite the fact that  this activity is a very time consuming 

task. Sessional staff were not provided with student consultation space. 

While it is clear that ISPSN has many issues in the process of managing sessional staff, nothing 

had been done until this research has started to seek practical solutions to tackle the problems 

and improve the teaching and learning process. The predominant thinking pattern before the 

research was that teachers complained about students engagement in their learning process, 

coordinators, academic department and students complained about teachers' performance. 

The academic department in charge of managing the day-to-day activities, tend to blame 

course coordinators and the human resource department simply focussed in recording 

sessional teachers who do not show up on a regular basis to punish them with salary 

deduction. This blame  game circle is still part of the culture in this institution. However, the 
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current focus of human resources department is to pay less to those who work less and fire 

those who do not comply with internal policies. However, less attention has been given to 

course coordinators who are the line managers of sessional teachers to help them become 

more effective. 

Course Coordinators Challenges at ISPSN 

Despite the pivotal role course coordinators could play to manage sessional teachers 

effectively, ISPSN does not have a job description that lists the role and the responsibility of 

courses coordinators. No formal training has been provided to course coordinators to help 

them develop management and leadership skills, including supervision skills. As a result, 

course coordinators, do not understand their role. Course coordinators, lack mentorship skills 

and team building skills. This includes: they do not set goals with their teams, they do not 

follow up how the work is being done and they do not engage themselves in the identification 

of problems to address them promptly and do not hold regular meetings with students and 

sessional teachers to find out what is going on and take action based on the issues and set the 

right course of actions. 

Course coordinators do not follow up the teaching and learning goals. In many cases, they have 

no idea if a particular teaching is really teaching or not. They do not have performance 

evaluation standards. In some cases, courses coordinators do not present the proposal of 

sessional staff list for the following semester in a timely manner and there is no a systematic  

process to identify good sessional workers and retain them. The majority of sessional staff do 

not trust their coordinators intentions as in many cases they are fired without a proper notice. 

Coordinators are not able to inspire their teams to focus on their specific teaching roles; they 

do not set key performance indicators and there is not a systematic process to hold sessional 

teachers accountable. In few words, course coordinators, are not skilled enough to do their 

work effectively and because of that, they do not invest in team building. 

As a consequence of this lack of a set of key skills, sessional teachers performance were 

questioned by some students. Some students dropped out because of  poor quality teaching in 

some cases and in other cases students dropped out because sessional teachers' poor ability to 

build rapport with students and others students dropped out because of lack of transparency 

in the grading criteria. Though course coordinators are to be held accountable for the poor 

performance of sessional teachers, it is noteworthy that the senior leadership of ISPSN is the 

underlying root cause of the current lack of management and leadership skills. 

Key Leadership and Management Issues at ISPSN                   

The current leadership and management predominant at ISPSN is in some cases very good as it 

fosters creativity, initiative and a self development environment. The general director seems to 

be highly qualified and holds a PhD on Philosophy. Deputy directors (academic issues; 

scientific issues and pedagogy issues), head of departments, course coordinators, sessional 

teachers and students they all are encouraged to invest in scientific research to enhance their 
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skills. Apparently, there is a working environment where participation is encouraged and in 

many cases, collegiality is also preached although it is not practiced in a meaningful way. There 

are senior management team meetings held as needed in which sessional teachers who hold a 

master and doctorate degrees are invited to participate. Permanent members of the senior 

management team are those who hold any leadership position within ISPSN (duty directors 

head of departments and course coordinators). 

Although the general director seems to be academically highly qualified, he does not 

demonstrate to have leadership and management skills required to run a private higher 

education institution. In some particular aspects, he does not want to develop the required 

competences to run the business in the best way. For instance, when he was offered the 

position (2014), he denied to deal with financial issues related to the institution. Because of 

that, anything that requires financial support, he has to depend upon the General Director in 

charge of Administrative issues who does not sit in the institution which means that he does 

not have any idea of what is going on within the institution. As a result, sessional staff are not 

paid on time and staff development funds are not allocated to support sessional staff. Deputy 

directors, heads of department and course coordinators sometimes are not paid for few 

months and none provides a justification for that. 

The general director of ISPSN, seems to have good intentions by calling meetings to promote 

collegiality and foster scientific investigation. However, his leadership and management style is 

hard to understand and this does not help the rest of the team to follow him. There is a 

mismatch between his apparent vision for the institution and his day-to-day approach. For 

instance, he tends to call meetings to attack people. If he learns that a sessional staff made a 

mistake reported by students, he calls a meeting and attack the person in public. 

If someone tries to challenge the general director's view, this person is likely to be fired or 

punished in some way. Course coordinators are not taken into account. If the general director 

believes that something is wrong, he tends to take action right there even if it is in the middle 

of a symposium he will name and shame people in public. He tends to take a know-it-all 

attitude by claiming all the time, that he has more publications than anyone within the 

institution. He encourages people to write research articles but when they do, his ability to give 

feedback is very poor.  

The general director tends to portray an open minded culture. But when he is not happy with 

someone, even if the person presents a good idea, this idea will be strongly attacked. People 

never know what to expect from him. But he expects people to perform in the best way 

possible. He did not set the standards of good performance, but he expects people to perform 

well. When is not happy with someone's performance, he tend to mistreat this person by not 

greeting, attack this person publically then this person is fired. The general director, tend to 

foster an environment in which playing politics pays off. He likes people who tell him about 

what other people think about a wrong decision he made that is misaligned with the context. 

He does not trust anyone who questions him. 
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The general director expects deputy directors, heads of department, course coordinators to 

take initiative, but when they do, most of the time is not happy with the idea and opt to attack 

by bullying the person or simply ignore. As a result of this lack of strategy and an environment 

where roles and responsibilities are not clear, team building efforts are easily undermined by 

the general director leadership style. 

Hence, staff retention is not easy in this institution as people are always seeking for other 

working environment in which there is some psychological safety (Eyal,2019, p.174-175). 

Although the leadership believes that they are investing in team building, they do not seem ''to 

walk the talk '' ( Harvey & Drolet, 2006, p. 22). There is a lack of consistency between the 

predominant thinking pattern of team building adopted by the most senior manager of this 

institution and what the literature recommends to build a team. The current approach to team 

building does not consider building people ( Harvey & Drolet, 2006). There is no a better way 

to build a team without building people. But in this institution, people are expected to build 

themselves to be part of the team, if not, they are fired. For instance, three (3) senior academic 

deputy directors resigned. All of them resigned because they did not feel psychologically safe to 

keep working for this institution and another one was fired for having questioned respectfully 

the general director. The number of high calibre staff who preferred to leave seeking a more 

safe working environment is increasing. 

Base upon the extant literature on setting the standards for sessional staff, specially the study 

carried out by Harvey (2013, p. 4-6), indentified (5) five  domains  in which countries are to 

invest to manage sessional academic staff effectively such as: (1) invest in a systemic and 

sustainable policy and practice; (2) invest in employment and administrative support; (3) 

invest in induction and academic management; (4) Invest in professional and career 

development; (5) invest in reward and recognition. However, this investigation is going to 

focus on how to go about building a team among sessional staff in a complex working 

environment where ISPSN is operating and how to make it sustainable, which falls under the 

category of professional development and career development. 

3.8 Research Participants 

Table 2 - Research participants 

Job title Role  N 

Sessional teachers Teaching activities. 20 

Leadership Members Manage the Organisation 11 

 

Students Attending different 

undergraduate programmes. 

400 
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As table 2 reads the action, research process engaged key research participants who holds 

knowledge of the main issues faced by the institution. This included leadership members, 

sessional teachers and undergraduate students of different undergraduate programmes 

offered by the institution. Each participant was voluntarily involved in the focus group 

discussions.  

3.9 Data Collection 

3.9.1 In this Research what are Data? 

Action research is an empirical investigation based on experiences.  Experiences are all the 

events and our understanding of them, that take place in situations in which we are 

participants ( Feldman et al., 2018, p.114). Experiences are verifiable in different ways such as: 

(a) if the event can be repeated; (b) if the event has left some traces independents of the 

researcher that can be investigated; (c) if the researcher has used some means to represent the 

experience including a research notebook.   

In this sense, this research considered data all events that took place in all situations in which 

the researcher was participant which included: (a) the interactions between teachers and 

students; (b) the interactions among students; (c) the interactions among senior management 

team members; (d) existing archival data; (e) reports of the balance of the end of the school 

year; (f) group focus with students; (g) meetings with senior management team; (h) focus 

group discussions with sessional teachers; (i) focus group discussions with course 

coordinators; (j) meeting with all sessional staff in the beginning and in the end of the teaching 

semester; (k) meeting with teachers in the of the school year  and (l) individual narratives 

shared by students, sessional teachers, course coordinators, heads of departments and deputy 

directors about the practice at study.    

Data have two distinctive features:  (1) they are material representations; and (2) they are 

relevant evidence of the issue under investigation. The determination of what is data or not 

data relevant to the investigation, depends upon the research questions. For this research, the 

selection of data generated throughout the investigation, was driven by the research questions. 

For instance, all the observations, the archive inspections and the questions asked during the 

focus group and during the different meetings that took place were based upon the research 

question.  

Data encompasses three main characteristics such as: a) data represent events selectively; b) 

whatever data that is produced, depends on the interpretative processes of the researcher; c) 

data are produced from events and interpretations that happen at a particular time and place. 

The data used for this research were selected by the researcher and they refer to a particular 

working context (ISPSN) for a period of four years (2015-2019). In addition, given that the 

researcher is an insider, prior knowledge, role duality and familiarity with the environment 

may have influenced the researcher's ability to capture all the relevant data and this view is 

echoed by Coghlan and Brannick (2010).  
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Hence, in light of the work carried out by Feldman et al.(2018, p.15), data provide us, as 

investigators with access to the external world. That said, as researchers, we must be mindful 

that data represent the reality, but they are not reality, which means that we must document 

situations under investigation in the most accurate way possible. And if data does not match 

with reality, we must go back to the field to capture the real scenario. 

Data Collection Methods 

Among several data collection methods available to carry out a research that counts on people 

to make sense of the reality under investigation,  observation, inspecting documents available, 

focus group (Kemmis et al., 2014) and semi-structured interview were the most suitable for 

this research. 

Participant Observation 

As an insider researcher, the author of this work planned carefully all participant observations 

to avoid missing the point or get lost in his daily practice. To help the process of observation, 

the researcher decided what to observe, why and when to do so (Feldman et al., 2018, p. 123), 

before a specific meeting or students' and teachers' activity. For instance, during the meeting 

with senior management team, the researcher decided to observe what leadership skills have 

been applied by the general director who is always the chair of these senior management team 

meetings, to identify how supportive he is to team building among sessional academic staff. 

These observations were planned due to the fact that team building efforts among sessional 

academic staff will bear the intended fruits only if the senior leadership undertakes an active 

role to make it work and make it sustainable (Harvey, 2013, p.3), by providing feedback with 

courage and consideration (Covey, 1990, p.61) including appreciating the work carried out by 

course coordinators, heads of department, deputy directors and teachers. Each observation 

was planned well ahead of any meeting focusing on what the researcher is seeking to observe 

based upon the research questions. This approach to observation was adopted and improved 

in every participants of observations carried out by the researcher. More details on the number 

of participant observations carried out with different groups and other data collection methods 

applied will be summarised in table 3. 

Organisation of the participant observation process 

During the observation process, the researcher prepared a specific notebook to take notes 

observed in different groups. Meaning that, for senior management team meetings, participant 

observations, were recorded in a specific notebook. For direct observations with students, 

there was another specific notebook. For the teachers meetings, participant observations were 

recorded in specific notebook as well. With course coordinators, participant observations were 

recorded in a specific notebook. With heads of departments participant observations were 

recorded in a specific notebook. Deputy directors meetings, were recorded in one specific 

notebook meaning that each group observation was recorded in a separate notebook. This 
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helped the researcher to document separately all the observations carried out during the 

investigation. 

Meetings in this institution ( ISPSN) tend to last over 2 ( two) hours. Participant observations 

notes were taken during the meetings in most cases given that it allowed the researcher to 

record exactly what was said without any influence. Right after the observation, the researcher 

would go through the notes to discriminate between full and fair account of what was observed 

including quotations verbatim ( Tjora, 2006, p. 430) and  what he found out of the observation 

in terms of its meaning in the context of the investigation based upon the research question. 

Challenges Faced During the Observations 

Most meetings lasted over 2(two) hours which made it hard to focus. The best option available 

for the researcher, was to take notes as the meetings went on to avoid forgetting or missing 

any detail of the observation. On the other hand, there were times, the researcher, had to 

withstand the temptation of stepping into the discussion to offer his views on the topics at 

discussion. The temptation to get involved in the discussions reduced as the researcher 

reflected on his journal (on computer) about why he would want to comment and stop 

observing and how to avoid it next time. The urge to get involved in meetings where the 

researcher was meant to be a participant observant reduced substantially from one 

observation to another.          

Archive Inspection 

For the purpose of this research, archival data entails: annual plan, quarterly plan, quarterly 

reports, annual reports, strategic plan, curricula and minutes of previous years. All the archival 

data available were fully inspected aiming to understand what has been planned, executed to 

support team building among sessional academic staff. In addition, this process, also was 

helpful to identify what kind of support was provided before this research.   

Focus Group (Dilshad & Latif, 2013) 

Focus group also called group interview ( Feldman et al., 2018, p.149) were carried out to 

collect data from students, teachers, course coordinators, heads of departments and deputy 

directors.  Focus group, were more appropriate given that people did not seem to have felt the 

social pressure to talk. However, it is noteworthy  that fact that few teachers raised privacy 

concerns at the beginning of focus group even after the assurance that anonymity and 

confidentiality are part of the ethics of this research. Interestingly, most sessional teachers 

opened up as the sessions went on, given that they seemed to have been encouraged by each 

other's interventions. 
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Challenges whilst carrying out focus group with students 

It is also noteworthy the fact that although the focus group sessions with students were very 

productive, they were very hard to manage, given that some students in all sessions would 

speak to each other while another one is sharing a concern. There were a lot noise when a 

particular student failed to speak fluently the official language spoken in Angola which is 

Portuguese. In other cases, students were too noisy because a particular student was taking too 

long to make her or his point.  During the reflection exercise, the researcher realised that it 

should be stressed throughout the meetings with students, that every participant in the session 

is entitled to his/her opinion and we all should respect and give others the opportunity to 

share their view.  

This situation happened all the time and it was a challenge to control it. From one focus group 

to another, the situation improved slightly but it still was a challenge up to the very end of the 

research. Hence, focus group with college students in higher private education sector in this 

context, seems to be a huge challenge and it calls for patience and focus to get back to the key 

topics of the discussion as in some cases, students took the opportunity to complain about the 

deadlines to pay fees and other payments involved in the process of retaking an exam.    

Semi-structured Interviews  

Semi-structured interviews were carried out with specific students, teachers, course 

coordinators, heads of departments and deputy directors, as a result of the group focus 

discussions in which there was a need to follow up certain issues raised during the sessions. In 

every group session, it was agreed that the researcher would get in touch with research 

participants if  it was needed to further understand a particular issue discussed during the 

focus group. 

Narrative data (Clandinin et al., 2010) 

In the course of the research, individual narratives about the impact of the work carried out by 

sessional academic staff, course coordinators, heads of departments and deputy directors, have 

been used as data. Each individual who shared a particular experience about his or her 

experience within the research setting, was informed that such particular narrative will be 

analysed to feed the research ongoing aiming to identify the best way to improve the current 

practice.   

Ethical issues during the data collection process 

During the data collection process, it was assured to the participants the reason why the 

research was being carried out. The purpose and main objectives of the research were 

presented and a space for questions and answers was assured to clarify any issue before each 

session.  In addition, confidentiality and anonymity were also assured including voluntary 

participation which also meant that any participant could leave any time without any risk of 

retaliation. They were research participants who informed that they would leave the meeting 
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once they had shared their view on the discussion due to the fact that they had other 

professional commitments outside ISPSN and did so, but other ended up spending the whole 

time in the meeting as the meeting got interesting.  

Table 3 - Summary of methods used during data Collection 

Method Number sessions Focus of themes sought 

 

Senior management meetings 

participant Observations. 

 

4 per year x 4 years = 16 meetings 

Leadership skills demonstrated by 

the general director of ISPSN to 

assist course coordinators and 

heads of departments to build  

teams among sessional academic 

staff. 

Identify improvements of actions 

taken in the course of the Action 

research cycle. 

 

Participant Observations among 

sessional teachers. 

 

6 per year x 4 year= 24 

observations 

Sessional teachers interactions 

aiming to identify team spirit traits 

including collaboration during the 

discussions of the teaching 

semesters schedules, experience 

exchange, common goals, 

supportive attitude whilst 

discussing how to address the issue 

of teachers absenteeism affecting 

the whole course. 

Identify improvements of actions 

taken in the course of the Action 

research cycle. 

 

Direct observations of students 

interactions and complains about 

sessional teachers and course 

coordinators support. 

  

30 per teaching semester x 8 

semesters= 240 observations. 

 

Identify the main complains of 

students about sessional teachers 

and course coordinators 

performance. 

Identify improvements of actions 

taken in the course of the Action 

research cycle. 

 

Archival inspection. 

1 strategic plan. 

2 semesters reports per year x 4= 8 

reports. 

6 Minutes of previous years 

meetings . 

Identify the vision, mission, values, 

objectives, goals, expected 

outcomes and key activities 

focusing on specific planned tasks 

to enact team building among 

sessional staff and sustain it. 

Identify key issues affecting team 

building among sessional academic 
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staff. 

Identify key actions taken to 

implement team building among 

sessional academic staff. 

Identify improvements of actions 

taken in the course of the Action 

research cycle. 

 

Focus group with sessional 

teachers. 

  

1 per week. 12 per teaching 

semester x 8 semesters ( 4 

years) = 96 meetings.  

Identify the main problems 

affecting their daily teaching 

practice. 

Identify the tasks implemented by 

coordinators to enact team 

building, including checking if there 

are common goals, regular 

meetings, support to solve the 

problems and progress review. 

Identify ongoing team building 

dynamics, including opportunities 

to share experience among teachers 

who hold more experience than 

others. 

Identify improvements of actions 

taken in the course of the Action 

research cycle.  

Focus group with students. 4 per teaching semester x 8 

semesters ( 4 years) = 32 meetings 

Identify the main problems 

affecting their learning. 

Check what kind of support they 

receive from sessional teachers and 

coordinators. 

Discover specific issues between 

students and sessional teachers and 

how it is affecting their learning. 

Identify improvements of actions 

taken in the course of  Action 

research cycle.   

Focus group with course 

coordinators 

1 per week. 12 per teaching 

semester x 8 semesters ( 4 years)= 

88 focus group. 

Get to know how much they 

understand about their role. 

Learn how much knowledge they 

have on what it takes to be a good 

coordinator. 

Identify their current management 
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and leadership skills. 

Identify the tasks implemented to 

build teams among sessional 

teachers. 

Identify key issues affecting their 

practice. 

Identify what kind of support they 

receive from the senior leadership 

including the heads of department. 

Identify what kind of support they 

provide to sessional teachers. 

Identify what kind of training they 

have received to enhance their 

ability to manage and lead sessional 

teachers. 

Identify improvements of actions 

taken in the course of Action 

research cycle. 

 

Semi- structured interviews with 

students. 

 
20 per teaching semester x 8 (4 

years) semesters= 160  interviews. 

Get a deeper understanding about 

issues shared during the focus 

group such as: poor relationship 

with a particular sessional teacher, 

coordinator; poor teaching 

materials developed by a specific 

sessional teacher; learn more about 

a sessional teacher who is accused 

of bullying students. 

Learn more about a particular 

sessional teacher with poor 

teaching skills to get specific details 

as to what students mean by poor 

teaching skills. 

Grant the student the opportunity 

to share a specific problem about a 

specific teacher or coordinator. 

Get to know how much they 

understand their role. 

Learn how much knowledge they 

have on what it takes to be a good 

student. 

Identify their current studying 
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skills. 

Identify improvements of actions 

taken in the course of Action 

research cycle. 

 

Semi- structured interviews with 

teachers. 

 

15 per teaching semester x 8 (4 

years) semesters = 120 interviews. 

Get more details on the lack of 

support from coordinators. 

Learn more about the issues a 

teacher is facing to manage a 

specific classroom including issues 

about naughty male students who 

tend to misbehave during the 

lessons. 

Ask for more insights on how to go 

about solving the issue of teachers 

absenteeism. 

Ask for more insights on how to 

help coordinators develop an 

effective team building 

environment in which teachers' 

views are taken into account to 

improve the predominant practice.    

Interviews with course 

coordinators. 

4 per teaching semester x 8(4years) 

semesters = 32 interviews. 

Understand specific relationship 

issues with heads of departments 

who tend to play politics which 

undermines team building efforts. 

Get to know specific issues faced by 

coordinators when it comes to 

managing sessional teachers 

including the problem of managing 

sessional teachers who tend  to be 

absent for a long time, but they are 

protected by the general director.  

Students' individual narratives. 20 per teaching semester x 8(4 

years)= 160 narratives. 

Learn about specific issues such as 

sessional teachers' grading criteria 

are not transparent at all;  sessional 

teachers who do not seem to 

understand their role; sessional 

teachers who bully and affect 

negatively the learning process of 

particular students. 

In other few cases, individual 

narratives revealed that there are 

female students being sexually 
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harassed by specific teachers 

whose names were mentioned 

and kept confidential. 

Teachers' individual narratives 12 per teaching semester x 8 = 96 

individual narratives. 

Understand the challenges faced by 

specific sessional teachers that are 

affecting their ability to feel as part 

of the team. This included: teachers 

complaining about the lack of 

support from course coordinators; 

sessional teachers complaining 

about salary delays, sessional 

teachers complaining about the lack 

of transparency in terms of subjects 

distribution which affects their 

monthly income which is 

frustrating. In other words, the 

more subjects a teacher has, the 

more money he/she will earn. In 

some cases, teachers who play 

politics tend to find ways to take 

other teachers' subjects to have 

more money.  

Course coordinators' individual 

narratives. 

3 per teaching semester x 12  = 36 

individual narratives. 

Get to know the frustrations faced 

by course coordinators who want to 

do their very best to built a team 

with sessional staff but fail to do so 

because of lack of support from the 

general director and one deputy 

director who was in charge of the 

pedagogical issues at the time of the 

research. For instance, a particular 

course coordinator shared a 

narrative according to which, 

students complained about a 

specific teacher's grading criteria. 

The deputy director who was in 

charge of pedagogical issues, 

intervened by recommending to 

fire that particular teacher who had 

been working for the institution for 

over 4 (four) years. The coordinator 

had to involve another deputy 

director who was in charge of 

scientific issues to audit the case 

and ensure the investigation of the 

case, was fair and avoid an 

unsatisfactory closure. Fortunately 

this case, was solved successfully. 
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Data Generated Throughout the Action Research Cycle as Depicted in Figure 3. 

The action research cycle was implemented through a series of four main cycles: 

1-Identifying the issues. 

2-Planning actions. 

3-Taking action. 

4-Evaluating action. 

Action Research 1- Educational Psychology Programme- Course 

Coordinator to build a team among sessional Educational Psychology 

teachers 

Action Research phase 1- Constructing 

During the action research phase 1, the focus of the research was to identify  the main issues 

that are preventing ISPSN to built an effective team among sessional teachers and make it 

sustainable. This cycle started in 2015 right at the beginning of the research and it went on to 

the very end of the research in 2019, due to the organic nature of the action research (Feldman 

et al., 2018, p.185) which requires to go through the stages from time to time, as the 

investigation goes on, until it reaches the end. As it is summarised in table 3 presented above, 

the data collection methods used were the following: direct observations, participant 

observations, semi-structured interviews, focus groups, individual narratives related to the 

research questions and archival inspection to identify the key issues. The number of sessions 

are presented in table 3 including the focus of each data collection sessions. 

Identifying Issues      

The first research cycle was based on one course (Educational Psychology) programme for a 

period of four years (2015-2019) given that at that time, the researcher was offered the  

position of course coordinator to manage this course (Education Psychology) and address the 

issues that were undermining its effectiveness. The main concern of the senior management 

However, in other cases, 

coordinators were very unhappy 

because of the lack support when 

they wanted to hold a specific 

sessional teacher accountable for 

not teaching well, but the general 

director decided to keep the 

sessional teacher claiming that he is 

the one who decides who stays and 

who leaves.      
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was the fact that the team of 20 (twenty) sessional teachers among them 2(two) were females 

working for the Educational Psychology Programme, were under performing. There were 

complains coming from students and sessional teachers and the general director about the lack 

of effectiveness of the Educational Psychology course (programme) team.  

Data collection was carried out on team building among sessional staff and how to make it 

sustainable through focus group (Kemmis et al., 2013 ). The data collection process included 

setting weekly meetings to identify the issues affecting team building efforts among sessional 

workers in the Educational Psychology programme. Once per week during the whole school 

year, we had separated focus group discussions with Educational Psychology sessional 

teachers and undergraduate Educational Psychology students to apply the mini-cycles of action 

research aiming to positively influence our ongoing practice ( Feldman et al., 2018, p. 226).  In 

summary, below are the main issues identified during the focus group: 

Issues Affecting Sessional Teachers 

1. Sessional teachers complained about the lack of support from their  former coordinator,  

when it comes to setting a schedule that does not engender conflict of interests. 

2.  Job insecurity, as none knows when  the contract will end. 

3. Salaries delays. 

4. No support to design the syllabus of their disciplines. 

5. No regular meetings to share concerns and issues affecting students' performance. 

6. No trust in the way course coordinators select sessional teachers. 

7. No knowledge of common goals as a member of specific course programme. 

8. Overlapping disciplines that could be made one to give space to include other disciplines 

that are crucial for the Educational Psychology training. 

9. The course is Educational Psychology. However, there are key disciplines lacking such 

as: Teaching practices; Didactics on how to Teach Psychology; Introduction to 

Psychopathology and Internship. This does not help to build a set of skills required to 

train an Educational Psychologist. 

10.   No information about why the salaries are delayed. 

11.  No formal or informal feedback about teachers' performance. 

12.  No opportunity to share experiences and gain new insights on how to go about 

designing syllabus. 

13.  Many students' educational background does not help them to develop the required 

skills to become an Educational Psychologist. This includes students who do not basic 
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literacy issues. This means that most students do not have reading skills and in many 

cases, they also lack  basic writing skills. This affects substantially the teaching and 

learning process. 

14.  Many students do not do their homework. They only start reading teaching materials 

when they are informed about the exams. 

15.  Many students commit fraud during the exams. There are many students who lack 

academic integrity.         

 

Issues Affecting Students 

1. Sessional teachers absenteeism. 

2. Sessional teachers call students fool. 

3. There are sessional teachers who expects students to receive, memorise then repeat the 

information exactly as it is written in the textbook or booklet. It is very hard to cope 

with this methodology. 

4. It seems that sessional teachers do not plan their lesson. Teaching and learning goals 

are not clear. Students find it hard to follow the pace of the classes because they do not 

have any idea of the teaching and learning objectives specially in those disciplines that 

seems to be unrelated to their course. 

5. Some sessional teachers' do not have teaching skills. They read the teaching materials in 

classroom and do not provide students with practical examples of where and how the 

theoretical knowledge should be applied in the context of  students. 

6. There are sessional teachers who do not seem to know what they are trying to teach. 

Some sessional teachers are not able to clarify what is written in the textbooks. They 

read the teaching materials and expect students to interpret the teaching materials 

without any support. 

7. There are some sessional teachers who do not engage students in their teaching 

sessions. They look very unfriendly which prevents students from engaging in the 

classroom discussion. Most sessional teachers do most of the talking in classroom. 

8. Some sessional new teachers in the teaching field, do not take questions during the 

classes. They talk from the beginning until the end of the session which does not help to 

confront students' understanding with the lesson objectives. 

9. There are sessional teachers who do not have conflict resolution skills. When a student 

asks questions, some sessional teachers tend to get angry and insult students. 
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10. Most sessional teachers, tend to use only lecture as the predominant teaching method. 

Students complain that their professional knowledge and prior knowledge is completely 

ignored by sessional teachers. The textbook is taken for granted even when the 

knowledge does not match with the context.  

11. Students complained that they do not have any support from sessional teachers. 

12.  Sessional teachers grading processes are not transparent. It seems that most sessional 

teachers do not have grading skills. They expect students to reproduce what is written 

in the book without thinking critically. 

13. Students do not trust sessional teachers' judgement during the grading process. 

14.  Some sessional teachers take too long to grade the exams. 

15. Some sessional teachers do not give student the opportunity to discuss the grading 

criteria.  

16. Most sessional teachers do not provide students with detailed feedback about their 

exams results or any other assignment.         

17.  Some sessional teachers do not show respect. They tend to fight (argue) in classroom 

simply because a student asked a question about the session. 

Action Research phase 2- Planning Action 

Based on the constructing phase, in 2015 the researcher decided to pilot the implementation of 

action research to improve the Educational Psychology course that was under his management. 

It is important to highlight that the researcher was hired initially as a sessional teacher in 2012. 

In 2015 was offered the position of Educational programme coordinator to build a team of 

sessional teachers and improve the quality teaching including addressing the issues faced by 

sessional teachers and students. 

After the constructing phase, the investigator, went to the literature to seeking for insights on 

how to go about addressing the above identified issues. Based upon the research questions, the 

search on the literature aimed at seeking how to build a team among sessional teachers. Based 

on the work of Byers & Tani ( 2014) the researcher gained insights to shed light in his practice.  

The most important insights offered by these authors are: to engage sessional teachers entails 

holding regular weekly meetings; providing support to sessional worker, goes beyond holding 

a one-off event at the beginning a teaching semester; course coordinators are to act as coaches 

by setting clear goals for sessional teachers, monitor the progress of the sessional teachers and 

quickly identify issues affecting their practice to address them promptly (Macleod & Clarke, 

2011). In addition, the investigator also went to the literature to learn more about job 

descriptions for sessional teachers and coordinators ( Roberts et al., 2012). Then, the work of 

Harvey ( 2013) shared an evidence based approach that set standards to lead and set 
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standards for sessional teaching, in which she highlighted what can be regarded as good 

practice and minimum standards to sustain the work with sessional teachers. These works 

inspired the planning phase before moving to the action stage.       

To ensure the investigator refreshes his memory of the key identified issues, a quick summary 

of the issues identified in the constructing phase is as below follows: 

  

1.  No regular coordination meetings. 

2. No coordinator job description. 

3. No coordinator work plan. 

4. No sessional teacher lesson plan. 

5.  No sessional teachers support. 

6.  No sessional teachers supervision. 

7. No sessional teachers job description. 

8.  No student support. 

9.  Students drop out. 

10.  Lack of students internship opportunity. 

11.  No space to develop teaching skills. 

12.  No opportunity and space for students' internship. 

13.  No teaching skills practice opportunity. 

14.  No common team goals. 

15.  No key performance indicators and no progress reviews. 

16.  No regular feedback for sessional teachers. 

17.  Sessional teachers with poor teaching skills. 

18. No sessional teachers' meaningful participation. 

19. No follow up of syllabus designing process. 

 

Based upon the above summarised issues, the coordinator planned to take the following 

actions: 
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1. Hold a meeting with sessional teachers to validate the main issues identified in 

the focus group sessions. 

2. Hold a meeting with students to validate the main issues identified.   

3. Plan weekly coordination meetings. 

4. Provide sessional teachers with support to design their syllabus and teaching 

materials. 

5. Supervise sessional teachers' day-to-day work including visiting all Educational 

Psychology classrooms and make sure there is a teacher inside the classroom. 

6. Encourage sessional teachers to provide students with support including 

feedback. 

7. Set common team goals, track the progress and hold non-compliant teachers 

accountable. 

8. Set key performance indicators and monitor progress reviews. 

9. Hold regular feedback meetings. 

10. Set a mentorship programme to enhance sessional  teachers teaching skills. 

11. Engage sessional teachers to ensure meaningful participation. 

12. Consider firing those sessional teachers who are not performing. 

 

Action Research phase 3- Taking Action 

Base on the actions planned, we moved on to take actions by implementing the planned actions 

1. A meeting with sessional teachers to validate the main issues identified in the 

focus group sessions was held. 

2. A meeting with Educational Psychology students to validate the issues identified, 

was held.   

3. We started holding weekly coordination meetings to identify sessional teachers 

and students' concerns and issues affecting their practice. 

4. At the inception of the teaching semester, every sessional teachers were provided 

support to design their syllabus and teaching materials. This included asking 

each sessional teacher, to come up with a draft to our meeting. Then the draft 

was commented among sessional teachers who belong to the educational 

psychology programme. Then each sessional teacher, would finalise the syllabus 
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and the teaching materials and share it with the coordinator to make the final 

review. 

5.  A supervision programme of sessional teachers' day-to-day work including 

visiting all Educational Psychology classrooms and make sure there is a teacher 

inside the classroom everyday in the morning, afternoon and evening was 

implemented by the course coordinator. This included sharing the course 

coordinator's phone number with class monitors to reach out to the coordinator 

when teachers are not showing up. In addition, the course coordinator set a 

communication system with sessional teachers by holding a list of phone 

numbers of the team to reach out to them whenever needed. 

6. During the weekly meetings, sessional teachers were encouraged to provide 

students with support including feedbacks on the assignment and exams. 

7. Team goals were set including: every sessional teacher working in the 

coordination of educational psychology, should strive to be on time every day; 

plan the lessons to avoid improvising during classes; submit the exam papers 

within the deadlines; submit the exam results within the deadline; cover each 

others' back by filling someone's gap when a sessional teacher is not able to 

show up. This included informing the course coordinator in advance that a 

certain teacher is not available. Then, the coordinator would call another 

teacher to fill the gap. In addition, if a sessional teacher is late, and does not 

inform, the coordinator would call him/her immediately to find out what is 

going on and if she or he will turn up that particular day.  

8. During the weekly meetings, the team measured its progress against the set goals 

and key performance indicators to monitor the progress. 

9. The coordinator would check with students to measure the progress related to 

addressing identified issues. This information is used to provide teachers with 

feedback. Problematic issues, were discussed separately with specific teachers 

and good team performance messages were publically passed on by the 

coordinator to the team. And in many cases, by the general director who 

commended the team all the time he spoke publically about the performance of 

the sessional teachers throughout the institution highlighting that the 

educational psychology team became the most organised team within ISPSN.   

10.  An informal mentorship programme to enhance sessional  teachers teaching 

skills was set up. It is informal because only few more experienced sessional 

teachers had the time and willingness to assist other sessional teachers for free. 

Currently, the institution does not allocate funds for formal training, this 

includes no funds allocation to pay senior mentors to coach early academic 

sessional workers. 
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11. Sessional teachers, were engaged in every meetings specially in those meetings 

in which the teaching semester schedule, is discussed to accommodate 

everyone's expectations, which was highly appreciated. When the schedule of a 

specific sessional teacher needed to be adjusted and there was no other option, 

the coordinator would offer himself to change his own schedule and 

accommodate the teacher's expectations.  

12. The course coordinator, negotiated an internship agreement with the 

Psychiatric hospital which was approved by the general director. 

13. The course coordinator negotiated a subject inclusion to ensure students have 

opportunity to practice teaching skills.    

14. Only one sessional teacher was fired due his poor performance. 

Action Research phase 4- Evaluating Action 

1. A new discipline was included in the curriculum to address the gap of lack of 

teaching skills practice. 

2. An internship agreement was signed between ISPSN and the Psychiatric Hospital 

of Huambo to allow students practice and gain knowledge on psychopathology 

and develop basic diagnosing skills of mental health issues. 

3. Out of 10 (ten) sessional teachers who would need mentorship, only two senior 

sessional teachers volunteered to mentor one sessional teacher formally develop 

his teaching skills. The main constraint is the lack of funds to pay senior teachers 

who can coach early academics.   

4. Educational psychologist sessional teachers, are part of planning process of the 

school year including participating in the discussions about each teaching 

semester schedule to accommodate their needs. 

5. Students reported improvement in the rate of sessional teachers' absenteeism. 

6. Students reported improvement in the relationship between them and sessional 

teachers. 

7. The grading process is still a challenge given that the institution does not have its 

grading criteria policy. The coordinator found out it hard to set a grading criteria 

given that the institution assures intellectual freedom and it is at each sessional 

teacher discretion to decide the grading criteria. 

8. During the weekly meetings, progress was measured against the objectives and 

corrections were made including the need to communicate on a regular basis via 

mobile phones. 
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9. The validating meetings were highly appreciated by both students and sessional 

teachers. They have commended the coordinator's leadership approach for 

taking the time to listen to them and address their issues. 

10.  Regular meetings were regarded to be a good practice to identify fresh issues, 

deal with them and run the business smoothly. 

11. Team goals were set. 

12. Key performance indicators, were set and sessional teachers have been 

complying with them. 

13.  The educational psychology course was regarded to be one of the best teams 

given that teachers absenteeism level has gone to 0 because of team work. 

14. The collective syllabus designing process, enhanced the quality of the 

programmes of each discipline. 

15.  As the outcome of this team performance, the Educational Psychology 

coordinator, was offered a new position to manage the head of department of 

Social Sciences and Humanities and this position was held concurrently with the 

coordinator's position.  

16. The coordinator was promoted to manage four different course coordinators. 

17. The negotiation process to add didactics and psychopathology in the curriculum 

was fruitful. However, given that educational psychology programme had only 

started back in 2013, under the Higher Education law of Angola, adding these 

particular disciplines, is only acceptable after the first cohort of undergraduates 

finishes. Hence, only from 2018, it was authorised by the general director that 

these two subjects can be added.   
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3.9.2 Reflections-Concluding Remarks 

The first action research cycle was carried out in one undergraduate course (programme). At 

the very beginning of the investigation. It is important to underline that it was not clear for the 

researcher how to go about building a team among sessional teachers who most of the time did 

not have teamwork experience and tended to focus more on their daily sessions. However, the 

researcher gained insights on how to about doing the action research in his own job by seeking 

inspiration and wisdom from the literature to get to know how other researchers have dealt 

with similar issues like this one. 

Whilst the researcher was doing literature review and reflected on the feedback provided to 

this work, new insights on how to define the problem under investigation became clearer. It 

was interesting to learn that the issue of sessional teachers has been widely investigated in 

Australia, UK, USA and New Zeeland ( Byers & Tani, 2014; Harvey, 2013; Bryson, 2013; 

Sutherland & Gilbert, 2013). The insights gained from the literature, gave confidence to the 

researcher' practice both as a novice scholar and as a practitioner. Meaning that learning from 

the theories available in the literature, helped to better understand the problem under 

investigation and enhanced how the research handled his practice. In other words, it was clear 

that team building among sessional teachers, required a full change in the way they were being 

managed and led.  

For instance, the work of Byers & Tani (2014) made it clear that to engage sessional teachers, 

course coordinators, need to set up a weekly meeting approach to identify the problems 

affecting their practice on a timely manner. In addition, this study also highlighted the need for 

a course coordinator to act as a coach to support sessional teachers and promote their 

development. This study inspired the day-to-day practice of the researcher as he strived to 

build a team among sessional teachers. 

On the other hand, the process of trying to build a team among sessional teachers, helped the 

researcher to enhance his leadership skills such as: being patient to wait for the results; being 

gentle when dealing with the shortcomings of team members; withholding judgement when 

something seemed to be wrong but there was no enough evidence; giving the benefit of doubt 

whilst going through complex issues; being kind, thoughtful with every team members, 

including ''trouble makers'' being open to revisit any decision based upon new evidence and 

align it with the context; being compassionate while correcting mistakes to ensure team 

members find it safe to risk as they go in their practice ( Covey, 1990, p.107-108); ''walk the 

talk ''( Harvey & Drolet, 2006, p.22) integrity makes a huge difference! being careful with 

words was also very powerful. For instance, if one sessional teacher agrees with a particular 

schedule for a specific semester, the coordinator had to make sure the decision was kept until 

the end of the teaching semester otherwise, it would be very easy to lose one's credibility. 

Hence, being consistent and living up to the highest ethical standards is critical to build a team 

among sessional teachers in this context. 
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The action research cycle helped the researcher to realise that one cannot build a team without 

building people ( Harvey & Drolet, 2006).  To engage in team building among sessional staff in 

this particular environment, requires helping sessional teachers to develop a set of key skills 

including: helping them to develop their time management skills (Drucker, 2006) to plan their 

business life so that they are able to communicate with the coordinator when they do not have 

time to teach in a particular day, the coordinator could fill the gap by calling another sessional 

teacher who is available. In addition, time management skills helped sessional teachers to 

grade the exams on time and publish the results on time. 

Although the action research cycle in this particular course has been successful, it is 

noteworthy, the fact that most of what was done, was driven by the fact that the coordinator's 

practice at study, is influenced by the knowledge on how to investigate his own practice and he 

holds previous experience on business management and held senior positions prior to this new 

experience in the higher education industry. Putting in other words, weekly meetings, calling 

sessional teachers when they were late for their teaching sessions, talking to over 100 students 

on daily basis to find out what was going on; being available and flexible to change the 

coordinator's daily routine on a regular basis, to assist sessional teachers and students all the 

time including cancelling personal commitments including close relative funerals, it was too 

much time consuming, but it made sense for this coordinator, as he was aware of the notion of 

a hands-on leadership ( Raelin, 2010). 

Another important insight that helped the researcher to breakthrough his practice during 

action research, was the realisation that leadership is an ongoing process that requires:  

modelling the way; inspire a common goal;  challenge the way things are done including 

challenging espoused theories if they are not aligned with the context; enact collaboration by 

encouraging sessional teachers to contact each other to change the schedule whenever needed, 

filling a gap or comment a syllabus designing process and provide feedback to sessional 

teachers in a timely manner including recognising small progresses (Kouze & Posner, 2016, 

p.26). 

The main lessons for the rest of the institution, is that course coordinators need support to 

develop management skills to get things done (Drucker, 2006) and leadership skills to be 

supportive and build a good sessional teachers' team. In addition, team building among 

sessional staff, is possible but it depends on how much training and support course 

coordinators are provided with. In this case, the coordinator received the required support to 

form a team and took the necessary measures including challenging the curriculum. Another 

important lesson, is that the course coordinator should hold a track record experience in the 

field where his is working. In this particular case, the coordinator holds an educational and 

professional background consistent with the course under his management and was studying 

business management. 

On another note, the outcome of the first action research, led to the promotion of the 

coordinator who was offered the position of head of Social Sciences and Humanities which 

entails: Law, History, Political Science,  Sociology and Educational Psychology. This led to 
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another action research to build a team of course coordinators within the department of social 

sciences and humanities.  

 

Action Research 2- Department of Social Sciences and Humanities - Head of 

Department to build a team among sessional teachers who are course 

coordinators 

The researcher was offered the position of head of department in charge of social sciences and 

humanities beginning of 2016. His role was to build a team of course coordinators who are 

sessional teachers with management role. The general director used the successful case of the 

educational psychology team of sessional teachers built and challenged the new head of the 

department to build a team of course coordinators to address the issues affecting the following 

courses: Historia, Law, Political Science and Sociology including keeping managing the 

educational psychology course.  As the current research was still being undertaken, the 

researcher took the opportunity to apply another action research cycle to find out what it takes 

to build a team of sessional teachers who have management roles. Each course coordinator, is 

responsible for the management of over 20 (twenty) sessional teachers .  

Action Research phase 1- Constructing 

In 2016, the researcher started the new action research as the head of Social Sciences and 

Humanities by applying the constructing phase of the action research which entailed focus 

groups ( Harvey, 2013) aiming to learn what was going on and identify the main issues 

affecting the practice of course coordinators. The focus group discussions, were driven by the 

research questions and main questions derived from the research questions. Below are the 

main identified issues:    

Issues Affecting Course Coordinators 

1. Course coordinators did not understand their roles. Most of the time course 

coordinators are not aware of what is going on, in their courses. They do not know what 

are the concerns of students and issues affecting sessional teachers' day-to-day work. 

2. Course coordinators had no idea what it took to be a good course coordinator. They did 

not supervise the work of sessional teachers. Sessional teachers could disappear for two 

weeks without notice and courses coordinators simply did not know what was going on. 

There is no induction process to assist new comers.  There were no specific meetings to 

identify specific issues affecting the teaching and learning process. No regular meetings 

were held, to share experience among sessional teachers. 

3. There were no team building activities. Course coordinators, did not set common goals, 

key performance indicators, did not have a system in place to hold sessional teachers 

accountable when they failed to comply with key tasks including not grading exams on 
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time, to publish the results on time. In addition, most course coordinators did not have 

previous team building and management experience. There was no regular feedback 

system to encourage sessional staff to enhance their teaching skills. On the other hand, 

there was no  formal or informal training in place including the lack of mentorship 

programme. 

4. Course coordinators did not have enough support from the senior leadership especially 

when it came to feedback on their performance, no training to enhance their 

management and leadership skills, support to address critical issues including dealing 

with sessional teachers who did not comply with their unwritten job descriptions. 

5.  Students were dropping out. 

6.  Students were not attaining the expected education quality. 

7.  No opportunity for students' internship.  

8.  No job descriptions for course coordinators. 

9.  No job descriptions for sessional teachers. 

10.  No support for sessional teachers. This included the lack of support to prepare the 

teaching materials and the syllabus ( teaching programme-curriculum for a specific 

subject). 

11. No involvement of sessional teachers during the setting up process of a teaching 

semester schedule which increased the rate of sessional teachers absenteeism given 

that they had conflict of interest with other professional commitment outside ISPSN. For 

instance, there were sessional teachers who could only work on Monday morning and if 

these teachers were scheduled to teach on a different day, then they will be absent at 

least for two weeks until they managed to get a new schedule that accommodates their 

needs.   

12. Sessional teachers absenteeism was very high. 

13. Students complained about the grading criteria of most of the sessional teachers 

working for the Law course. 

14. The recruitment process of sessional teachers was done without the participation of 

course coordinators. 

15. Sessional staff salary delays. 
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Action Research phase 2- Planning Action 

1.  A meeting with course coordinators to validate the main identified issues was planned. 

2. A meeting with students to validate the main identified issues was planned.  

3. A joint work plan for course coordinators was designed to help them identify students 

daily issues and sessional teachers' day-to-day work. 

4. Weekly meetings were planned with course coordinators. 

5. A list of different government institutions was drafted to allow students, practice their 

learning. 

6. A job description for a course coordinator was drafted.  

7. A job description for sessional teachers was drafted. 

8.  A to-do list of key tasks to support sessional teachers was drafted, this includes: 

support to prepare the teaching materials and the syllabus ( teaching programme-

curriculum for a specific subject). In addition, involvement of sessional teachers during 

the setting up process of a teaching semester schedule was planned aiming to increase 

the rate of sessional teachers absenteeism.  

9.  A proposal indicating that course coordinators should be part of the recruitment 

process of sessional teachers was drafted. 

10.  A negotiation with the senior leadership to set a specific date to pay the salary of 

sessional teachers was planned. 

11. A mentorship plan to support course coordinators was drafted. 

Action Research phase 3- Taking Action 

1. A meeting with course coordinators to validate the main identified issues was held. 

2. A meeting with students to validate the main identified issues was held.  

3. A joint work plan for course coordinators was approved by coordinators and was 

implemented which helped them to identify students daily issues and sessional 

teachers' day-to-day work. 

4. 36 weekly meetings with course coordinators took place to monitor the progress of 

their mini-action research cycles including their learning set meetings with sessional 

teachers of each programme. It is important to note that, coordinators were encouraged 

to hold action learning meetings (Raelin & Coghlan, 2006)  discussions to identify issues 

affecting their practice and address them promptly. 
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5. Course coordinators identified specific government institutions where students could 

practice their learning. For instance, some Law students go to court to follow the judicial 

process and other Law students are doing internship with Lawyers practitioners; 

History students are allowed to study the local government museum; Sociology students 

were granted the opportunity to practice community assessments and work for local 

administrations; Political Science students, also have gone through internship in local 

administrations to learn in practical terms what it takes to draft a public policy. 

6. A job description for a course coordinator was approved by the course coordinators and 

its implementation is ongoing.  

7. A job description for sessional teachers was approved and it is the basis to assess the 

performance of sessional teachers. 

8. It is now mandatory to involve sessional teachers during the setting up process of a 

teaching semester schedule, aiming to increase the rate of sessional teachers 

absenteeism.  

9.  A proposal indicating that course coordinators should be part of the recruitment 

process of sessional teachers was approved. 

10.  Senior leadership, set a specific week (second week of the following month) to pay the 

salary of sessional teachers. 

11.  After an assessment of strengths and weakness of coordinators team, a mentorship plan 

to support each course coordinator was implemented by the heads of departments. This 

included, helping each coordinator to be aware of what is going on in their courses, this 

was done asking course coordinators on a random basis, during the week, what is going 

on in their course and if they needed any help. 

Action Research phase 4- Evaluating Action 

1. It is now mandatory to involve sessional teachers during the setting up process of a 

teaching semester schedule. 

2. The rate of sessional teachers absenteeism has decreased in Sociology, History, Political 

Science. However, in the Law course, absenteeism is still an issue given that most Law 

sessional teachers have more than two (2) jobs, as most of them are Lawyers 

practitioners who are busy all the time. 

3. Some Law sessional teachers were fired due to their poor performance.   

4. It is now mandatory that course coordinators are responsible for hiring sessional 

teachers. This is done every teaching semester. 

5. Course coordinators now have a work plan against which their performance is assessed. 



  

   85 

 

6. The Law course coordinator, is still struggling to manage his team effectively. Law 

sessional teachers are still on the list of those who do not show up on a regular basis 

irrespective of the fact that they have participated in the designing process of the 

teaching semester schedule. In addition, Law sessional teachers, are still on the list of 

those sessional teachers who do not comply with the deadlines to grade and submit the 

exam results to be published on time. Law sessional teachers grading criteria, is the 

most questioned within the school. Most of Law sessional teachers, are practicing Law 

as Lawyers and this keeps them busy as they have to be in the court to attend court 

sessions.  

7. Coordinators complained that they do not have money to buy extra phone credits to call 

sessional teachers who are late of are absent for a long period. 

3.9.3 Reflections-Concluding Remarks 

Unlike the team building process undertaken with the educational psychology programme, the 

team building process with sessional teachers who hold management positions was much 

more complex. It was not easy to help coordinators to develop management and leadership 

skills. There was no time to discuss basic management and leadership skills given that 

everyone is busy trying to fulfil their daily goals which includes focusing on their teaching time 

as it is their source of income. Whilst the Educational Psychology coordinator invested his own 

funds to reach out to sessional teachers who were late or absent, other course coordinators 

demanded extra money to buy credit for their phones, to get hold of sessional teachers who 

were late or absent for a long period. Given that the head of department used to call his team 

members in his capacity as the course coordinator of the educational psychology course using 

his own resources, believing that it is his responsibility as a team leader to sacrifice himself for 

the good of the team, the head of department took this approach for granted and assumed that 

other coordinators would do same, as they manage sessional teachers under their 

responsibility. 

During the reflections on the processes of building a team of 4 (four) course coordinators who 

belong to one department, it was found out that it is not reasonable to expect a course 

coordinator who does not have management and leadership skills to sacrifice himself/herself 

for the good of his/her team. Hence, one of the challenges faced in this exercise of building a 

team with sessional teachers who hold managerial and leadership roles, is the lack of 

management and leadership skills of all course coordinators which in turn, did not help them 

to easily adjust their behaviour as team leaders shaping a new working style by modelling the 

example of what is expected from team leaders (Grille et al., 2015). 

The first action research was very successful due to the fact that the Educational Psychology 

Programme coordinator, has been able to set an enabling environment (Stacey, 2011) in which, 

changing the predominant practices in light of the context complexity and the daily issues 

identified and the conditions under which  practices used to be carried out, became the new 

thinking pattern given that weekly meetings informed the daily decisions to change and adapt 
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the practice to meet the needs of both students and sessional teachers. This makes it evident 

that action research, if conducted following its epistemological pattern (Greenwood & Levin, 

2007; Tekin & Kotaman, 2013) which entails being able to promote a dialogic (Raelin, 2010) 

and a democratic working environment  in which nothing is taken for granted, assumptions 

governing actions are questioned and alternative behaviours are developed (Savaya & Gardner, 

2012) aiming to face reality with a difference perspective that is aligned to the context, pays off 

and makes business management interesting. This calls for a learning mindset (Kouzes & 

Posner, 2016) and it takes time to get coordinators to develop this new worldview. However, 

the researcher, initially assumed that given that he was able to go an extra mile to get things 

done, other courses coordinators would easily do same.  

However, the daily practice of trying to get the course coordinators to become a team and 

manage effectively the sessional teachers under their leadership, proved that it is not 

reasonable to expect both coordinators and sessional teachers to attend regular meetings and 

reach out with sessional teachers as needed, without funds to support coordinators to buy 

credit for their cell phones and pay for their time when they meet to discuss issues affecting 

their practice. It is noteworthy to clarify that sessional teachers working for the Educational 

Psychology were ready to meet on a regular basis including over the weekends  as needed 

without demanding extra payment. During the reflection about this, the researcher realised 

that being there for the team all the time and support them on a regular basis by promoting 

interdependence through regular interactions among them, may have been the reason why 

Educational Psychology sessional teachers developed a sense of a mission ( McChrystal et al., 

2015, p.3). This helped sessional teachers under the Educational Psychology to adapt to each 

new programme demands easily.  

However, other coordinators struggled to get sessional teachers to meet on a regular basis, 

specially Law sessional teachers who know that in this context, according to the labour law, as 

casuals workers, they are not expected to  meet on a regular basis to discuss the issues 

affecting their practice without any payment. On the one hand, our close observation to this 

situation, suggests that the underlying cause of this resistance, is correlated to the fact that 

even the coordinators are not ready to go an extra mile. Hence, they do not encourage their 

staff. In other words, those coordinators who were willing to meet on a regular basis, inspired 

their teams to invest time for the meetings. On the other hand, all four coordinators, have one 

thing in common which is lack of management and leadership skills to help their teams of 

sessional teachers develop a sense of mission.  

When the employer learned that in some cases, sessional teachers demanded payment to show 

up on regular meetings, it was found very strange and it was even made it mandatory to 

require that sessional teachers should be present on a regular basis to participate in the 

meetings and those sessional teachers who do not participate on a regular basis, their contract 

will come to an end. This increased the level of participation despite the fact that sessional 

teachers complain that it is not fair. Whilst in this context it is strange that sessional teachers 

expect payment to participate in learning set meetings that are part of their professional 
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development, it is interesting that according to Harvey's(2013 ) work, paying sessional 

teachers to attend relevant professional development sessions focusing in learning and 

teaching is a good practice that enacts sustainability. In this sense, it seems to be much more 

sustainable to allocate funds to include the weekly meetings as working hours for professional 

development of sessional teachers focussing on learning and teaching skills development.  

On another note, the researcher assumed that course coordinators would easily develop the 

discipline required to manage their sessional teachers and support them whenever needed. As 

a business management novice scholar practitioner, this is another situation in which the 

researcher realised that his management and leadership approach adopted in the Educational 

Psychology programme which included: visiting all classrooms; being available all the time; 

keep a record of all the issues affecting students and sessional teachers and promptly find a 

joint solution to address them effectively; develop clear goals, monitor the progress and make 

the adjustments according to the new developments; provide regular feedback to sessional 

teachers and supervise their daily activities is not something that other course coordinators 

could do, without management and leadership experience and although they were exposed to 

management and leadership experience during the whole year of 2016 as they were involved 

in the process of team build among  them (coordinators), learning and implement it in one year 

with the same level of mastery of the Educational Psychology, is not realistic. Following the 

insights provided by Argyris ( 1995) about espoused theories and theories-in- use including 

the two levels of learning within the organisation single loop learning and double loop learning, 

the researcher followed two paths: (1) in the first path, the researcher changed his behaviour 

based upon the information shared by coordinators who have complained that they do not 

have experience to manage many things at the same time including: to visiting all classrooms to 

check if teachers are inside classroom, talk to students every day, manage weekly meetings, 

supervise the work of sessional teachers; set goals, monitor goals, provide feedback to all 

sessional teachers who belongs to the course under their management. The researcher realised 

that he was asking too much and was being unfair with others who have no management 

experience. 

On the other hand, the researcher realised that the underlying reason why he was expecting 

course coordinators to adopt his hands-on approach to work and develop management skills 

quickly, which again was not realistic given that they need more time to digest the new 

knowledge and experience, was the fact that he assumed that just because he shared his 

knowledge about action research and it was successfully applied to build one effective team 

among sessional teachers in one course, other coordinators would easily adopt this learning 

mindset and take the opportunity to develop management skills.   

On a final note, considering that course coordinators have limited management and 

leaderships skills, the outcome of building a team among sessional teachers who hold 

management positions (course coordinators) inside the department of Social Sciences and 

Humanities was successful issues were identified and jointly solved. The questions though that 

still holds to be answered are the following: how to sustain this outcome without equipping 
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coordinators with management and leadership skills? How to help coordinators develop action 

research skills to investigate their practice? 

Again as a result of this work undertaken by the researcher in his capacity as the head of Social 

Sciences and Humanities, in 2017, the researcher was offered a more senior leadership 

position as the deputy director in charge of pedagogical issues including students support 

sessional teachers development and team building. This again led to another action research, 

but it is not part of this research. 

4.0 Data Analysis 

4.1 Data Analysis Method  

Once the data has been collected, the investigator moved on to the data analysis stage in which 

a constructive analysis of data adopted from the contribution made by Feldman et al. (2018, 

p.186) was developed.  The data analysis method adopted in this study follows four different 

steps such as reading data collected, selecting data, presenting data and interpreting data. 

Rationale for Choosing the Constructive Analysis Method Suggested by Feldman et 

al.,(2018) 

During the research, a lot of information was recorded to help the researcher to get back to 

each specific context under which, data were generated and collected. Initially, the researcher 

found it very difficult to make sense of too much information gathered during a period of four 

years. There was too much to read and it was hard to decide where to start. As usual, whenever 

the researcher got stuck, his strategy was to go to the literature seeking insights on how to 

proceed and get the best standard that fits the research at hand. The constructive analysis 

approach developed to  analyse the data of this investigation, was inspired by the invaluable 

work done by Feldman et al.(2018) in the context of action research in higher education which 

helps managers and teachers to investigate their practice.  

This constructive analysis  is compatible with the research questions and key questions asked 

throughout the entire investigation given that it allowed to make sense of all the information 

generated in the course of data collection that took place on a daily basis for four years. In 

addition, given that the investigation is compatible with the daily work (Feldman et al., 2018, 

p.181) of the investigator, the date collection process was embed in his daily practice in a sense 

that every day the investigator generated information and collected it in his practice. Everyone 

was aware that the researcher is a novice scholar practitioner who is studying his own 

practice. Hence, a model to help decide how to go about analysing the information gathered 

every working day for four(4) years played a pivotal role and made the data analysis process 

very interesting, surprising, challenging and mentally enhancing. 

This analysis model, was very helpful given that the process of organising the data, interpreting 

it, draw the main conclusions and construct the key findings required to revisit the data 

generated during the investigation and in some cases, the investigator had to go back to the 
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practice to ask again and make sense of the data in the context it was generated. On a weekly 

basis, the investigator applied a mini-action research cycle that consists of four key stages: 

construct, plan, act then assess. The process restarted and it went on and on. For instance, 

during a meeting with students to balance the previous teaching semester, several open 

questions were asked including what were the main challenges faced in the previous semester 

in terms of teaching and learning process, the investigator learned that most students were 

very unhappy with sessional teachers absenteeism, the grading criteria seemed to be unfair, 

the deadlines to publish the grades were not met in many cases. When they were asked if they 

reported those issues and concerns, surprisingly many students did not know their course 

coordinators which was frustrating to them and surprising to many of us who have been 

involved in the process building a team of effective course coordinators. As a result of the 

meeting, the senior leadership realised that most course coordinators did not supervise the 

teaching and learning process, hence they were not aware of what was going on in their 

courses. This information was fed back to the meeting with course coordinators and actions 

were taken including review course coordinators work plan to incorporate visiting classroom 

at least 3(three) times per week (every Monday, Wednesday and Friday) and occasionally 

whenever needed to spot problems and act on a timely manner.  

The same information was shared with sessional teachers during the meeting with them to 

balance the previous semester in which after a fruitful discussion, it was decided that the 

action to be taken was that teachers should have a notebook to note key issues affecting their 

students and address them within 3(three) working days specially the issue of making a 

mistake during the grading process. As for the absenteeism it was agreed that teachers should 

report to their course coordinators that they will not be around in a particular day, so that the 

coordinator finds another teacher to fill the gap. In the next teaching semester, the same kind 

of meetings took place again and the same questions were asked. Substantial progress was 

made and the same process was applied.  

The constructive model offered by Feldman et al., (2018) made the analysis process easier and 

interesting given that it provides a detailed step by step process to make sense and meaning 

making of the data. Reading the notes of both participant and direct observations; notes of the 

focus groups, individual semi-structured interviews, individual narratives and archival data, 

over the weekends (Sundays) was of great help for the investigator given that this process 

helped to outline what went on during the each working week and draw conclusions on how to 

proceed and identify relationships between different issues affecting the researcher's practice.       
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Constructive methods of analysis 

Reading data: this process consists of reading the collected data aiming to recall the 

experience and the events. As this process was ongoing, the researcher was mindful of the 

following questions: What are they saying? What is really happening? 

Selecting data: In this stage, the researcher separated important factors from those 

unimportant ones based on the focus of the study. Then similar factors were grouped and 

complex details were identified to make sense of them based on the context of the discussion. 

Presenting data: based on the selected data, an outline of the key issues and concerns was 

developed to make the interpretation process easier. 

Interpreting data and drawing conclusions:  In this stage, relationships were identified and a 

practical theory was developed based upon the research context. 

The constructive method of analysis is a cycle process given that the interpretation of data to 

draw conclusions and construct findings required several revisits to the data source and in 

some cases seek for more information in the subsequent sense making meetings. Below is a 

representation of how the investigator went about to analyse the data. 
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Figure 4: The constructive data analysis (adopted from Feldman et al., 2018, p.186). 

Data Analysis Process 

There are many purposes that data analysis serve. In this work, we selected two: (1st) data 

analysis is carried out to find explanations that initially ''fit'' our understanding and therefore 

seems plausible (Feldman et al., 2018, p.183; Creswell, 2014; Bazeley, 2013). (2nd)Data 

analysis is done to check on the explanations we constructed and test them against the context 

under which, the research was carried out, to critically test the validity of the theories 

generated by a research in a specific context. Using the inductive and deductive methods, 

below is the data analysis process: 

Reading data to Reflect and Connect (Bazeley, 2013, p.101). Data Analysis Methods. 

The process of reading the huge amount of information collected and analysed on a weekly 

basis was carried out using the lenses of the research question.  The information relevant for 

data analysis, was selected based on the research question. In addition, during the process of 

reading through the data, the researcher applied two methods to analyse the data. The first 

data analysis method was the inductive method through which categories are chosen during 

and after scrutinising the data (Feldman et al., 2018, p.187). Given that the fundamental 

method of this research is action research which is about studying one's own practice, the 

researcher also applied the inductive method to create categories based upon the data 

collected and scrutinised.  

The second was the deductive method through which specific categories were created based 

upon the main predominant concepts available in the literature. The main feature of this 

method, is the fact that categories are created independent of data as the researcher use his 

theoretical knowledge ( Feldman et al., 2018, p.187). In this research, this method was applied 

given that the researcher used the knowledge constructed based on the relevant extant 

literature that is aligned with the research question.       

Inductive Method of Data Analysis 

Reading data Selecting data 

Presenting data 
Interpreting and 

drawing 

conclusions 

Further 

investigation 

Reformulating 

questions 

Data 

collection  
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As the data analysis progressed, during the process of questioning data trying to understand 

more about what is the reality based on data, two steps were followed such as: (1) identify 

conceptual labels of the text (Feldman et al., 2018, p.188). For instance, Sessional teachers' 

absenteeism annoys students, identifies a chunk of text in which students shared their feelings 

about their experiences with sessional academic staff. Therefore, a broader category of all 

students' feelings towards sessional academic staff was set up, which is students' frustrations 

about sessional academic staff. Under this category, fall all feelings shared by students 

throughout the research. To make things easy to trace, the researcher marked the source of 

text in the research notebook including the date and code was set which in this particular case 

was SF (students' frustrations) and specific number. All passages that fallen under this 

category were labelled: SF and corresponding number. Each category has its own definition 

which expresses the theoretical understanding of the category and gives meaning to data.  

Under this method, categories were refined in the course of the work based on new data and 

researcher's understanding. The inductive method, was more complex due to the lack of 

previous experience in working this method to do data analysis. However, it was very 

interesting to learn that through the inductive analysis method, data gain new meaning and a 

chunk of information is summarised into few categories. To become aware of any blinkered 

assumptions, the categories were discussed with the different research groups participants ( 

Feldman et al., 2018). This was a great help to polish one's understanding of the data and test if 

the correct meaning was attributed to the collected data.               

Selecting data 

Based upon the identified categories, data were selected based upon the research questions. 

For instance, during the focus groups with students, there were issues raised related to the 

administrative students' agreement with the institution including monthly fees, the payments 

related to the retake of exams and students who do not have access to their grades due to the 

lack of specific documents in their personal files including lack of updated identity copy and 

lack of high school certificate. These information was not selected for the research given that it 

does not fall under the categories developed to answer the research questions.  

However, in the daily practice, the researcher dealt with these issues affecting students but it is 

not part of the research. That said, the data selection was done according to the categories and 

defined based on the research questions. For instance, under the category of organisational 

structure, fall the information about role clarification, heads of departments, course 

coordinators and sessional teachers' job descriptions. The process was applied with all data as 

it is going to be presented in tables 4, 5, and 6 below.   
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Presentation of Key Identified Issues Data Analysis Using the Inductive Method  

Table 4 - Inductive Data Analysis of Students' Collected Data 

Prompt Category of Students' Comments Number of cases 

1. There are sessional teachers who 

are absent most of the time.  

Sessional teachers management skills.  

Lack of discipline. 

No supervision. 

Over 340 out of 400 

2. Some sessional teachers take too 

long to address students complains 

about the grading process. 

3. Sessional teachers take too long to 

grade exams. 

4. Sessional teachers expect students 

to receive, memorise to repeat the 

information as it is in the textbook or 

booklet . 

Sessional teachers lack of teaching skills. 

Quality of teaching methods. 

Over 360 out of 400 

5. We find it hard to follow the pace of 

the lesson teaching and learning 

objectives are not clear. 

6. Sessional teachers call us fool. 

7. Sessional teachers read the teaching 

materials in classroom and do not 

provide practical examples. 

8. Most sessional teachers use lecture 

as the predominant teaching 

methodology. 

9. There are sessional teachers who 

do not seem to know what they are 

trying to teach. 

Sessional teachers lack knowledge in their 

disciplines(subjects). 

 

Over 300 out 400 

10. Some sessional teachers look very 

unfriendly which prevent us to engage 

in the classroom discussion. 

Students engagement skills . 

Quality of teaching methods. 

Over 100 out 400 

11. Some sessional teachers insult 

students in the classroom. 

Classroom management skills. 

Quality of teaching methods. 

Over 200 out of 400 

12. During some sessional teachers' 

lessons, there has been too much 

noise in the classroom and teachers 

fail to act. 

Classroom management skills. 

Quality of teaching methods. 

Over 300 out of 400 
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13. We do not have support from 

teachers to improve our learning 

process. Sometimes we need 

clarification about a topic in a 

particular subject and it is not 

provided to us. 

Student support . 

Quality of teaching methods. 

Over 250 out of 400 

Adapted from: Feldman et al.(2018, p.192). 

 

Table 5 - Inductive Data Analysis of Teachers' Collected Data 

Prompt Category Number of cases 

1. Lack of support from 

coordinators to adjust the semester 

schedule to accommodate their 

agendas.  

Poor coordination skills. 

Sessional teachers voice not heard. 

 20 sessional teachers. 

2. None knows when one will be 

fired. 

Job insecurity. 

Lack of trust in the recruitment 

process of sessional teachers. 

20 sessional teachers  

3. No support to design the 

syllabus. 

Lack of support . 

Lack of induction process. 

20 sessional teachers 

4. No regular meetings to share 

concerns and issues affecting the 

teaching process. 

Poor coordination skills. 

Lack of sessional teachers 

supervision. 

20 sessional teachers 

5. No trust in the process of 

recruitment and selection of 

sessional teachers. 

Lack of trust. 20 sessional teachers 

6. No common goals. Lack of coordination skills. 

Lack of common goals among 

sessional teachers of the same 

course. Lack of interdependence. 

20 sessional teachers 

Overlapping disciplines. Curriculum Development issues. 20 Sessional teachers. 

7. Lack of key disciplines (subject). Curriculum Development issues 20 Sessional teachers. 

8. No orientation for new comers. No induction process. 20 sessional  teachers. 

 9. No transparency in the dismissal 

of sessional teachers. 

Lack of trust.  

Lack of Transparency. 

20 sessional teachers. 
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10. Sessional teachers fired for 

personal issues with the general 

director. 

Poor leadership skills. (4) Four cases. 

11. Salary delays. Poor management skills. 20 sessional teachers  

 

Table 6 - Inductive Data Analysis of Course Coordinators' Collected Data 

Prompt Category Number of cases 

1. Coordinators do not know the 

concerns of sessional teachers 

under their management.  

Poor management skills. Clueless ( 

Bolman & Deal, 2014) coordinators. 

No needs assessments awareness. 

5 coordinators. 

2. Coordinators do not know the 

concerns of their students. 
Poor management skills. Clueless 

coordinators. No needs 

assessments awareness. 

5 coordinators. 

3. Coordinators do not supervise 

the work of sessional teachers. 

Poor management skills. Clueless 

coordinators . No work plan. 
5 coordinators. 

4. Coordinators take long to 

address issues affecting students. 

Poor management skills. Clueless 

coordinators . Ineffectiveness. 
5 coordinators. 

5. Coordinators take long to 

address issues affecting sessional 

teachers. 

Poor leadership skills. No work 

plan. No needs assessment skills.   

2 out of 5 coordinators. 

6. No regular meetings to identify 

and discuss issues affecting the 

teaching and learning process. 

Poor management skills. No work 

plan.  
2 out of 5 coordinators. 

7. No regular meetings to exchange 

experience among sessional 

teachers. 

No organisational learning culture. 

No critical reflection culture. 

5 coordinators. 

8. Coordinators do not set common 

goals, key performance indicators, 

track progress and hold sessional 

teachers accountable for their poor 

performance. 

Poor management skills. No team 

building skills. 
5 coordinators. 

9. Coordinators do not provide 

sessional teachers with feedback on 

their performance. 

Poor leadership skills. No team 

building skills. 

5 coordinators. 

10. We do not have a mentorship 

programme to enhance sessional 

teachers' teaching skills. 

No team building skills. No people 

building. 

No staff development plan 

5 coordinators. 



  

   96 

 

11. Coordinators do not receive 

feedback from their line managers 

(heads of departments). No 

performance evaluation. 

Poor management skills. Poor 

leadership skills. 

Poor human resource skills. 

5 coordinators. 

12. Coordinators have not been 

trained on sessional teachers 

management. 

No people building. No formal or 

informal training. 

5 coordinators. 

13. No written job descriptions. No role clarity. Poor organisational 

structure. 

5 coordinators. 

14. No opportunity for students 

internship to bridge the gap 

between theory and practice. 

Poor teaching and learning quality. 2 out of 5 courses. 

15. No job descriptions for 

sessional teachers. 

No role clarity. Poor organisational 

structure. 

5 coordinators. 

17. No support for sessional 

teachers to prepare the teaching 

materials and the syllabus. 

No needs assessment awareness. 

No induction process in place. No 

enabling environment.   

2 out of 5 courses. 

18. No involvement of sessional 

teachers during the planning 

process of teaching semesters 

schedules.  

No meaningful participation of 

sessional teachers. No sessional 

teachers engagement. 

3 out of 5 courses. 

19. Sessional teachers absenteeism 

is very high. 

Poor teaching and learning quality. 2 out of 5 courses. 

20. Grading criteria is not clear. No grading standards. Poor 

organisational structure. 

5 coordinators. 

21. Salary delays. Poor management skills. Poor 

organisational structure. 

5 coordinators. 

22. Sessional teachers are recruited 

without the involvement of 

coordinators. 

No engagement of coordinators on 

the recruitment process of 

sessional teachers. 

2 out of 5 courses. 

23. General director interferes on 

the management and leadership of 

sessional teachers by telling who is 

fired and who stays irrespective of 

poor performance. 

Poor leadership skills. Poor 

organisational structures. Role 

clarity. 

10 out of 10 coordinators. 

24. Some deputy directors 

interferes in the day-to-day 

management of sessional teachers 

Poor leadership skills. Role clarity. 5 coordinators. 

 



  

   97 

 

Reflection- Concluding Remarks on Identified Issues of Inductive Data Analysis Method 

During the data analysis using the inductive method, the researcher sought universal 

explanations (Bryman & Bell, 2015,p.583) to the key identified issues that are undermining 

ISPSN's ability to build teams among sessional teachers using the data collected until no cases 

are inconsistent with the explanations found about the issues affecting team building among 

sessional teachers. This process was very enlightening to the researcher, as it shed light into 

the way things are in the environment under study. This led to the  identification of categories 

that helped to set the key priorities for the next steps. This data analysis method, was useful to 

capture the real rich picture (Monk & Howard, 1998) of the working environment, and people's 

concerns and issues affecting their daily practice. The outcome of this analysis paved the way 

to take actions seeking to change the way the practice is carried out aiming to bring about 

changes that align to the current demands of the environment. In tables 7,8,9 and 10, are 

presented the data analysis of the actions taken to change the starting point.    

Presentation of Actions Taken Data Analysis Using the Inductive Method 

Table 7 - Inductive Data Analysis of  Actions Taken to Address Issues Affecting Students  

Prompt Category of  the Action Taken Number of cases 

1. Assign coordinators to involve 

sessional teachers in the process of 

planning the teaching semester 

schedule to accommodate everyone's 

needs .  

Sessional teachers engagement.  

Monitoring the daily work. 

Hold sessional teachers accountable. 

Supervision of sessional teachers' work. 

24 Weekly meetings 

per year for 4 years. 

2 Teaching semesters 

meetings per year for 4 

years. 

2. Hold weekly meetings to address 

students complains about the grading 

process. 

3. Call sessional teachers who are 

taking too long to grade exams and set 

a specific date to hand over the 

results. 

4. 3 hours workshops to discuss 

teaching methodologies were held. 

 

Enhancing sessional teachers teaching 

skills. 

Provide knowledge on key ethic principles 

to deal with students. 

4 Workshops on 

teaching 

methodologies were 

held. 

1 Workshop on ethic 

principles whilst 

dealing with students 

was carried out. 

5. A 3 hours workshop was carried  

out to discuss about ethical principles 

whilst dealing students was held. 

6. Some sessional teachers were fired 

for their lack of knowledge the 

disciplines they were trying to teach. 

Hold sessional teachers accountable for 

their performance. 

1 Sessional teacher 

was fired. 
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7. The topic of students' engagement 

skills workshop was covered in 1 

session that addressed the issue of 

living up to the highest ethical 

standards. 

Enhancing students' engagement skills . 

Quality of teaching methods. 

1 session on students' 

engagement was held. 

8. Disciplinary actions were taken to 

hold sessional teachers who insult 

students accountable. 

Hold sessional teachers accountable for 

their personal behaviour. 

 

1 Sessional teacher 

was fired for insulting 

students. 

9. During teaching semesters' balance 

meetings, sessional teachers were 

encouraged to enhance their 

classroom management skills. 

Informal intervention to enhance classroom 

management skills. 

2 Teaching semester 

per year for 4 years. 

10. During teaching semesters' 

balance meetings, sessional teachers 

were encouraged to enhance their 

students' support skills including 

providing feedback. 

Informal intervention to enhance student 

student's support skills. 

2 teaching semester 

per year for 4 years. 

Adapted from: Feldman et al.(2018, p.192). 

 

Table 8  - Inductive Data Analysis of Actions Taken to Address Issues Affecting Sessional Teachers 

Prompt Category Number of cases 

1. Assign coordinators to involve 

sessional teachers in the process of 

planning the teaching semester 

schedule to accommodate 

everyone's needs . 

Enhance coordination skills. 

Sessional teachers voice heard. 

Meaningful participation of 

sessional teachers 

24 Weekly meetings per year for 4 

years. 

2 Teaching semesters meetings per 

year for 4 years. 

2. Despite the new practice enacted 

of involving coordinators in the 

recruitment process of sessional 

teachers, the practice of firing 

sessional staff without a due 

process remains. 

Job insecurity still holds. 

No clear Human Resources policy. 

No due process when firing a 

sessional teacher. 

Sessional teachers , face job 

insecurity. 

3. At the beginning of a teaching 

semester, sessional teachers 

present a syllabus proposal and 

meet under the leadership of the 

coordinator to assess each syllabus 

and provide feedback to improve it. 

Induction process to assist 

sessional teachers. 

All sessional teachers. 
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4. Regular meetings to share 

concerns and issues affecting the 

teaching process were enacted. 

Enhanced coordination skills. 

Monitoring and evaluation. 

Sessional teachers supervision. 

Informal weekly meetings are 

taking place with sessional teachers 

to identify issues and address them 

promptly. 

5. No trust in the process of 

recruitment and selection of 

sessional teachers. 

Lack of trust. 

Lack of trust in the recruitment 

process of sessional teachers. 

All sessional teachers are affected 

by this situation. 

6. Common goals set for each team 

of sessional teachers. 

Team building efforts. 

Team work efforts. 

Interdependence spirit. 

All sessional teachers. 

7. Permission to review the 

curriculum was granted  to avoid 

overlapping disciplines. 

Curriculum Development flexibility. 

Aligning the curriculum to address 

students learning needs. 

The ten courses coordinators were  

to propose curriculum adjustment. 

7. To address the lack of key 

disciplines(subject), it was agreed 

to consider students internship to 

develop a set of key skills such as 

psychopathology (get to know 

mental illness and key diagnosing 

skills and teaching practices. 

Curriculum Development flexibility. 

Aligning the curriculum to address 

students learning needs. 

Leadership skills in action. 

Adaptability. 

The Educational Psychology Course 

has adapted its curriculum to 

address students needs. 

8. Orientation for new comers 

including help teachers to develop 

the syllabus. 

Induction process. 

Sessional teachers support. 

All sessional teachers. 

 9. Despite the efforts to ensure 

there is due process in the dismissal 

of sessional teachers, there is still a 

long way to go, to improve this 

process given that the current 

leadership style adopts a know it all 

attitude. 

Lack of trust.  

Lack transparency. 

All sessional teachers. 

10. The current leadership style of 

the general director is incompatible 

with his role as the most senior 

manager as he fires people under 

for personal reasons. 

Poor senior leadership skills. 

No critical reflection skills. 

Temperament management issues. 

Lack of stress management skills. 

Anger management issues. 

Poor negotiation skills. 

(4) Four cases. 

11. Salary delays as improved Negotiations skills. All sessional teachers. 
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substantially. The second week of 

the month was set to pay salaries 

and it is working in most cases. 

 

Table 9 - Inductive Data Analysis of  Actions Taken to Address the Issue Affecting Course Coordinators 

Prompt Category Number of cases 

1. Coordinators hold weekly 

meetings to identify the concerns 

and issues of sessional teachers 

under their management.  

 Needs assessments awareness. 

Coordinators are adopting a more 

hands-on-management approach. 

3 out of 5 coordinators. 

2. Visiting all classrooms on a daily 

basis,  helped to identify the 

concerns and key issues affecting 

students. 

Needs assessments awareness 

practice, enacted. 

Supervising the work of sessional 

teachers. 

2 out of 5 coordinators. 

3. Coordinators enhanced their 

supervision skills by visiting 

classrooms and talking to sessional 

teachers on a regular basis. 

Management skills enhanced with 

practice.  

Work plan culture enacted. 

Increased personal commitment. 

5 coordinators. 

4. Coordinators set minimum time 

of 72 hours to address issues 

affecting students. 

Increased Effectiveness. 

Increased collaboration among 

other supporting departments. 

5 coordinators. 

5. Coordinators take long to 

address issues affecting sessional 

teachers. 

Poor leadership skills. No work 

plan. No needs assessment skills.   

2 out of 5 coordinators. 

6. Weekly meetings were set to 

identify and discuss issues affecting 

the teaching and learning process. 

Work plan practice established.  5 out 10 coordinators. 

7. Experienced sessional teachers 

presented topics related to learning 

assessment; teaching and learning 

to early academics. 

Increased organisational learning 

culture.  

Critical reflection culture exercised. 

5 coordinators. 

8. During the regular follow up 

meetings, all coordinators were 

encouraged to set common goals, 

key performance indicators, track 

progress and hold sessional 

teachers accountable for their poor 

performance. 

Team building efforts. 

Teamwork. 

Leadership skills exercised. 

 

4 out of 5 coordinators. Only 4 

coordinators have succeed in this 

exercises. Other coordinators, are 

still struggling to develop their 

management and leadership skills. 
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9. During the regular follow up 

meetings, coordinators encouraged 

to provide sessional teachers with 

feedback on their performance. 

Poor leadership skills. No team 

building skills. 

1 out of 4 coordinators. There was 

no evidence that other coordinators 

managed to develop and apply 

feedback skills. 

10. As part of the way this 

institution operates, subject 

coordinators, are expected to set a 

mentorship programme to enhance 

sessional teachers' teaching skills. 

However, there are no funds 

allocated to pay subject 

coordinators. Hence, only few 

subject coordinators are providing 

this kind of support. 

No funds allocation to support 

subject coordinators. 

Sessional teachers mentorship 

programme is not a priority. 

5 out of over 200 subject 

coordinators. Most of subject 

coordinators demand payment to 

mentor early academics. 

11. Despite the efforts to empower 

heads of departments to manage 

course coordinators under their 

management, this role is overtaken 

by the general director. Hence, 

there is interference in the 

leadership of course coordinators. 

 General director poor leadership 

skills. 

5 coordinators. 

12. Course coordinators are 

expected to develop their 

management skills by themselves. 

It seems that there is no awareness 

that team building requires people 

building. 

5 coordinators. 

13. A simple written job description 

was developed for coordinators. 

Increased role clarity. 5 coordinators. 

14. Agreements with different 

government institutions have been 

signed to grant opportunity for 

students internship to bridge the 

gap between theory and practice.  

Improved teaching and learning 

quality. 

Expose students to their future 

working context. 

5 coordinators. 

15. A one page job description 

highlighting key activities was 

developed for sessional teachers. 

Increased role clarity. 5 coordinators. 

17. After a few debates about the 

need to set a system to help 

sessional teachers develop teaching 

programmes, there is a support 

system in place for sessional 

teachers to prepare the syllabus 

including providing an indicative 

standard programme developed 

from the existing curricula available 

in the archives. 

Sessional teachers support.   2 out of 5 courses. 
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18. Despite the efforts to enact a 

support system to assist sessional 

teachers to develop teaching 

materials, there is still a long way to 

go. No system is in place. Currently, 

each sessional teacher, finds 

his/her way out to develop the 

teaching materials and there is no 

guarantee of quality. 

  

18. Aiming to address the 

absenteeism problem, sessional 

teachers are now part of the 

planning process of teaching 

semesters schedules.  

Sessional teachers meaningful 

participation enacted.  

Sessional teachers engagement. 

5 coordinators. 

19. The level of sessional teachers 

absenteeism has gone down due to 

their involvement in the planning 

process of teaching semester. 

More teaching time which improve 

the  learning opportunity. 

5 coordinators. 

20. Despite the workshops on 

learning assessments, the grading 

criteria is still not clear. The general 

director, still believe that it is the 

teacher's responsibility to grade 

according to his/her judgement. 

No grading standards.  

Poor organisational structure. 

No clear pedagogical strategy. 

No learning assessment policy. 

5 coordinators. 

21. After sharing the complains of 

sessional teachers, the general 

director managed to convince the 

administrative director to pay the 

salaries  on the second week on the 

following month. 

Poor management skills. Lack Poor 

organisational structure. 

5 coordinators. 

22. Sessional teachers are recruited 

with full involvement of 

coordinators. It is mandatory that 

the coordinator has the power to 

start the recruitment process with 

the human resource, then seek the 

general director's approval. 

No engagement of coordinators on 

the recruitment process of 

sessional teachers. 

2 out of 5 courses. 

23. General director interferes on 

the management and leadership of 

sessional teachers, coordinators, 

heads of department and deputy 

directors by telling who is fired and 

who stays irrespective of their 

performance. 

Poor leadership skills. Poor 

organisational structures. Role 

clarity. 

5 coordinators. 
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24. Despite regular meetings in 

which coordinators and heads of 

departments have raised concerns 

about the implications of deputy 

directors interference in the day-to-

day management of sessional 

teachers, this issue is still to be 

address effectively. There are 

deputy directors who unnecessary 

interferes in the process of 

managing sessional teachers by 

trying to solve problems that 

students reports to them directly. 

Poor leadership skills. Role clarity. 

Poor organisational structure. 

5 coordinators. 

 

Deductive Method of Data Analysis 

Following the research questions of this study which are: (a) how to go about building  teams 

among sessional teachers? and (b) what makes team building among sessional teachers 

sustainable, the researcher used his theoretical knowledge based on the extant literature, to 

create the following categories, aiming to make it easy for the researcher to place the evidence 

gathered under each category (Yin, 2009, p.129): (1) engaging sessional teachers; (2) team 

building; (3) teamwork; (4) sessional academic staff support; (5) sustaining team building 

efforts; (6) students' perspective about sessional academic staff; (7) the role of the coordinator; 

(8) sessional academic staff challenges; (9) opportunity for professional development; (10) 

organisational structure. 

 Table 10 - Deductive Analysis. 

Category Actions Taken Common Themes 

Team building = teamwork, team 

training (Salas et al., 2008, p.1003; 

Klein et al., 2009). 

 

Engaging sessional teachers (Byers 

& Tani, 2014). 

 

Sessional staff support (Harvey, 

2013). 

 

-Coordinators held weekly 

meetings with sessional teachers to 

identify and address issues 

promptly. 

-Coordinators involved sessional 

teachers in the planning of teaching 

semester schedule designing. 

-Coordinators reached out (calling) 

sessional teachers when they were 

late or absent. 

-Coordinators set goals, monitor 

progress and held sessional 

teachers accountable for their 

behaviours and performance.  

- Regular meetings. 

-Coordinator's Communication 

skills. 

- Coordinators' team building skills. 

-Coordinators'  personal 

commitment. 

-Coordinators' action research 

skills. 

- Coordinators' leadership skills. 

- Coordinators' management skills. 
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-Coordinators supervise sessional 

teachers work. 

-Coordinators visited classrooms on 

a daily basis to check if sessional 

teachers were working. 

-Coordinators met students on a 

weekly basis to measure the 

progress of the issues addressed in 

previous week. 

-Coordinators addressed students' 

problems promptly. 

Sustaining team building efforts = 

enhancing the role of the 

coordinators (Byers & Tani, 2014 ). 

 

 

 

 

Address sessional academic staff 

issues.        

-Coordinators were assisted to 

develop a work plan.  

-Coordinators were encouraged to 

set goals, monitor progress and 

hold sessional teachers 

accountable.  

-Coordinators held weekly 

meetings to identify and address 

emerging issues promptly. 

-Coordinators communicated new 

instructions on a regular basis.  

-Coordinators met students on a 

weekly basis. 

-Paying the salary of sessional 

teachers on agreed date was 

regarded to be a good practice to 

keep sessional teachers happy.      

-Sessional teachers newcomers 

were provided with simple 

orientation to develop the syllabus. 

-All sessional teachers were 

provided with basic teaching skills 

through refreshments workshops. 

-Coordinators reached out sessional 

teachers who are absent or late. 

-Workshops on: teaching and 

learning; learning assessment, 

teaching methodologies including 

how to teach adults; ethic principles 

-Develop coordinators' 

management skills. 

-Develop coordinators' leadership 

skills. 

- Encourage coordinators to 

support sessional teachers. 

- Encourage coordinators to 

promptly address students issues. 
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whilst dealing with students were 

undertaken to enhance the teaching 

skills of sessional teachers.   

Address students issues. -Coordinators gave voice to 

students. 

-Coordinators addressed students 

problems promptly. 

-Coordinators visited classrooms on 

a regular basis to identify issues 

affecting students and sessional 

teachers and promptly addressed 

them. 

-Coordinators made the telephone's 

number available to the class 

monitors to be easily reached out 

any time. 

-Coordinators reached out to the 

class monitor to track the progress. 

 

Opportunity for professional 

development. 
-Sessional teachers were promoted 

to coordinators. 

-Sessional teachers coordinators 

were promoted to heads of 

departments. 

- Sessional teachers heads of 

departments promoted to deputy 

directors. 

-Promote good sessional teachers. 

Organisational structure. -Poor role clarity. 

- No funds allocation for formal 

trainings. 

-Transactional leadership. 

-Lack of trust. 

-No formal job description. 

-No formal performance evaluation. 

-No clear vision. 

-Mismatch between the 

environment and the organisation 

structure. 

No action research knowledge. 

No business management 

knowledge. 

No leadership skills. 

Low level of trust. 

Poor teamwork spirit. 

No team building knowledge at the 

most senior level. 
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-Mini-mechanic organisational 

structure. 

- Mini-organic organisational 

structure. 

 

Critical Methods to Test the Findings 

After the data analysis, it is of paramount importance to check the reliability of the evidence 

that substantiates the findings on the one hand. On the other hand, it is equally important to 

search for evidence against the findings. These two procedures are important to test the 

trustworthiness of the findings. During this process, intellectual integrity  and the 

determination to be honest with oneself and with others are critical to avoid being trapped by 

one's pressure to present expected outcomes and miss out or skip unexpected results. 

Another fundamental aspect of the process of testing the findings, is to test the reliability of the 

outcomes. Although action research seems to be a never-ending process, the research must 

stop somewhere. A clear indication that it is time to stop is when it seems that collecting 

additional data would not yield nothing new either positive or negative. In other words, data 

analysis stops when it reaches the level of saturation ( Feldman et al., 2018, p.207). 

Actions Taken to Test the Findings 

A summary of the key findings was done and shared with relevant research participants. This 

included: students, coordinators and heads of departments. The feedback received from 

coordinators suggested that sessional teachers also need help to develop basic computer skills 

such as: the ability to data entry the exams results, upload syllabus use the business email and 

issue and submit on time the monthly electronic invoice. Hence, the key findings were 

triangulated aiming to find any inconsistency or new information that may have not been 

captured during the analysis process. In the end of the process, the findings proven to be 

accurate and reflect the reality of the context under which the research was carried out. 

Reflections- Concluding Remarks 

The data analysis consisted of a dynamic process. Reading the data to sense what was 

experienced in the field. Select the data by separating important factors from unimportant 

ones. It helped to identify the data that fulfil research questions. After the data selection 

process, an outline of the key categories was presented. This helped to move to the analysis 

process. It was a very dynamic process and very empowering. When the researcher looked at 

the amalgam of data collected in the course of the research, felt that it was too much 

information. However, the data analysis process, made it look simple and easy go through the 

data seeking the meaning behind the texts passages and place it under a certain category, 

helped to make sense of the collected data. Data analysis is actually one of the moment of the 

research. Data gain meaning and make sense in the context of the research based on the 
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research questions. The next chapter is going to be about the research results based on the 

data analysis process.    

 

 

 

 

 

 

 

 

 

 

 

 

CHAPTER 4 

RESULTS 
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4. Introduction 

In this chapter, the investigator shares the results of the research in light of the data analysis 

process. On a more specific note, this chapter discusses the step by step of the actions carried 

out throughout the entire research time (2015-2019). The results will be discussed following 

the order of the research questions and the sequence of the efforts to build the different teams 

among sessional teachers. This includes building a team of 20 (twenty) sessional teachers in 

the educational psychology programme. Then building a team of four (5) sessional teachers 

who hold management positions working as course coordinators (Educational Psychology, 

History, Law, Political Science and Sociology), who in turn, would build four different teams of 

over 20 (twenty) sessional teachers each.  

Finally, in this chapter we also discuss what was done aiming to sustain the team building 

efforts attained throughout the action research process of building the different teams among 

sessional teachers within ISPSN. 

First Action Research - Building a team of 20 (twenty) Sessional teachers of 

the Educational Psychology Programme. 

From 2012 to 2014, the researcher was hired to work as a sessional teacher in the Educational 

Psychology programme. In 2015, the researcher was offered the position of course coordinator 

to address the concerns raised by the general director about the performance of the 

Educational Psychology programme sessional teachers group. The concerns raised by the 

general director entailed: the team was not performing well, given the then, coordinator was 

hiring his relatives without the required qualifications to take on the responsibility of teaching 

in the undergraduate Educational Psychology programme. As a result of this situation, the 

education quality offered was not meeting the standards set within ISPSN. On the other hand, 

the team was under staffed.  In addition, students complained about too much absenteeism of 

sessional teachers, lack of quality teaching and no opportunity to develop a set of key skills 

including practice teaching and acquire basic knowledge about psychopathology to learn 

mental disorders and how to diagnose such mental disorders. 

On the hand, both sessional teachers and students complained about the lack of fundamental 

disciplines critical to train an educational psychologist. These disciplines included: general 

didactics, special didactics to teach Psychology and Psychopathology. 

Actions Taken to Build a Team of Educational Psychology Programme 

Step 1- Weekly Meetings with Sessional Teachers 

The first action taken was to get the list of the proposed sessional teachers to teach in the first 

teaching semester. Having gone through the list of the proposed names, the researcher double 

checked with the general director, given that the head of department who was the line 

managers at a time, was absent. Then, the course coordinator was given the authority to 
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interview the proposed teachers and decide who stays. After interviewing the proposed 

sessional teachers, out of 20 ( twenty) sessional teachers 10(ten) did not qualify. The criteria to 

decide who qualified were the following:  hold minimum an undergraduate degree on 

Educational Psychology; hold a minimum of 5(five) years of teaching experience and 

availability to work under a sessional contract. This criteria were inspired by the works done 

by Harvey (2013) on setting the standards for sessional staff and Roberts et al.( 2012) on their 

research about the role of unit coordinators as informal leaders of learning in higher education. 

These two works were a source of inspiration to decide who to pick to become part of the 

educational psychology team.       

Then, after completing the list of the 20 (twenty) sessional teachers, we organised an induction 

meeting to explain what was the work about and discuss the key challenges the team faces. It 

was made clear to the team that the challenge was to make a difference among the several 

courses within ISPSN. As it was discussed in the data collection chapter, group focuses sessions 

with teachers and students were held to identify the key issues affecting both the teaching and 

learning practices. The key issues affecting sessional teachers included: salary delays, 

curriculum development issues, lack of teachers involvement and support to develop the 

syllabus and teaching materials. 

During the induction meeting with all the 20 (twenty) sessional teachers, we discussed the 

need to meet on a weekly basis as part of our team building efforts. Hence, it was decided that 

we would meet on a weekly basis including Sundays if needed. Sessional teachers who are from 

Sabbath(Adventist) were resistant to meet during Sabbath. But those who were from Sunday, 

did not mind to meet on Sundays in few occasions. Hence, the first step down to the path of 

building a team of sessional teachers in the Educational Psychology Programme, was to set 

weekly meetings to identify and address issues affecting both sessional teachers and students 

and address them promptly. This insight was drawn from the invaluable work of Byers & Tani 

(2014) who shared that weekly meetings help coordinators to quickly identify issues affecting 

sessional teachers practice and address them promptly. 

One of the ''burning'' issues that worried the school broadly speaking, was the level of sessional 

teachers absenteeism. As a result of our regular meetings, it was agreed that we would design 

the teaching semester schedule in a participatory fashion. This means that unlike in the 

previous years the teaching semester schedule for the Educational Psychology was prepared 

by the sessional teachers team in a 2 (two) hours meeting at the beginning of each teaching 

semester to ensure each sessional teacher had the opportunity to select the days of the week 

and the specific times he/she would be available to work with any conflict of interests with 

other external business outside ISPSN. This strategy was very helpful to reduce the level of 

absenteeism. 

Step 2- Weekly Meetings - Giving Voice to Students 

After completing the list of sessional teachers, the coordinator organised several meetings with 

students to identify the main issues and address them promptly. This included meetings with 
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all students from 1st year  to 3rd year. Then, the coordinator routinely visited all classrooms on 

a daily basis to monitor the progress and identify key emerging issues. This process allowed 

the coordinator to gather information about ethical issues among students and teachers such 

as: teachers who mistreated students by calling them fool, teachers whose teaching 

methodology did not address the students learning given that they did not prepare their 

lessons properly; teachers who did not align the exams with the learning goals; teachers who 

did not align their teaching sessions with learning and teachers who were absent most of the 

time; and teachers who were always late to publish the exams results. These meetings, 

informed the following meetings with sessional teachers. Hence, we claim that the second step 

to build a team of sessional teachers, is to ensure that course coordinators hold regular 

meetings with students of  the courses under their management to gather information that will 

feed the meetings with teachers and include them on the goal setting process.   

Step 3- Enacting Interdependence Among Sessional Teachers 

However, during the weekly meetings with students, the issue of teachers absenteeism was 

raised again. Students reported that specific sessional teachers did not show up in a specific 

day and time as scheduled. The coordinator reached out to these sessional teachers to find out 

if there was anything he could help them with, to avoid leaving students waiting for them doing 

nothing which was unfair, specially for night students who come directly from their work to 

school and wait from 8PM to 9PM for teachers who do not show up do not report in advance 

that will not be able to show up in that particular day and time. After listening carefully, the 

issue was carefully discussed with other sessional teachers and it was decided that sessional 

teachers need to negotiate among themselves to fill each others' gap when they sense that they 

will not be around in a particular day and time. They were encouraged to communicate among 

themselves and only involve the coordinator if they need him to fill the gap. In so doing, it was 

possible to increase the level of synergy among sessional teachers and the level of absenteeism 

has reduced substantially. Hence, the third step in team building for this particular group was 

to promote interdependence among sessional teachers and encourage them to develop 

teamwork and team spirit. During the meetings with sessional teachers, it was communicated 

that if a team member fails, the whole team fail. If each team member arranges with another 

team member to cover for a specific day and time, students will not be upset and the school 

will not be misrepresented and the whole team is going to do a good work. This approach of 

promoting interdependence was adopted from the work of McChrystal et al. ( 2015) in their 

work designated team of teams in which it is highlighted that interdependence is critical to 

enact an effective and productive team. 

Step 4- Set an Accountability System 

It is noteworthy the fact that by meeting on a regular basis with students, the coordinator 

managed to monitor the work of sessional teachers which in turn, acted as a tool to hold 

sessional teachers accountable. This means that sessional teachers realised that if they do not 

show up, the coordinator will easily find out during the regular visitors to the classroom on 
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during the regular meetings held with students. This made sessional teachers aware of the 

need to enact cooperation among themselves to avoid misrepresenting the whole team. Thus, 

we claim that the fourth step in the process of building this particular team of sessional 

teachers was to set an accountability system through regular meetings with both students and 

sessional teachers. 

Step- 5 Supervising the work of sessional teachers    

Another concern that was raised about the team at the time the action research started, was 

the delay in the grading process and in the submission of exams papers. Just to clarify that 

within the Angola system of exams in higher education, teachers are expected to submit the 

questions for the exam within a set deadline before the due date for the exams to be carried 

out. Sessional teachers are expected to submit the questions for exams a least a week away 

from the due date. Before the this action research, the Educational Psychology course was 

among the courses of which there was complains about the inability of meeting the deadlines 

both for exams papers submissions and grading the exams on time to publish the results. 

During the weekly meetings this issues was shared with the team and it was agreed that team 

members would support each other to write the exams papers on time and submit it within the 

deadline. Once it has been agreed that the team will strive to meet all the deadlines, the 

coordinator's role, was to supervise the compliance of this important task. Before the end of 

the deadline to submit exam papers, the coordinator would call the academic department that 

manages this process to find out if the Educational Psychology team is on track. Base upon the 

response, the coordinator would call specific teachers who had not submitted yet to find out if 

they needed any support to meet the deadline. In some cases, it was interesting to find out that 

certain teachers were about to miss the deadline as they had forgotten completely. For this 

reason, we claim that in this team building effort, the fifth step was to ensure there is a 

supervision system in place. Sessional teachers supervision was a powerful to ensure deadlines 

are met. As the researcher reflected on the reason why sessional teachers would need to be 

coached and supervised to get things done, it was found out that many sessional teachers at a 

time held more than two(2) jobs and prevented them to meet the deadlines unless someone 

reminded them of the deadline and put some pressure over them to ensure they prioritise the 

commitments they have with ISPSN. On the other hand, as the reflection progressed, during the 

regular meetings, the coordinator asked what was the mechanism each sessional teacher was 

using to keep track of their key commitments without missing any important deadline. The 

answers were very interesting: most of sessional teachers implied that they do not find it 

important to meet deadlines as they need to spend time with their families. It was a moment of 

huge challenge for the coordinator who was working under the assumption that each sessional 

teacher signed a contract in which it is clearly stated that they are meant to comply with 

deadlines. The other question was how can an adult expect the coordinator to make him/her 

work. After this frustration, during the reflection, the coordinator came up with another 

question: how to help the team to develop self leadership skills. The answer to this questions 

came out from a very interesting work on self-leadership ( Neck et al., 2017, p.38) in which the  

coordinator realised that helping the team to develop the ability to set self-goals, helps team 
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members to develop a sense of a destination to reach. This included  selling them the idea of 

keeping a to-do-list in which their main commitments would be recorded. This worked for 15 

out of 20 sessional teachers, but for others, the coordinator had to keep doing a close 

supervision to get things done. Hence, whilst supervising sessional teachers is important, we 

claim that this should go hand in hand with coaching to build their self-leadership skills given 

that it is physically, emotionally and financially unsustainable to keep calling the same 

sessional teachers who are always at risk of not meeting the deadlines. Therefore, we argue 

that team building among sessional teachers in this environment in which people have poor 

management skills, goes beyond common goal setting, monitor progress, foster collaboration 

and supervise their work. It is critical to build sessional teachers' ability to keep their agenda 

under control and develop the ability to meet the deadlines without being chased. Hence, team 

building among sessional teachers should involve building their management  and self 

leadership skills. 

Step 6 Addressing Curriculum Development Issues 

Educational Psychology students and sessional teachers shared a common concern related to 

the issues identified in the predominant curriculum which was the lack of key disciplines to 

help students develop teaching skills and a set of skills to diagnose mental disorders. The 

coordinator (researcher), approached the general director and presented the concerns shared 

by students and sessional teachers about the lack of key disciplines. The general director's 

response was the following: given that this is a new course, in a new institution (founded in 

2012), according to the Ministry of higher Education of Angola, we have to wait until the first 

cohort of students graduate to consider revising the curriculum.  

The coordinator agreed with the idea that inserting new disciplines would not be possible at 

that time. After a reflection on how to ensure minimum standards when it comes to training 

Educational Psychologists are met, the coordinator suggested to include internship in the 

Psychiatric Huambo Hospital for each teaching semester ( 3 months 30 hours per students) 

and practice teaching Psychology for a teaching semester ( 3 months- 30 hours per students). 

This was a solution that helped to minimise the curriculum development challenges. It is 

expected that in 2021 the course curriculum will be upgraded. This experience of finding a 

solution to ensure the curriculum is adapted to accommodate and address both students and 

sessional teachers concerns suggests that another key step in building a team among sessional 

teachers is to ensure that the course coordinator, is experienced in the course to be sensitive to 

listen to the concerns about the curriculum and find a suitable alternative to ensure quality is 

guaranteed. Therefore, we claim that the sixth step in building a team of sessional teachers is to 

ensure that course coordinators understand curriculum development and suggests 

improvements whenever needed.     

Step 7 Laying out Clear Goals Among Educational Psychology Sessional 

Teachers Team to Enact an Accountability Culture 
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Although previous steps have been very useful to attain a good team performance, the 

coordinator felt that to sustain the good results attained by the team, it was important to 

communicate clearly what are the goals of the team and set key performance indicators to 

ensure all team members are mindful of what it takes to sustain the achieved outcomes. Hence, 

the coordinator set with the team the followings team goals:  

(1)By the end of each teaching semester, all (20) educational psychology sessional teachers 

meet all deadlines including: submitting the exam papers on time; grading the exams and 

submit the results on time; present the syllabus on time;  

(2) By the end of each teaching semester, all (20) sessional teachers carry out all teaching 

activities with quality and effectively which should include: showing up on time everyday to 

carry out teaching activities; planning the lessons and align them with the key skills students 

should develop to become competent educational psychologists such as: exerting autonomy in 

the way they think, competence in the way they undertake the assignments and are able to 

relate to each other respectfully (Paul & Elder, 2002, p.110; Eyal,2019, p.191; Rosenberg,2015, 

p.6) and encourage students to develop a set of cognitive skills such as: knowledge, 

comprehension, application, analysis, synthesis and evaluation (Fry et al.,2009,p.44-45); and 

guide students through the internship programme to practice the acquired knowledge and 

develop the required skills to become a good educational psychologist. 

(3) By the end of each teaching semester, all (20) sessional teachers participate effectively in 

every activities organised by the school including: showing up on time in every team meetings; 

participating in every teaching semester's meetings organised school wide and report in 

advance when there is time constraints to show up; participating in colloquiums and 

symposium organised by the school. 

The above identified goals were identified in the course of 24 weekly meetings held with all 

(20) sessional teachers who are part of the educational psychology team. This process of 

developing the clear goals with the team and communicating it clearly to everyone marked and 

the end of the coordinator's mission of building the team of educational psychology 

programme in December 2015. In 2016, the coordinator (the researcher) was offered another 

position as the head of Social Sciences and Humanities and concurrently remained the in the 

team as the coordinator and had the opportunity to see the team pursuing the goals and new 

team culture developed in the previous year. The coordinator left the job of coordinating 

directly the team end of 2016 to take on another senior position as the Deputy director in 

charge of Pedagogical issues. The whole process of building educational psychology team took 

2 (two) years (2015-2016). Hence, the seventh step to building this team of sessional teachers 

was to  define clear goals and clear success indicators against which the team will measure its 

progress.  

Reflections-Concluding Remarks on How the Researcher Went About Building a Team of 

Sessional Teachers 
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In the beginning of the process, it was very interesting to apply action learning, critical 

reflection (Savaya & Gardner, 2012) with the team. This included holding sensemaking 

meetings (Calton & Payne, 2003) with students, holding sensemaking meetings with teachers, 

reviewing the curriculum and contribute to set a reflective culture. Involving teachers in every 

decision making process affecting their teaching practice and address other issues affecting 

students were very rewarding.  

Though the team building process was very interesting and insightful, it is noteworthy that it is 

physically, emotionally and financially very expensive. Visiting all classrooms on a daily basis, 

listening to all students complains, calling sessional teachers who are not meeting the 

deadlines, calling teachers who were late, readjust the teaching semester schedule after having 

designed with everyone's participation, at the request of a teacher who suddenly need to 

change the initially agreed schedule to accommodate the demands of another professional 

commitment, it is frustrating and very time consuming and emotionally very upsetting. 

Telephone communication is very expensive in this context which makes it very expensive to 

call teachers on a regular basis.  

However, the lessons learned are the following: holding regular meetings both with students 

and teachers, help to identify and address issues affecting the practice and is powerful to give 

the team a sense of job satisfaction when issues are identified and solved. In addition, setting 

goals with indicators, fosters the sense of purpose ( McChrystal et al., 2015) to the team and 

this is a great step down to the right path in the process of delivering the expected results. 

Specific outcomes of the team building process in the Educational Department 

Programme 

The Educational Psychology team was successfully built with twenty sessional teachers. 

Specific goals and performance indicators were set for the team. The level of sessional teachers 

absenteeism reduced substantially. Students complains about delays in the grading process has 

reduced significantly. The relationship between teachers and students improved. Over 300 

(three hundred) students graduated (2017-2019) having developed basic teaching skills and 

hold basic knowledge of mental disorders as a result of the teamwork. The Educational 

Psychology team is still the regarded to be the best team and its students regarded to be among 

the best students in terms of reasoning and critical thinking. These assessments have been 

carried out by the general director who shared that he was very impressed with the outcomes 

the team has attained in the last 4 (four) years.   

Second Action Research (2016)- Building a team of 4 (four) Course 

Coordinators 

In 2016, the researcher was offered another job as the head of Social Sciences and Humanities. 

This job was done concurrently with the job of Educational Psychology Programme 

coordinator. The main role of the head of department was to build a team of 4(four) 

coordinators (History, Law, Political Science and Sociology). The aim of building the team of 
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coordinators who work in the same department, was to help these coordinators to develop 

management skills and replicate the model created in the Educational Psychology team. These 

coordinators were expected to build their teams by applying what was regarded to be a good 

practice of team building applied in the Educational Psychology Programme. 

Step 1- Regular Meetings with Coordinators 

Based upon the experience of the process of building the Educational Psychology team, the 

researcher (head of department) enacted the following practices: holding weekly meetings to 

identify issues affecting students and teachers. This included hold meetings organised by 

coordinators aiming to meet students, identify the key issues affecting their learning process 

and meet teachers to identify the issues affecting their practice.  

Based upon these meetings, it was clear that the courses had similar issues such as: teachers 

absenteeism, lack of transparency in the grading process, poor relationship between teachers 

and students, teachers call students fool specially law sessional teachers, lack of teaching 

experience, lack of teaching skills including lack of knowledge in terms stance in classroom and 

low tone of voice during the lessons. 

Step 2- Help Coordinators to Develop a Work plan 

The head of department (the researcher) search for the validation of the issues raised by 

double checking with students and teachers in different moments. All the meetings were 

organised by course coordinators separately. For instance, the meeting with law students, was 

organised by the coordinator of the course. The same approach was applicable to the meetings 

with teachers. However, this process was not easy. Get History coordinator to organise a 

meeting with students or teachers, was not easy as most of the time this coordinator was not 

around. The same happened with the coordinators of Political Science who has never been 

present in any meeting organised with coordinators.  

Once the rich picture (Monk & Howard,1998) of the department seemed to be clear, the head of 

department (the researcher), helped the following coordinators to set goals and design a work 

plan: History, Sociology and Law. The Political Science coordinator was too busy all the time. 

The three coordinators managed to design a joint plan. This included: proposing a list of 

sessional teachers, planning the teaching semester schedule in a participatory way. In the law 

course, one sessional teachers was dismissed, as there was enough evidence that he did not 

perform in the previous semester. 

In the History course, the list of new sessional teachers was completed following the criteria of 

holding at least an undergraduate degree on History and this had huge support of the head of 

department. In the Sociology course, the coordinator was a very committed person. He was 

able to do his work with very little support.  

Step 3- Supervising Coordinators 
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The Sociology coordinator, was the only one who managed to implement his action plan 

effectively. He would visit all the classrooms, address issues affecting students and teachers. He 

was able to share new breakthroughs almost every week. He managed to supervise teachers, 

support them, got hold of them when they were not complying with deadlines. However, the 

History coordinator had too many challenges. Most of the time he was not around to visit 

classrooms, meet teachers and did not address issues promptly. The head of department had to 

cover for History coordinator most of the time. The law coordinator was also a very busy 

person who most of the time did not manage to supervise his team. The complains about the 

delays in the submission of exam papers, grading, absenteeism and poor relationship kept 

being a problem. The good thing about the law coordinator was the fact that as a very good 

lawyer practitioner, he selected a very good team of highly qualified lawyers and that, added 

value to the course. In addition, he managed to negotiate a curriculum reshaping process of the 

law course including adding one more year changing the programme that was initially meant 

to last 4 years. It now takes five (5) years to study law in this institution and this was highly 

appreciated and applauded by students, teachers and the senior leadership was very happy 

with this coordinator. With all this great work done by the law coordinator, his lack of time did 

not help him to carry out the day-to-day activities of a course coordinator.        

In the end of 2016, the head of department had to leave this position to take on another one, as 

the deputy director in charge of pedagogical issues. 

Reflections- Concluding Remarks 

This second exercise of trying to build a team of 5 (five) coordinators was very problematical. 

Unlike in one course where the researcher is the coordinator and was able to use all his 

management and leadership skills to build a team, in this experience of helping other 

coordinators to build a team among their sessional teachers was not as successful as he was 

with the Educational Psychology Programme in which the coordinator had direct access to the 

teachers and students and he was fully committed to bring out leadership in everyone (Raelin, 

2003).  

The Sociology coordinator succeeded because of his commitment to make the team succeed. 

However, the rest of coordinators, did not have enough time and commitment to build their 

teams effectively. During the reflection process about the outcomes of this second effort to 

build a team among sessional teachers who hold management positions (coordinators), the 

researcher realised that delegating and providing support ( Raelin, 2010) to coordinators is the 

best approach to build a team of coordinators. However, management and leadership skills are 

a fundamental element to ensure team building efforts succeed. For instance, the Sociology 

coordinator was also a very busy person but he had good management and leadership skills. In 

addition, he was a very committed person. He was always ready to act. He was a very hands-on 

manager who always planned things ahead. All he needed, was the knowledge on how to go 

about building his team. After the discussions about drafting a work plan, set goals for the 

team, supervision tips and an example of how a day-to-day of a coordinator looks like, he was 

able to do everything with a sense of a mission. He managed to find a way to help students 
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bridge the gap between the theories learned in the school context and apply in different 

institutions including local districts and specific communities to investigate the communities 

live and what it takes to study a community as future sociologists. 

However, the other two coordinators such as History and Political Science coordinators, they 

were busy people without management skills. They had deep knowledge of the courses under 

their management. But their lack of management skills did not help much. Hence, the issue is 

no simply the lack of time. What we call lack of time in this context seems to be equivalent to 

the lack of management and leadership skills and lack of personal commitment. 

Interestingly, the law coordinator, did not seem to have management and leadership skills but 

he did have personal commitment to bring about positive and long lasting changes in the way 

the law course was initially shaped. Though he did not have enough time, he learned that he 

could make a difference by reshaping the curriculum and selecting highly qualified sessional 

teachers. However, it was surprising to find out that highly qualified law teachers, were also 

labelled as arrogant, unfair in the grading process and mistreated students most of the time. 

The law coordinator failed to change this scenario.  

On another note, it was unexpected and very strange to find out that one law sessional teacher 

was involved in sexual harassment. Though none is perfect, it is expected that people who hold 

law degree and teach about justice and human rights contribute to a society in which human 

rights are promoted and female students should be protected by them. 

Specific outcomes of the team building of five (5) Coordinators 

This second experience of building a team of 5 (five) coordinators succeeded in one 

course(Sociology). In the Sociology course, it was possible to replicate the model applied in the 

Educational Psychology course. Designing a work plan, supervising sessional teachers, meeting 

regularly sessional teachers and students to identify the issues affecting both the teaching and 

the learning process, visiting classrooms, reach out to those sessional teachers who are not 

complying with the deadlines and set context based goals and key performance indicators are 

the lessons learned that seemed to replicable to build a team among sessional teachers. As a 

result of his good work, the coordinator of Sociology was offered the position of head of 

department of Social Sciences and Humanities. And the then, head of department of Social 

Sciences and Humanities(the researcher), was offered another position as the deputy director 

for pedagogical issues. 

When it comes to the issue of sustaining the team building efforts, there is huge challenge 

which is helping coordinators to develop management and leadership skills and personal 

commitment to take the job as a mission. Hence, the question here is: can we build a team of 

coordinators without building their management and leadership skills? The other question is: 

how to build coordinators' sense of personal commitment? 
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Unexpected Development in the Process of Internship of Students to Bridge the Gap 

Between Theory and Practice. 

Although the internship process of all students in all courses was a great development in the 

process of promoting quality education, in the end of 2016, the administrative leadership 

realised that it was not cost effective to sponsor the internship process of all students. Hence, it 

was decided that only Educational Psychology and Health courses would be keep having access 

to internship funded by ISPSN. The administrative leadership found it very expensive to pay for 

the time of sessional teachers who supervise the apprentice in the field. Whilst it is something 

that makes sense from the financial management standpoint, it is another evidence that the 

administrative leadership, does not prioritise quality education. It also suggests that the 

general director does not have a say on the funds allocation.    
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Figure 5: Illustrates the Current Organisational Structure 
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5.0 Current Organisational Structure 
 

As Figure 5 reads, the current organisational structure is made up of two different structures. 

On the one side, there is a team managed by the general director and on the other side, there is 

another team operating within the organisation managed by a very independent structure. 

Taking into account the current working environment, the need to invest in sessional teachers 

to develop teaching and the students learning needs and the need to train coordinators, heads 

of departments to develop management and leadership skills, the organisational current 

structure does not seems to be suitable.  

The rationale underpinning this claim, has to do with the fact that the administrative structure 

acts independently of the general academic structure of the institution, makes it difficult to 

manage effectively. The school needs do not seem to be taken into account. For instance, the 

time allocation process for the internship is influenced by the administrative team that tends to 

be driven by the need to maximise the revenues in detriment of students learning needs. On 

the other hand, the administrative structure manages all financial operations including 

procuring utilities, the payroll, maintenance and repair of photocopy machine. And though it 

has improved substantially, academic staff salaries sometimes are delayed for unknown 

reasons. When the academic leadership demands an explanation as to why the salary  are late, 

the finance department suggests that there are other priorities which indicates that there is a 

mismatch between the administrative priorities and the school's priorities. 

Bolman & Deal (2013) argues that organisational structures should be aligned with the 

environment.  In light of these insights, we claim that managers should strive to the make sure; 

their organisational structures are aligned with the environment in which they are operating. 

As the Figure 5 indicates, the current organisational structure is not aligned with the 

organisation environment in a sense that it does not match with the needs of the institution. In 

other words, the day-to-day activities such as the criteria to set the right amount of time to be 

allocated to develop a set of skills during the lessons is decided based on the administrative 

priorities. If more time is needed it is not allowed to avoid invest more money.  

The administrative leadership also manages school material development, reproductions, and 

agreements with suppliers independently. Including the internship programmes and funding 

allocations to address students learning needs assessment, textbooks designing and 

development, is not aligned with the academic structure. We therefore, argue that the current 

organisational structure, does not seems to be aligned with the current environment given that 

there is a mismatch between the current environment (students’ needs, academic staff needs 

and market demands). Hence, it is expected that the leadership of the organisation makes the 

adjustments that are aligned with the environment and adopts the structure illustrated in 

Figure 6. 
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Figure 6: Outcome of the analysis expressed by the research participants. This figure depicts the required 

organisational structure 
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make it sustainable by paying attention to the interdependence between social, economic 

(Turcu, 2013) and the need to create a balance to ensure that one is not overlooked in 

detriment of the other. Hence, it is not the intention of this work to take this structure for 

granted which means that the best approach is to adopt an eclectic stance that fosters a 

structure that enacts an enabling environment by reframing and reshaping the thinking 

process of every agent of the organisational system (Houghton et al., 2003). 
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Figure 7: Depicts a simple simplified structure that would address the complex context under which the 

organisation is operating. Source: group focus  sessions with research participants. 
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teaching semester schedule; supervise sessional teachers activities on a daily basis by visiting 

classrooms at least 3(three) times per week and in some cases, it can be done on a daily basis 

as long as the coordinator plan his/her time well; identify and address issues affecting both 

students and sessional staff promptly; monitor the compliance of due dates for the submission 

of exam papers, grading process and submit the results on time; reframe the curriculum and 

adjust it to the learning needs of students.  

However, the empirical evidence has shown that apart from investing in the coordinators 

management and leadership skills, the current organisational structure and the leadership 

style are not aligned with the efforts of team building dynamics. This in turn, does not seems to 

contribute to  sustain the teams built. The reasoning underpinning this claim has to do with the 

fact that the current structure of the organisation, does not match with the working 

environment needs. In other words, the extant organisational structure is divided into two: the 

administrative structure and the academic structure independently.  While this worked 

perfectly for two (2) years, in the last four years, this structure has proven to represent a 

challenge sustain the team building efforts given that it does not align with internal 

organisational dynamics.  

The administrative branch does not seems to be willing to increase its agility (Power, Sohal & 

Rahman, 2001) skills to collaborate (Sawyer, 2008) better. This does not help the general 

director who is in charge of the academic side of the organisation. The academic work is 

negatively influenced by the apparent lethargy of the administrative leadership.  

Most of teachers are sessional workers, which means that they are paid to teach and if they are 

not paid on time, their ability to focus on the job and provide quality services (Cowley, 2010) is 

undermined. The main reason why the organisation is facing this situation is the fact that there 

are two concurrent, coexisting and competing leadership structures and they are not tuned 

enough to work as a team. This has increased the sense of job insecurity as the general 

academic management of the organisation does not always has the full support of the 

administrative leadership which jeopardises the organisation's ability to build effective teams 

among sessional teachers and it is hard to sustain them. 

The fact that most of the academic staff are sessional staff (Cowley,2010,p.30; Ryan et al., 2013) 

and the lack of management and leadership skills of the leadership members makes it hard to 

build a cohesive team. The sense of job insecurity does not encourage teachers to give their 

energy, time, skills and full potential to the organisation. 

Unlike the traditional approach in which the general director should have influence over both 

the academic staff and the administrative staff. In this organisation, the working system does 

not help to build strong working relationships among teams. This affects the organisation’s 

ability to work in a collegial fashion (Davies, Hides & Casey, 2001; Astin & Astin, 2000). 

The main source of incoming for this institution are the fees paid by the students who invest 

their resources seeking quality education. However, the administrative leadership seems to be 
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investing most of the incoming (revenues) in other business without taking into account the 

real needs of the organisation. Prioritising the school needs should include paying the 

academic staff for their work and allocate as much funds as needed to cover the costs related to 

specific activities that enhance students learning processes. Including exposing students in real 

life experiences to make sense of volume of concepts and facts by relating previous knowledge 

and connecting it to their professional contexts (MacDougall, 2017).  

On the other hand, they do not seem to engage the academic leadership in their vision of how 

they intend to go about running the administrative issues of the organisation. This does not 

help to create a common understanding and a sense of why the current course of actions 

justifies what is going on (Dulewicz & Higgs, 2005, p.106; Politis, 2001; Keegan & Den Hartog, 

2004, Angus-Leppan, Metcalf & Benn, 2009). In this sense, the notion that concurrent 

leadership is good to make the organisation run smoothly, as claimed by Raeling (2010,p. xvi) 

still holds to be true in this environment unless everyone is in the same page which is not the 

case in this organisation.  

Despite the challenges identified by this research, the organisation has a great opportunity to 

invest in the sustainability of the teams built. Hence, the leadership of the organisation is 

expected to take actions including reframing and restructuring the current organisational 

structure as suggested above. In addition, invest in the teaching skills of teachers to 

accommodate students learning needs, foster reflection, put knowledge in practice, 

professionalism and key pedagogical skills (Dick, Carey & Carey, 2006).  This should include 

also building the academic staff capacity to develop research skills to enhance their knowledge 

in their field and design context based textbooks to help students make sense of the issues 

discussed theoretically (Barth & Rieckmann, 2012; Ho, Watkins & Kelly, 2001; Southwell & 

Morgan, 2009). 
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6.0 Introduction 

This chapter is about a discussion of the results. It includes looking at the main findings, 

explain their meanings and importance in the context of the research, then, discuss them in 

light of the predominant literature. In addition, we intend to share the limitations of the study 

and suggest future research avenues (Hess, 2004).  

6.1 Discussion 

Our findings suggest that to build teams among sessional teachers requires empowering course 

coordinators who are the line manager of sessional teachers and interact with them on daily 

basis. In the research context, the best way to go about building teams among sessional 

teachers entails: give course coordinators the freedom to build a team with their sessional 

teachers. We identified seven steps through which, coordinators need to go to build teams 

among sessional teachers such as: Step 1- Hold weekly meetings with sessional teachers. Step 

2- Hold weekly meetings to give voice to students. Step 3- Enacting interdependence among 

sessional teachers. Step 4- Set an accountability system. Step- 5 Supervise the work of sessional 

teachers. Step 6 Addressing curriculum development issues. Step 7- Inspiring coordinators to 

set (3) three main goals for each team such as: (1) By the end of each teaching semester, all 

sessional teachers meet all deadlines including: submitting the exam papers on time; grading 

the exams and submit the results on time; present the syllabus on time. (2) By the end of each 

teaching semester, all sessional teachers carry out all teaching activities with quality and 

effectively which should include: showing up on time everyday to carry out teaching activities; 

planning the lessons and align them with the key skills students should develop to become 

competent in their field and encourage students to develop a set of cognitive skills such as: 

knowledge, comprehension, application, analysis, synthesis and evaluation (Fry et 

al.,2009,p.44-45); and guide students through the internship programme to practice the 

acquired knowledge and develop the required skills to become professionals in their field. (3) 

By the end of each teaching semester, all sessional teachers participate effectively in every 

activities organised by the school including: showing up on time in every team meetings; 

participating in every teaching semester's meetings organised school wide and report in 

advance when there is time constraints to show up; participating in colloquiums and 

symposium organised by the school. 

During the four(4) action researches conducted with different teams within the institution, we 

realised that holding weekly meetings with both students and sessional teachers, is a very 

powerful working tool to build sessional teachers teams. In other words, meeting students, 

provides coordinators with a unique opportunity to identify the key issues affecting students 

learning to address promptly. For instance when a student does not have the results of his/her 

exam, the motivation to attend the lessons of that particular discipline tend to decrease. Hence, 

meeting students on regular basis allow to identify specific issues and stop the problem on a 

timely fashion. Another example is the issues teachers absenteeism. During the study it was 

found out the in the past (before the study), some sessional teachers would disappear for 

almost a month and this issue would go unnoticed by the coordinators. Once the weekly 
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meetings have been enacted, issues were identified quickly and most of the time they were 

easily and quickly addressed. The same is applicable to sessional teachers weekly meetings, 

during which issues were identified and addressed promptly. For instance, there were 

sessional teachers who needed to adjust their weekly schedule as they only have time in 

specific days and time. The weekly meetings allowed those teachers to communicate with 

others to change days and time and it was done on a regular basis from time to time. This 

reduced the number absenteeism. In addition, when a particular teacher is not available to 

teach in a particular week due to the conflict of interest with another job specially when they 

have to travel, in the weekly meetings these issues are shared and teachers agree among 

themselves that one will cover for the other and this made the life of coordinators easier. 

Hence, the real meaning of weekly meetings in team building among sessional workers in this 

institution is that it fosters regular interactions, communications, enact collaboration, 

interdependence and creative ways of addressing issues. The role of the coordinator is more of 

a facilitator who tries to ask the right questions and the team will do the rest of the thinking by 

brainstorming possible solutions until the best option is found. It is noteworthy to highlight 

that these regular meetings do not need to take over an hour. The meetings that take long, are 

the one that take place at the inception of the teaching semester as there are many issues to 

discuss including the syllabus and distributing disciplines (subjects). Hence, the first, second 

and the third steps in team building among sessional teachers, require holding regular 

meetings to identify and address the main issues affecting both students' and teachers' 

practices. 

Once the team is in action, it is important to set a monitoring and evaluation process to track 

the progress and hold team members accountable. The research found out that one of the 

challenges of building a team among sessional teachers in this institution, has to do with the 

fact that most of them hold more than two jobs and they do not seem to have a proper 

management and self-leadership skills to comply with their commitments effectively. In this 

institution, the issue of not meeting the deadlines used to be a huge problem. Hence, the 

coordinators set an accountability by visiting all classrooms on a regular basis. Visiting 

classrooms had two (2) different purposes: a) to check if the teacher is in the classroom 

teaching; b) to talk to students during the break to find out if something is worrying them. In 

addition, the coordinators set a network of class monitors to share and report any issue 

including to keep the coordinators informed when a teacher is late or absent. This has 

increased a sense of responsibility of sessional teachers as they know that if they are not 

around or late, they will get phone call from the coordinators.  

Although the accountability system involves supervising the work of sessional teachers, our 

research suggests that the supervision process should include specific tasks such as: check if 

sessional teachers are complying with the deadlines to submit the exam papers, grading exams 

on time, submitting the results of the exam on time and submitting the syllabus on time. These 

tasks were emotionally and financially very expensive as the coordinators had to call each 

sessional teacher who does not submit one day before the due date to encourage him/her to 
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meet the deadline. This is a very important task to help sessional teachers discipline 

themselves and keep their to-do-list updated. 

 Though our study aimed at identifying how to go about building teams among sessional 

teachers, in the course of this process, we realised that it is important to approach the issue of 

building teams among sessional teachers in a holistic way which implied to look at end product 

of team building efforts which is enacting quality education by meeting minimum quality 

education standards. Quality education does not seems to be attainable if the curriculum is 

designed without taking into account the context where it is going to be implemented. Hence, 

our study found out that most of coordinators who succeeded in their assignment to promote 

quality education needed to reframe the curriculum. This involved inserting new subjects, 

adding more time to study and in some cases include internship as an alternative to the 

impossibility of adding more disciplines. This experience, suggests that coordinators should be 

senior teachers who hold a track record on the field they coordinate. For instance, the 

coordinators of educational psychology, law and sociology were very experienced in their 

fields and that allowed them to be able to reframe the curriculum. In the final step, we have 

realised that to sustain this model, we needed to set goals with all sessional teachers to ensure 

this experience becomes part of the culture irrespective of who is coordinating, the 

performance indicators were developed based on the goals to allow track the team progress 

and their ability to deliver the expected outcomes effectively. 

Hence, course coordinators play a pivotal in the process of building teams among sessional 

teachers. This finding is consistent with the work of Byers & Tani ( 2014) who implied that 

viewing coordinators as effective line managers of sessional staff is a complementary tool to 

increase their engagement and students' learning outcomes. Our study findings are in this 

particular aspect aligned with the recommendations made by Byers & Tani (2014) as the 

involvement of coordinators increase the engagement of sessional teachers and improved the 

learning outcomes of students. On the same path, Mealiea & Baltazar ( 2005, p.141) have 

stressed: managers must recognise that they play a central role in effective team building.  In 

our study it became very clear that effective team building among sessional teachers, require 

the full engagement of coordinators in their capacity as line managers of sessional teachers.  

As line managers of sessional teachers, they play a fundamental role to shape the expected 

behaviour as it was highlighted in the study of Shipton et al.(2016) by pointing out that line 

managers are the front liners who shape their team behaviours. During our study, it was clear 

that those coordinators who engaged in the day-to-day effort of team building among sessional 

teachers managed to inspire commitment in their staff. In those cases, in which the level of 

commitment was not high and coordinators as line managers did not engage in the exercise of 

day-to-day team building, did not manage to inspire commitment and their teams did not 

perform at the their highest potential. These coordinators, kept having sessional teachers who 

did not meet deadlines, in some cases they still had a considerable level of absenteeism. Hence, 

it is critical that coordinators play their role to ensure the teams are built consistently.  
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Another key aspect of team building among sessional teachers is to help coordinators to 

develop key coordinating mechanisms as suggested by Salas et al.(2008, p.1003) which entails: 

team orientation, mutual trust, regular communication and adaptability. These key 

coordination mechanisms are consistent with our findings in a sense that our study discovered 

that the process of building teams among sessional teachers calls for a very articulated 

coordination strategy. Empirical evidence has shown that in those cases where coordinators 

did not develop coordination skills of team building, the team was not effective.  

This leads to another concept that our research found out, that it seems to be difficult to build 

an effective team without promoting teamwork. Teamwork is the first the level of team 

building and this is not attained without regular meetings. In our work it was clear that those 

coordinators who were able to engage in regular dialogue with the teams managed to promote 

teamwork and effective teams. However, those coordinators who did not communicate on a 

regular basis with their teams member, did not manage to reach effective team building. Hence, 

team building should entail teamwork which requires regular sense giving and sensemaking 

meetings(Calton & Payne, 2003).       

In the same vein, our study also considered that giving voice to students is the cornerstone of 

the process of improving the performance of  sessional teachers as students do hold a valid 

perspective of how sessional teachers are performing and what could be done to improve the 

quality of services provided by them. Marshall (2012) defended in his work that the students' 

voices should not be underestimated as they hold very important opinions of what is going on, 

when it comes to the teaching and learning process as they have a live experience of the impact 

of these processes in their daily lives in the university.       

Whilst we find some similarities between our research and other studies, our study shows that 

the issue of sessional teachers in the private sector of higher education industry in Angola, 

seems to be unregulated in a sense that whilst countries like Australia, New Zeeland, UK and 

USA (Harvey, 2013; Knott et al., 2015; Hitch et al., 2018; Sutherland & Gilbert, 2013) have 

developed standards for sessional staff in higher education, in this research context we did not 

find documented human resources standards to work with sessional teachers that should 

accommodate issues such as: induction of sessional teachers; orientation of sessional teachers; 

accurate job descriptions; articulating descriptors of tasks and formulae for payment, 

communicate all relevant information about their rights, responsibilities and entitlements as a 

staff member in a timely manner; regular payments; paid orientation before teaching 

responsibilities are undertaken; coordinators understand their role in supervision of sessional 

teachers; retention and professional development of sessional teachers; mentorship of 

sessional staff;  systematic process in place to identify good sessional teachers; good sessional 

teachers offered a longer- term contracts (Harvey, 2013, p. 14-33). 

On the other hand, our study was carried out in a context in which we did not find minimum 

academic standards for sessional teachers such as: providing induction to learning and 

teaching; monitoring the induction process; professional development plan paid for sessional 

teachers in learning and teaching; assign mentors to all sessional teachers; grading criteria and 
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feedback guidelines in place; provide regular comprehensive and systematic feedback; 

resources allocated to invest in the professional development of sessional teachers in learning 

and teaching (Harvey, 2013, p.14-33).      

This scenario, on the one hand suggests that although 90% of the academic staff in the private 

higher education industry are on sessional contracts, Angola Ministry of Higher Education does 

not seems to have considered the need to set minimum human resources and academic 

standards for sessional staff ( Sousa, 2016; Liberato, 2019) to regulate this powerful industry 

that has influence over the future workforce of the country. On the other hand, this situation 

makes private higher education institutions to operate without minimum human resources and 

academics standards to work with sessional teachers which does not help much to promote 

team building and sustaining it. For instance, during our study, we found out that the 

coordinators who built successfully teams among sessional teachers, were the ones who were 

ready to go an extra mile in a sense that they invested their own unpaid time, their own money 

to get the job done which included meeting over the weekends, calling sessional teachers who 

were late or absent and hold regular meetings with students and teachers.  

The coordinators and sessional teachers who were not ready to go an extra mile, built their 

teams but they were not as effective as the teams built by those coordinators and sessional 

teachers who were ready to sacrifice their time and other personal resources to get the job 

done effectively and on time.  Hence,  the fact that this study was carried out in a context in 

which no standards for sessional teachers have been developed, made it a challenge and an 

opportunity to contribute for the ongoing discussion on how to empower sessional teachers to 

improve the quality teaching and learning in the country. Interestingly, from the predominant 

literature standpoint, the lack of minimum standards for sessional teachers does not help to 

build teams among teachers and it is not easy to sustain them (Havery,2013). However, our 

findings suggest that it is possible to build teams among sessional teachers even when there 

are no minimum human resources and academic standards. But we do agree with the literature 

in the fact that it is not easy to sustain and make all the teams built in this institution highly 

effective, relying on people's good faith and personal sacrifice without the recognition and the 

reward for the good work that they do. 

Another  distinction to be made about our study compared to other researches on engaging 

sessional teachers, is that though they have highlighted that it is of paramount importance to 

set clear goals for sessional teachers as it was defended by Byers & Tani (2014), they did not 

share according to their research context, what those goals would be. Our study, has identified 

specific goals, whilst coordinators striving to build teams among sessional teachers and these 

goals were above laid out in the beginning of this chapter. 

Hence, we claim that in this research context, we managed to build teams among sessional 

teachers and managed to see these teams producing in the last four(4) years. However, our 

findings suggest that high productivity and effectiveness of these teams were attained thanks 

to the personal sacrifice of few coordinators who were willing to go an extra mile and for this 

reason, we argue that whilst it is possible to build teams among sessional teachers, sustaining 
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their high productivity and effectiveness depends upon the personal commitment of 

coordinators. We therefore claim that this situation risks the sustainability of high productivity 

and effectiveness. That said, higher education institutions, should strive to set minimum 

human resources and academic standards to avoid depending on the willingness of 

coordinators to go an extra mile. 

6. 2 Implications of the Research for the Practitioners Community 

Our studies suggest that building teams among sessional teachers, require investing in course 

coordinators skills. This entails helping coordinators to develop coordination's skills such as: 

setting specific goals to be attained by the end of  each semester for the teams including (1) By 

the end of each teaching semester, all sessional teachers meet all deadlines including: 

submitting the exam papers on time; grading the exams and submit the results on time; 

present the syllabus on time. (2) By the end of each teaching semester, all sessional teachers 

carry out all teaching activities with quality and effectively which should include: showing up 

on time everyday to carry out teaching activities; planning the lessons and align them with the 

key skills students should develop to become competent in their field and encourage students 

to develop a set of cognitive skills such as: knowledge, comprehension, application, analysis, 

synthesis and evaluation (Fry et al.,2009,p.44-45); and guide students through the internship 

programme to practice the acquired knowledge and develop the required skills to become 

professionals in their field. (3) By the end of each teaching semester, all sessional teachers 

participate effectively in every activities organised by the school including: showing up on time 

in every team meetings; participating in every teaching semester meetings organised school 

wide and report in advance when there is time constraints to show up; participating in 

colloquiums and symposium organised by the school. 

On the other hand, our study found out that regular meetings with students and sessional 

teachers are critical for team building and address issues promptly. Hence, we cannot 

emphasis enough how powerful it is to hold regular meetings to build teams and make them 

work effectively.   

On another note, whilst the rate of sessional teachers in other countries(Australia, New 

Zeeland, UK and USA) varies from 40%  to 60% ( Harvey, 2013; Bryson, 2013) of the academic 

staff, in Angola the private sector of higher education industry, relies over 90% (Sousa, 2016) 

on sessional teachers. Hence, it is fundamental that studies like this are widely discussed 

aiming to feed the discussion process of developing the minimum human resources and 

academic standards to work with sessional teachers. 

On other hand, during the entire research process, there was evidence that the predominant 

leadership style was the transactional one. However, our study findings suggest that to make  

the teams more productive, it is important to adopt  a transformational leadership approach, 

aligning organic organisational structure to the context and its process would be crucial to 

ensure the survival of team buildings efforts are guaranteed (Anabila & Awunyo, 2013; Raeside 

& Walker, 2001).  
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However, it is not the intention of this study to take for granted the finding of this study, as 

they are specific to this particular working context. Team building among sessional teacher for 

higher education institutions and sustaining its efforts, is a complex issue that requires an 

adaptive stance (Espinosa & Porter, 2011; Heifetz, Grashow & Linsky, 2009).  

This includes developing basic thinking skills such as problem solving; building relationships 

with different agents of the organisation hold technical knowledge of the business (Kartz, 

2009). In addition, the action research results, suggest that the management of higher private 

institutions, should consider investing in team building among sessional teachers by 

empowering course coordinators. This includes enacting learning set discussions, sensemaking 

meetings and promote regular participatory curricula upgrading.                    

6.3 Implications of the Research to the Scholarship Community 

Though the issue of sessional teachers seems to have received substantial attention, our study 

has discovered that the trend of the current international literature on this topic,  is focusing 

more on the professional development and support that higher education institutions should 

provide to  sessional teachers (Harvey, 2013; Bryson, 2013; Sutherland & Gilbert, 2013). At 

national level, the extant literature, is focusing more on the issue of sessional teachers holding 

too many jobs which does not seems to help them invest time to offer quality teaching. In other 

cases, the national literature is viewing private institutions preference for casual contracts as a 

cost effective option to maximise the revenues (Nguluve, 2015; Sousa, 2016). However, we did 

not find both in the predominant international and national literature attention given to the 

process of building teams among sessional teachers and how to make them sustainable. 

Hence, we hope that the steps identified in this study  such as: holding regular meetings with 

students and teachers; supervise sessional teachers work; set an accountability system; set 

specific goals to achieve by the end of each semester, will shed light into the process of building 

teams among sessional teachers. 

In summary, in figure 8 below is a framework that illustrates what it takes to build teams 

among sessional teachers and sustain. 
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Figure 8: Illustrates what it takes to build teams among sessional teachers and sustain them. This figure is an 

outcome of the discussions with research participants. 
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6.4 Limitations 

An insider researcher carried out this study. Hence, preunderstanding, role duality and 

organisational politics (Brannick & Coghlan, 2007) may have influenced the researcher's ability 

to capture everything involved in the research context.  In other words during the group focus 

discussions it is quite likely that the researcher missed out relevant information.  

On the other hand, although confidentiality was assured, during the sense making discussions 

some participants shared that they were hesitant to share sensitive information for fearing that 

they would be punished if they criticised the institution. Hence, despite the wealth of 

information shared by participants it is assumed that some participants may have withheld 

relevant information (Rovai, 2000) for fearing being misunderstood or being punished. This is 

underpinned by the fact that some participants kept quiet from the very beginning of the 

meeting up to the very ending. 

This study has been carried out in a particular context such as developing country, post conflict 

country, in which the notion of business management is new given that for sixteen years the 

country was deeply influenced by the communist system (Tanner, 1999) in which the 

predominant leadership style was shaped by the  top down approach. We therefore, argue that 

the knowledge produced in this context seems to be applicable only in contexts similar to this.  

6.5 Avenue for Future Researches 

During the research, many questions were left unanswered. For instance, team building among 

sessional teachers requires the full and almost unconditional support of the most senior 

leadership figure. The question that is still to be answered is how to cope with the interference 

of the most senior manager during the process of building teams among sessional teachers. In 

the same vein, the process of sustaining sessional teachers teams and make them produce 

effectively, requires commitment and personal sacrifice of coordinators. However, the question 

that holds to be answered is: is it reasonable to expect coordinators to give their very best by 

spending their own money and other personal resources including their time without the 

organisational support? In the same line, how to bring out coordinators commitment to engage 

sessional teachers and give their very best enact productive and effective teams?  

Although it is clear that private higher education institutions are new in Angola which makes it 

difficult offer long-term contracts to good sessional teachers, based upon the findings of our 

study, there are many sessional teachers who have been working for the same institution for 

almost 8(nine) years. Despite being in the same institution for that long, they have to sign 

two(2) contracts per year. In other words, there are permanent sessional teachers who would 

deserve a carefully structured contract to recognise their dedication and give them a sense of 

job security. The other question is: given the fragility of this industry how to go about ensuring 

there is job security among sessional teachers? 
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Another question to be addressed is how to sustain team building efforts among sessional 

teachers in an environment in which the senior leadership adopts a know-it-all attitude and 

fire people at any time without much consideration of the implications of those decisions? In 

the same vein, how to sustain team building efforts in a context where there are no accurate 

job descriptions and no role clarity?    

6.6 Conclusion 

Team building among sessional teachers requires the meaningful involvement of course 

coordinators (also known as convenors). Hence, senior managers of higher private education 

institutions should consider investing in coordinators aiming to develop coordination's skills 

including setting specific semester goals for the team. Team goals should be monitored on a 

weekly basis. This calls for the full engagement of coordinators to set a regular meetings 

pattern to identify issues affecting sessional teachers. In addition, coordinators should 

supervise the sessional teachers' work and assess the progress towards achieving the 

semester's goals. Thus, coordinators should engage with students on a weekly basis to assess 

the progress being made and identify the need for corrections and adjust accordingly. In 

addition, coordinators should develop the ability to identify both students' and teachers' 

concerns, issues and address them promptly to maintain the changing momentum aiming to 

sustain a culture of trust in their leadership. 

Senior management leadership of higher private institutions, need to consider adopting an 

organic organisational structure in which assumptions are tested by reality and if there is a 

need to change to align the work style to the environment aiming to follow the best course of 

actions, then the leadership should be ready to adjust and adapt. On a more bigger picture, 

team building efforts among sessional teachers and its sustainability should be echoed by the 

existence of minimum human resources management and academic standards for sessional 

staff set by the Ministry of Higher Education in Angola. Hence, we hope that this research will 

contribute for the discussion on minimum standards for sessional teachers in Angola. At a 

policy level, government should consider setting the standards to regulate the work and quality 

of sessional teachers in higher education. 
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Chapter 6 

Final Reflection 
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7.0 Introduction 

In this chapter I intend to share my reflections on the entire DBA journey. On a more specific 

note, I will be sharing how my management skills have been sharpen and how I have been 

growing as a leader, scholar and practitioner. This includes sharing the impact of the DBA 

programme in my personal, professional and academic life. 

7. 1 Impact of the modules at different levels (personal, 

professional and academic) 
 

Personal, professional and academic background mindset before joining 

the DBA 

I joined the DBA programme back in September 2011. Although I knew that the English 

education system is a world class, I had no idea what I was about to become as an outcome of 

being involved in the DBA programme. I was mentally, personally and professionally 

challenged in the best way possible and it exceeded my expectations.   

Although I had been working  for a British non government organisation for over 17 years at 

the time I joined the DBA, I was not familiar with the English education system specially when 

it comes to being reflective, reflexive and  thinking critically which was a challenge to me as I 

had to learn everything. 

I grew up in a post socialist country in which the predominant management approach was a 

top down in a sense that the elders, parents, teachers, leaders and anyone in the authority 

position were the only one who knew how to run business and knew everything about 

leadership. In this environment, ideology and culture come first, then science if and if only it is 

convenient it can have some space. As undergraduate students in the college, we were shaped 

to believe that the theories in the books were to be taken for granted given that whenever a 

book is published, it meant that everything in it was true and valid to be applied irrespective of 

the context and without questioning it at all.  

When I did my master degree in a Spanish system, I was also expected to be believe everything 

written in the books.  Hence, my whole life has been shaped by an education system that tells 

me what to do and what to believe in. 

The New Mindset Gained and Shaped Throughout the DBA Journey 

When we started module 1 Doctoral Practitioner (DP) I almost gave up due to the demand on 

critical thinking and critical writing. I had no communication skills at all. I struggled to get the 

assignments right on time. I tended to take for granted every articles and could not discuss 

them from a critical thinking perspective. When I read the works of others, I could tell that I 

was not getting the assignment right. I was lucky to have had a great instructor who coached 
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me patiently to carry out every assignment. My instructor would comment in a detailed fashion 

every discussion paper I submitted. Then, I learned that the whole point of the academic field is 

to make sure rigour and relevance (Hodginkson & Rousseau, 2009) guide our work journey. In 

other words, being a scholar practitioner is about bridging the gap between theory and 

practice by highlighting the validity of the knowledge generated in a particular context. This 

included learning how to cite, think critically, argue and problematise. In addition, this process 

of checking how rigorous a certain academic work is and if it is relevant for my context, helped 

me to gain new critical thinking and research skills. As a result, it gave up the old mentality of 

taking things for granted.  

The instructors' management and leadership skills were determinant to encourage me and 

keep my motivation to carry on. The point I am trying to make here, is that the supportive 

attitude and the leadership of the instructors made a huge difference in my journey towards 

the completion of the DBA programme.    

In the course of the discussions of module 1, I was particularly impacted positively by the 

notion of the rich picture(Monk & Howard, 1998) in which the manager tries to make sense of 

the working environment by identifying the needs, issues and concerns of the team. This 

exercise made me realise that I was not aware of what it takes to manage the team under my 

supervision. I mean, when I joined the DBA programme I had already been in the management 

field for seven(10) years, but that exercise made me realise that I did not know how to manage 

business. In my professional career, I always had line managers who would expect me to excel 

without much support. They would expect me to be as creative as possible given that I could do 

my work in an efficient and effective way. I had not realised that the management style of my 

previous line managers had influenced me considerably that impacted the way I was handling 

business management with my team.  

I expected the team under my management to perform well, be creative, efficient and effective. 

However, I was not aware of the issues going on, affecting their ability to deliver. I did not 

know their concerns and their critical problems. The exercise about the rich picture made me 

realise that I was not a supportive manager.  

Did that mean that I did not have supportive managers? Interestingly I realised through the 

refection exercise, that my former managers may have had spotted that I was a self motivated 

employee who needed little or no support in many cases. I assumed that every team member 

under my management should have the same attitude towards the business. 

The notion of assumption was deeply discussed in module 1 and it made so much sense to 

learn that most of the time as a manager I made a couple of mistakes due to the fact that there 

were wrong assumptions that I held dear, and did not dare to question them. I mean I believed 

that just as my former line managers led me in my previous positions, I also did not need to 

invest too much time trying to understand how each one is handling the work and what their 

concerns were. Thanks to the approach strongly espoused by the DBA philosophy of enacting a 

reflective and reflexive mindset, I learned to question my assumptions at three levels such as 
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personal, professional and academic and this, made me gain a learning mindset (Kouzes & 

Posner, 2016).      

I decided not to take anything for granted anymore. I would always double check if my 

worldview reflects the reality or if there was something, I needed to change. I adopted the 

notion of asking insightful questions (Kinsey, 2011) as my working tool. In addition, I included 

the learning set discussions as another working tool to make sense of what is going in the 

working environment (Pedler,2008). 

Because of enacting learning set discussions and asking insightful questions, I realised that a 

programme manager under my supervision was misbehaving, pretending that she had been 

going to the field to provide assistance to the team in field. Through asking insightful questions, 

we found out that she pretended that she had gone to the field to run a workshop in a specific 

project site that would cost USD 8,500. She convinced the staff in the field to provide false 

information about the workshop by inventing participants’ list workshop minutes including 

fake pictures. However, she forgot to brief the project site manager about specific issues I 

would like the field manager to address once she was in the field.  

Because of her failure to brief the project site manager, I received a call from the project field 

manager, asking for an information that the senior health programme manager was meant to 

provide. I then, very calmly, said I did not mind answering the question but I kindly asked the 

reason why they did not receive such information from the senior health programme manager. 

As the project site manager tried to answer my question, I could tell that she was hiding 

something. Then she broke the silence by saying: please keep this information confidential, our 

senior health programme manager, had never been in this project site.  

I reported the issue to my country director who was so nervous when he learned that USD 

8,500 were at risk of being stolen, he could not control himself emotionally and started 

shouting at her ( health programme manager). I asked my country director to leave the 

investigation with me as I would use my new acquired knowledge of asking insightful 

questions and gather as much as evidence as possible.  By asking insightful questions, I got her 

verbal confession. Then I paused the conversation to document our discussion and asked her to 

sign it. In the following day, she wanted to tell a different story. However, it was too late, as she 

had already signed her written confession.  

We got our money back. My line manager who then left the position to me complimented me. I 

got a promotion and became the acting country director. I was so happy given that in the first 

few weeks of my DBA, I had already benefited from the new acquired knowledge. I became 

aware that in the management field, action learning and action research are very powerful 

tools to keep learning and run the business efficiently and effectively. 

7.2 Personal Transformation 

The DBA programme has been a very powerful positive influence in my personal life. This 

includes how I deal with myself, how I relate with my family and how I see the world based on 



  

   141 

 

the management knowledge acquired and the leadership skills developed throughout this 

interesting and challenging journey. Although I had been working as a manager for over 

ten(10) years when I joined the DBA programme, the management knowledge acquired during 

the entire programme from the modules to the thesis, made me realise that in my personal life 

I was not managing my family issues effectively.  

In the past, I would live spending our financial resources without considering potential crisis in 

my job. I mean I would spend most of the money paying the bills believing that as long as I had 

a job, I would not need to worry about running out of money. However, the DBA knowledge 

and skills made me aware that change and crisis are  part of one's life. I am based in an African 

oil based country economy, in which the local currency value has been fluctuating as it depends 

on the oil price. If one only have one source of income, it gets hard to face the ever-changing 

economy. I decided to protect my family's economy by diversifying my incoming sources, 

which included holding three (3) to four (4) jobs at the same time to make sure one makes 

enough money to pay the bills and save money to bounce back if there is a financial crisis in the 

family.  

On other hand, I have been playing a role of a leader within my extensive family. Although I am 

the youngest of my siblings, I am always expected to solve family problems. This includes 

asking insightful questions to help solving many complex problems within the family such as 

organising funerals, finding solutions for health issues in the extensive family, get people 

together to contribute with a certain amount to help a relative who is sick. 

At a more personal, private life level, whenever I feel that there are things that do not make 

sense in my relationship with people who are close to me, I will dig deep, and most of the time I 

find out the true about something that a close friend had been hiding for years. In different 

occasions, I spent over a year trying to figure out why someone very close to me was behaving 

in a way that did not fit in the picture the person was portraying. The person was always 

pretending to be someone that she was not. In the past without any evidence, I would confront 

the person and that would be damage the health of the relationship. However, I learned to 

withhold judgment (Raelin, 2010). I used to be so impatient that I would simply be aggressive 

with the person.   

I developed a lot of patience and after almost two years, I managed to gather enough evidence 

to conclude that the truth was very different from the story this person had told me. This is not 

the only case I have solved using my new leadership and investigation skills. 

I have been living my personal life as an inquiry mindful that there are things that I know that I 

do not know and there are those things that I do not know that I do know (Coghlan & Brannick, 

2010; Marshall, 1999). This awareness has been making me a professional investigator of 

everything around me, as I am sure that what I believe to be the truth might simply be an 

illusion. Finding out the true is now my favourite activity. I like tracing evidence and facts 

about everything I intend to believe in. 
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While I have developed a scientific worldview, I struggled to let go when I faced conflicts at my 

workplace  and within the family. Most of the time I would resent about a close relative who 

hurts me. In other cases, I would resent when my line manager mistreat me. In my daily 

reflective exercise, I realised that I needed to develop the ability to let it go. Using my journal, I 

became aware of the need to let it go and my relationships have improved substantially.  

Now it takes few minutes to go over a bad experience. In the same vein, I used to be a very 

negative person, who most of the time would provide negative feedback. This included being 

dismissive and inconsiderate. Through reading books about leadership and regular reflections 

about how I deal with people, I became a very kind person and people enjoy spending time 

with me. I realised that if one wants to build strong relationships, caring for others by knowing, 

listening, understanding and accepting them, is critical (Bolman & Deal, 2014). I have been 

investing in building strong relationships with my family, friends and relatives by showing a 

deep appreciation and respect for who they are. I do not take for granted any relationship as I 

learned that one should try to make a difference in other people's lives by helping them doing 

what they like.  

Unlike in the past before the DBA, my conflict resolution approach tends to be collaboration 

and compromise, which has been very useful in my relationship with others. I now know that I 

have to help other people save their face by allowing them to make mistakes and help them to 

breakthrough. In a few words, I would say that the DBA has brought about long and lasting 

positive changes in my personal life in a sense that I am now a better person with a high 

potential to keep growing.   

7.3 Scholarly Level     

At scholarly level, I did not have research skills at all. Reading and writing academically was 

very new to me. I mean, I did not know how to dive in the web to search for good research 

articles that talk about my topic. Thanks my professor who ran the quantitative and qualitative 

module who helped me to learn that there was Google scholar in which I could search for good 

papers about almost any topic. In addition, I also struggled to use effectively the online library 

thanks my DBA classmates who gave a hand and I learned how to use the online library 

effectively.  

I am now part of a global network of business management scholar-practitioners.  This gives 

me the chance to share the experience of my practice and get to learn the experience of other 

practitioners.  

Whenever, I am stuck with a problem in my practice, I will pause to reflect about it by writing 

in my journal and if I do not have time to write, I take a few minutes to mull over the issue in 

silence, then I start talking to myself imagining different scenarios. At the end of the day, I write 

down my reflections. Then I go to the literature to find out how others have dealt with similar 

issues. This has been a powerful working style. Most of the time, through self-critical reflection 

I generate new ideas to approach a work based issue in a holistic way. This has been very 
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helpful in a sense that my practice has been improving substantially thanks to the notion of 

action research (Fry, Ketteridge & Marshall, 2009). 

I cherish all the research methods studied in the course of the DBA both quantitative and 

qualitative. However, in my practice and in my personal life, I have been benefiting much more 

from the action research given that it has been helping me to consider the issues of my practice 

including my personal life. The fact that the action research entails the process of action 

reflection, has been very empowering for me to carry out my job with more confidence and 

enthusiasm, in a sense that even when things look too tough, I know that when I do my 

reflection about my actions, learning will emerge and I will breakthrough my daily struggles. 

Action research has been a working tool to me in a sense that I use it as my lenses through 

which I make sense of my practice.  

One of my colleagues said that I always making big problems look easy to solve. He went on 

asking how old. He then, said it was impressive how much wisdom comes from my mind. He 

then said he thought I was older, as the wisdom he sensed coming from my mind, usually only 

comes when one is old enough. I thanked him and shared that I believe in the process of 

reflecting about what we do, how do it and what learning can be taken from the reflection of 

what we do and thanks to the process of reflecting on my practice, the notion of innovation is 

so familiar to me. My motto is: things can always be done in a better way, it is all about trying to 

be mindful of the environment then the insights will emerge. Hence, this is an evolving 

business in which, everything can change and nothing tends to stay the same.  

Thus, action research is an enabling practice for scholar practitioners. I think that one of the 

best the way to describe action research, is a thorough reflective and a reflexive process aiming 

to reframe the practice to improve the way business is handled. From the very moment I joined 

the DBA, I have held several positions in different organisations and I have been successful as a 

manager and a leader as I have been applying action research, which helps me to hold an open 

mind all the time. During my DBA journey, there has been many debates as to how scientific 

action research is. Based on my humble empirical experience, I argue that given that action 

research entails following a set of key detailed steps. It helps to raise practitioners awareness 

of their practice to shape their worldview of how to handle the business, and this can be seen 

in any practice irrespective of the context, I would claim that action research is a scientific 

research method. 

I currently hold two diaries. One on my smart phone and another in my computer in which I 

record my reflections.  Reflective writing practice has been very therapeutic given that it is 

done in the first person. Hence, the questions I ask resonate deep down in my soul, which 

allows me to reconnect with myself in a meaningful way. By meaningful I mean that reflective 

writing affects me in two different ways: in the first way, it helps me to be mindful of who I am 

as I read what I do and how I do it. It helps me to tap into my inner values and gives a sense of 

what progress I have been making and I gain knew knowledge of who I am becoming. As 

follows, action research has been powerful to me as it makes me aware that I am becoming. I 
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am not a finished product. I am becoming a scholar practitioner everyday through action and 

reflective writing.  

In the second way, reflective writing enabled me to develop the ability to write around 

4000(four thousands) words per day, which is a significant change to me comparing to where I 

started when I joined the DBA. I mean in the past, I would take two days to write a discussion 

paper of 750(seven hundred and fifty) words. I therefore, claim that if one follows the 

systematic process of action research, there is no way one cannot be transformed in a  better 

person, good professional and improve one's practice.  I mean I use action research as a 

teacher and it helps me to improve the way I teach.  

As an educational psychologist, teaching psychological assessments I was surprised at how my 

students rated me as one of the best teachers. They shared that I made psychological 

assessment look easy to learn and apply in practice. As a manager, I have been versatile and 

this allows me to get to learn quickly new ways of dealing with the same problems but applying 

new context based approaches. As a father, I always try to be aware of what is going in our 

family without letting my childhood experience trap and undermine my ability to make sound 

and context based decisions.  

While I seem to be a strong supporter of the action research as an invaluable method to 

investigate one's practice, I would like to clarify that in my case, this method is great as a 

practitioner. However, as a scholar practitioner, I would foster mixed methods, which means 

that I would always apply both quantitative methods and action research. This assertion is 

based upon the fact that as managers and leaders we need figures to help us make sense of 

what the qualitative investigation is telling us. In this fashion, in my practice as scholar 

practitioner, I intend to adopt a mixed method approach by applying multivariate analysis to 

capture the extent to which a certain issue is affecting the reality under study.  

On the other hand, the DBA experience has made me realise that knowledge is produced 

through interactions (Nonaka, Toyama & Konno, 2000). Knowledge tends to be context 

specific, which implies that each organisation is expected to produce its own knowledge built 

on the shoulders of previous researchers who have worked and dealt with similar issues in 

their practice.  In this vein, as a scholar practitioner, I have decided to keep researching and 

studying about how to reframe organisations and make them sustainable. My next work is 

going to be about how to reframe a faith based organisation, which is one of my current 

practices. I realised that our role as scholar practitioners is to keep studying our practice and 

share with other practitioners the insights we gained from our practice. 

From now on, my mind has been reshaped as a scholar practitioner. I always tend to balance 

the scholarship with practice. Rigour, relevance and validity are my key words as I approach 

the field of scholar practitioner. I will strive to keep applying science in my practice and in my 

personal life aiming to promote the best possible management practice. I see the world using 

science as my lenses and it has been paying off. 
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7.4 Concluding Remarks 

The DBA journey has been very transforming, challenging and empowering. I have learned a lot 

about being a scholar practitioner. I learned that one could always improve its practice 

reflecting on a regular basis about how the business is handled. I have been doing this using my 

personal journal. The DBA helped me to make a difference everywhere I go both as a 

professional and as a person. I became the most senior manager of a faith-based organisation, 

which is in a traditional environment where the senior manager is meant to be at least fifty 

(50) years old, and I am in my early. I became a better person in a sense that I am a kind leader, 

good manager who deliver the expected results and sometimes goes an extra mile to meet the 

organisational goals.  

As a scholar, I learned that one should always try to base its practice on the shoulder of those 

who have already done some research about a particular issue. This has been very helpful in 

the process of generating context-based information to make a difference where one is 

working.  Unlike in the past, I am now a supportive leader. People enjoy working with me as 

they say I help them to develop new perspectives and challenge them to do more than they 

could ever imagine.  

As for my research topic, I learned that team building among sessional teachers and making it  

sustainable is not a technical problem that one can easily solve. Organisational sustainability is 

an adaptive problem that requires learning (Heifetz, Grashow & Linsky, 2009, p.19). While 

technical problems can be addressed applying authoritative expertise, adaptive problems 

demand change in people's worldview, beliefs and habits. In this sense, this research, helped to 

bring about a couple of significant changes in the way the business is handled but I argue that 

the current leadership of the organisation did not learn much about what it takes to make the 

organisation more sustainable given that the current priorities are not meeting the basic 

academic staff needs. Organisational sustainability calls for the ability to thrive and see the 

world anew. Hence, based on this study experience, organisational sustainability calls for a full 

engagement of the most senior leadership and its willingness to develop a learning mind-set.  
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Participant Information  

Title of the Study 

Team building among sessional staff. How to make it sustainable at Instituto Superior Politécnico Sol 

Nascente in Huambo- Angola. 

Dear participant, 

Thanks for taking time to consider participating in this research; we would like to invite you to 

participate in the research that aims to study how to build that contributes for organisational 

sustainability. 

Purpose of the study 

The Institute Superior Politécnico started operating back in 2012. In the last four years, there has been good 

progress in terms of team building. In other words, we have support services in place including: finance 

department, logistic department, academic department that addresses all the issues concerning to the student 

support. However, there has been a challenge to build effective teams among sessional academic staff.  

Hence, the purpose of this research is to explore the different ways through which team building among sessional 

teacher can be promoted and make it sustainable.  

Participation Criteria 

The research participants for this study are: academic staff, students and leadership members of Instituto 

Superior Politécnico Sol Nascente-Huambo.  

Type of Participation 
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Your participation is voluntary and you have the option to withdraw at anytime without explanation and without 

incurring any disadvantage.  

Research Methodology 

This research is an action research investigation. In this sense, focus groups sessions will be held. Groups 

discussions are  expected to last two hours in which it will discuss issues related to team building among sessional 

staff. Please note that during the focus group discussions, the researcher will be taking notes without identifying 

your name with the information provided by you. On a specific note, we will be discussing the key issues to be 

addressed during the study and plan key actions on how the research will be conducted including the actions  to 

be taken. As the research goes on, we will be evaluating the progress against the actions set and adjust accordingly 

if need be. 

Contact details 

If you are unhappy or if there is a problem, please feel free to let us know contacting Adelino Sanjombe, 00244 923 

723 927 and we will try to help. 

Confidentiality 

Your participation will be fully confidential. The data provided by you will be encrypted and pass worded. No data 

will be recorded with an identifiable name. Personal quotations will not be published at all.    

Once the research is over, the results of the study will be published at Instituto Superior Politécnico Sol Nascente-

Huambo. The research report will reflect any identifiable information as anonymity and confidentiality is a key 

aspect of this research.   

You can withdraw from the research at anytime without explanation. At the time of withdrawal, the information 

generated with your participation will be used unless you are not happy for this to be done. In case you do not 

want the information to be used, at your request, we can destroy it and use of it will be done. Given that the 

information will be anonymised, we shall only be in a position to destroy it before the anonymisation. 

Adelino Sanjombe, Rua dos Ministros, Cidade Alta: Telephone number 00244923723927.  
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