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ABSTRACT 

With this action research study, I aimed to monitor the development of my 

professional identity as early-career academic. The study focused on implementing 

Whole Brain
® hybrid modes of learning in the Life Skills module I offered during the 

COVID-19 pandemic. Constructivism provided the theoretical framing for the Whole 

Brain
® hybrid learning opportunities. A four-cycle action research process was 

followed. 

 

At the commencement of the study, I completed the Herrmann Brain Dominance 

Instrument
® (HBDI

®
). This instrument identifies one's preference for modes of 

thinking. My preferred modes of thinking enriched my teaching practice and 

informed the way I reflected on myself and my practice. I came to realise that I 

needed to accommodate the thinking preferences of my students, irrespective of my 

own, when facilitating and assessing learning. Using Whole Brain
® hybrid learning 

principles is a novel idea that was studied for the first time in my specific context. 

 

Qualitative data was collected by means of student feedback questionnaires, 

observation of practice, keeping a reflective journal and collecting photo evidence. 

Data was collected during and after four hybrid learning opportunities. 

 

The meaning I constructed during the implementation of Whole Brain
® 

hybrid 

learning is an outcome of the study. The rationale for using an action research 

design to monitor the development of my professional lecturer identity is double-

layered: it offered me the opportunity to reflect on self and practice in a scholarly 

fashion. It served as an exemplar of Whole Brain
® reflexive practice that can be 

shared with the wider scholarly community. 

.    

 

Key Terms 

 

Action research, constructivism, novice academic, private higher education practice, 

lecturer professional identity development, Whole Brain® hybrid learning. 
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1 

CHAPTER 1: INTRODUCTION TO THE STUDY  

 

1.1  INTRODUCTION  

This study investigated the use of Whole Brain® learning in a hybrid learning 

environment, intending to improve my teaching practice at a private higher 

education institution in Pretoria, South Africa. I was the researcher, commonly called 

practitioner-researcher (McNiff, 2016). I merged and implemented a Whole Brain® 

approach to both the action research conducted and facilitating of hybrid learning 

during the study. The notion of Whole Brain® thinking is a learning theory initially 

developed by Herrmann (1995; 1996). This theory has been extensively discussed 

by scholars such as De Boer et al. (2013); De Boer et al. (2015); Du Toit et al. 

(2014); Smit and Du Toit (2016). The facilitating of learning was enacted in a hybrid 

learning environment. The construct facilitating of learning in a hybrid mode can be 

described as integrating traditional face-to-face facilitating of learning and a 

Learning Management System (LMS) in the 21st-century higher education 

classroom (Olivier, 2014). Whole Brain® learning and hybrid learning are briefly 

discussed in this chapter and in more detail in Chapter 2. This study is unique as it 

is the first of its kind with a focus on Whole Brain® facilitating of learning in a hybrid 

learning environment in a higher education institution in South Africa with Afrikaans 

as the medium of instruction. 

 

Buckner (2017) estimates that there are about 15 129 higher education institutions 

worldwide. This number comprises public and private higher education institutions  

 

offering undergraduate and postgraduate degrees, diplomas and certificates. Levy 

(2018) suggests that private higher education has become one of the fastest-

growing parts of higher education worldwide. The number of private higher 

education institutions not government-funded is estimated to make up more than 

50% of the higher education institutions worldwide.   

 

The same increase in private higher education institutions is seen in South Africa. 

According to Statistics South Africa (2019), in the past 20 years, participation in 

higher education institutions has increased by 31.7%, which means a higher 

demand for higher education institutions. According to the Department of Higher 
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Education and Training (2022), South Africa has 28 universities, including 11 

universities of technology. In addition, there are 93 registered private higher 

education institutions and 290 colleges, which include any institution that provides 

higher education certificates, diplomas or technical/vocational post-secondary 

education (Department of Higher Education and Training, 2021). In South Africa, all 

public universities are government-funded. Any other institutions that offer higher 

education and training are privately owned and do not receive government funds. 

 

The private higher education sector in South Africa has developed to fill the gap in 

the workforce in South Africa. Most private higher education institutions offer Work-

integrated Learning (WIL) qualifications (Nukunah et al., 2019). In Pretoria, seven 

higher education institutions provide B.Ed. degrees. Three institutions, including my 

institution, offer  B.Ed. degrees in Afrikaans. The language of instruction used at 

other institutions is English. South Africa's school system is divided into primary and 

secondary schools. A primary school is further divided into respective phases, 

namely the Foundation, Intermediate and the Senior Phase. The Foundation Phase 

is for learners 7 to 9 years of age and focuses on language, Mathematics and Life 

Skills. In the Intermediate Phase, learners are 10 to 12 years of age and subjects 

taught in this phase are languages, Mathematics, Natural Sciences, Social Sciences 

and Life Skills. The secondary school is divided into the Senior and FET Phase. The 

Senior Phase is for  learners aged 13 to 15 years. The subjects include languages, 

Mathematics, Social Sciences, Natural Sciences, Technology, Life Orientation, 

Economic Management Science and Visual Arts. The FET Phase is for learners  

aged 16 to 18 years. In this phase, learners have four compulsory subjects: Home 

Language, First Additional Language, Mathematics or Mathematical Literacy, Life 

Orientation and then a minimum of three subjects of their  choice, which differ 

depending on the school. 

 

The private higher education institution where the study took place is a private 

Christian institution. The institution offers an undergraduate degree in education for 

value-driven students to enter the teaching profession (Akademie Reformatoriese 

Opleiding en Studies, 2021). The B.Ed. (Intermediate Phase) four-year degree 

consists of two specialised fields of study: Mathematics/Natural Science or Life 

Skills/Social Science. The participants in the action research I conducted were 

fourth-year students in the B.Ed. (Intermediate Phase) programme. Life Skills, a 

module the participants are enrolled in, consists of the following learning areas: 
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Personal and Social Wellbeing, Movement Science, Visual and Performance Arts. 

Learning areas are defined by the Department of Basic Education as skills in a 

specific subject that a learner must master  to pass the subject. 

 

To obtain a B.Ed. (Intermediate Phase) degree, a student must qualify with the 

following minimum requirements to be a responsible and professionally qualified 

beginner teacher: the graduate must be competent in subject content knowledge, 

relevant educational theories and methodology (Department of Higher Education 

and Training, 2011). In addition, Work-integrated Learning (WIL) also forms part of 

the minimum requirements. The higher education institution's Work-integrated 

Learning (WIL) is structured as follows: first-year students must complete one period 

of three consecutive weeks at a school; second-year students complete two periods 

of three consecutive weeks at a school; third-year students complete two periods of 

three consecutive weeks each; and fourth-year students complete two periods of 

three consecutive weeks. Students can choose the school where they want to do 

their WIL period. Otherwise, Akademie Reformatoriese Opleiding en Studies (Aros) 

will organise a school for them to do their WIL period. Many students are employed 

as teaching assistants at a specific school, which is usually the school where they 

do their WIL period (Akademie Reformatoriese Opleiding en Studies, 2022). 

 

For the WIL periods, the students are placed at public or private schools. The public 

schools follow the South African Government's National Curriculum (Department of 

Basic Education, 2014). Private schools use either the prescribed National 

Curriculum or any other curriculum that the Department of Basic Education 

accredits. The Department of Basic Education (2018) stipulates in its documented 

guidelines on the rights and responsibilities of independent schools that the 

independent school may follow any curriculum as long as the curriculum meets the 

standards of the National Curriculum and the qualification is registered with the 

National Qualification Framework (NQF). The NQF is a national framework that is 

used in South Africa to rate learning achievements associated with a certain 

qualification in South Africa. The qualifications are further monitored by Umalusi – 

meaning shepherd or herder in the Nguni languages – that is a council in South 

Africa that ensures the quality of basic and further training qualifications.  More often 

than not, the professional development of students focuses on the National 

Curriculum that is the Curriculum Assessment Policy (CAPS) of South Africa. The 

mode of learning followed by the exemplar higher education institution is a 
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combination of distance learning with additional support to students through 

interactive online sessions and workshops (Akademie Reformatoriese Opleiding en 

Studies, 2022) – commonly referred to as hybrid learning. My teaching philosophy 

took shape against this background. 
 

My teaching philosophy is constructed as follows: As a transformational higher 

education practitioner, I aim to create opportunities for students for self-

empowerment and self-equipment to become transformational teachers, teachers 

who can upskill the self holistically, and offer similar opportunities for their learners 

so that the learners can develop the self holistically. I believe it is crucial for students 

to understand how they and I are unique individuals through my professionalism that 

is displayed in my teaching practice as far as preferences for modes of thinking are 

concerned, and how we should challenge one another to become more adaptable. 

This philosophy is not static; it constantly changes as I develop as a lecturer and in 

my professional practice. My philosophy continually informs my lecturer identity; it 

reflects an ongoing constructivist process of making new meaning, deconstructing 

meaning, and coming up with something new. What I gave birth to while conducting 

the action research was enriching my professional teaching practice by using the 

principles of facilitating Whole Brain® hybrid learning.  

 

1.2 BACKGROUND AND CONTEXT  

I started my teaching career as a Life Skills teacher in the Intermediate, Senior and 

FET Phase (learners aged 10 to 18 years). The school where I was employed was 

a small private school for learners who struggled to cope in a mainstream school. 

The learners had either dyslexia or attention deficit hyperactivity disorder (ADHD). 

The school had both primary and secondary school learners. Public schools in 

South Africa are generally divided into primary schools (learners aged 6 to 13 years) 

and secondary schools (learners aged 14 to 18 years). I decided to move to higher 

education, where I am able to work in a more academic environment and have the 

opportunity to work with young adults. I have been a Life Skills lecturer at a private 

higher education institution in Pretoria for the past seven years where I started 

lecturing on the use of technology in the classroom. My student base is first- to 

fourth-year students. One of the things I strive to do as a lecturer is to create 

opportunities for self-empowerment of my students to teach the respective 

Intermediate Phase Life Skills learning areas successfully in their teaching practice. 
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The private higher education  institution has approxamately 2 050 registered 

students. These include B.Ed. (Foundation Phase, Intermediate Phase and Senior 

and FET Phase) students.    

 

Why I chose to research Whole® Brain learning and hybrid learning in tandem was 

informed by my experiences during my students' WIL placements. I consistently 

observed that learners were more engaged when the pre-service teacher made use 

of different resources, teaching methods and technology when teaching. A pre-

service teacher is a student that is pursuing a B.Ed. degree and is working as a 

teaching assistant or full-time teacher. I saw a gap between my teaching and the  

teaching practices of students and regarded this as an opportunity not only to 

transform my teaching practice but also to create opportunities for my students to 

be able to transform their teaching practice by becoming Whole Brain® facilitators 

of learning. To make the change, I had to reflect on my practice. Before the COVID-

19 pandemic, I did not optimise using a hybrid mode when facilitating learning. I did 

not use the institution's learning management system (LMS) to its full capacity. The 

COVID-19 pandemic forced me to change how I used the LMS. The LMS that we 

used was Moodle.  

 

I focused mainly on transforming my teaching practice by facilitating Whole Brain® 

hybrid learning. I used the principles of action research to monitor my 

implementation of facilitating Whole Brain® hybrid learning. I specifically focused on 

how I accommodated different thinking preferences while acting in a hybrid mode. I 

chose to use the construct learning opportunities proposed by Smit and du Toit 

(2016) instead of lectures. The reason is that the construct lecture seems to suggest 

a lecturer-centred approach to teaching, while with learning opportunity the focus is 

on learning. I favour using learning-centred as opposed to student-centred. As Du 

Toit (2012) eloquently puts it, the reason is that changing from a lecturer-centred 

approach to a student-centred approach is simply to flip the coin. The student and 

the lecturer learn during a learning opportunity – the learning is reciprocal. 

Reciprocal learning means that students learn from the lecturer, the lecturer from 

students and students from one another (Love et al., 2021).  Tshotetsi et al. (2021) 

highlight the importance of reciprocal learning in a different context – a clinical 

setting in health sciences. 
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1.3 RATIONALE  

The rationale for the study is to develop my lecturer identity by using a Whole Brain® 

approach to facilitate hybrid learning. When reviewing the literature on the two 

central constructs in my study, Whole Brain® facilitating of learning and hybrid 

learning, it became apparent that these two are discussed separately but are never 

integrated. When looking at the literature on hybrid learning in higher education, the 

use of hybrid learning has increased significantly in the past few years (Farjon et al., 

2019). Furthermore, during the COVID-19 pandemic, it became more and more 

apparent that there was a need for training in the correct implementation of online 

learning (Gnaur et al., 2020). I thus wanted to develop my own lecturer identity by 

implementing a hybrid approach to learning. The second construct that formed an 

essential part of my study was a Whole Brain® approach to facilitating learning. The 

literature suggests that students have a positive experience using a Whole Brain® 

approach to facilitating learning (De Boer et al., 2013; De Boer et al., 2015; 

Herrmann, 1995).  

 

Thus, I identified a gap in the research and started combining the two constructs to 

develop a Whole Brain® hybrid approach to facilitating learning. I used both contact 

and online modes of facilitating learning and incorporated the principles of Whole 

Brain® thinking to transform my teaching practice and develop my lecturer identity.  

1.4 FOCUS AND PURPOSE 

The purpose of the action research study was to develop my professional identity 

as a lecturer while I transformed my teaching practice by using the principles of 

Whole Brain® thinking. The theory on Whole Brain® thinking was useful as a 

transformational approach to facilitating and assessing learning. The theory is 

elaborated on in more detail in Chapter 2. It suffices to say that I was challenged to 

work beyond my comfort zone. My comfort zone, in terms of how I think and do, is 

represented by means of my brain profile detailed in Figure 4.1 and accompanying 

narrative. It is important to know that it is about preferences and not abilities. 

 

It is important to take note of the fact that my preferred way of thinking and doing is 

being structured. My less preferred way of doing and thinking is being experimental, 

thinking ‘big picture’ and being innovative. This dichotomy served as a point of 

departure for the entire study.  
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1.5 RESEARCH QUESTIONS  

My main research question underscores the essence of what my study focuses on:  

How can implementing a Whole Brain® hybrid mode of learning contribute to 

transforming my teaching practice? 

The following two sub-questions guided my study: 

• How can I successfully facilitate Whole Brain® hybrid learning through online 

synchronous and asynchronous sessions to transform my teaching practice? 

• How can I develop my professional identity as a lecturer? 

 

1.6 THEORETICAL FRAMING  

Social constructivism that is explained shortly here and in detail in Chapter 2 was 

used as the theoretical framework for the study. There are different viewpoints on 

constructivism. Dewey and Bentley (1960) suggest that constructivism can only 

exist when there is a relation between ideas and reality while Khan (2011) explains 

that constructivism can be explained as an individual's capability to process stimuli 

from their environment. 

 

Applefield et al. (2001) suggest that constructivism can be divided into three types. 

The first type is exogenous constructivism, the second type is endogenous 

constructivism or cognitive constructivism, and the third type is dialectical or social 

constructivism where knowledge is constructed through social interaction that 

involves sharing, comparing and debating to construct new knowledge. I agree on 

the definition of social constructivism by Applefield et al. (2001)  that knowledge is 

constructed through social interaction with one’s peers.  

 

During the study, the students who participated in my study had to make use of the 

knowledge of Physical Education they had gained over the past three years and to 

apply it to gymnastics that they had come into contact with during the four cycles of 

the action research study. The learning task that was given to the students required 

of them to do further research, work in groups, make use of new tools and broaden 

their skills to be able to construct new knowledge about gymnastics. Some students 

had prior knowledge of gymnastics or acrobatics while other students had to 

research all the components that were given as part of the instructions. 
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Social constructivism was used where the participants and I actively constructed 

knowledge about gymnastics as a theme of Physical Education using facilitating 

Whole Brain® hybrid learning. As previously described, Life Skills is divided into four 

learning areas; these learning areas are further divided into themes under each 

learning area. The themes constitute the specific content that should be covered 

during a set time period. The Whole Brain® hybrid learning opportunities empowered 

the students to construct knowledge on gymnastics.  

 

1.7 LITERATURE REVIEW 

My literature review include the following:  Whole Brain® facilitating of learning, 

hybrid teaching and learning and lecturer identity. In the next section I briefly discuss 

the respective constructs used in the study. 

 

The first construct that I discuss is Whole Brain® facilitating of learning. The 

construct is derived from a model designed by De Boer et al. (2013) that explains 

different ways to facilitate learning by making use of the Whole Brain® Model that 

was created by Herrmann (1996); it metaphorically divides the brain into four 

quadrants. Herrmann (1996) suggests that every individual has a preference on how 

they think, learn and solve problems. Herrmann's Whole Brain® Model as well as 

the Comprehensive Whole Brain® Model are discussed in more detail in Chapter 2. 

 

Hybrid learning is a concept first used at the beginning of 2000 (Cooney et al., 2000). 

It can be defined as a combination of online and face-to-face learning that can take 

place synchronously, which means that facilitating of learning takes place at the 

same time and space. This can include an online space like Zoom. Facilitating of 

learning can further take place asynchronously, which means that the facilitator and 

student may not be in the same time and place when facilitating of learning takes 

place (Osorio-Gomez & Duart, 2012). The last construct that I discuss is lecturer 

identity. 

 

Lecturer identity as a construct can be described as intrapersonal – the self. The 

internal aspects include the part of the lecturer's personal life, such as class, race 

and gender; the interpersonal (social) aspect refers to discourse, attitudes and 

understanding of the educational environment. The lecturer's experiences form a 

professional identity in the academic context (Mockler, 2011). I focused on the role 
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of the lecturer's community as part of the social component influencing the 

professional actions taken by the lecturer. Every lecturer has their own core beliefs, 

values and assumptions about teaching and learning (Castaneda, 2011). 

 

1.8 RESEARCH DESIGN: ACTION RESEARCH 

I made use of an action research design. Action research is described as a practical 

cyclical process that focuses on change (Ebersöhn et al., 2007; Joubert et al.,, 2016; 

McAteer, 2013). It involves the participation of both the researcher and the 

participants (Creswell et al., 2014). It is essential to note that action research is 

spontaneous but that constant revising occurs during the action research process 

(McNiff, 2013). 

1.8.1 Action research process  

My study consisted of four action research cycles. In each cycle, the participants 

had to complete a learning task before and during an interactive learning 

opportunity. The participants engaged with each other and I facilitated the learning 

opportunity. After each learning opportunity, the participants were offered the 

opportunity to reflect on their experience during the cycle as (McAteer, 2013) 

proposes. I refer to each cycle in Chapter 3 as part of explicating the research 

design. I discuss each cycle in detail in Chapter 4. 

 

1.8.2 Data collection 

Data collection took place continually over four weeks. I made use of qualitative and 

quantitative data collection methods. Data was collected from the participants by 

means of student feedback questionnaires that they had to fill in after completing 

the respective learning tasks. The feedback questionnaire in essence focused on 

their experiences of the learning tasks, specifically on the parts of the learning task 

they enjoyed most, and aspects that they found challenging – similar to what (Smit, 

2020) used. The students completed two questionnaires: one after completion of 

the asynchronous learning task and then the second questionnaire after the online 

synchronous session. 

 

I collected data by means of observation and reflection after each learning 

opportunity. After the online synchronous session, I watched the recording of the 
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online synchronous session and made use of an observation sheet where I 

observed and reflected on my own practice.  I also kept a reflective journal 

(Appendix A – D) during the four weeks; it was used as a data source. Another set 

of data that was collected entailed the completion of the HBDI®. The data came in 

the form of qualitative and quantitative data sets, indicating my thinking preferences 

and how they affected the way in which I facilitated a learning opportunity. Each 

data collection method is discussed in more detail in Chapter 3. 

 

1.8.3 Data analysis 

The data analysis process was done intermittently due to the cyclical nature of the 

study. Qualitative and quantitative methods of analysis were used. 

 

Qualitative data analysis was done by observing the visual data that was presented 

during the online synchronous sessions and the open-ended questions in the 

questionnaire. This helped me to improve my practice in the next cycle. I also used 

the outcome of the analysis of my HBDI® brain profile as part of the qualitative data.  

 

The quantitative data analysis was conducted as follows: The feedback 

questionnaire responses were exported from Google Drive to Excel, which was used 

as a source to analyse the data. I made use of descriptive analysis. The brain profile 

also provided quantitative data that had already been analysed. After analysing the 

data, I drew conclusions that are discussed in Chapter 5. 

 

1.9 QUALITY ASSURANCE 

Dana (2009) identifies five criteria to help the researcher ensure trustworthiness. 

The first criterion is the context of the study, namely the private higher education 

institution where I am a lecturer. The second includes the purpose of the study, 

which was to transform my teaching practice by implementing the Whole Brain® 

thinking model and hybrid facilitating of learning. The third principle relates to the 

research design, of which action research was my design of choice. Finally, the 

fourth principle relates to learning: By means of conducting the research I focused 

on learning more about the Whole Brain® Model and hybrid learning; and the study 

revolved around learning per se.  
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Pelech (2021) uses the definition of Hammersley that reads as follows: "An account 

is valid or true if it represents accurately those features of the phenomenon that it is 

intended to describe, explain, or theorize" (Pelech, 2021:168).  The author further 

suggests that the validity of an action research study can only be tested when it can 

be determined whether the goal of the research has been accomplished or not.  

 

During my action research study, the goal was to transform my teaching practice 

making use of facilitating Whole Brain® hybrid learning. The validity of the study was 

proved in three ways: the feedback given by the students; the reflective journal I 

kept and the observation sheets I completed. All these data sources showed that 

the purpose of the study had been accomplished. The validity of the study is 

discussed in more detail in Chapter 3.  In the next section, the ethics considerations 

are discussed. 

1.10 ETHICS CONSIDERATIONS 

I applied to the Ethics Committee of the Faculty of Education, University of Pretoria 

for ethical clearance. The purpose of the study and the pre-service teachers' 

involvement in my research were explained. I obtained ethics clearance from the 

University on 18 Augustus 2020. The clearance certificate number is EDU021/20 

(Consult the certificate included, see page ii.) 

 

As an action researcher, I had a dual role as a facilitator of learning and as a 

researcher. I discussed the purpose of the research with the participants during the 

first online session. It was emphasised that participation was voluntary, and 

participants could withdraw at any time if they so wished. All participants completed 

letters of consent and were assured that they would remain anonymous throughout 

the action research process and the reporting of findings.  

1.11 CONCLUSION 

Through the lens of constructivism, the Whole Brain® Model and the comprehensive 

Whole Brain® Model, my study endeavoured to investigate how I can transform my 

own practice through facilitating Whole Brain® hybrid learning. The study further 

measured if Whole Brain® hybrid learning can be successfully implemented at a 

private higher education institution. Lastly, the study determined how my practice 

was transformed through facilitating Whole Brain® hybrid learning. 
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 LITERATURE REVIEW 

 

  INTRODUCTION 

In this chapter I present an overview of the various constructs that form part of the 

discourse on creating an innovative Whole Brain® hybrid classroom. It is a construct 

based on the literature on Whole Brain® thinking and hybrid learning. Scholars of 

Whole Brain® thinking such as (De Boer et al., 2013; Herrmann, 1995; McLachlan, 

2021; Smit, 2020; Wium et al., 2017; Wolken, 2017) were studied. Scholars of hybrid 

modes of learning such as  (Barker, 2015; Chen & Chiou, 2014; Gnaur et al. , 2020; 

López-Pérez et al., 2011; Reay, 2001; Rooney, 2003; Sands, 2002; Voci & Young, 

2001; Ward & LaBranche, 2003) were consulted. As it was the first time that the 

construct Facilitating Whole Brain® hybrid learning was used in research, it can be 

claimed that this study marks the coining of the construct. 

 

The literature review focuses on facilitating Whole Brain® learning and concentrates 

on hybrid learning against the background of the South African private higher 

education landscape. The study was planned to take place in the first semester of 

2020. Unfortunately, the COVID-19 pandemic caused a change in the academic 

year and resulted in the switch from face-to-face facilitating of learning to online 

synchronous facilitating of learning. Owing to all the changes that had to be made 

within my teaching practice, I had to re-plan my entire study.   

 

The president of South Africa declared a national state of disaster on 15 March 2020 

(Department of Co-Operative Governance and Traditional Affairs, 2020). There was 

an immediate effect on higher education, as it meant the closure of any educational 

facility and a number of restrictions applied.  Van Schalkwyk (2021) notes that the 

response of the higher education sector to the pandemic was to suspend academic 

activities after the national state of disaster had been declared. All campuses were 

closed and the sector had to adjust to continuing learning online. Landa et al. (2021) 

state that educational emergencies emerged. The main problem was access to the 

internet and technological resources. In the higher education sector there seemed 

to be a gap for lecturers to facilitate online learning successfully as lecturers did not 

necessarily  know how instantly to convert their teaching to online (Gnaur et al., 

2020). Landa et al. (2021) state that students reported that they did not have the 

digital literacy needed for accessing content and online classes. In my specific 
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context, the main national state of disaster protocol was still followed but because 

50% of our facilitating of learning was already taking place online, the transition to 

full online facilitating of learning was much smoother than expected, but not without 

challenges. Challenges encountered related to the fact that my students had, had 

four years of working on our LMS and had some knowledge of online platforms like 

Zoom but only to a limited extent.  

 

The chapter covers the theoretical framework and explains facilitating Whole Brain®  

learning, including the Whole Brain® theory developed by Herrmann (1991) and the 

Comprehensive Whole Brain® Model developed by De Boer et al. (2013). It explores 

the characteristics of hybrid learning tasks that can be used in a higher education 

environment, the theoretical framework that was used and the methods of facilitating 

learning in a hybrid learning environment. Lastly, it explores Whole Brain® hybrid 

learning as an emerging construct as introduced in my study. 

 

  THEORETICAL FRAMEWORK 

This section explicates the theoretical framework of the study. Firstly, the concept 

of constructivism including applicable principles is discussed. Secondly, 

constructivism as a theory and its application to the study is outlined.  

 

Constructivism refers to a theory of knowing where the individual constructs new 

knowledge based on their current and past experience of a particular subject or 

concept (Brandon & All, 2010; Gash, 2014; Jia, 2010; Taber, 2019).  This view might 

negate the fact that, as human beings, we influence one another. Constructing 

knowledge is dependent on the discourse of other scholars and studying literature.  

 

According to Taber (2019), constructivism in education can be divided into two 

principles. The first is that knowledge is not received passively but that a participant 

actively builds new knowledge by making meaning of relevant content and 

experience. The second principle implies that cognition is adaptable. Content is 

organised within the participant in the meaning-making experiential world. Fosnot 

(1996) defines constructivism as an interpretive or building process with active 

interaction with the physical and social world. Brandon and All (2010) suggest that 

constructivism is an active process where students construct meaning – creating 

new constructs – based on their current or past knowledge. I agree with Taber 

(2019) and Brandon et al. (2010) that constructivism is an active process of 
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constructing new meaning by actively engaging with content or relying on current or 

past knowledge to construct meaning. However, what is negated is the fact that 

knowledge or content is complemented by experience and practical skills.  

 

2.2.1  Social constructivism 

Amineh and Asl (2015) describe social constructivism as a sociology and 

communication theory that explains how knowledge is constructed and 

understanding of the world is developed by a joint effort by different individuals. Kim 

(2001) suggests that social constructivism is based on three assumptions. Firstly, 

the assumption has to do with reality. Social constructivists believe that reality can 

be constructed through human activity only. The second assumption is that 

knowledge is a human product; individuals create meaning by interacting with one 

another in their current environment. The third assumption has to do with learning; 

social constructivists view learning as a social process and learning can occur only 

if individuals are socially engaged.  

 

I agree with the social constructivist, Vygotsky who states that construction of 

knowledge can take place only through social interaction. Vygotsky explains that 

social learning precedes development. For Vygotsky (cited by Smit, 2020) the zone 

of proximal development is a space between the actual development and levels of 

potential development and is influenced by participants collaborating with peers that 

have the same capabilities. 

 

 THE HIGHER EDUCATION SECTOR IN SOUTH AFRICA 

This section provides an overview of the global higher education sector. The 

literature review focuses on private higher education in South Africa – the distinct 

place where the private higher education institution where the study was conducted 

resides.  

Förster (2021) estimates that there are over 9 800 registered higher education 

institutions in 209 countries worldwide, including South Africa. These higher 

education institutions include universities that offer undergraduate and postgraduate 

degrees, colleges that offer undergraduate degrees and diplomas and other higher 

education institutions that provide technical and vocational education and training. 
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During the apartheid era in South Africa, 36 higher education institutions existed, 

including ten historically disadvantaged universities and seven historically 

disadvantaged technikons designated for the use of African, Coloured and Indian 

South Africans. In addition, ten historically advantaged universities and seven 

historically advantaged technikons were established for the exclusive development 

of white South Africans (Bunting, 2006). The Higher Education Act was implemented 

in 1997 to provide a unified and nationally planned higher education system 

(Department of Higher Education and Training, 2011). The current South African 

higher education sector houses three types of higher education institution, namely 

universities, private higher education institutions and TVET colleges (technical and 

vocational education and training). Universities offer undergraduate and 

postgraduate education, private higher education institutions offer undergraduate 

and postgraduate education and TVET colleges present vocational and 

occupational courses to equip students with academic knowledge and practical 

experience to prepare them for the workplace (Smit, 2017).  

 

The number of private higher education institutions in South Africa is increasing as 

the demographics of students have changed post-apartheid (Nukunah et al., 2019). 

In a study by West (2020) it was found that ethnocentrism may also play a role in 

students' decision to attend a certain private higher education institution. Some of 

the students highlighted the fact that they preferred a certain student population, 

language, background and religion that was the same as their own. West's study 

was done at the same private higher education institution where I conducted my 

study. 

 

This private higher education institution can be characterised as a low- to middle-

income teacher education institution in an urban residential area in South Africa that 

uses Afrikaans, one of the official languages of South Africa, as the language of 

instruction. The institution is characterised by Reformed Christian teacher education 

(West, 2020). 

 

In the next section, I discuss the Whole Brain® Model and how I incorporated it in 

my educational setting.  
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  THE WHOLE BRAIN® MODEL 

Over the past four decades a few theories about thinking or learning styles have 

been suggested by scholars. Kolb (cited by Raschick et al., 1998) suggests that 

there are four types of thinking: 

Accommodator: Individuals that are people-orientated and learn through trial and 

error. 

Diverger: People that use information they receive from their senses and feelings 

from experiences. 

Converger: Practical ideas and application are characteristic of this type of thinkers. 

Assimilator: Abstract thinking is typical of such individuals.   

 

According to Riding (cited by Zhang & Sternberg, 2002) a person has the following 

cognitive style dimensions: 

Verbal-imagery dimension:  Whether a person is more likely to portray information 

vocally or visually when they are thinking. 

WHO list analytic dimension: Determinant of a person's tendency to digest 

information in wholes or parts. 

 

Biggs (1987), Entwistle (1981) and Marton (1976) suggest that students' actions 

shape their learning; learning is about what they do, not what we as lecturers do. 

Zhang and Sternberg (2002) suggest that people each has preferred ways of 

thinking, performing tasks using their skills, and going about particular tasks. All 

these scholars have described teaching and learning differently but it comes down 

to the same thing: Every individual has a preference when it comes to teaching and 

learning. They agree that a thinking style is indicative of how individuals process 

information or solve problems (Belousova & Pishchik, 2015). However, they 

disagree on how to categorise thinking styles. Harrison and Bramson (1982) regard 

thinking styles as a system of intelligence defined by each individual’s virtues and 

characteristics. Sternberg (1997) defines thinking styles as an individual's existing 

abilities, which are then used to learn or solve problems.  

 

Herrmann (1996) researched for approximately 30 years how the brain develops 

from birth. He soon discovered that the brain has no thinking preference at birth but 

that  thinking preferences develop as the brain matures and are influenced by a 

person's experiences (Herrmann, 1999). Herrmann then developed a theory 
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explaining how each individual has a preference for specific modes of thinking.  

Herrmann explains that each individual has a dominant hand and foot and argues 

that if a person has a dominant side, each individual will also have dominancy in the 

brain. Therefore, brain dominance influences individuals' thinking (Herrmann, 1999). 

After further researching thinking preferences, Herrmann developed a way to 

measure the respective thinking preferences of individuals and how to determine to 

what degree an individual's thinking preferences influence how they prefer to think, 

learn, create, solve problems and communicate. Herrmann developed the Whole 

Brain® Model to explain individual thinking preferences (Herrmann, 1999).  

 

Herrmann divided the human brain into four quadrants, as explained by Hughes et 

al. (2017). The Whole Brain® Model is a metaphoric representation of the brain.  

Figure 2.1 below is a simple visual representation of Herrmann's Whole Brain® 

Model.  

 

 

 

 

 

 

 

 

On the upper left, Quadrant A represents factual, rational, logical, analytical and 

critical thinking. Quadrant B on the lower left represents organised, planned and 

controlled thinking. Quadrant C on the lower right represents intuitive and symbolic 

thinking while being people-orientated. Quadrant D on the upper right represents 

creativity and innovation.  

 

For a lecturer, the main objective should be to activate individual students' thinking 

preferences as indicated in the Whole Brain® Model. This can be achieved by using 

respective approaches to facilitating learning and by creating an environment that 

will be conducive to positive and quality learning opportunities. This can be achieved 

(Fringe, 2013) Figure 2.1: The Whole Brain® Model 
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by using the principles of Whole Brain® thinking in one’s teaching practice and are 

what I experimented with in the design and offering of hybrid learning opportunities.  

 

Herrmann (1996) suggests that a student's thinking preferences are determined by 

their brain dominance across the four quadrants. The Whole Brain® Model assumes 

that a person's learning preferences are not fixed but can be tapped into to allow 

one to learn more holistically by activating more than one quadrant. Herrmann 

(1996) and Coffield cited by (Hughes et al., 2017) explain that for learning to be 

effective,  a balance between the four quadrants is required. Herrmann further 

discovered that individuals do not have a single thinking preference only but can 

have a thinking preference in one or more quadrant. This led him to discover the 

respective types of thinking preference where one or more quadrants are dominant.  

Some examples of dominance discussed in more detail in the following paragraph 

are single dominant, double dominant and triple dominant. 

 

As Herrmann's (1996) research on brain dominance grew, he could use the results 

to determine whether the participants in his study had either a single, double, triple 

or quadruple dominant profile. I would like to reiterate the fact that the theory is about 

thinking preferences and not abilities. And no preference can be enacted in isolation. 

One quadrant might be dominant, but some clusters included in the other quadrants 

might come to the fore depending on the nature of the task at hand. This type of 

person usually does not have much internal conflict but may struggle with tasks that 

require their non-dominant quadrants.  For individuals with double dominant profiles 

(Figure 2.3) the two quadrants dominant can complement or hinder each other, 

which can cause internal conflict when a person is making decisions. Triple 

dominant profiles (Figure 2.4) mean that for an individual there is one quadrant that 

is not their primary quadrant. This type of person may find decision-making difficult 

because of the many alternatives that are possible. When a participant has a 

quadruple dominant profile, the person uses all four quadrants in every situation. 

This type of person can switch between quadrants, whatever the situation requires 

(De Boer et al., 2013).  

 

Figure 2.2 explains how to assess an individual's degree of preference for a 

particular way of thinking. The letters A, B, C, and D stand for the several quadrants 

that were described earlier. The circles within circles depict the degree to which a 
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person prefers particular ways of thinking. The preference increases and decreases, 

depending on how close the end points are to the perimeter. 

 

 

 

 

 

 

 

 

 

 

The two circles closest to the edge are used to signify when a person has a very 

strong or strong preference for a particular quadrant as their primary choice. The 

second inner circle denotes a secondary or intermediate option. The inner circle or 

tertiary choice, is closest to the centre when the person's choice is low or very low. 

A person's tertiary preference can even reflect their dislike of the styles of thought 

associated with a particular quadrant. A major option is represented by the numeral 

1, an intermediate option by 2, and a low or very low (tertiary) option by 3. When 

these numbers are used in that order, such as 3>2>1>1, it denotes a preference 

code. According to this figure, the person who fits this profile has a tertiary 

preference for Quadrant A and a secondary preference for Quadrant B, represented 

by the number 2, and a strong desire for Quadrants C and D, represented by the 

number 1. The letters of the quadrants will be arranged in the following order: 

C>D>B>A. Such a profile is described as being double dominant if it has two first 

choices (primary). 

 

Respective sorts of profile are distinguished based on preference codes. The most 

typical profiles are double dominant. Double dominance refers to the preference for 

two quadrants above other quadrants that can be secondary or tertiary options. It is 

possible that the top three quadrants are decided upon. The profile in this instance 

is triple dominant. Quadruple profiles, in which each quadrant is selected as the top 

preference, are uncommon. Below are some examples of profiles with various 

(Du Toit, 2019) 

 

Figure 2.2: Determining thinking preferences 
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preference codes. Firstly the double dominant profile (Figure 2.3) and secondly the 

triple dominant profile (Figure 2.4).  

 

 

 

 

 

 

 

 

 

 

*I acknowledge that the, four-quadrant graphic and Whole Brain® are registered 

trademarks of Herrmann Global. This statement applies to all elements and visual 

representations that may be connected with the Herrmann Global Declaration that 

was upheld during the collection of information, activities within the parameters of 

the study and its reporting.  

 

1 2 2 1 1 1 1 2 

Figure 2.3: HBDI® double dominant 
sample profile Figure 2.4: HBDI® triple dominant sample 

profile 
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  COMPREHENSIVE WHOLE BRAIN® MODEL 

De Boer et al. (2013) constructed the Comprehensive Whole Brain® Model from the 

Whole Brain® Model designed by Herrmann (1996). According to De Boer et al. 

(2013), the original Whole Brain® Model of Herrmann (1991) was extended to 

include the various ways in which learning can be facilitated to achieve Whole Brain® 

learning as represented in Figure 2.5.  

 

This model indicates respective approaches to facilitating learning that can be used 

to activate respective thinking preferences. It also describes what students may 

struggle with if the approaches to facilitating learning are not aligned with their 

dominant thinking preferences; it also indicates what students expect from the 

lecturer. The model is discussed in more detail below.  

(De Boer et al., 2015) Figure 2.5: Comprehensive Whole Brain® Model 
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(De Boer et al., 2015) 

) 

 

The first aspect that the authors wanted to extend on the original Herrmann (1996) 

model was to consider the question, What motivates students to learn? The core 

focus of the comprehensive Whole Brain Model® is on ways of facilitating learning 

so that all thinking preferences are activated. How the model is set out is that in the 

centre of the model there is a circle that is a replication of the Whole Brain® Model. 

The second circle illustrates what students struggle with if they have a certain 

dominant thinking preference; this is described for each of the quadrants. The third 

circle explores students’ expectations when learning is facilitated. This is also 

explained for each of the four quadrants. The fourth and final circle illustrates ways 

in which facilitating learning takes place (De Boer et al., 2013). 

 

In Figure 2.6, which is a screenshot of one section of the Comprehensive Whole 

Brain® Model, the top left quadrant or Quadrant A, can be seen. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

A brief explanation of Figure 2.6 is offered next. Starting with the second circle, 

students with preferences for modes of thinking that are aligned with Quadrant A 

struggle to express their emotions and to understand when something is vague or 

Figure 2.6: Quadrant A of the Comprehensive Whole Brain® Model 
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(De Boer et al., 2015) 

) 

not logical. In the third circle Quadrant A students expect a clear purpose in any 

learning opportunity they attend and they prefer learning experiences that are 

focused on solving problems, working with factual information and they expect 

working with resources. The fourth circle indicates that facilitating learning and the 

learning experience must focus on relevant theories and facts that are aligned with 

the thinking preferences of Quadrant A.  

 

Figure 2.7 is a screenshot of one section of the Comprehensive Whole Brain® 

Model in which the bottom left quadrant or Quadrant B can be seen.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

A brief explanation of Figure 2.7 follows. Starting with the second circle, students 

with a Quadrant B preference struggle with learning experiences where explicit 

instruction is not given. In the third circle students with a Quadrant B preference 

expect learning experiences to practise new skills or knowledge that they have 

Figure 2.7: Quadrant B of the Comprehensive Whole Brain® Model 
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(De Boer et al., 2015) 

) 

acquired and complete tasks that are well structured and can be followed and 

executed step by step. The fourth circle indicates the way in which learning is 

facilitated and that the learning experience must. Facilitating of learning must 

accommodate Quadrant B thinkers by, for example, making use of checklists or 

tasks that are learning experiences during which students construct new knowledge 

step by step. 

 

Figure 2.8, which is a screenshot of one section of the Comprehensive Whole Brain® 

Model, shows the bottom left quadrant, Quadrant C. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

In brief Figure 2.8 can be explained as follows: Starting with the second circle, 

students with a Quadrant C preference struggle dealing with too much information 

or data to be analysed to complete the task at hand, struggle with learning 

experiences where explicit instruction is given. In the third circle students with a 

Figure 2.8: Quadrant C of the Comprehensive Whole Brain® Model 
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(De Boer et al., 2015) 

) 

preference for Quadrant C prefer group work and class discussions to engage with 

their fellow students and share personal experiences. The fourth circle indicates that 

the way in which learning is facilitated and the learning experience of students with 

a preference for Quadrant C must include any discussion group or class, or role-

play, for example. 

 

Figure 2.9, which is a screenshot of one section of the Comprehensive Whole Brain® 

Model, shows the top left quadrant or Quadrant D. 

 

 

A brief explanation of Figure 2.9 follows: Starting with the second circle, students 

with a preference for Quadrant D struggle with time frames and time management. 

In the third circle students with a preference for Quadrant D thinking enjoy exploring 

and discovering new content, synthesising, new possibilities and visual illustrations. 

Figure 2.9: Quadrant D of the Comprehensive Whole Brain® Model 
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The fourth circle indicates the way in which learning is facilitated and that the 

learning activities of Quadrant D students can include simulations and field trips 

where students can make sense of or discover information by making use of 

brainstorming, gamification, storyboarding and more. 

 

In the next section, the focus is on how to facilitate Whole Brain® learning.  

 

  FACILITATING WHOLE BRAIN® LEARNING 

According to  De Boer et al. (2001) facilitating Whole Brain®  learning can be defined 

as an approach to learning where the facilitator makes use of Whole Brain® learning 

tasks to enable students to learn and think in a holistic fashion. Facilitating Whole 

Brain® learning may include gamification, podcasts, online collaboration, group 

work, presentations and many more. Biffle (2013) explains that this way of learning 

can be used in any learning environment.  Facilitating learning in a Whole Brain® 

manner can be incorporated in a face-to-face or online environment to improve the 

quality of learning per se.  By ensuring that the methods of facilitating learning are 

of a high quality  the facilitator can create a learning task that will activate the 

respective thinking preferences of students, resulting in their having a positive 

learning experience (De Boer et al., 2001).  

 

De Boer et al. (2013) explain that when facilitating learning in a Whole Brain® way 

the main objective is to improve students' motivation, engagement and learning by 

using two-way communication between the lecturer and the student. In this study, 

approaches to facilitating Whole Brain® learning were used during the respective 

cycles of the action research process. An infographic was implemented to introduce 

the students to the learning opportunity. As a continuation of this process, online 

collaboration between students during Zoom meetings was arranged and peer 

assessment was done after the students had completed the Whole Brain® hybrid 

learning task. The implementation of the principles of Whole Brain® thinking during 

the action research process is discussed in more detail in Chapter 3. In the following 

section clarification is provided regarding various aspects of this approach. 
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 FACILITATING HYBRID LEARNING IN MY PRIVATE HIGHER EDUCATION 

CONTEXT 

2.7.1 Definition and clarification 

The definition according to Osorio-Gomez and Duart (2012) of hybrid learning 

relates to the use of a combination of different approaches to facilitating learning 

used synchronously or asynchronously. O'Byrne and Pytash (2015) state that the 

terms blended learning, hybrid learning and mixed-modes learning are used 

interchangeably in current research. Blended learning can be defined as a 

combination of facilitating learning in a face-to-face mode and information 

communication technology-mediated learning (López-Pérez et al., 2011; Reay, 

2001; Rooney, 2003; Sands, 2002; Voci & Young, 2001; Ward & LaBranche, 2003).  

My personal preference from practical experience is to use facilitating learning as it 

is a construct found in recent literature, such as in the work of Chen and Chiou, 

2014; Gnaur et al., 2020; Kniffin and Greenleaf, 2023; Olivier, 2014; Osorio-Gomez 

and Duart, 2012. During the hybrid learning process, facilitating learning is regarded 

as a continuous integrated process where face-to-face or online learning cannot 

occur separately (O'Byrne & Pytash, 2015). 

 

2.7.2  Infrastructure for facilitating online learning  

Facilitating learning by means of employing hybrid approaches cannot occur without 

the appropriate infrastructure, including a virtual learning platform, online learning 

software, internet connection, presentation software and administrative support at a 

higher education institution – both public and private. Olapiriyakul and Scher (2006) 

state that for facilitating online learning to occur, the higher education institution 

must have the following in place: An established network infrastructure taking into 

account the capacity, speed, firewall and anti-spoofing technology security of the 

LMS. 

 

McHaney (2011) explains that the most commonly used virtual learning 

management systems are Blackboard, Axio, Canvas and Moodle. Canvas and 

Moodle are open-source learning management systems. Blackboard and Axio  

have been designed for commercial use. McHaney (2011) explains that students 

are widely more tech-savvy with technology and lecturers have to make a mind shift 

and equip themselves with the necessary knowledge and skills to facilitate learning 

on the virtual learning platform successfully. In addition McHaney (2011) explains 
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that a virtual learning platform has the following functions: It serves as a platform 

where curriculum mapping can be displayed, and is used to communicate with 

students via the communication facilities that the LMS offers; group management 

software enables lecturers to divide students into respective groups for the 

execution of learning tasks. Other tools for facilitating learning that are available are 

blogs, wikis, Really Simple Syndication (RSS) feeds and 3-D virtual world interfaces.   

 

Moodle is designed to provide lecturers and students with an integrated system that 

can be personalised for their specific needs. Within my context, needs included 

collaborating with students, thus needing collaboration software, for example, Zoom 

that could be embedded into the LMS, submission of assignment making use of the 

online assignment links, discussion forums where I could communicate with the 

students using announcements, just to name a few. These tools enable the lecturer 

to interact with students and facilitate the learning process to engage students in 

learning. The platform can also embed external tools such as videos (YouTube) 

where the students and I could record ourselves when executing the skills, and as 

a collaborative tool for executing learning tasks, for example, using Coogle.it and 

feedback tools such as Mentimeter (Moodle, 2018). Moodle (2018) states that the 

only requirement to use the system is to access a stable internet connection. In the 

South African context, if the institution is situated in an urban area, a stable internet 

connection is easier to utilise as there are WIFI hotspots in most urban areas; in the 

rural areas of South Africa internet connection is not as stable. When students do 

not have access to WIFI they can purchase mobile data, which is expensive in South 

Africa and can hinder students to access the LMS. In my practical experience of 

data collection, connection problems were experienced during online synchronous 

sessions. The challenge relating to internet connection alluded to above was a 

concern as some students did not have access to a stable internet connection at 

home. The student participants could access the system from anywhere during the 

COVID-19 pandemic, but some students relied on the campus facilities to be able 

to access the LMS. At the private higher education institution where I am employed, 

it is a prerequisite that all students must have access to a computer and an adequate 

internet connection. However, it is important to be mindful of possible difficulties in 

this regard; the COVID-19 regulations did have a significant impact on movement, 

on the use of public spaces, etc. (Department of Co-Operative Governance and 

Traditional Affairs, 2020) and could not be controlled. The fact that the students 
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could not make use of the campus facilities resulted in some students not being able 

to attend the live discussion sessions.  

 

2.7.3  Implementing approaches to hybrid learning 

At the beginning of the 1980s, the use of technology in the education sector  became 

more prominent due to a wide range of technology available to educators (Ng'ambi 

et al., 2016). According to Olapiriyakul and Scher (2006), technology was 

predominantly used to support teaching and included learning material such as a 

standard whiteboard used in face-to-face teaching as well as more sophisticated 

digital technology that may consist of online collaboration, e.g. video conferencing.  

 

Since 2005, as mobile technologies have advanced and wireless internet has 

become omnipresent, higher education has moved its emphasis to online active 

learning and collaboration made possible by social computing tools  (Ng'ambi et al., 

2016). Because obtaining a tertiary degree now requires online study, the usage of 

technology in higher education has become vital. According to Anastasiades (2009), 

the following steps are needed when developing a hybrid learning approach that 

include using digital entities: The use of current digital entities – selecting the 

appropriate digital entities, uploading relevant content, and assessing the 

effectiveness of the digital entities selected. Each of these steps is briefly discussed 

next. 

 

Rushby and Surry (2016) define digital entities as any digital resources that can be 

used to enhance or support learning. Firstly, digital entities should be selected that 

will meet the pedagogical requirements of the lecturer. Secondly, the lecturer should 

upload current content into digital entities, for example, voice and multimedia entities 

that include videos, voiceovers, animations, recordings, etc. Lastly, the lecturer 

needs to assess the effectiveness of the chosen digital entities. 

 

Olapiriyakul and Scher (2006) point out that most lecturers use PowerPoint or 

Google slides presentation software to create graphical representations of content 

covered in a specific module during synchronous classes. For asynchronous online 

classes, digital video instruction, animations, computer-based tutorials, simulations, 

games and course websites are used as these promote student-centred learning. 

These types of technology can be designed either by the students or by the lecturers 

when virtual classrooms are available.  
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A hybrid classroom was established by the higher education institution where I am 

employed; Video conferencing was used to replicate the synchronous face-to-face 

classes and uploaded them to the LMS. Other applications that were used included 

videos made by the students and me. During two of the Whole Brain® learning tasks 

students made video recordings of themselves treating possible injuries that can 

occur during the presentation of gymnastics. The other video that was recorded was 

when the students had to execute the basic four floor elements including the forward 

roll, backward roll, cartwheel and handstand. I also recorded a video demonstrating 

the execution of the skills to help the students to comprehend how to do it correctly.  

 

2.7.4  Advantages and disadvantages of a hybrid learning practice 

Barker (2015) regards it as essential to observe what and how individual students 

may benefit from hybrid learning and further indicates that a hybrid learning 

approach enables students who cannot commute to a higher education institution 

to still be able to participate in class activities even if they are online. Students, who 

were not full-time students or had different circumstances, preferred this mode of 

learning as they managed their learning online. This was similar to what Johnson 

(2015) found: In his study, students included, for example, single parents, 

international students, young adults, adults and students with learning disabilities.  

 

In my context Aros does not enrol international students. In some instances students 

with learning needs – as it is referred to in the South African contexts – are allowed 

to register. However, in my teaching practice, I may have encountered students with 

special needs including physical, emotional, behavioural, learning and social needs. 

If such students were present in my course their special need was not enclosed to 

me as we have a department at the Higher Education Institution that supports these 

students. 

 

During the COVID-19 pandemic students had to rely on a hybrid learning classroom 

as individuals' movements were limited and public gatherings were not permitted. In 

South Africa, higher education institutions were compelled to continue tuition online 

(Landa et al., 2021). Gould’s (2010) reference to hybrid learning is apt when he 

states that the circumstances of students may have benefited from hybrid learning 

as they may have had more flexibility with the way in which their learning was 

facilitated but still had the sole responsibility to complete the coursework.  
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There are also disadvantages to hybrid learning. Shimkovich, Makhmutova, 

Ivanova, and Urunova (2022) suggest the following disadvantages to hybrid 

learning: The facilitator has to spend a significant amount of time to develop and 

integrate resources that are going to be used during hybrid learning; another 

disadvantage is that the facilitator may not have the technical skills to successfully 

implement a hybrid learning approach. It is also possible that the LMS does not 

support hybrid learning activities. Dung (2020) suggests that during hybrid learning 

online synchronous session interaction can be hindered by the fact that students do 

not want to turn on their cameras, which makes communication difficult. The 

methods of facilitating and assessing learning in hybrid environments are discussed 

next. 

 

2.7.5  Methods of facilitating and assessing learning in hybrid environments 

According to Pan et al. (2018), many respective approaches to teaching exist in the 

higher education environment. It is important for the facilitator to choose the 

teaching approach that best suits their individual circumstances. I used a flipped-

classroom approach during events that traditionally occurred as face-to-face classes 

now occurring online. However, the online synchronous sessions were still utilised 

using the video conferencing software Zoom. 

 

By using this approach, instruction was given online to students on what activity they 

had to have prepared before the commencing of the synchronous class. During the 

online synchronous session, the students presented what they had prepared and 

shared it with their classmates. The following applications were used before and 

during the online synchronous session: Coggle.it for the creation of mind maps, 

recording app on mobile devices for recording videos, Mentimeter and Nearpod for 

the purpose of peer assessment.  

 

I attempted to merge my hybrid teaching practice, hybrid learning and Whole Brain® 

learning in an innovative fashion.  I opted to facilitate and assess learning in a hybrid 

mode, following both synchronous and asynchronous approaches. I thus invented 

a new approach to facilitating learning called facilitating Whole Brain® hybrid 

learning that I implemented in my practice. 
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Pretorius (2017) suggests that in a 21st century classroom in higher education, 

lecturers must use alternative teaching strategies to keep students engaged in the 

classroom and to involve students in the learning process so that active learning 

can take place. Olapiriyakul and Scher (2006) agree on this view that different 

learning preferences should be considered during the process of facilitating 

learning. Both Olapiriyakul and Scher (2006) and Chen and Chiou (2014) identify 

modes of learning to be present during hybrid learning, categorising them into four 

dimensions. In the following paragraph a comparison is made between the views of 

Olapiriyakul and Scher (2006) and Herrmann (1991) on learning preferences. 

 

The first dimension Olapiriyakul and Scher (2006) distinguish is described as 

Intuitive or Sensing, which can be compared to Quadrant B, as represented by 

Herrmann (1996). A student can be described as someone who prefers to deal with 

facts, practical situations or physical sensations. They also prefer theoretical, 

abstract thinking, imaginative and innovative situations that can be compared to 

Quadrant A as represented by Herrmann (1991) model. Olapiriyakul and Scher 

(2006) further suggest that to create hybrid learning, the facilitator can use a case 

study or experiment during the face-to-face classes while the theory will be done 

online and vice versa. Experimenting is typical of Quadrant D thinking. 

 

The second dimension is described as Visual, which compares well with Quadrant 

D or Verbal compared with Quadrant C, as referred to by Herrmann (1996). This 

dimension described by Olapiriyakul and Scher (2006) implies that a student with 

this preference can be described as someone who prefers visual materials such as 

pictures, diagrams, flow charts (Quadrant D), explanations and expression through 

written or oral feedback (Quadrant C). Hybrid teaching activities can include verbal 

descriptions, handouts, and the use of visual and verbal materials in person or on 

the LMS.  

 

The third dimension is Active or Reflective, which Herrmann (1996) describes as 

Quadrant C. Quadrant C or active preference students prefer working in groups and 

trying new things. A Reflective or Quadrant A preference student prefers working 

alone or in pairs. Olapiriyakul and Scher (2006) are of the view that hybrid learning 

can be established using a large group activity (30 or more students) during the 

synchronous face-to-face class and using smaller group – 2 to 4 people – 
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discussions online or the other way around. Other learning tasks can include online 

presentations, peer-assessment, storyboarding, etc. (Arkorful & Abaidoo, 2015). 

 

The fourth dimension is Sequential, breaking information into smaller pieces or 

Global seeing the big picture before breaking it up into smaller pieces, which can be 

compared with Quadrant B and Quadrant D (Herrmann, 1996). These students learn 

best when they make use of a step-wise approach. They also give attention to detail. 

The hybrid teaching activities that Olapiriyakul and Scher (2006) suggest are online 

discussions where participants can argue for or against their classmates' ideas. 

 

The purpose of this study was to incorporate facilitating Whole Brain® learning and 

hybrid learning in teaching practices. I also describe how Whole Brain® and hybrid 

learning can be merged – creating a new construct and coining it as facilitating 

Whole Brain® hybrid learning.  

 

The Whole Brain® hybrid learning approach assisted students in activating all the 

brain quadrants during the Whole Brain® hybrid learning opportunities. The learning 

process was initiated by asking the students to create an infographic that explains 

a gymnastic skill with different steps as preparation for the next online discussion 

session. This activity aimed to activate quadrant B, C and D because steps as well 

as discussion and brainstorming were involved. Quadrants A and B were activated 

by a problem-based online learning activity asking students to research possible 

injuries during gymnastics and to explain steps to treat the injury. As role-playing 

was used in class, it engaged Quadrant C. Students were expected to make a video 

(dominantly Quadrant C) to show and explain a gymnastic skill while using Coggle.it 

presentations and brainstorming during the online synchronous session, which 

prompted quadrants C and D. In this way, hybrid teaching and the Whole Brain® 

approach were incorporated in my approach to transform my teaching practice. 

  

 PROFESSIONAL LECTURER IDENTITY DEVELOPMENT 

2.8.1  Lecturer identity development 

Boyd and Harris (2010) suggest that lecturer identity develops over time. Lecturer 

identity is influenced by the lecturer’s experiences, personal characteristics and 

information that the lecturer gathers. Feather (2010) divides lecturer professional- 

identity or academic-identity into three sub-categories: Facilitating learning (1), 
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learning (2) and research (3), which are defined by the author as the use of different 

teaching approaches to facilitating learning. Research has to do with professional 

development of the lecturer by doing reading and studying the most recent literature 

in the lecturer’s field of specialisation. Research can also include reflecting on your 

own practice. 

 

Van Lankveld et al. (2017) identify the following four factors that affect lecturer 

identity development: (1) The immediate work environment that can be described 

as lecturer interaction with colleagues and their workplace; (2) the broader context 

of higher education is the interaction with stakeholders that are involved in higher 

education, for example, other institutions; (3) the interaction with students; and (4) 

staff development activities influence the identity of the lecturer. Similarly to what 

Smit (2020) and McLachlan (2021) respectively refer to as mentor identity and 

teacher identity, which relate to the school context, I agree that lecturer identity, as 

applicable to my higher education context,  is constantly developing  and is 

influenced by the lecturer’s context and experiences. Van Lankveld et al. (2017) 

explain that lecturer identity can be strengthened by contact with students and staff 

development programmes. In contrast, the broader context of higher education is 

described as having a constraining impact.  

 

I consider myself an early-career academic, as I have been working in higher 

education for six years and putting in all effort to transform practice. The action 

research conducted was a means to prove this – a scholarly justification for claiming 

an evidence-based practice. I am developing my lecturer identity by continuing to 

transform my practice in using a Whole Brain® approach to facilitating hybrid 

learning. I continually endeavour to transform my teaching practice to be recognised 

as a researcher and scholar of my specific field of study, and as higher education 

practitioner.  

 

2.8.2 Online lecturer presence 

Yang et al.  (2016) define online presence in higher education as a complex 

construct comprising different dimensions, including social presence, cognitive 

presence and teaching presence. The dimensions cannot function independently 

but rather have constant interaction. This interaction between the different 

dimensions of presence is explained in the framework called the community of 
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inquiry that states that the different dimensions need to interact so that authentic 

learning can take place.   

 

Crawford and Persaud (2012) acknowledge that a traditional classroom is still 

required for a successful online course. I am challenging this view as, during the 

worldwide pandemic, classes could still continue even if it was in a different fashion 

and an environment could still be created to mimic the traditional classroom 

environment. Even though the worldwide pandemic was ongoing, the students were 

still able to have contact with their peers while following all COVID-19 regulations. 

 

Kornelsen (2006) describes the lecturer's presence as facilitating learning that 

encourages openness, imbues vitality and sometimes abandons order.  

Transforming my practice meant that I needed to let go of the traditional way of 

facilitating learning and to get the students to take the lead. Kornelsen (2006) 

explains that a lecturer must be enthusiastic about the role of facilitator. To help 

facilitate a students' construction of knowledge, the lecturer must implement 

student-centred approaches every time with every interaction. The author then 

describes three strategies that guarantee a positive teaching presence.  

 

To better their social presence lecturers must be open, showing the students that 

they are also vulnerable by acknowledging their own imperfections, weaknesses, 

desires and ambitions to improve their lecturer identity, skills in facilitating learning 

and to be a role model for students (Yang et al., 2016). My practical experience of 

own teaching practice showed exactly this.   I made a video doing a gymnastic skill 

myself, not without flaws, but it was easier for the students to relate to me. Examples 

were used that were not flawless to help them understand that a person must 

continually reflect on their own practice to become better facilitators of learning. This 

contributes to bridging the gap between the lecturer and the students on a personal 

and academic level. The students may feel more comfortable speaking to the 

lecturer about their shortcomings and weaknesses and ensuring a caring, 

respecting and trusting classroom environment. Yang et al. (2016) explain that 

research has shown that when the facilitator does not strictly focus on the module's 

outcomes only but gives room for the content to unfold, students have a more 

positive attitude to the learning opportunity. 
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  CONCLUSION 

From the literature review, it can be concluded that the higher education sector has 

significantly changed because of the COVID-19 pandemic as all of the stakeholders 

within this sector had to change how they facilitated learning during this new normal. 

It can also be deduced that there is a need for hybrid classrooms where students 

are responsible for their own learning, as seen during the COVID-19 pandemic. The 

advantages and disadvantages of a hybrid learning classroom have been 

highlighted. The Comprehensive Whole Brain® theory and the Whole Brain® theory's 

complexity as well as the possibility of combining Whole Brain® learning and hybrid 

learning have been investigated. A new construct known as Whole Brain® hybrid 

learning was explored and reported on, along with its development and potential 

applications.   
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 RESEARCH DESIGN 

 

3.1 INTRODUCTION 

In this chapter, the research design and methods, and related aspects are 

discussed. Firstly, the research paradigm is addressed. Aspects related to the 

design and methods that are addressed include data sources, data analysis and 

ethics considerations as well as limitations to the study.  

 

In the research methods section my role as a researcher is described and the 

research site and participants are discussed. The last part of the chapter outlines 

the data collection methods and the data analysis process that were used.    

 

Finally, the action research project I started is discussed. 

  

3.2 ACTION RESEARCH 

Mills (2018) describes action research in education as a systematic inquiry 

conducted by a researcher in an educational environment to collect data on different 

aspects of the teaching and learning environment to gain insight, develop reflective 

practice and transform the academic environment.  McAteer (2013) agrees that 

action research is rooted in reflection and helps researchers seek perspectives to 

generate alternative practical transformations.  My definition of action research is 

the conducting of research while transforming one’s own practice. 

 

Mouton (2001) explains that action research is carried out in natural field settings 

involving participants and is characterised by low control. Schiller et al. (2018) 

suggest that action research is characterised by empowering participants and the 

self. Scholars such as McNiff (2013) and Du Toit (2012) assert that action research 

is emancipatory. Du Toit (2018a) emphasises that one cannot empower someone 

else. One can only self-empower through a process of professional self-regulated 

learning.   Action research is an open-ended research design. It is flexible and fluid 

(McNiff & Whitehead, 2002). When using an action research design, McNiff (2016a) 

notes that facilitators have valuable experiences and professional knowledge to 

bring to the table by planning learning opportunities to encourage self-regulated 

learning. I used an action research design to plan learning opportunities for my 

students, promoting self-regulated learning. The detail of each cycle that formed 
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part of the action research process is discussed.  In each cycle of the action 

research design, I implemented the principles of facilitating Whole Brain® learning 

to transform my teaching practice and ensure that I include as many of the different 

modes of thinking during each learning opportunity.  

 

In the next section, the action research process is discussed. 

 

3.2.1 Action research design 

There are three types of research method: qualitative, quantitative and mixed-

methods (Joubert et al., 2016). For action research it is no different. Qualitative 

research uses descriptive approaches to data collection. Quantitative research 

analyses numerical data, and mixed-methods use both qualitative and quantitative 

methods of data collection (Mills, 2014). I followed a mixed-methods approach to 

data collection.  

 

An asset-based approach to action research, opposed to a deficit approach is 

advocated by (Du Toit, 2018b). An example of assets in action research is the prior 

knowledge that the students and the facilitator bring to the classroom. A deficit 

approach, in the context of research, can be described as the assumption of a lack 

of strengths when it comes to conducting research; and especially within the context 

of action research when, for example, students do not have prior knowledge on the 

topic and resources are not available (Norton & Owens, 2013) that might influence 

the ideas of the practitioner-researcher they might like to experiment with.  

 

An asset-based approach to action research, as described by Du Toit (2018a), was 

followed. Assets that one can use to one’s advantage are capacities, abilities, gifts, 

skills that every person possesses, social resources and infrastructure. In addition, 

Whole Brain® teaching and learning as well as using a hybrid approach (Kniffin & 

Greenleaf, 2023) is seen as an asset (Smit & Du Toit, 2016). The participants had 

different skill sets: some students were able to perform the basic gymnastics skills, 

and they also had effective communication skills, being able to contribute 

constructively to group work, and being skilled in enacting critical thinking and other 

soft skills. Certain skills relate to digital literacy, creativity and problem-solving. The 

skills, capabilities and intelligences that the participants already had were prior 

knowledge of gymnastics, and some of the participants were able to complete the 
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gymnastics skills. Other assets included the use of technology to create videos, 

lesson plans and mind maps.  

 

 Figure 3.1 visually represents the cyclic nature of the action research conducted. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

There are four types of mixed-method research: concurrent design, embedded 

design, explanatory design and exploratory design (Creswell et al., 2014; Creswell 

& Plano Clark, 2011; Wium & Louw, 2018).  

 

The concurrent mixed-methods approach was used by simultaneously collecting 

qualitative and quantitative data. Each data set complements the other to strengthen 

the data types collected to answer the research questions. By using the HBDI® brain 

profile, feedback questionnaires from the students, a reflective journal, visual data 

and observations, the data sets could be implemented to reflect on my own practice. 

 

3.2.2 Whole Brain® action research 

Whole Brain® action research is an action research design that represents a process 

followed in a distinct fashion – using the principles of Whole Brain® thinking. The 

Whole Brain® Model as developed by Herrmann (1995) indicates that every 

individual has a preference for one or more modes of thinking. This is incorporated 

Figure 10: The different steps of each action research cycle that took 

place during the study 
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in the action research study. I used a Whole Brain® lens to analyse the decisions I 

made during the various steps of each cycle of the Whole Brain® process.  Because 

of the nature of action research, which is a continuous reflection process, I 

constantly examined my action research journey, specifically during the online 

synchronous sessions via Zoom, keeping in mind that I needed to accommodate all 

the thinking preferences of my students. Consequently, before moving forward with 

a follow-up cycle, I methodologically evaluated my own practice. In the following 

section I explain the action research process that I followed in more detail. 

 

3.2.3 Whole Brain® action research process  

Action research is, based on the view of Joubert et al. (2016), a series of interactive 

cycles, each consisting of planning, acting, observing, reflecting and evaluation – 

thus, five steps in each cycle within the research spiral. The five steps within a cycle 

are depicted in Figure 3.1 above.  

 

The action research process I followed developed through four cycles of five steps 

each, as depicted in Figure 3.2. For the first step of each cycle, a Whole Brain® 

hybrid task was planned that the participants had to execute. Next, the Whole Brain® 

learning tasks were implemented; these included loading the infographic that 

depicted the Whole Brain® hybrid task and the creation of links relating the different 

educational technology as well as the students completing the Whole Brain® 

learning task.  

 

The observation step took place after an online synchronous session via Zoom. It 

consisted of using an observation sheet where I watched the recording of the online 

synchronous session and observed the outcome of the learning task executed 

during the online session and the quadrants activated during the online synchronous 

session. After watching the recording, I observed each group's task submitted and 

determined how well each group had completed the task.  

After the learning tasks had been completed, participants' execution of the learning 

tasks and how the learning was facilitated while they were executing the tasks were 

evaluated. The reflection step is aligned with Schön (1983) idea of reflecting in 

action. By means of reflection it could be identified which approaches worked well 

and what aspects needed attention – with a view to continuously transform my 

teaching practice. This type of reflection is referred to by Schön (1983) as reflection 
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after action. The evaluation entailed a closer analysis of what transpired during the 

cycle. Specific aspects that needed attention were listed and scrutinised in depth. 

This step included a third type of reflexivity that Schön (1983) calls reflection before 

action that is done before the next cycle's action is taken. Based on this evaluation, 

different ways to transform my practice were considered and included in the first 

step of replanning the next cycle. Next, the action research process followed is 

explained in detail. Figure 3.2 visually represents the four cycles over four weeks.  
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Click the link for a full-page view of the action research process. 

https://drive.google.com/file/d/1pfA1-JtWVY_-

sRd7j3YovM4CGjRfJr4/view?usp=drive_link 

Figure 11: Action research process followed 
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3.2.4 Implementing the Whole Brain® action research process 

In this section, I provide detail of the Whole Brain® hybrid action research process 

that was followed.  Four consecutive research cycles made up the study. The four 

cycles are shown graphically in the figure above. The arrows indicate the flow 

between each of the steps in the cycles. Each of the last steps per cycle has an 

arrow connected to the preceding step and an arrow connected to the next cycle. 

 

The Whole Brain® approach to facilitating hybrid learning was implemented within 

the four cycles of the action research trajectory. The academic programme context 

was the Life Skills module that is explained in Chapter 1, mainly focusing on 

Educational Gymnastics. Educational Gymnastics consists of two study units in the 

Life Skills module. The learning outcomes for these two units focus on the skills to 

present Educational Gymnastics successfully to learners in the Intermediate Phase 

during their Physical Education periods.  

 

3.2.4.1 Action Research Cycles A – D 

During Cycle A, the pre-planning mostly involved the creation of links for the online 

synchronous session as, owing to the COVID-19 pandemic, everything had to be 

done online. The planning involved the planning of the Whole Brain® hybrid learning 

task that was the creation of a mind map online on the Coggle.it software. I further 

planned how I was going to implement facilitating Whole Brain® hybrid of learning 

during the online synchronous session. The students created the mind maps and 

prepared for the online synchronous session.  

 

Cycle B involved the same pre-planning as for Cycle A with the creation of links on 

different applications as part of preparation for the online synchronous session. I 

planned the Whole Brain® hybrid learning task for Cycle B. Because of the reflective 

nature of the Whole Brain® action research process, I reflected on my practice in 

Cycle A and transformed it in a continuous fashion. The Whole Brain® hybrid 

learning task entailed that the students had to create a video where they showed 

how to treat an injury that can occur in gymnastics. I planned how I was going to 

facilitate Whole Brain® hybrid learning during the online synchronous session by 

means of collaboration and peer-assessment.  
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Cycle C consisted of the same steps as Cycle A and B and consequently the same 

pre-planning and planning took place. I again reflected on my practice before I 

started Cycle C with a view to transforming my practice as the action research 

progressed. During Cycle C the Whole Brain® hybrid learning task entailed that the 

students had to make a video where they showed how the four basic floor elements 

can be broken down into different parts and the students had to demonstrate the 

execution of the four elements practically as a sequence. I, again, planned how I 

was going to facilitate the Whole Brain® hybrid learning during the online 

synchronous session by means of collaboration and peer-assessment.  

 

In Cycle D, the same steps as for Cycle A, B and C were followed. I reflected on my 

practice as in the other cycles. During Cycle D the Whole Brain® hybrid learning task 

included the students creating a lesson plan for teaching a Physical Education 

lesson in the Intermediate Phase. I planned how I was going to facilitate Whole 

Brain® hybrid learning during the online synchronous session by means of 

collaboration and peer-assessment. 

 

3.3 DATA COLLECTION METHODS 

A mixed-methods research approach was used. Because of the nature of a mixed-

methods research approach I collected quantitative and qualitative data. I followed 

Creswell's (2008) recommendation and integrated, linked and consolidated the data 

sets. 

 

Because combining quantitative and qualitative research produces more insightful 

results, I used both quantitative and qualitative methods as (Creswell & Garrett, 

2008) propose. By following this approach, I gained insight into facilitating Whole 

Brain® hybrid learning. And, I gained insight into my own lecturer- identity 

development in the context of private higher education. My ability to plan for action 

during each cycle of the action research was made possible by the inclusion of a 

mixed-methods methodology. My Whole Brain® profile's quantitative data gave me 

information about my various preferences for modes of thinking. As a result, I could 

design the activities for the different sessions from the standpoint of facilitating 

Whole Brain® hybrid learning, taking into account most of the different thinking 

preferences. I describe how I gathered the quantitative and qualitative data in the 

section that follows. 
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3.3.1 Initial baseline data  

The Herrmann Brain Dominance Instrument® (HBDI®), according to Du Toit (2012), 

provides a baseline set of information for doing action research. According to McNiff 

and Whitehead (2011) baseline data pertaining to action research illustrates the 

procedures used. In this way, the results of the HBDI® were an essential component 

of the framework of my study – both at a theoretical and a scholarly level. 

 

3.3.2 Quantitative data collection instruments 

The HBDI® that I had completed prior to the action research study was the first 

quantitative data collection tool I used. It is considered secondary data as it already 

existed before I commenced with my research. This was included in the ethics 

clearance application. In Chapter 4, a set of quantitative data is offered as a 

summary of the data. Additionally, during Cycle A, B, C and D the participants 

completed a self-designed online feedback questionnaire before and after each 

online synchronous session.   

 

3.3.3 Qualitative data collection instruments 

The goal of gathering qualitative data from multiple sources, according to Nassaji 

(2015), is to "acquire a deeper understanding of individual participants, including 

their opinions, perspectives, and attitudes”. I collected data using a variety of 

qualitative data collecting tools, which allowed me to undertake the action research 

in my work and transform my identity as a lecturer. I received an HBDI® report that 

included both qualitative and quantitative data. My preference codes and profile 

scores made up the quantitative data set. The profile scores were the sum of the 

scores for each quadrant; the profile scores reported in Chapter 4 show how much 

one’s profile changes under pressure. As part of the brain profile, these scores were 

used to plot the image. Four numbers, A, B, C and D were arranged in the quadrants 

to form a preference code. The terms primary, secondary and tertiary were used to 

define the numbers used to represent the different zones of the profile grid: 1 

(primary), 2 (secondary) and 3 (tertiary). The graphic profile gives a comprehensive 

representation of my brain dominance. Next, I describe the rest of the qualitative 

data collection instruments that I used.  

 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



46 

3.3.3.1 Brain profile 

According to De Boer et al. (2001), when completing the HBDI® Brain Profile 

Questionnaire, one receives a report with three data types that are analysed, 

although it is primarily qualitative. The qualitative data involves information about 

the thinking preferences of an individual, and the report discusses the individual's 

preferred brain quadrant or quadrants; the quadrants that are not preferred are also 

included in the results. The results of the HBDI® then include numerical data in the 

form of a scoring system given to each answer to generate the brain profile of the 

individual. The last type of data that forms part of the brain profile is the visual data 

in a colour-coded graph that shows the individual's preferences.  The HBDI® data 

was shared and discussed by a registered HBDI® practitioner and was used as 

baseline data. The results of the HBDI® profile of myself are shared in Chapter 4. 

 

3.3.3.2 Reflective journal 

One means of gathering qualitative data was to keep a reflective journal. McAteer 

(2013) describes a reflective journal as a thinking space where the researcher can 

keep track of events to help the researcher reflect on personal and professional 

processes. I maintained a reflective journal throughout the four cycles.  It consisted 

of two parts for each cycle. In the first part of the reflective journal, I reflected on the 

learning task the students had to complete before the synchronous session. In 

addition, I recorded my opinions and experiences on the different methods used in 

the LMS. I focused on implementing the Whole Brain® approach to facilitating hybrid 

learning used in my class. The second part of the journal consisted of notes made 

on reflecting on my facilitating of Whole Brain® hybrid learning during each online 

session. 

 

3.3.3.3 Visual data 

According to Bali and Smith (1992); McNiff (2016b), visual data include any data 

sources that depict reality visually. As a result, peers assessed visual data such as 

infographics throughout the synchronous session, and their feedback was recorded 

by means of screenshots. The effectiveness of the Whole Brain® hybrid learning 

tasks was examined using additional snapshots of the online synchronous sessions 

and videos that the students had recorded. 
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3.3.3.4 Feedback questionnaires 

One of the quantitative data sources is the responses to the feedback 

questionnaires. The link to each of the feedback questionnaires was shared with the 

students via email before and after the online synchronous session. The feedback 

questionnaire before the online synchronous session focused on the Whole Brain® 

task completed before the synchronous session. The second feedback 

questionnaire focused on the Whole Brain® tasks completed during the online 

synchronous session. The feedback questionnaires that the students completed 

consisted of four sections. The first section contained questions to collect the 

participants' biographical information, while the second section consisted of 

questions about the respective learning tasks. Students received a questionnaire 

via email before the online synchronous session that they completed after 

completing the Whole Brain® task to give feedback on their experience of the task. 

 

After the online synchronous session, the students completed a similar 

questionnaire on their experience of the Whole Brain® task completed during the 

online synchronous session. A balanced 1-to-4-point Likert scale, from strongly 

disagree to strongly agree was used. Each of the four parts of the questionnaire 

contained three questions. There was a total of twelve questions. The four 

quadrants of the Whole Brain® Model split the four portions. The questionnaires 

were distributed via email and completed anonymously; the questionnaires were 

created on Google Forms, and the link was shared, ensuring that the students' 

identity was protected. 

 

3.4 DATA ANALYSIS  

3.4.1 Qualitative data analysis 

In action research, the data analysis process was done intermittently due to the 

cyclical nature of the study.  As alluded to above, qualitative and quantitative 

analysis methods were used for this purpose (McAteer, 2013). The qualitative 

analysis included reflecting on the transformation of my practice by observing the 

Whole Brain® tasks completed by the students and the online synchronous session. 

The last qualitative data analysis that I used was the qualitative data that I received 

from the HBDI® brain profile that had already been analysed.  
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3.4.2 Quantitative data analysis 

Creswell et al. (2014) define quantitative analysis as the graphical representation of 

a specific group of quantitative data. The feedback questionnaires were analysed 

and descriptive quantitative data analysis was used. Descriptive analysis can be 

defined as summarising data in three ways: mean, range and shape (Creswell et 

al., 2014; McAteer, 2013). The questionnaire responses were exported from Google 

Drive to Microsoft Excel, and the mean score of each quadrant was calculated. The 

following section explains how this study achieved validity and trustworthiness by 

defining the criteria and their identification used. 

 

3.5 VALIDITY AND TRUSTWORTHINESS 

Pelech (2021), citing Hammersley, says that if the narrative of the event or 

phenomenon is precise and truthful, validity can be achieved throughout the 

encounter. Jaafar (2004) explains that validity during action research depends on 

the value of the research for the students and facilitators involved in the action 

research process. The study had value for me as the researcher and facilitator as 

this study enabled me to transform my own teaching practice. When analysing the 

feedback questionnaires, it was evident that the study had value for the students as 

they stated that they had better knowledge of gymnastics as well as the different 

hybrid tools that we made use of. Therefore, the research can be seen as valid 

because of the value it had for the study’s participants.  

 

Joubert et al. (2016) state that democratic validity involves including the role players 

of the study. Therefore, the views of all role players were included in the data 

analysis during process. Getting feedback from the participants and reflecting on my 

practice ensured that all the role players contributed to the democratic validity. 

Furthermore, the role players were the students as the participants and I was the 

principal investigator. Joubert et al. (2016) explain that the validity of a study can be 

measured if the outcomes of the study have been achieved. The outcome of my 

study was to transform my own practice and professional lecturer identity. The main 

outcome of the study was achieved as my own practice as well as my lecturer 

identity had been transformed. 

 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



49 

Pelech (2021) suggests that trustworthiness can be achieved in action research by 

including prolonged engagement between the researcher and the participants. 

There should be an active engagement with the material, consistent observation by 

the action researcher to be able to transform her practice, triangulation and peer 

debriefing. During the action research process followed prolonged engagement was 

ensured by means of communication on the LMS and the online synchronous 

sessions The students further engaged with one another as they completed the 

Whole Brain® hybrid learning tasks. In the next section, relevant ethics 

considerations are discussed. 

 

3.6 ETHICS CONSIDERATIONS 

The higher education institution in question gave permission for the study to be 

conducted. The participants were informed about the purpose of collecting the data 

and their involvement in this process. It was furthermore explained that their 

participation was completely voluntary and that their studies or marks would not be 

affected in any way, whether they participated or not. In addition, all participants 

were assured that their responses would remain anonymous and confidential. 

 

Throughout the study, I remained conscious that, as an action researcher, I had a 

dual role: one as a facilitator of learning and the other as a researcher.  

 

3.7 CONCLUSION 

Chapter 3 discusses the research design and methods used in this research study 

as action research. The research cycles in this action research process are 

explained next, as well as the data collection methods and analysis used. Finally, 

the validity and ethics considerations of the study are outlined. In the chapter to 

follow, the analysis of the data and outcomes are discussed.  
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 DATA ANALYSIS 

 

4.1  INTRODUCTION 

In this chapter, the data is presented and its analysis and findings are reported. The 

qualitative data collected during the four cycles is used for the purpose of data 

analysis. Firstly, the demographic information of the participants is presented. 

Secondly, I present the result of the HBDI® that I completed. Thirdly, I outline the 

execution of the individual action research cycles. Finally, the means of collecting 

data, namely photo evidence, observation sheets and student feedback is 

discussed.  

 

This section briefly touches on the demographic information of the participants. 

Although not demographic, the students' prior knowledge of Educational 

Gymnastics and their competence with educational technology is mentioned. 

4.1.2 Demographic information 

The participants were all final-year student teachers with Life Skills as their major 

subject. The students thus had prior knowledge of Physical Education but not 

necessarily knowledge of Educational Gymnastics. In total, 14 female and six male 

students participated. The age distribution was 22 to 24 years. Most participants 

(18) were Afrikaans-speaking; the other two indicated that their home language was 

English. All the participants were situated in Pretoria and surrounding areas. Living 

in Pretoria was a prerequisite for all students studying at Aros before 2021. Most 

participants were full-time teaching assistants or had a half-day job as an au pair or 

tutor. There were two or three full-time students. 

4.1.3 Prior knowledge and technological competence 

Prior knowledge of Educational Gymnastics was not a requirement to participate in 

the study. However, it was beneficial when completing the learning tasks, I 

designed. Although 11 students had previous knowledge of Educational 

Gymnastics, the knowledge varied from participation in gymnastics or acrobatics 

during their school career to watching the sport.  

 

As many as 18 students considered themselves competent in using technology. 

However, two students indicated they did not feel competent using communication 
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technology, word processing software, presentation software or other educational 

technology. 

 

4.2 BASELINE DATA: MY HBDI® BRAIN PROFILE 

This section contains my brain profile and other data and information relating to the 

profile. The instrument was used to determine my preferences for different modes 

of thinking and how to visualise them. The HBDI® is a research instrument that 

gathers quantitative and qualitative data simultaneously. Next, I present a table 

consisting of three sets of numbers and calculations, indicating the quantitative data 

of my brain profile. My thinking preference is illustrated in Table 4.1. 

 

 

 

 

 

 

 

 

My thinking preference is a double dominant brain profile (Figure 4.1). There are 

four types of HBDI® profile when completing the HBDI® questionnaire. The first type 

of HBDI® profile is the single dominant profile that can occur over any of the four 

quadrants. A person with a single dominant profile has a fixed way of viewing the 

world. Their decisions and perceptions are generally trustworthy, unified and 

comfortable.  Double dominant profile individuals may experience conflict between 

the two dominant quadrants. This type of profile tends to visit the other modes less 

frequently but finds it simpler to transition between various styles and has a greater 

understanding of their own and other mental opposites. The triple dominant profile 

has only one non-primary quadrant. Such individuals find it easier to interact with 

others as they understand three of the four quadrants. One drawback of a triple 

dominant profile is that decision-making is slow because all the alternatives must be 

considered. The quadruple dominant profile is where all quadrants are dominant. 

Individuals with this type of profile find it easy to switch between modes and 

quadrants. They have an incredibly balanced perspective but may struggle with 

internal conflict because of interaction between the quadrants. Next, I discuss my 

thinking preference profile.  

Preference Code 2 1 1 2 

Profile Scores 58 110 67 55 

Under Pressure 72 108 72 36 

Table 4.1: My HBDI® profile summary 
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My brain profile's primary quadrants are Quadrant B and Quadrant C. These are 

situated in the profile's lower left and lower right sides. The following figure is a 

representation of my thinking preferences as a result of the HBDI® questionnaire 

  

 

 

 

 

 

 

 

 

 

  

 

 

 

 

As a person I have a solid conservative thinking preference; I prefer organisation 

and structure and value attention to detail. All the previous characteristics are 

associated with Quadrant B (Green), the quadrant I prefer. Quadrant C (Red) is the 

second preferred quadrant. Quadrant A (Blue) is my third preferred quadrant. The 

last preferred quadrant is quadrant D (Yellow). My brain profile shows a lack of 

logical and analytical processes that are situated in Quadrant A, and creative and 

innovative thinking situated in Quadrant D. Next, the analysis of the action research 

cycles of the study is discussed.  

 

4.3 ACTION RESEARCH CYCLES 

 The action research spiral comprises four cycles (Consult Figure 3.2 in Chapter 3). 

I first report the analysis of the data collected during each cycle. Next, I present the 

data during the different steps of the action research process described in Chapter 

3. For example, the data analysis took place during the observation step. The steps 

include pre-planning, planning, acting, observing, reflecting and evaluating. 

Figure 12: My brain profile 
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The pre-planning step included my preparations on Moodle's online platform to 

implement facilitating Whole Brain® hybrid learning. The planning step included the 

planning that took place before the online session. The step of acting (act) refers to 

the facilitating of learning during the online session. The observation step took place 

during and after the online session.  I observed my practice by watching the online 

session recording; this included making notes in my reflective journal and 

completing observation sheets. Next, I observed the actions of the students 

concerning the effectiveness of facilitating Whole Brain® hybrid learning. The 

reflecting step included determining whether the learning outcomes planned for the 

online session had been achieved. The evaluation step included evaluating the 

cycle as a whole and determining what changes needed to be made to transform 

my teaching practice. 

 

4.3.1 Cycle A 

The outcomes for Educational Gymnastics prescribed by the Department of Basic 

Education (2014) are the following: For Grade 4, the primary outcome is rhythmic 

gymnastics. In Grade 5, the learners must do gymnastics sequences, including 

skipping, running, forward and backward rolls, and jumps, including combining two 

or more locomotor skills. In Grade 6, learners should demonstrate competence in 

combining locomotor, rotation, and balance gymnastics skills.  

Pre-planning 

During the pre-planning phase, I created the Zoom link on the LMS. I also created 

the link on Survey Monkey. As mentioned in Chapter 1, my study changed because 

my learning opportunities had changed from in-person or face-to-face mode to 

facilitating online learning because of the challenges the COVID-19 pandemic 

brought about. I thus had to create a Zoom link before the online session so that the 

students could access the session. I also created the Survey Monkey link so that 

students could access the rubric they created. 

Step 1: Planning 

I planned the following: 

a. Students were requested to search on Google or Google Scholar for the four 

floor skills (handstand, cartwheel, forward roll and backward roll) as CAPS 

prescribes.  
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b. A Whole Brain® task using the LMS Moodle required of the students to make 

a mind map of the four gymnastics floor skills using Coggle.it software. They 

used Coggle.it software in groups of 2 to 3 to construct knowledge before the 

online session. 

c. Students were requested to create a rubric to peer review the mind maps of 

their peers, using the rubric created on Survey Monkey during the online 

session. Firstly, they had to identify criteria for peer assessment that could be 

included in the rubric. Then the students were to discuss creating the rubric in 

class. 

d. The video was made during the cycle as I got more queries from the students 

regarding what should be included in the mind map, and it was thus not 

something I had planned initially but implemented nevertheless because of the 

questions.   

e. As part of the action research cycles, I planned for the students to present their 

mind map during the synchronous session, as discussed in Chapter 3. 

Therefore, part of the planning was that students were expected to nominate 

a representative to show and talk about their group's mind map.  

f. Students were required to assess each group's mind map, using the rubric. 

g. I planned to use a student feedback questionnaire to learn more about the 

students' experience of the hybrid task and the synchronous session. I also 

used the feedback to make changes before the following cycle. An example of 

the questionnaire is shared during the discussion of the observation step.  

Step 2: Acting 

a. Students searched on Google or Google Scholar for the four gymnastics floor 

skills: forward roll, backward roll, cartwheel and handstand.  

b. Students created mind maps. The students used the online software Coggle.it 

to collaborate online and create a mind map about the four gymnastics floor 

elements.  

c. Students created the rubric as a class during the synchronous session. Firstly, 

students were allowed to suggest criteria for assessing a mind map. Next, 

there was a class discussion about the criteria. Finally, the criteria proposed 

by the students were imported into Survey Monkey. Importing the rubric into 
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Survey Monkey gave the students instant access to the rubric to access their 

fellow students' mind maps.  

d. Video: As mentioned in the planning step, I got queries from the students about 

completing the Whole Brain® learning task. Therefore, I decided to make a 

video to explain the task in more detail to help the students better understand 

what the task entailed. 

e. Students presented their mind maps. Each student who represented a group 

was made a presenter on Zoom when it was their turn to present. They 

presented their screen. Each presenter had up to 10 minutes to explain their 

mind map orally. 

f. Student’s peer-assessed the mind maps of their classmates, using the rubric 

they had created. An example rubric is presented as part of the discussion 

under the observation step. 

g. The students completed the feedback questionnaire I shared with them. 

Step 3: Observing 

I observed the following: 

a. The students were challenged to search for the four gymnastics floor skills. 

Responses to the feedback questionnaire indicated that the students felt 

challenged when doing the initial search for gymnastics skills. Some of the 

students struggled to find the correct skills for artistic gymnastics. I observed 

this in some student queries; some groups did not include the correct skills 

during the synchronous session.   

b. As mentioned, I observed that some students did not understand the Whole 

Brain® task. I was asked to explain further what was expected of each group.  

Figure 4.2 provides evidence of the infographic that set out the Whole Brain® 

task. The original authentic infographic is in Afrikaans – the medium of 

instruction used.  
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The self-regulated learning task was explained using a visual banner the 

students had to complete. The mind map of the four floor skills (forward roll, 

backward roll, cartwheel and handstand) that the students created consisted 

of the following: The learning steps of the gymnastics skills, physical body 

support done by the teacher and the movement skill that is developed by 

demonstrating the skill. 

 

I observed that some students were uncomfortable with Coggle.it software. I 

make this statement because about half of the students indicated in the 

feedback questionnaire that they did not enjoy summarising their work using 

Coggle.it software. The COVID-19 pandemic contributed to this because the 

students were not used to working remotely and were also in lockdown and 

unable to meet in person. In addition, the students were unsure how to do 

group work remotely, as can be deducted from their responses to the relevant 

item included in the feedback questionnaire.  

 

c. The following figure is a snapshot of the rubric created on Survey Monkey. As 

seen in Figure 4.3, the learning criteria can be translated as follows: Layout, 

content, a summary of the content, creativity of the mind map and language 

usage because the Institution's language of teaching and learning was 

Afrikaans. Therefore, the rubric was created in Afrikaans.  

Figure 13: Screenshot of the instructions given to students online 
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Figure 14: Screenshot of the rubric created on Survey Monkey to evaluate 

the group's mind maps 

  
The criteria that the students suggested were discussed during the online 

synchronous session. When students suggested a specific criterion, they had 

to explain what it meant to them. We did not include the explanation of the 

criteria in the rubric to save time. The class agreed on what was meant by each 

criterion.  

 

The following section consists of a discussion on each criterion that the students 

suggested during the synchronous session. The items discussed are a 

translation from Afrikaans into English. The students suggested the following 

criteria to assess each group's mind map by their peers:  

• Layout: Peers assessed one another on the structure of the information 

presented and the overall presentation of the mind map. 

• Relevant content: The students' peers assessed one another on the learning 

steps, physical support of the teacher and motor development.  

• Summary of the content: The students' peers assessed one another on 

summarising the content. 

• Creativity: The students assessed one another on their creativity; this 

included using colour, different font types and images.  

• The language used: The students' peers assessed the use of language, 

including the correct terminology for Educational Gymnastics. 

 

d. I observed that they knew how to create a rubric during the online session. 

Survey Monkey helped create the rubric remotely. I further observed that the 

infographic was, to some extent, successful. Most of the students agreed that 

the instruction given was clear. There were queries from the students about 

the mind map layout, what to include, and the use of Coggle.it software. 
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e. I observed that students had questions about how to complete the learning 

task. Therefore, I made a video to explain the learning task to the students. 

The following figure is a still photo taken from the video. As seen in Photo 

evidence 1, I was at home while facilitating the session. The still photo of the 

video can be seen in Photo evidence 1. Facilitating the session  lasted for 

about 3 minutes – I orally explained the learning task the students had to 

complete before the online session. A link to the full video can be accessed 

here: 

https://drive.google.com/file/d/1O5OebhaAdgT0Q5WbMepON_6RHpar98P

H/view?usp=share_link.  

 

 

 

 

 

 

 

 

 

 

I observed how the students presented their mind maps to their peers.  The 

following is a link to the recording of the synchronous session. In Photo-

evidence 2 a still photo of the online synchronous session is presented: 

https://drive.google.com/file/d/1mTLOILhWSNmkBzx0hDfpHKWqYjJzUpBP/v

iew?usp=share_link 

Photo evidence 1: Still photo of the video on the Whole Brain® task 
students had to complete 
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When analysing the feedback given by students, the conclusion can be 

drawn that all the quadrants were activated during the learning task. Table 

4.2 shows the analysis of the students’ answers to the questionnaire. The 

data set suggests that most participants (16) strongly agreed that I had given 

clear instructions regarding the learning task. Most participants (18) agreed 

that the learning task was challenging, and they also agreed that extra 

resources were provided on the online platform. All the participants indicated 

that the content was structured and visual; infographics were used online. 

However, the students had contradictory opinions on how much time they 

had to complete the task and on the use of a discussion forum. All the 

participants agreed that the video had helped them understand the learning  

task better. The participants had contradictory opinions on working in small 

groups; about 50% of the students did not enjoy working in small groups. 

Most participants agreed that the lecturer used visual resources and practical 

examples. However, the students had different experiences with using 

Coggle.it software, where 11 participants agreed, and nine disagreed, 

indicating that they enjoyed using the software. Most of the students agreed 

that they could use their creativity during the task completion, but not all the 

participants agreed about pictures and drawings. Table 4.2 shows students' 

responses to the questionnaire for the hybrid learning activity. 

 

Photo evidence 2: Still photo of the online synchronous session 
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Table 4.2: Results of the feedback questionnaire before the synchronous session 
during Cycle A  

 

 

 

Items Dominant 
Quadrant 

Student response (number) 

  Strongly 
Disagree 

 
Disagree 

 
Agree 

Strongly  
Agree 

• The lecturer stated the 

outcomes of the learning 

tasks. 

Quadrant A 
 

0 0 4 16 

• I enjoyed using Coggle.it to 
summarise my work. 

Quadrant A 3 6 9 2 

• The online learning tasks as 
preparation were 
challenging. 

Quadrant A  2 12 6 

• The facilitator uploaded 
extra resources to use to 
prepare for the online 
session. 

Quadrant A 2 2 10 6 

• The content was well 
structured on the online 
platform. 

Quadrant B 0 0 10 10 

• Clear online instruction was 
given before we started the 
search on gymnastics skills. 

Quadrant B 0 0 8 12 

•  I had enough time to 
search on my own. 

Quadrant B 1 8 9 2 

•  A basic outline was given 
on how the research should 
be presented. 

Quadrant B 0 2 10 8 

• We used the discussion 
forum to share our ideas 
with other students. 

Quadrant C 3 6 6 5 

• The use of a video helped 
me understand the 
instructions better. 

Quadrant D 0 0 12 8 

• I liked to work in small 
groups online. 

Quadrant C 2 7 2 9 

• The lecturer made practical 
examples available online. 

Quadrant B 1 1 12 6 

• The lecturer used 
PowerPoint, Prezi, videos 
or other visual 
representations I could 
explore online. 

Quadrant D 0 4 8 8 

• While brainstorming with a 
classmate, I had a positive 
experience with Coggle.it 
software. 

Quadrant D 2 4 8 6 

• The learning activities 
helped me to be more 
creative. 

Quadrant D 1 1 10 8 

• The lecturer used pictures 
and photos to guide me 
during my learning. 

Quadrant D 0 4 6 10 
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Graph 4.1: Summary of answers for Quadrant A before the 
synchronous session during Cycle A 

Graph 4.2: Summary of answers for Quadrant B before the 
synchronous session during Cycle A 

 

Graph 4.3: Summary of answers for Quadrant C before the 
synchronous session during Cycle A 
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When analysing the feedback given by students, the conclusion can be drawn 

that all the quadrants were equally activated during the synchronous session. 

Table 4.2 shows the analysis of the students’ answers to the questionnaire. 

Holistically considered, taking into account what happened before and after 

the session, it might be the case that more collaboration and actions at a 

personal and interpersonal level, typical of Quadrant C could be involved. The 

data set suggests that most participants (16) agreed they had a positive 

experience during the online synchronous session. Most participants (16) 

agreed that I had facilitated the content and used practical examples. The 

participants (18) agreed that I had stated the session's outcomes and all the 

participants agreed that I had good knowledge about gymnastics. However, 

the participants were indifferent to the fact that the learning activities were 

challenging. Eight participants disagreed that the learning activities were 

challenging, and 12 agreed. There were also different opinions on using the 

resource; seven disagreed, and 13 agreed. The participants were indifferent  

to structure, discipline, time, and instruction. They agreed that the session was 

well structured and the class discipline was good, but they disagreed on the 

class ending on time. 

 

The students mostly agreed (14) that clear instructions were given. Most 

participants agreed that they worked in groups during the online synchronous 

session, that the lecturer encouraged participation, and that it was interesting. 

On the use of PowerPoint, Prezi, and other visual resources, 14 participants 
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Graph 4.4: Summary of answers for Quadrant D before the 
synchronous session during Cycle A 
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agreed, and six disagreed that the resources were used. The participants 

agreed (15) that they had to solve problems independently and that I shared 

new ideas and examples. Lastly, all the participants agreed they could be 

creative during the online synchronous session. Table 4.3 shows students' 

responses to the questionnaire after the online synchronous session 

 

Table 4.3: Results of the feedback questionnaire after the synchronous session 
during Cycle A 

Items Dominant 
Quadrant Student response (number) 

  Strongly 
Disagree 

 
Disagree 

 
Agree 

Strongly 
Agree 

• I had a positive 
experience during the online 
class. 

Quadrant C 
 

0 4 7 9 

• The lecturer 
facilitated the content well. 

Quadrant B 1 3 7 9 

•  The lecturer gave 
me practical examples that I 
could use in my practice. 

Quadrant B 0 4 8 8 

•  The facilitator stated 
the outcomes of the online 
session. 

Quadrant B 0 2 10 8 

•  The lecturer had 
good knowledge about 
gymnastics. 

Quadrant A 0 0 11 9 

• The learning 
activities during the lecture 
were challenging. 

Quadrant A 2 6 9 3 

•  We used one of the 
following during the lecture: 
study guide, textbook and 
reading journal. 

Quadrant B 2 5 9 4 

•  The lecture was 
well-planned and structured. 

Quadrant B 0 4 10 6 

•  The lecturer ended 
the class on time. 

Quadrant B 2 7 7 4 

• The class discipline 
was good. 

Quadrant B 1 0 12 7 

• The lecturer gave us 
clear instructions before we 
started the learning activities. 

Quadrant B 2 4 8 6 

• We worked in 
groups when discussing the 
content. 

Quadrant C 0 2 6 12 

• The lecturer 
encouraged class 
participation. 

Quadrant C 0 0 9 11 

• The lecture was 
informative. 

Quadrant D 2 0 9 9 

• The lecturer used 
PowerPoint, Prezi, videos or 
other visual representations. 

Quadrant D 0 6 8 6 
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• The lecturer posed 
questions for us to answer 
on our own. 

Quadrant A 0 5 8 7 

• The learning 
activities helped me to be 
more creative. 

Quadrant D 0 0 11 9 

• The lecturer shared 
new ideas and examples. 

Quadrant B 0 5 9 6 

0

2

4

6

8

10

12

The lecturer had good
knowledge of gymnastics

The learning activities during
the lecture were challenging

The lecturer posed questions
for us to answer on our own.

Quadrant A

Strongly Disagree Disagree Agree Strongly Agree

Graph 4.5: Summary of answers for Quadrant A after the 
synchronous session during Cycle A 

Graph 4.6: Summary of answers for Quadrant B after the 
synchronous session during Cycle A 
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Step 4: Reflecting 

I reflected on the following in the first cycle:  

a. As I was reflecting on the search for the four gymnastics floor skills, I realised 

that some students with previous knowledge of gymnastics found it 

challenging to identify the four floor elements I wanted on the mind map. In 

the future, I will be more specific on the floor elements. 

 

b. The learning task was a Whole Brain® task because it activated all the brain 

quadrants, as indicated in the previous step. The infographic should have 

included the four floor elements to make it more understandable. Instead, it 
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Graph 4.7: Summary of answers for Quadrant C after the 
synchronous session during Cycle A 

Graph 4.8: Summary of answers for Quadrant D after the 
synchronous session during Cycle A 
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ensured that it was a self-regulated task. The students could also work 

remotely on the mind map as Coggle.it software is live and interactive, and 

changes are immediate. 

 

c. The group work worked well because the students could choose their group 

members, which made them work better together. This is consistent with one 

of the research's findings by Marks and O'Connor (2013) that is stated in 

Chapter 2. Students felt that by choosing their groups, they were more in 

control of the group's abilities and ultimately, the overall success of the group 

work. After the peer assessment, the results showed one poor, one average  

one good mind map. Therefore, I think it was a good idea for the students to 

choose their group, and I will use the same method in the future. In such 

uncertain times during the pandemic, I think having control over their groups 

made the students feel more comfortable working with peers they knew well 

than working with students they did not know. The only downside of the 

students choosing their groups was that they were constantly in their comfort 

zones. If the student groups were assigned randomly, the students would be 

forced to collaborate with people they had never worked with before, 

motivating them to use Quadrant C while utilising their interpersonal abilities. 

 

d. When examining the infographic that states the requirements of the mind 

map, I consider this to be a poor mind map as seen in Figure 4.4 as this mind 

map had a concise description of the gymnastics floor skills. However, the 

group did not explain how the teacher should support the learners while 

mastering the gymnastics skills and monitor their motor development. Only 

keywords were used, with no explanation offered. Click the link below for the 

full-page image: https://drive.google.com/file/d/1UrSQKJRjo8DWpny1Mz-

GRdZYKWjA6Ijb/view?usp=sharing 
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When examining the next mind map (Figure 4.5). I see it as average because 

the students included all the elements required by the instruction on the LMS 

Moodle. However, the learner support was not correctly explained. For 

example, in the part where the students had to explain motor development, 

only keywords but no explanation were given. Click the link below for the full-

page image: 

https://drive.google.com/file/d/1MHpspB9qfVTuDM2vSmjVGcUgVP6kP3yq/vi

ew?usp=sharing 

Figure 15: Evidence of a poor mind map 
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The mind map below (Figure 4.6) is considered to be good. The main reason 

is that the students included all the elements required. Their mind map was 

well summarised, and all the information was included. Click the link below 

for the full-page image: 

https://drive.google.com/file/d/1Q4Jz5zOr9UR0SGpvHEXOyW3bM1pf4cAi/vi

ew?usp=sharing 

    

Figure 16: Evidence of an average mind map 
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I watched the video recording of the online synchronised session. Then, I 

studied the mind maps of each group. Precise evaluation standards for mind 

maps, as recommended by Hua and Wind (2019), are covered in Chapter 2. 

As a result, each mind map was examined where Hua and Wind's (2019) 

criteria were used to evaluate the student mind maps. 

 

The first mind map (Figure 4.4) is regarded as poor because, according to Hua 

and Wind (2019), the mind map has a natural structure, and the relationships 

can be seen clearly. However, the level of connection is not clearly shown in 

the figure. The taxonomy and categories are not apparent. Different colours 

were used, but not different shapes. Keywords were used well. No pictures 

were used. The same font was used. The main header had a bigger font size, 

but the sub-headings and text were the same sizes.  

 

The second mind map (Figure 4.5) is average because, according to Hua and 

Wind (2019), the mind map has a natural structure, and the relationships can 

be seen clearly. The level of connection is visible but could be more prominent. 

Figure 17: Evidence of a good mind map 
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The taxonomy is somewhat visible but could be more pronounced. Different 

colours were used, but the shapes were the same. Although visuals were 

employed, keywords were still effectively used. All the fonts used were the 

same. The main header, sub-headings, and text fonts were different in size.  

 

The third mind map (Figure 4.6) is good because, according to Hua and Wind 

(2019), the mind map has a natural structure, and the relationships are visible. 

The taxonomy is pronounced and well thought through; different colours and 

shapes were used. No pictures were used. Different font sizes were used for 

the main header, sub-headings and text. The same font was used, but fonts 

were bolded to underscore essential headings. 

 

e. The rubric was not very detailed, and this was because of the time limit of the 

online session. Survey Monkey: The Survey Monkey software, as explained in 

the planning stage of the cycle, was more time-efficient because of the 40-

minute time limit, making it easier to manage. After completing the rubric, each 

group of 2 to 3 students nominated one member to present the mind map they 

had created before the online session to the rest of the class.  

 

f. The video helped the students to better understand the learning task, and I 

would definitely use a video in future. However, when reflecting on the video, 

the quality was not good as I used a free recording app with a watermark, as 

seen in Photo evidence 1. I also had to upload the video onto YouTube first; 

because of the video size, I could not embed it directly onto the LMS. In the 

future, I will take more time to find software to make a video of high quality 

without any watermarks.  

Overall, the students' mind maps were good. Changes could have been made 

to better their mind maps; for example, the layout of the mind maps could be 

improved, as well as the summarising of the content to ensure the mind map 

did not have too much information. However, the students did well with their 

presentation of their mind maps. The only problem was the switching between 

presenters, which took time out of the session. In the following session all the 

presenters sent their visuals to me, and I presented them on the screen as 

they discussed them.  
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g. Peer assessment was successful as the students could see where they could 

have added more information. The class discussion worked well as the 

students each had a turn giving their insights through oral or written 

communication, using the chat box on what criteria the students would use to 

peer assess a mind map. 

 

h. The first part of the questionnaire asked the students about their overall 

experience with the LMS platform. The second part of the feedback 

questionnaire focused on the different brain quadrants activated during the 

online and face-to-face sessions. I emailed the link to the feedback 

questionnaire to the participants to complete. The feedback questionnaire was 

rather lengthy. Therefore, I will shorten the feedback questionnaire in the 

future. 

 

Step 5: Evaluation 
 

During the online session, it was apparent that Quadrants C and D were activated 

mainly when the students participated. The learning task (mind map) they completed 

before the online synchronous session was a Whole Brain® task, as all the quadrants 

were activated. The students' feedback suggested that I had made the online 

synchronous session's outcomes clear because I stipulated that we were going to 

create a rubric that we would use to evaluate the different mind maps. Making the 

outcomes clear and stipulating the creating of a rubric activated Quadrant B. The 

participants further agreed that the session was well structured. Previously, I usually 

spent time preparing for the online synchronous session where I taught topics, and 

my practice throughout the study dramatically changed. Students had to build their 

own knowledge during the study. During Cycle B, I activated Quadrant A during the 

online synchronous session.  

 

4.3.2 Cycle B 

As explained during Cycle A, the Educational Gymnastics that should be covered 

during the Intermediate Phase include rhythmic gymnastics and gymnastics 

sequences with a combination of locomotive skills. According to the Department of 

Basic Education (2014) curriculum document for Life Skills Grades 4 to 6, basic first 

aid is covered in the Grade 6 health and environmental responsibility theme. In the 

Life Skills curriculum at Aros, we focus on treating injuries during Physical Education 
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to prepare the student teachers for possible injuries sustained. As part of my study, 

I concentrated on treating injuries during Educational Gymnastics.  

 

Pre-planning 

During the pre-planning phase, I created the Zoom link on the LMS. I created the 

link on Survey Monkey too. As mentioned in Chapter 1, my study changed because 

my learning opportunities had changed from in-person or face-to-face mode to 

online mode because of the challenges the COVID-19 pandemic brought about. I 

thus had to create a Zoom Link before the online session so that the students could 

access the session. I also created the Mentimeter link so that students could have 

access to the rubric they created. 

Step 1: Planning 

I planned the following: 

a. Students were requested to search on Google or Google Scholar for possible 

injuries that can occur in gymnastics and the possible treatment of those 

injuries using basic first aid. 

b. A Whole Brain® task using the LMS Moodle required the students to record 

themselves treating a simulated injury that could occur while doing gymnastics. 

Then, in groups, the students had to make a video showing how they would 

treat the injury before the online synchronous session. 

c. During Cycle A, each representative presented their mind map by sharing their 

screen. However, during the observation phase, I observed that switching 

between the different presenters took unnecessary time. I planned to make an 

assignment link on the LMS Moodle where groups would submit their videos 

before the synchronous session to save time during the session so that I could 

share the video on my screen, and the representative then turned on their 

microphone and presented their video.  

d. As part of the action research cycles, I planned that the students had to present 

their video during the synchronous session, as discussed in Chapter 3. 

Therefore, part of the planning was that students were expected to nominate 

a representative to show and talk about their group's video.  
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e. Students were requested to give feedback on each group's presentation of 

their peers' treatment of an injury. Therefore, I created the Mentimeter link so 

students could provide instant feedback after each presentation.  

f. I made videos to show the students how to treat the injuries correctly.  

g. I planned to use a student feedback questionnaire to learn more about the 

students' experience of the hybrid task and the synchronous session. I also 

used the feedback to make changes before the following cycle. An example of 

the questionnaire is shared as part of the discussion of the observation step.  

Step 2: Acting 

a. Students searched on Google or Google Scholar for possible injuries that can 

occur during the execution of the four floor skills (handstand, cartwheel, 

forward roll, and backward roll).  

b. The students created videos demonstrating how they treated a possible injury 

that can occur while demonstrating gymnastics skills. They used their mobile 

phones to record the videos and demonstrated the treatment of themselves or 

one of their group members.  

c. I created the assignment link on the LMS Moodle so that the groups could load 

their video on the LMS to make the transition between the different 

presentations during the synchronous session more fluent and save time so 

that the session could end on time.  

d. Students presented their videos. Each student who represented a group was 

made a presenter on Zoom when it was their turn to present. They presented 

their screen. Each presenter had up to 10 minutes to explain their video orally. 

e. The students assessed their classmates' videos. An example of the feedback 

is presented as part of the discussion under the observation step. Students 

gave feedback to their peers using Mentimeter. We also had a class discussion 

on the different videos. 

f. I made five videos on possible injuries that can occur during the execution of 

gymnastics floor skills to show the students the correct way to treat different 

injuries. This helped the students to compare their own videos to mine and 

self-assess where they could improve on the treatment of injuries.  

g. The students completed the feedback questionnaire I shared with them. 
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Step 3: Observing 

I observed the following in the second cycle: 

a. The students found the search for injuries easier than the gymnastics skill 

because more resources were available. The treatment of the injuries is also 

readily available online. During the synchronous session, I observed that most 

groups chose an ankle, knee or hand injury.  

b. Students found the treatment of injuries easier to complete. This might be 

because some students did have previous knowledge of first aid and thus 

found it easier to share their knowledge on the subject. Figure 4.7 provides 

evidence of the infographic that set out the Whole Brain® task 

  Figure 18: Evidence of the online infographic that explained the self-
regulated learning task 

Figure 19: Translated evidence of the online infographic that explained 
the self-regulated learning task 
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I observed that the students were much more comfortable making the video 

than doing the mind map. I can make this statement because all the students 

indicated in the feedback questionnaire that they enjoyed making the video. 

The COVID-19 pandemic contributed positively as the students lived the new 

normal and had to make videos in more than one module at Aros.  

 

c. I observed that creating the assignment link on the LMS Moodle made it much 

easier for the students to share or link to their videos. This made it easier during 

the online synchronous session to show the videos as I presented them, and 

the nominated group representative could present their group's video.   

 

d. I observed how the students presented their videos to their peers. Photo 

evidence 3 shows how the students presented the videos during the 

synchronous session. The following is a link to the recording of the 

synchronous session: 

https://drive.google.com/file/d/1ba589CTyyZZnynVeRXNofUvapsXMdcou/vie

w?usp=share_link 

 

 

e. The following figure provides photo evidence of the students giving one 

another feedback via Mentimeter (Photo evidence 4). I observed that the 

students gave constructive criticism, such as having good explanations, just 

struggling with the demonstration of the second video. The students also used 

analytical thinking to analyse the different videos and execution of the first aid 

methods 

Photo evidence 3: A still photo of one of the students presenting their video 
during the online synchronous session 
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f. When analysing the feedback given by students, the conclusion can be drawn 

that all the quadrants were activated during the learning task. Table 4.4 shows 

the analysis of the students’ answers to the questionnaire. The data set 

suggests that all the participants (20) agreed and strongly agreed that I had 

clearly stated the learning outcomes. All the participants (20) agreed they 

applied their knowledge to construct the video. Most participants (18) agreed 

that the learning task was challenging and that they had to use higher order 

reasoning to complete it. All the participants indicated that the content was 

structured and visual; infographics were used online. Most students agreed 

they had enough time to complete the task but had contradictory views about 

using a discussion forum; 16 participants agreed, and four disagreed. The 

participants indicated that they enjoyed working in small groups; this data 

differs from what was evident in Cycle A. I think the students were more 

comfortable working in groups during Cycle B as they had already worked in 

them in Cycle A. They further agreed that they had a positive experience 

making the video. Most participants agreed that the lecturer used visual 

resources and practical examples. All the students agreed they could use their 

creativity during the task completion.  

 

The following table (Table 4.4) shows students' responses to the questionnaire 

for the hybrid learning activity: 

Photo evidence 4: Evidence of the feedback given to the different groups using 
Mentimeter 
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Table 4.4: Results of the feedback questionnaire before the synchronous session 
during Cycle B 

Items Dominant 
Quadrant 

Student response (number) 

  Strongly 
Disagree 

 
Disagree 

 
Agree 

Strongly 
Agree 

• The facilitator stated 
the outcomes of the 
online preparation. 

Quadrant A 0 0 4 16 

•  I applied my 
knowledge to 
construct a video. 

Quadrant A 0 0 4 16 

•  The online learning 
tasks as preparation 
were challenging. 

Quadrant A 0 2 8 10 

•  I used higher order 
reasoning to complete 
the task. 

Quadrant A 0 2 4 14 

•  The content was well 
structured on the 
online platform. 

Quadrant B 0 0 4 16 

• Clear online 
instruction was given 
before we started the 
video on gymnastics 
injuries. 

Quadrant B 0 0 4 16 

•  I had enough time to 
research on my own 
time. 

Quadrant B 0 0 4 16 

•  A basic outline was 
given on how the video 
should be presented. 

Quadrant B 0 0 4 16 

•  We used the 
discussion forum to 
share our ideas with 
other students. 

Quadrant C 2 2 2 14 

• The use of an 
infographic helped me 
understand the 
instructions better. 

Quadrant D 0 0 6 14 

• I liked to work in small 
groups online. 

Quadrant C 0 2 10 8 

• The lecturer made 
practical examples 
available online. 

Quadrant C 0 0 6 14 

• The lecturer used 
PowerPoint, Prezi, 
videos or other visual 
representations I could 
explore online. 

Quadrant D 0 0 2 18 

• I had a positive 
experience with the 
making of the video. 

Quadrant C 0 0 6 14 

• I could make use of my 
creativity while making 
the video. 

Quadrant D 0 0 10 8 

• I was able to make my 
own video. 

Quadrant D 0 0 2 18 
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Graph 4.9: Summary of answers for Quadrant A before 
the synchronous session during Cycle B 

Graph 4.10: Summary of answers for Quadrant B before 
the synchronous session during Cycle B 

Graph 4.11: Summary of answers for Quadrant C before 
the synchronous session during Cycle B 
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When analysing the feedback given by students, the conclusion can be drawn that 

all the quadrants were activated during the synchronous session. Table 4.5 shows 

the analysis of the students’ answers to the questionnaire. The data set suggests 

that all the participants (20) agreed that they had a positive experience during the 

online synchronous session. All the participants (20) agreed that I had facilitated the 

content and used practical examples. The participants (18) agreed that I had stated 

the session's outcomes and all the participants (20) agreed that I had good 

knowledge about gymnastics. However, the participants were indifferent to the fact 

that the learning tasks were challenging. Four participants disagreed that the 

learning activities were challenging, and 16 agreed. There were different views on 

using the resource; ten disagreed, and ten agreed. The participants were impartial 

regarding structure, discipline, time and instruction. All the participants (20) agreed 

that the session was well structured and the class discipline was good, but they 

disagreed on the class ending on time. Four participants indicated that the online 

synchronous session did not end on time, and 16 participants indicated that the 

online synchronous session did end on time.  

 

The students mostly agreed (18) that clear instructions were given. All participants 

agreed that they worked in groups during the online synchronous session, that the 

lecture encouraged participation, and that it was interesting. On the use of 

PowerPoint, Prezi, and other visual resources, all the participants agreed that the 

resources were used. The participants agreed (19) that they had to solve problems 

by themselves and that they could be creative during the online synchronous 
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Graph 4.12: Summary of answers for Quadrant D before 
the synchronous session during Cycle B 
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session. Lastly, all the participants agreed that I shared new ideas and examples 

during the online synchronous session.                                   

 

Table 4.5: Results of the feedback questionnaire after the synchronous session 
during Cycle B 

 
Items 

Dominant  
Quadrant Student response (number) 

  Strongly 
Disagree 

 
Disagree 

 
Agree 

Strongly 
Agree 

• I had a positive 
experience during the 
online class. 

Quadrant C 0 0 12 8 

• The lecturer facilitated 
the content well. 

Quadrant A 0 0 8 12 

•  The facilitator gave me 
practical examples that I 
could use in my practice. 

Quadrant B 0 0 8 12 

•  The facilitator stated the 
outcomes of the lecture. 

Quadrant B 0 3 5 9 

•  The lecturer had good 
knowledge about the 
gymnastics content. 

Quadrant A 
 

0 0 7 13 

•  The learning activities 
during the lecture were 
challenging. 

Quadrant A 0 4 13 3 

•  We used one of the 
following during the 
lecture: Study guide, 
textbook, reading 
journal. 

Quadrant A 5 5 6 4 

•  The lecture was well-
planned and structured. 

Quadrant B 0 0 8 12 

•  The lecturer ended the 
class on time. 

Quadrant B 0 4 5 11 

• The class discipline was 
good. 

Quadrant B 0 0 12 8 

• The lecturer gave us 
clear instructions before 
we started the learning 
activities. 

Quadrant B 0 2 8 10 

• We worked in groups 
when discussing the 
content. 

Quadrant C 0 0 11 9 

• The lecturer encouraged 
class participation. 

Quadrant C 0 0 5 15 

• The lecture was 
informative.  

Quadrant D 0 0 12 8 

• The lecturer made use 
of PowerPoint, Prezi, 
videos or other visual 
representations. 

Quadrant D 0 0 7 13 

• The lecturer posed 
questions for us to 
answer on our own. 

Quadrant A 0 1 11 8 

• The learning activities 
helped me to be more 
creative. 

Quadrant D 0 1 8 11 

• The lecturer shared new 
ideas and examples. 

Quadrant B 0 0 8 12 
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Graph 4.13: Summary of answers for Quadrant A after the 
synchronous session during Cycle B 

Graph 4.14: Summary of answers for Quadrant B after the 
synchronous session during Cycle B 

Graph 4.15: Summary of answers for Quadrant C after the 
synchronous session during Cycle B 
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Step 4: Reflecting 

I reflected on the following in the second cycle: 

a. Most students had prior first aid training and did not find it challenging to 

recognise the potential ailments. I will not change this portion of the learning 

task in any way. 

b. The learning task was a Whole Brain® task because it activated all the brain 

quadrants, as indicated in the previous step. The infographic worked well for 

this cycle; it ensured that it was a self-regulated task. The students could work 

remotely by making two videos and then combining the videos to present in 

class.  I did not have as many queries about the learning task as in Cycle A. 

c. Making use of an assignment link made the logistics during the online 

synchronous session much easier because there was not a constant change 

between presenters. I will use the same method in the following cycles. 

 

d. The students treated the injuries correctly. I can assume that the students had 

previous knowledge of first aid because they had to do a first aid course as 

part of their studies. Next, I analysed each video. I distinguished which ones I 

considered poor, average or good, using the criteria given to the students on 

the infographic to complete the Whole Brain® task. 

 

Next is a still photo (Photo evidence 5) of one of the group's videos where 

the group demonstrated how to treat injuries that can occur when doing 
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Graph 4.16: Summary of answers for Quadrant D after the 
synchronous session during Cycle B 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



83 

gymnastics. The first still photo is of a poor video. Click the link below to view 

the full video: 

https://drive.google.com/file/d/1IqeYsZgxHBawHeTlgFeiPNithDmgh6ZT/view

?usp=share_link 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

When using the infographic to evaluate the students' video, I considered the 

above video to be poor, even though the students followed the instructions 

when making the video. The video did not include all the steps when treating 

an injury that can occur during the execution of gymnastics skills. The 

students also did not explain each step while treating the injury. This resulted 

in making a video that was not a Whole Brain® task as was expected from the 

students.  

 

Next is a still photo (Photo evidence 6) of a video made by a group that is 

considered average. Click the link below for the full video: 

https://drive.google.com/file/d/1feZWnLF8N3NMw00MHODwyaeHsaK3TjR

7/view?usp=share_link: 

Photo evidence 5: Evidence of a poor video 
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When using the infographic to evaluate the students' video, I considered the 

above video as average, even though the students followed the instructions 

when making the video. The video missed the last step when treating an injury 

that can occur during the execution of gymnastics skills. The students clearly 

explained each step verbally as they treated the injury.  

 

Lastly, a still photo (Photo evidence 7) of a video made by a group that is 

considered good. Click the link below for the full video: 

https://drive.google.com/file/d/1eX2by5IuY7B4PNysTPiA5FR72r6bcfDl/view?

usp=share_link 

 

 

 

 

 

 

 

 

.  

 

 

 

 

Photo evidence 6: Evidence of an average video 

Photo evidence 7: Evidence of a good video 
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When using the infographic to assess the students' video, I considered the 

above video to be good because the students followed the instructions when 

making the video. The video included all the steps when treating an injury 

that can occur during the execution of gymnastics skills. The students 

comprehensively explained each step verbally as they treated the injury.  

 

e. They were using Mentimeter as a feedback tool that worked well. Mentimeter 

is live software that instantly shows the comments made, but is also 

anonymous, so students felt comfortable giving positive feedback and 

criticism. Students gave positive feedback on the collaboration board and 

made good suggestions.  

 

f. After the synchronous online session, I watched the video recording of the 

session. Then, I further studied the videos. I made the following observations: 

In the first 5 minutes of the online meeting, I explained how the session would 

be structured (Quadrant B). I also stated the learning outcomes (Quadrant B) 

of the session. Students had to know what was expected from them. This 

activated Quadrant A and B as Quadrant A is characterised by logic and a 

specific purpose. Quadrant B was activated when the structure of the session 

was discussed. During the next part of the session, the main focus was on the 

presentation of the videos and the peer assessment of the groups' videos.   

g. The first part of the questionnaire asked the students about their overall 

experience with the LMS platform. The second part of the feedback 

questionnaire focused on the different brain quadrants activated during the 

online and face-to-face sessions. I emailed the link to the feedback 

questionnaire to the participants to complete. The feedback questionnaire was 

rather lengthy. Therefore, I will shorten the feedback questionnaire in the 

future. 

Step 5: Evaluation 

During the online session, it was apparent that mainly Quadrant C and D were 

activated when the students participated. The learning task (video) they had 

completed before the online synchronous session was a Whole Brain® task, as all 

the quadrants were activated. The students' feedback suggested that I had made 

the online synchronous session's outcomes clear because I stipulated what we were 

going to do during the online synchronous session, which was that we would use 
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Mentimeter to give feedback on the different videos, which activated Quadrant B. 

The participants further agreed that the session was well structured. Before the 

synchronous online session, my practice had completely changed since, in the past, 

I would spend time preparing for the online synchronous session to teach content; 

during the study the students had to construct the knowledge themselves. During 

Cycle B, I activated Quadrant A during the online synchronous session.  

 

4.3.3 Cycle C 

As for cycles A and B, the Educational Gymnastics that should be covered during 

the Intermediate Phase included rhythmic gymnastics and gymnastics sequences 

with a combination of locomotive skills. According to the Department of Basic 

Education (2014) curriculum document for Life Skills Grades 4 to 6, basic first aid is 

covered during the Grade 6 health and environmental responsibility theme. We 

emphasised the four floor skills and how to facilitate Educational Gymnastics in the 

Life Skills curriculum at Aros. The students applied the information they researched 

and summarised in Cycle A during this cycle.   

Pre-planning 

During the pre-planning phase, I created the Zoom link for the online synchronous 

session on the LMS. I also created the link on Mentimeter for student feedback 

during the online synchronous session. As mentioned in Chapter 1, my study 

changed because my learning opportunities had changed from in-person or face-to-

face mode to online facilitating learning due to the challenges the COVID-19 

pandemic brought about. I thus had to create a Zoom Link before the online session 

so that the students could access the session. I also created the Mentimeter link so 

that students could have access to be able to give instant feedback to their peers. 

 

Step 1: Planning 

I planned the following: 

a. A Whole Brain® task using the LMS Moodle required of the students to record 

themselves doing the gymnastics routine. In groups, the students had to make 

a video showing how they would teach and execute the floor skills before the 

online synchronous session. 
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b. I learnt from Cycle B that I had to do re-planning for Cycle C. During Cycle B, 

students submitted their videos on an assignment link that I had created before 

the synchronous session. Even though it worked well by showing each video 

during the synchronous session, the presentations took unnecessary time. By 

showing the videos online in real time and adding a presentation, it took too 

much mobile data during the synchronous session. Therefore, I changed my 

planning for Cycle C. I requested the students to email their video or video link 

to me before the synchronous session so that I could load it onto the LMS, and 

the students could watch the videos before the synchronous online session to 

prepare for the class. They could also do it on time and when WIFI was 

available. 

 

c. As part of the action research cycles, students had to give feedback on the 

videos they watched before the online synchronous session. For this purpose, 

they were expected to use an interactive whiteboard online. 

d. The students made videos where they explained and demonstrated the four 

basic floor elements. The videos were used for peer assessment. The students 

had to connect the basic floor skills in their video. 

 

e. During the online synchronous session, the students discussed the correct 

way to assess Educational Gymnastics presented during the Physical 

Education class in the Intermediate Phase. 

 

f. A short student feedback questionnaire was used to obtain responses 

reflecting the experience of the hybrid task and the synchronous session. I 

used the feedback to make changes before the following cycle. An example of 

the questionnaire is shared during the discussion of the observation step.  

Step 2: Acting 

a. Students made videos of their demonstration of the floor skills before the 

synchronous session.  

 

b. The videos were emailed to me, and I loaded them onto the LMS. 
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c. Students gave feedback to their peers using Mentimeter. There were technical 

problems with the whiteboard, so I used Mentimeter again as it worked well 

during Cycle B. We also had a class discussion on the different videos. 

 

d. I made a video demonstrating the floor elements as a routine, and the correct 

way to perform them. This helped the students to compare their own videos to 

mine and self-assess where they could improve on their demonstrations. 

 

e. Students created criteria for assessment of the Educational Gymnastics four 

floor skills. Firstly, students were allowed to suggest criteria for assessing their 

skills. Next, there was a class discussion about the criteria.  

f. I planned to use a student feedback questionnaire to see the students' 

experience of the hybrid task and the synchronous session. I also used the 

feedback to make changes before the following cycle. An example of the 

questionnaire is shared as part of the discussion of the observation step.  

Step 3: Observing 

I observed the following: 

a. Most of the students found the execution of the four floor skills difficult. Some 

students had competed in gymnastics or acrobatics and were able to execute 

the skill, and some students used learners or family members to execute the 

skills. The figure below (Figure 4.9) provides evidence of the infographic that 

set out the Whole Brain® task.  

 

 

 

 

 

 

 

 

 

 

 

 Figure 20: Evidence of the online infographic self-regulated 
learning task in Afrikaans 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



89 

 

I observed that there were some language errors in the infographic as mentioned 

above. This can be attributed to the fact that the research cycles followed one 

another closely and that I did not spend enough time checking the infographic for 

language errors. 

 

As the task above is written in Afrikaans, the language of learning used at Aros, it is 

given in its translated form in Figure 4.10 next. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

I observed that the students were much more comfortable making the video 

than during Cycle A and B. They were now used to recording themselves even 

though their skills of producing such a video were not executed perfectly. I can 

make this statement because all the students indicated in the feedback 

questionnaire that they had enjoyed making the video. The COVID-19 

pandemic helped this because students at Aros had to produce videos for 

more than one module and had to adapt to the new normal. 

 

b. I observed that loading the different videos on the LMS before the online 

synchronous session worked well because the students could watch the 

videos and come prepared to the online synchronous session.  

c. The following image (Photo evidence 8) is photo evidence of the students 

giving one another feedback via Mentimeter. I observed that the students gave 

Figure 21: Translated evidence of the online infographic self-
regulated learning task 
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constructive criticism. The students used critical thinking, for example, 

assessing their peers’ work using criteria set in the infographic to analyse the 

different groups' videos and the execution of the four floor elements. The 

following link is a link to the recording of the synchronous session. 

https://drive.google.com/file/d/1ZC_N2CcqKo45mPCXcBf6lfb94jIVXILL/view?

usp=share_link 

 

During the online synchronous session, I chose to use Mentimeter as a way 

for students to give feedback as this is an interactive and visual way for 

students to give feedback. This application allowed the students to give live 

feedback to their peers. My role as a facilitator was to control and present the 

feedback on my screen while students were giving the feedback. I guided the 

students on what they should focus on when peer assessing their classmates' 

videos. The photo evidence above is a screenshot of me reading some 

comments aloud and asking for more detail. 

 

d. I observed that showing the students a video where I performed the different 

gymnastics floor skills helped them see where they could improve on their own 

videos or explain the skills in their own practice. 

e. I observed that the students needed help to set specific criteria for assessing 

a gymnastics floor skill. The students could not identify the most crucial part of 

each of the four floor skills. 

 

Photo evidence 8: Evidence of the feedback given by peers to the different 
groups using Mentimeter 
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f. When analysing the feedback given by students, the conclusion can be drawn 

that all the quadrants were activated during the learning task, and higher order 

thinking, according to Bloom's taxonomy, was included. Examples include the 

following: 

 

The data set suggests that 14 agreed and six strongly agreed that I had clearly 

stated the instructions to execute the learning task. Clearly stating the 

instructions is part of Quadrant B. 

 

One participant agreed, and 19 strongly agreed that they applied their 

knowledge to construct the video. Constructing is the highest level of Bloom's 

taxonomy. Applying knowledge was at a lower level, but that is what was 

needed to learn at the level of creating something. To create something falls 

dominantly within Quadrant D. Other quadrants do come into play in the 

following way: Knowledge has to do with Quadrant A, which is fact-based; the 

process that they had to follow is typical of Quadrant B, while Quadrant C has 

to do with preferences for hands-on learning. 

 

The fact that I used videos, pictures and infographics that they could use in 

their own practice aligned with the Quadrant B preference for appreciating 

examples or demonstrations.  

 

Most participants (16) agreed that the learning task was challenging. The 

participants also agreed (11), and four strongly agreed that they had to use 

higher order reasoning to complete the learning task. In terms of Bloom's 

incremental levels of learning, it is clear that this was indeed aligned with the 

expectations and execution of the task. The learning task was challenging. I 

observed that the students found it challenging to execute the movement 

correctly. This can be because the students had not been exposed to 

gymnastics or did not have the physical ability to perform the skill.   

Most of the participants (19) indicated that the content was structured. All but 

one participant agreed that they could explain the floor routine step by step. 

These two pointers are indicative of learning related to Quadrant B. 

 

g. The students had contradictory views about having enough time to design their 

gymnastics routine. One participant strongly disagreed, four disagreed, and 
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the remaining participants agreed (10) and strongly agreed (five). Time is 

typical of Quadrant B. The disagreement can most probably be attributed to 

the fact that Quadrant D students struggle with time management. For them, 

the time might have been too little. Quadrant B thinkers for whom time 

allocation is important, might have felt that the use of time was acceptable, for 

example. So, the responses depended on the dominant quadrant of the 

respondent.   

 

Most students (19) agreed that a basic outline was given on how the 

gymnastics floor routine should be presented. This is typical of Quadrant B. 

The students mostly agreed on the use of a discussion forum; 14 participants 

agreed, and one disagreed. This would accommodate students with Quadrant 

C preferences. The same can be deduced for those (15) who indicated that 

they enjoyed working in small groups. This data is similar to what was indicated 

in Cycle B. I believe that the students were more comfortable working in groups 

during Cycle B and C as they had already worked in those groups in Cycle A. 

By now, they were familiar with one another and used to each member of the 

team's approach to solving problems and executing tasks. 

 

The participants had contradictory views on the making of the video. Three 

participants strongly disagreed, four participants disagreed, seven participants 

agreed, and six participants strongly agreed. It seems that the students that 

strongly disagreed and disagreed were all male students, which could indicate 

that they had had no prior knowledge or experience when doing a gymnastics 

skill, so they had more difficulty completing the learning task. Most participants 

agreed (16) that they could be creative during the task completion, and similar 

results can be seen about the design of their own routine. In contrast, 15 

participants agreed and strongly agreed.  

 

The narrative format the explanation takes above is represented in a more 

composed fashion using a table. The following frequency table (Table 4.6) 

show students' responses to the questionnaire for the hybrid learning task. 
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Table 4.6: Results of the feedback questionnaire before the synchronous session 
during Cycle C 

Items Dominant 
Quadrant 

Student response (number) 

  
Strongly 
Disagree 

 
Disagre

e 
 

Agree 
Strongly 

Agree 

• The facilitator stated the 
outcomes of the online 
preparation. 

Quadrant B 0 0 14 6 

•  I applied my knowledge to 
construct a video. 

Quadrant D 0 1 15 4 
 

• The facilitator gave me 
practical examples online, 
like videos, pictures and 
Infographics that I could use 
in my practice. 

Quadrant B 1 0 14 5 

•  The online learning tasks 
as preparation were 
challenging. 

Quadrant A 0 4 10 6 

•  I used higher order 
reasoning to complete the 
task. 

Quadrant A 0 5 11 4 

•  The content was well 
structured on the online 
platform. 

Quadrant B 0 1 10 9 

• I was able to explain the 
floor routine step by step. 

Quadrant B 1 0 15 4 

•  I had enough time to 
design our gymnastics 
routine. 

Quadrant B 1 4 10 5 

•  A basic outline was given 
on how the gymnastics floor 
routine should be 
presented. 

Quadrant B 0 1 15 4 

•  We could make use of a 
discussion forum to share 
our ideas with other 
students. 

Quadrant C 0 1 14 5 

• I liked to work in small 
groups online. 

Quadrant C 1 4 9 6 

• The lecturer made practical 
examples available online. 

Quadrant B 0 0 16 4 

• The lecturer made use of 
PowerPoint, Prezi, videos or 
other visual representations 
that I could explore online. 

Quadrant D 0 0 14 6 
 

• I had a positive experience 
with the making of the 
video of our gymnastics 
floor routine. 

Quadrant C 
and D 

3 4 7 6 

• The learning activities 
helped me to be more 
creative by making a video. 

Quadrant D 1 3 11 5 

• I was able to design my 
own floor routine. 

Quadrant D 1 4 10 5 
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Graph 4.17:  Summary of answers for Quadrant A before 
the synchronous session during Cycle C 

Graph 4.18: Summary of answers for Quadrant B before 
the synchronous session during Cycle C 

Graph 4.19: Summary of answers for Quadrant C after the 
synchronous session during Cycle C 
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The table shows that the number of items that focused on the respective 

quadrants reflects high dominancy of Quadrant D. However, it should be 

remembered that the quadrants are integrated, and items might be associated 

with each learning task to a lesser or greater extent. A video can be regarded 

as an example of a Whole Brain® task because all the quadrants are activated 

when planning and making a video. 

  

When analysing the feedback given by students, the conclusion can be drawn 

that all the quadrants were equally activated during the synchronous session. 

Table 4.7 shows the analysis of the students’ answers to the questionnaire. 

Holistically considered and taking into account what happened before and after 

the session, it might be the case that more collaboration and actions at a 

personal and interpersonal level, typical of Quadrant C, could be involved. In 

hindsight, the question should have been formulated differently, or extra 

questions aligned with Quadrant C should have been posed. The data set 

suggests that most participants (18) agreed they had a positive experience 

during the online synchronous session. All the participants (20) agreed that I 

had facilitated the content well and used practical examples. The participants 

(17) agreed that I stated the session's outcomes and all the participants (20) 

agreed that I had good knowledge about gymnastics. Four participants 

disagreed that the learning task was challenging, and 16 agreed. There were 

also different opinions on using the resource; ten disagreed and ten agreed. 

Graph 4.20: Summary of answers for Quadrant D before 
the synchronous session during Cycle C 
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All the participants agreed that the session was well planned and structured. 

Participants were indifferent regarding the discipline, time, and instruction. 

Most participants (17) agreed that the discipline and instructions were good 

during class. The participants (16) agreed that the class ended on time. Most 

participants (19) agreed they worked in groups during the online synchronous 

session. All the participants agreed that the lecturer encouraged participation, 

and the use of practical examples were interesting. On the use of PowerPoint, 

Prezi, and other visual resources, most of the participants agreed that the 

resources were used. The participants agreed (18) that they had to solve 

problems by themselves and that they could be creative during the online 

synchronous session. Lastly, most participants (19) agreed that I shared new 

ideas and examples during the online synchronous session. Table 4.7 shows 

the results of the online synchronous session questionnaire. 

                                     

Table 4.7: Results of the feedback questionnaire after the synchronous session 
during Cycle C 

 

Items 

Dominant  

Quadrant Student response (number) 

  Strongly 

Disagree 

 

Disagree 

 

Agree 

Strongly 

Agree 

• I had a positive 

experience during 

the online class. 

Quadrant C 0 2 11 7 

• The lecturer 

facilitated the 

content well. 

Quadrant B 0 0 13 7 

•  The facilitator gave 

me practical 

examples that I 

could use in my 

practice. 

Quadrant B 0 0 13 7 

•  The facilitator stated 

what the outcomes 

of the lecture were. 

Quadrant B 0 3 11 6 

•  The lecturer had 

good knowledge of 

the gymnastics 

content. 

Quadrant A 0 0 10 10 

•  The learning 

activities during the 

Quadrant A 0 0 14 6 
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lecture were 

challenging. 

•  We used one of the 

following during the 

lecture: Study guide, 

textbook, reading 

journal. 

Quadrant A 1 2 11 6 

•  The lecture was 

well-planned and 

structured. 

Quadrant B 0 0 14 6 

•  The lecturer ended 

the class on time. 

Quadrant B 1 3 9 7 

• The class discipline 

was good. 

Quadrant B 0 3 9 8 

• The lecturer gave us 

clear instructions 

before we started the 

learning activities. 

Quadrant B 0 3 10 7 

• We worked in 

groups when 

discussing the 

content. 

Quadrant C 0 1 10 9 

• The lecturer 

encouraged class 

participation. 

Quadrant C 0 0 10 10 

• The lecture was 

interesting. 

Quadrant D 0 0 11 9 

• The lecturer made 

use of practical 

examples. 

Quadrant B 0 0 11 9 

• The lecturer used 

PowerPoint, Prezi, 

videos or other 

visual 

representations.  

Quadrant D 0 2 11 7 

• The lecturer posed 

questions for us to 

answer on our own. 

Quadrant A 0 2 11 7 

• The learning 

activities helped me 

to be more creative. 

Quadrant D 0 1 10 9 
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• The lecturer shared 

new ideas and 

examples. 

Quadrant B 0 1 13 6 
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Graph 4.21: Summary of answers for Quadrant A after the 
synchronous session during Cycle C 

Graph 4.22: Summary of answers for Quadrant B after the 
synchronous session during Cycle C 
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Step 4: Reflecting 

I reflected on the following about Cycle C: 

a. Most students did not have practical experience of doing the four floor skills. I 

should have anticipated that they would struggle with this part of the learning 

task. I will not make any changes to the learning task but will suggest that if 

the students cannot do it themselves, they should use a learner or friend to 

demonstrate the skills and they will only help explain the skills. The learning 

task was a Whole Brain® task because it activated all the brain quadrants to 

some extent, as indicated in the previous step. The infographic worked well for 

this cycle. The students could also work remotely by making two videos and 

then combining the videos to present in class. The infographic was successful. 

I did not have as many queries about the learning task as with the task in Cycle 

B. 
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Graph 4.23: Summary of answers for Quadrant C after the 
synchronous session during Cycle C 

Graph 4.24: Summary of answers for Quadrant D after the 
synchronous session during Cycle C 
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b. Asking the students to send the videos to me before the online synchronous 

session worked much better than creating the assignment link on the LMS. 

The students could watch the videos before the online synchronous session 

on their own. Time was saved during the online synchronous session. During 

my reflection, I realised that not all learning needs to occur during a scheduled 

session. Learning can start before a learning opportunity, during the scheduled 

time, and after. Students can construct knowledge before, during and after a 

synchronous session. 

 

Using Mentimeter as a feedback tool worked well. Mentimeter is live software 

that instantly shows the comments made, but is also anonymous so students 

felt comfortable giving positive feedback and criticism. Students gave positive 

feedback on the collaboration board and made good suggestions, for example, 

how to have better balance during the handstand. Next, I analysed each video. 

I made a distinction between which ones I considered poor, average or good, 

using the criteria that were given to the students on the infographic to complete 

the Whole Brain® task. Based on my assessment of the videos, I present 

examples – still photos taken as photo evidence. Photo evidence 9 is a still 

photo of a poor video completed by students. Click the link below to view the 

full video: https://drive.google.com/file/d/1PT-LdVaV56KdWIXAUUxWET-

FF0xOR9VX/view?usp=share_link 

 

  Photo evidence 9: Evidence of a poor video 
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When using the infographic to assess the students' video, I considered the 

above as of poor quality. The most important reason for this was that the 

students did not follow all the instructions when making the video. The video 

did not include all the floor elements indicated in the infographic. The 

students showed the steps of the two skills performed on the video. The next 

photo (Photo evidence 10) is a still photo of an average video completed by 

students. Click the link below for the full video: 

https://drive.google.com/file/d/1Ld2z9YA7TUT5q4qYpXLcjtTbgupnrF2l/view?

usp=share_link 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

When using the infographic to assess the students' video, I considered the 

above video average because even though the students followed the 

instructions when making the video, they did not explicitly show the different 

steps of the four floor skills. The student in the video used a trampoline that 

was not part of the instruction. The next still photo (Photo evidence 11) is 

evidence of a good video. Click the link below for the full video: 

https://drive.google.com/file/d/1eX2by5IuY7B4PNysTPiA5FR72r6bcfDl/view?

usp=share_link 

Photo evidence 10: Evidence of an average video 
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When using the infographic to assess the students' video, I considered the 

above video to be good because the students followed the instructions when 

making the video. The video included all the steps of each floor element. The 

students comprehensively explained each step verbally as they executed the 

skill.  

 

I ensured that making my own video worked well, so that the students could 

see where they made mistakes or could improve on their skill set. When 

asked to comment on my video, the students were rather hesitant, but after 

reassuring them, they were more open to give feedback. I will make my own 

videos to help the students have something to refer back to. The next still 

photo (Photo evidence 12) is evidence of the video I made doing the skills. 

Click here for the full video: 

https://drive.google.com/file/d/1c_cfZKAJGe7DElsPNPzEtOdtzQLF--

m4/view?usp=share_link 

Photo evidence 11: Evidence of a good video 
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h. During the class discussion on the assessment of gymnastics skills, it became 

apparent that the students still lacked knowledge of the assessment of 

gymnastics skills. As part of the preparation for the online synchronous task, I 

will, in the future, let the students search for relevant literature on assessment 

in gymnastics that they can study so that they can better participate in class 

discussions and construct their own knowledge.  

 

i. After the synchronous online session, I watched the video recording of the 

session.  

 

j. Next, I studied the videos. I made the following observations: In the first 5 

minutes of the online session, I explained how the session would be structured 

(Quadrant B). I also stated the learning outcomes (Quadrant B) of the session. 

Students had to know what was expected of them. The next 15 minutes of the 

session was dedicated to feedback given to their peers, which mainly activated 

Quadrant C. During the class discussion on my video and assessment of 

gymnastics skills Quadrant B and C were activated. In future I will attempt to 

activate Quadrant D during the online synchronous session. 

 

Photo evidence 12: A still photo of the video I made to show students how to 
execute the skills 
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k. The first part of the questionnaire asked the students about their overall 

experience with the LMS platform. The second part of the feedback 

questionnaire focused on the different brain quadrants activated during the 

online and face-to-face sessions. I emailed the link to the feedback 

questionnaire to the participants to complete. The feedback questionnaire was 

rather lengthy. Therefore, I will shorten the feedback questionnaire in the 

future. 

 

Step 5: Evaluation 

During the online session, it was apparent that Quadrant B and C were activated 

mainly when the students participated. The learning task (video) they completed 

before the online synchronous session was a Whole Brain® task, as all the quadrants 

were activated. The students' feedback suggested that I had made the online 

synchronous session's outcomes clear because I stipulated what we were going to 

do during the online synchronous session, which was that we would use Mentimeter 

to give feedback on the different videos, which activated Quadrant B. The 

participants further agreed that the session was well structured. Before the 

synchronous online session, my practice had completely changed because earlier, 

I would spend time preparing for the online synchronous session to teach content.  

During the study; the students had to construct the knowledge themselves. During 

Cycle C, I opted to activate Quadrant A during the online synchronous session by 

letting students think critically about the assessment of gymnastics skills.  

 

4.3.4  Cycle D 

During Cycle D, the students had to construct knowledge on the pedagogy of 

teaching Educational Gymnastics as stipulated by the CAPS Document for Life 

Skills in the Intermediate Phase. As explained in Chapter 3, the students were 

required to create a lesson plan for teaching one of the following gymnastics floor 

skills: Handstand, cartwheel or backward roll. The forward roll was not included as 

there was an example lesson plan on the forward roll in the students' study material.  

Pre-planning 

During the pre-planning phase, I created the Zoom link on the LMS. I also created 

the link on Mentimeter. As mentioned in Chapter 1, my study changed because my 

learning opportunities had changed from in-person or face-to-face mode to online 
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mode because of the challenges the COVID-19 pandemic had brought about. I thus 

had to create a Zoom Link before the online session so that the students could 

access the session. I also created a Nearpod Collaboration Board to use during 

class for peer feedback on the lesson plans. 

 

Step 1: Planning 

I planned the following: 

a. A Whole Brain® task using the LMS Moodle required of the students to create 

a lesson plan stipulating how they would facilitate mastering one of the 

gymnastics floor elements in groups before the online synchronous session. 

b. During Cycle B and C, I used an assignment link and loaded videos on the 

LMS. Both of the methods worked well, but were still not fool proof. The 

assignment link took time out of the online synchronous session. Loading the 

videos onto the LMS worked well, but not all of the students watched the 

videos, or they did not submit their videos before the synchronous session. 

This meant that I had to show some of the videos in class. During Cycle D, I 

decided that the students should send their lesson plans to me, and I created 

a Google Slides presentation with the different groups' lesson plans.  

 

c. As part of the action research cycles, I planned that the students would give 

feedback on the different groups' lesson plans during the online synchronous 

session. During Cycle D, I used Nearpod software to set up a collaboration 

board.  

d. The students would create a lesson plan, choose one of the gymnastics floor 

skills and write out how they would facilitate mastering the gymnastics floor 

skills during Physical Education in their own practice. 

e. We would have a class discussion on each group's lesson plan and give 

feedback on making use of Nearpod. 

f. A short student feedback questionnaire was used to obtain responses 

reflecting their experience of the hybrid task and the synchronous session. I 

also used the feedback to make changes before the following cycle. An 
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example of the questionnaire is shared during the discussion of the 

observation step.  

Step 2: Acting 

a. Students created the lesson plans for a gymnastics floor skill and emailed their 

lesson plans to me so that I could make the Google Slides presentation before 

the online synchronous session. 

b. I created a Google Slides presentation with the different lesson plans 

embedded in the presentation. 

c. I created the Collaboration Board on Nearpod. 

d. The students assessed their classmates' videos. An example of the feedback 

is presented as part of the discussion under the observation step. Students 

gave feedback to their peers using Nearpod, and I found this software user-

friendly to use during synchronous sessions as the presenter could set the 

pace of the class.  

e. We had a class discussion on the pedagogy of presenting a Physical 

Education lesson with the specific focus on Educational Gymnastics. 

f. The students completed the feedback questionnaire I shared with them. 

Step 3: Observing 

 I observed the following in the fourth cycle: 

a. Most of the students found the creation of a lesson plan easy. This can be 

attributed to the fact that the students had to complete lesson plans for Life 

Skills from their third year. Many students did not have as much experience 

with lesson plans during Physical Education. The figure (Figure 4.12) below 

provides evidence of the infographic that set out the Whole Brain® task.  
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I observed that embedding the different lesson plans in a Google Slides 

presentation before the online synchronous session worked well because the 

students could assess each group’s lesson plan at the same time, and the 

students did not have to spend time reading through all the lesson plans before 

Figure 22: Evidence of the online infographic created to explain the 
self-regulated learning task in Afrikaans 

Figure 23: Translated evidence of the online infographic created to 
explain the self-regulated learning task 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



108 

the online synchronous session that saved them time in preparing for the 

online synchronous session. The following screenshot (Photo evidence 13) is 

a still photo of the online synchronous session where students presented their 

lesson plans. Click here to view the full online synchronous session:  

https://drive.google.com/file/d/1HWUXwScaRJkMugz67FBbHkdxbrCgXHgK/

view?usp=drive_link 

 

b. The following figure provide photo evidence of the students giving one another 

feedback via Nearpod (Photo evidence 14). I observed that the students gave 

constructive criticism – for example, what should be included during the 

warmup stage of the lesson plan. I think the students were rather more critical 

of the lesson plan because they were more knowledgeable about the outline 

of a lesson plan. The following link is a link to the Nearpod presentation: 

https://drive.google.com/file/d/1pTZMmid1n8OuxQDk4RTyS_qEXqb1tmgY/vi

ew?usp=share_link 

 

When analysing the feedback given by students, the conclusion can be drawn that 

all the quadrants were activated during the learning task. Table 4.8 shows the 

analysis of the students’ answers to the questionnaire. The data set suggests that 

most participants (12) agreed that I had given clear instructions regarding the 

learning tasks. All the participants (20) agreed that the learning task was 

challenging, and they also agreed that extra resources were provided on the online 

platform. Most participants (17) indicated that the content was structured and visual; 

Photo evidence 14: Screenshot of the feedback given to the different groups 

using Nearpod. 
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infographics were used online. However, the students agreed on the time they had 

to complete the task and the use of a discussion forum. Most participants (15) 

enjoyed working in small groups. Most participants agreed that the lecturer used 

visual resources and practical examples. The participants agreed that they enjoyed 

creating their own lesson plan. Most of the students agreed that they could use their 

creativity during the task completion, but not all the participants agreed that they 

could design their own lesson plans. 

 

Table 4.8: Results of the feedback questionnaire before the synchronous session 
during Cycle D 

 Items  Dominant 

Quadrant 

Student response (number) 

  Strongly 

Disagree 

 

Disagree 

 

Agree 

Strongly 

Agree 

• The facilitator stated the 
outcomes of the online 
preparation. 

Quadrant A 0 0 12 8 

 

•  I applied my knowledge 
to construct a lesson 
plan. 

Quadrant A 2 0 11 7 

• The facilitator gave me 
practical examples 
online, like videos, 
pictures and 
Infographics that I could 
use in my practice. 

Quadrant B 0 3 12 5 

•  The online learning 
tasks as preparation 
were challenging. 

Quadrant A 2 0 12 6 

•  I used higher order 
reasoning to complete 
the task. 

Quadrant A 0 0 11 9 

•  The content was well 
structured on the online 
platform. 

Quadrant B 0 3 11 6 

• I was able to explain the 
lesson plan step by 
step. 

Quadrant B 2 0 11 7 

•  I had enough time to 
design a lesson plan. 

Quadrant B 3 3 8 6 

•  A basic outline was 
given on how the lesson 
plan should be 
presented. 

Quadrant B 0 0 15 5 

•  We could make use of 
a discussion forum to 
share our ideas with 
other students. 

Quadrant C 0 3 12 5 

• I liked to work in small 
groups online. 

Quadrant C 3 2 11 4 

• The lecturer made 
practical examples 
available online. 

Quadrant C 0 5 10 5 
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• The lecturer made use 
of PowerPoint, Prezi, 
videos or other visual 
representations that I 
could explore online. 

Quadrant D 2 0 

 

11 7 

• I had a positive 
experience designing 
our lesson plan. 

Quadrant D 0 2 11 7 

• The learning activities 
helped me to be more 
creative by designing a 
lesson plan. 

Quadrant D 0 2 11 7 

• I was able to design my 
own lesson plan. 

Quadrant D 2 0 11 7 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Graph 4.25: Summary of answers for Quadrant A before the 
synchronous session during Cycle D 
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Graph 4.26: Summary of answers for Quadrant B before the 
synchronous session during Cycle D 
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When analysing the feedback given by students, the conclusion can be drawn 

that all the quadrants were equally activated during the synchronous session. 

Table 4.9 show the analyses of the students’ answers to the questionnaire. 

Holistically considered and taking into account what happened before and after 

the session, it might be the case that more collaboration and actions at a 

personal and interpersonal level, typical of Quadrant C, could be involved. In 

hindsight, the question should have been formulated differently, or extra 

questions aligned with the Quadrant C should have been posed. The data set 

suggests that all participants agreed they had a positive experience during the 

online synchronous session, that I facilitated the content well, and that I used 

0

2

4

6

8

10

12

14

We could make use of a
discussion forum to share our

ideas with other students

I liked to work in small groups
online

The lecturer made practical
examples available online

Quadrant C

Strongly Disagree Disagree Agree Strongly Agree

0

2

4

6

8

10

12

The lecturer made
use of PowerPoint,

Prezi, videos or other
visual representations

that I could explore
online

I had a positive
experience with the
designing our lesson

plan

The learning activities
helped me to be
more creative by

designing a lesson
plan

I was able to design
my own lesson plan

Quadrant D

Strongly Disagree Disagree Agree Strongly Agree

Graph 4.28: Summary of answers for Quadrant D before the 
synchronous session during Cycle D 

Graph 4.27 Summary of answers for Quadrant C before the 
synchronous session during Cycle D 
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practical examples. All the participants agreed that I had stated the session's 

outcomes and had good knowledge about gymnastics. All the participants 

agreed that the learning activities were challenging and that the session was 

well-planned and structured. Most participants agreed that the discipline and 

instruction given were good during class. The participants (12) agreed that the 

class ended on time.  

 

All participants agreed that they worked in groups during the online 

synchronous session. They agreed that the lecture encouraged participation. 

It as well as the use of practical examples was interesting. On the use of 

PowerPoint, Prezi, and other visual resources, most of the participants agreed 

that the resources were used. The participants agreed (17) that they had to 

solve problems by themselves and that they could be creative during the online 

synchronous session. Lastly, all participants agreed that I shared new ideas  

and examples during the online synchronous session. Table 4.9 is summary 

of the student’s answers to the questionnaire.  

 

Table 4.9: Results of the feedback questionnaire after the synchronous session 
during Cycle D 

 

Items 

Dominant  

Quadrant Student response (number) 

  Strongly 

Disagree 

 

Disagree 

 

Agree 

Strongly 

Agree 

• I had a positive 

experience during the 

online class. 

Quadrant C 0 0 10 10 

• The lecturer facilitated 

the content well. 

Quadrant B 0 0 8 12 

•  The facilitator gave me 

practical examples that I 

could use in my practice. 

Quadrant B 0 0 8 12 

•  The facilitator stated 

what the outcomes of the 

lecture were. 

Quadrant B 0 0 8 12 

•  The lecturer had good 

knowledge of the 

gymnastics content. 

Quadrant A 0 0 8 12 

•  The learning activities 

during the lecture were 

challenging. 

Quadrant A 0 0 8 12 

•  We used one of the 

following during the 

lecture: Study guide, 

textbook, reading 

journal. 

Quadrant D 0 0 8 12 
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•  The lecture was well-

planned and structured. 

Quadrant B 0 0 12 8 

•  The lecturer ended the 

class on time. 

Quadrant B 0 3 12 5 

• The class discipline was 

good. 

Quadrant B 0 3 5 12 

• The lecturer gave us 

clear instructions before 

we started the learning 

activities. 

Quadrant B 0 0 10 10 

• We worked in groups 

when discussing the 

content. 

Quadrant C 0 0 8 12 

• The lecturer encouraged 

class participation. 

Quadrant C 0 0 8 12 

• The lecture was 

interesting. 

Quadrant D 0 0 15 5 

• The lecturer made use of 

PowerPoint, Prezi, 

videos or other visual 

representations. 

Quadrant D 0 0 10 10 

• The lecturer asked 

questions that we had to 

solve ourselves. 

Quadrant A 0 3 10 7 

• The learning activities 

helped me to be more 

creative. 

Quadrant D 0 0 8 12 

• The lecturer shared new 

ideas and examples. 

Quadrant B 0 0 8 12 

Graph 4.29: Summary of answers for Quadrant A after the 
synchronous session during Cycle D 
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Graph 4.30: Summary of answers for Quadrant B after the 
synchronous session during Cycle D 

Graph 4.31: Summary of answers for Quadrant C after the 
synchronous session during Cycle D 
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Step 4: Reflecting  

I reflected on the following: 

a. The infographic worked well. This statement can be made as the students 

indicated in the feedback questionnaire that the instruction using the 

infographic was straightforward.  

 

b. During Cycle B and C, I used an assignment link and loaded videos on the 

LMS. Both of the methods worked well, but were still not fool proof. The 

assignment link took time out of the online synchronous session. The students 

sent their lesson plans to me via email and it worked well. 

 

c. Using the Nearpod collaboration board worked well, as students could give 

instant feedback to their peers. This also showed that the students applied 

their knowledge of lesson planning when assessing one another’s lesson 

plans.  

 

d. When assessing the different lesson plans created by the students, I 

considered the following lesson plans to be poor (Photo evidence 14), average 

(Photo evidence 15) and good (Photo evidence 16 – 19).   

 

I considered the following lesson plan (Photo evidence 14) to be poor when 

using the lesson plan assessment rubric for marking of lesson plans during the 
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Graph 4.32: Summary of answers for Quadrant D after the 
synchronous session during Cycle D 
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students' WIL period. This group's lesson plan was the exact template given in 

the study guide. The students’ lesson plan was elementary and referred to the 

skill in general and not specifically to the gymnastics floor element in question. 

The first element required during a physical education lesson is the warm-up. 

The students wrote that they would do warm-up exercises, but they were not 

specific regarding the warm-up exercises that were needed when performing 

a cartwheel.  

 

The introduction was not exciting and previous knowledge of the element had 

not been determined. The students included possible injuries that could occur, 

which they would caution the learners against. This is not necessary for Grade 

5 learners. The presentation of the floor element was not specific. The steps 

given were too general, and the floor element was not broken up into the 

correct steps. The climax of the lesson, where the learner should have 

mastered the skill, was not described in detail. The lesson's conclusion was 

not described in detail. There was no summary of the content, only indication 

of the cool-down exercises. The following screenshot (Photo evidence 14) is 

an example of a poor lesson plan. Click here to view the full lesson plan: 

https://drive.google.com/file/d/1a7DazYdSxJUTBs2XHcTdZN9EcbI5tlAw/vie

w?usp=sharing 

 

 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 

https://drive.google.com/file/d/1a7DazYdSxJUTBs2XHcTdZN9EcbI5tlAw/view?usp=sharing
https://drive.google.com/file/d/1a7DazYdSxJUTBs2XHcTdZN9EcbI5tlAw/view?usp=sharing


117 

 

 

I considered the following lesson plan to be average when using the lesson 

plan assessment rubric used for marking lesson plans during the students' WIL 

period. This group's lesson plan was the exact template given in the study 

guide. The students’ lesson plan was basic and referred to the gymnastics floor 

element, specifically the handstand. The first element required during a 

Physical Education lesson is the warm-up. The students wrote that they would 

do warm-up exercises. The warm-up exercise that was specified was star 

jumps, which helped with the cardiovascular system warm-up but did not focus 

Photo evidence 13: Screenshot of a poor lesson plan 
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at all on flexibility, which had to be included when doing Educational 

Gymnastics.   

 

The introduction was not exciting, and previous knowledge of the element had 

not been determined. The students included possible injuries that could occur, 

which they would caution the learners against. This was unnecessary for 

Intermediate Phase learners; the knowledge of possible injuries and their 

treatment is relevant for the teacher only. The presentation of the floor element 

was specific. The steps given were correct but could be broken up into smaller 

steps. The climax of the lesson where the learner should have mastered the 

skill was described, but more detail could have been given. The lesson's 

conclusion was described in detail and included a summary of the content and 

the cool-down exercises, but the exercises were not explicitly described. The 

following screenshot (Photo evidence 15) is an example of an average lesson 

plan. Click here to view the full lesson plan: 

https://drive.google.com/file/d/1CmmLXa_2KcvzWgPPnY-

AIB8WOCVZ7WLL/view?usp=sharing 

 

 

Photo evidence 14: Screenshot of an average lesson plan 
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The following lesson plan is considered good when using the lesson plan 

assessment rubric used for marking lesson plans during the students’ WIL 

period. This group's lesson plan was an extended version of the template given 

in the study guide. The students’ lesson plan was comprehensive and included 

many elements not included in the previous lesson plans. The students started 

the lesson plan with research. In this step, they included research they had 

done on the learning steps of the cartwheel as well as the best teaching 

strategy to use when teaching the cartwheel to learners. In the following 

section, the students explained the learning steps for the cartwheel. The 

students continued the lesson plan with the learning outcomes as well as 

apparatuses that were needed, and they explained how they were going to 

assess the element at the end of the lesson. The students then explained the 

values that were going to be taught to the learners.  

 

The last part of the lesson plan focused on the presentation of the gymnastics 

element. The introduction included assessing the learners’ previous 

knowledge of the cartwheel. The students included the warm-up as part of the 

introduction. This lesson plan included the individual warm-up exercises the 

learners would be doing before the execution of the cartwheel. The steps given 

were correct and included the possible support that the teacher could give. 

The climax of the lesson, where the learner should master the skill, was 

described in detail. The lesson's conclusion was not included in the lesson 

plan. The cool-down exercises were not included. The following screenshots 

(Photo evidence 16, 17, 18 and 19) is an example of a good lesson plan. Click 

here for the full lesson plan: 

https://drive.google.com/file/d/1dDVP_I026yVPTEWEQKN0mi2iic0fq7ND/vie

w?usp=sharing 
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Photo evidence 15: Screenshot of Part 1 of a good lesson 
plan 
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Photo evidence 16: Screenshot of Part 2 of a good lesson plan 

Photo evidence 17: Screenshot of Part 3 of a good lesson plan 
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Step 5: Evaluation 

During the online session, it was apparent that Quadrant B and C were activated 

mainly when the students participated. The learning task (lesson plan) they 

completed before the online synchronous session was a Whole Brain® task, as all 

the quadrants were activated. The students' feedback suggested that I had made 

the online synchronous session's outcomes clear because I stipulated what we were 

going to do during the session, which was that we would use Nearpod to give 

feedback on the different videos, which activated Quadrant B. The participants 

further agreed that the session was well structured. Before the synchronous online 

session, my practice had completely changed because earlier, I would spend time 

preparing for the online synchronous session to teach content. During the study the 

students had to construct the knowledge themselves. During Cycle C, I opted to 

activate Quadrant A during the online synchronous session by letting students think 

critically about the assessment of gymnastics skills.  

 

 

Photo evidence 18: Screenshot of Part 4 of a good lesson 
plan 
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4.4 CONCLUSION  

 

In Chapter 4, I shared the analysis of the Whole Brain® learning tasks given to the 

students in each cycle of the action research study. I included photo evidence of the 

different Whole Brain® tasks and screenshots of the online synchronous sessions. 

Lastly, I used the results of the feedback questionnaires the students completed 

after doing the Whole Brain® task after the synchronous session. In the next chapter, 

I will introduce the analysis of my conclusions.  
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CHAPTER 5: FINDINGS AND CONCLUSIONS 

 

5.1 INTRODUCTION 

In this chapter, I report on the findings resulting from my study. Answers to the 

research questions as set out in Chapter 1, are offered and discussed. I integrated 

the data analysis in Chapter 4 with the literature and theoretical framing in Chapter 

2 to indicate the alignment between the respective chapters. 

 

5.2 FINDINGS AND DISCUSSION OF RESEARCH QUESTIONS 

In this section, I present an answer to the main research question and the two sub-

research questions stated in Chapter 1. 

 

5.2.1 The main research question 

How can implementing a Whole Brain® hybrid mode of learning contribute to 

transforming my teaching practice? 

 

The essence of the answer to this question can be derived from the five steps of the 

respective action research cycles. Owing to the constant observation, reflection and 

evaluation that took place during the four research cycles and the changes made 

based on the data and insight gained after each cycle, my teaching practice was 

transformed. The transformation included implementing constructivist Whole Brain® 

hybrid learning as my ontological stance. During my assessment of students during 

their work-integrated learning period in schools, it was evident that the student 

teachers did not make use of a Whole Brain® approach to facilitating learning. My 

ontological outlook was that of a cyclical process where the transformation of one's 

own practice is constant. Part of my transformed practice was using the Whole 

Brain® hybrid tasks that my students performed. During the continuous data 

collection per cycle, the questionnaires that the participants completed indicated that 

they could successfully complete the Whole Brain® learning tasks that were given 

as preparation for the online synchronous sessions. This can be seen in the 

frequency table (Figure 4.1) in Chapter 4. Successfully completing each task in a 
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Whole Brain® hybrid mode indicates that my teaching practice was transformed, as 

I had not made use of Whole Brain® learning tasks in the previous practice.  

 

5.2.1 The sub-research questions 

 
In the following section, I explain how I opted to implement the facilitating of Whole 

Brain® hybrid learning. I explore how I transformed my practice and nurtured self-

regulated learning by the students. 

5.2.1.1 How can I successfully facilitate Whole Brain® hybrid learning through 

online synchronous and asynchronous sessions to transform my teaching 

practice? 

 

I used the five steps of each cycle of the action research spiral to answer the first 

sub-research question. Constant observation, reflection and evaluation took place 

during the four research cycles. Based on the outcome of each step and new 

insights gained during and after each step, transformational adaptations were made 

– converting my traditional teaching practice into an innovative teaching practice of 

quality. Evidence of best practice in facilitating Whole Brain® hybrid learning – a new 

construct – is offered.  

 

5.2.1.2 How can I develop my professional identity as a lecturer? 

 

In Chapter 2, reference is made to Boyd and Harris (2010) who suggest that lecturer 

identity develops over time and is influenced by a lecturer's lived experiences, 

personal characteristics, information gathered and insights gained. Informed by my 

constructivist epistemology, I would like to add lecturer’s new meaning making. In 

my case, personal characteristics were especially noted and justified. Justification 

of why I approached both my teaching practice and my study in distinct ways is 

based on the outcome of the HBDI® I completed. My thinking preferences influenced 

both my lecturer identity and identity as a scholar.  The forming of these identities 

was developmental and transformational.  I had to step out of my comfort zone to 

be able to create Whole Brain® hybrid learning opportunities for my students. 

Collectively, the way in which I facilitated learning as a transformed lecturer, the way 
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in which I conducted action research of self and practice – translated as scholarship 

of teaching and learning (SoTL) – contributed to forming my professional identity. 

 

Van Lankveld et al. (2017)  explain that lecturer identity can be strengthened by 

contact with students and staff development programmes. During the study I had 

contact with the students during the online synchronous session in each cycle of the 

study. By sharing my knowledge with the students through facilitating Whole Brain® 

hybrid learning helped to strengthen my lecturer identity. 

 

5.3 MEANING OF THE RESEARCH 

In my view, the results of this study contribute to informing the perspectives of other 

professionals in education, students, the higher education institution community 

used as the research setting.  

 

As indicated in the following part, higher education professionals may benefit from 

my study in that they should be activated – as the centre of the Whole Brain® model 

indicates – to transform their practices in terms of moving away from a traditional 

approach to facilitating learning, and using action research as a means to ensure 

quality enhancement of practice.  

 

Previously mentioned in Chapter 1, I focused on using a Whole Brain® action 

research design to support Whole Brain® hybrid learning from an ontological, 

epistemological, methodological, and constructivist standpoint. My contributions to 

ontological theory are founded on the idea that one's practice evolves over time. 

 

Epistemologically, my teaching practice and lecturer identity were transformed by 

implementing constructivist Whole Brain® hybrid learning. I applied Whole Brain® 

action research meticulously, and this contributed actively to the study. 

 

5.4 LIMITATIONS AND JUSTIFICATIONS 

The limitations I identified are the following: The COVID-19 pandemic had a 

significant effect on my study. Secondly, the data collection took place at one higher 

education institution only; and lastly, I had to fulfil multiple roles as a researcher. 
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The COVID-19 pandemic greatly impacted the way in which my study was 

conducted, as discussed in Chapter 1. My entire study needed to be reinvented 

because I could not interview the students face-to-face or in person as I had initially 

planned. The restrictions due to the pandemic contributed to adapting the action 

research design, data collection and analysis. I had to use my imagination to work 

around the rules around time limits and social distance and had the chance to be 

creative in organising my online synchronous sessions via Zoom because of the 

accessibility of applications and online communication. 

 

The study was conducted at one private higher education institution only and 

included a small number of participants; the focus was on only one subject in the 

Intermediate Phase. I recommend that further research be considered at more 

institutions and different phases within the higher education sector. 

 

Limitations could also be attributed to the several roles I had to enact and my own 

presumptions or biases as a practitioner-researcher. I remained conscious of my 

various responsibilities as a researcher, curriculum developer, facilitator, assessor 

and mentor. I was aware of my own thinking preferences, accommodated the 

participants with regard to their preferences by creating learning opportunities that 

addressed all the quadrants of the Whole Brain® Model. I made a concerted effort 

to stay free of prejudice and preconceived notions. Finally, I reaffirm that I am of the 

view that my research is trustworthy.  

 

5.5 RECOMMENDATIONS FOR FURTHER RESEARCH 

Extending the study's parameters to involve more lecturers and other higher 

education institutions, both private and public, will strengthen the data set. Including 

different phases of education and subjects will give a more comprehensive idea of 

how and if facilitating Whole Brain® hybrid learning can be implemented in other 

contexts.  

  

A further study possibility is to create professional development opportunities for 

lecturers and students to learn how to implement Whole Brain® hybrid learning in 

their practice. 
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5.6 CONCLUSION 

In this chapter, I reported on how I transformed my lecturer identity by facilitating 

Whole Brain® hybrid learning. I realised that being able to transform my practice 

through Whole Brain® hybrid learning was a continuous process that took meticulous 

planning to enable me to facilitate Whole Brain® hybrid learning successfully.   

 

Reflecting on my master's journey, I realise that I have changed significantly from 

the person I was when I first set out to pursue the dream of becoming the best 

lecturer I can be.  Even though a study may be meticulously planned before starting, 

things rarely go as anticipated. Few things on my journey went precisely as I had 

hoped for, but ultimately, it was my ideal journey. 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



129 

LIST OF REFERENCES 

Akademie Reformatoriese Opleiding en Studies. (2021). Akademie 

Reformatoriese Opleiding en Studies.   Retrieved from www.aros.ac.za 

Akademie Reformatoriese Opleiding en Studies. (2022). Akademie 

Reformatoriese Opleiding en Studies.   Retrieved from www.aros.ac.za 

Amineh, R. J., & Asl, H. D. (2015). Review of constructivism and social 

constructivism. Journal of Social Sciences, Literature and Languages, 1(1), 9–

16.  

Anastasiades, P. S. (2009). Interactive videoconferencing and collaborative 

distance learning for K-12 students and teachers: Theory and practice.  

Retrieved from http://site.ebrary.com/id/1067117  

Applefield, J. M., Huber, R., & Moallem, M. (2001). Constructivism in theory and 

practice: Toward a better understanding. The High School Journal, 84(2),  35–

53. 

Arkorful, V., & Abaidoo, N. (2015). The role of e-learning, advantages and 

disadvantages of its adoption in higher education. International Journal of 

Instructional Technology and Distance Learning, 12(1), 29–42.  

Bali, M. S., & Smit, G. W. H. (1992). Analyzing visual data. SAGE Publications, 

Inc. https://methods.sagepub.com/book/analyzing-visual-data 

 DOI:10.4135/9781412983402 

Barker, J. (2015). Benefits of hybrid classes in community colleges. Contemporary 

Issues in Education Research, 8(3), 143–146.  

Belousova, A., & Pishchik, V. (2015). Technique of thinking style evaluating. 

International Journal of Cognitive Research in Science, Engineering and 

Education, 3(2), 1–8. DOI:10.23947/2334-8496-2015-3-2-1-8 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



130 

Biffle, C. (2013). Whole brain® teaching for challenging kids (and the rest of your 

class, too!). Whole Brain® Teaching LLC.  

Biggs, J. B. (1987). Student approaches to learning and studying. Research 

Monograph. Australian Council for Educational Research Ltd. 

https://eric.ed.gov/?id=eD308201 

Brandon, A. F., & All, A. C. (2010). Constructivism theory analysis and application 

to curricula. Nursing Education Perspectives, 31(2), 89–92.  

Boyd, P., & Harris, K. (2010). Becoming a university lecturer in teacher education: 

Expert school teachers reconstructing their pedagogy and identity. Professional 

Development in Education, 36(1-2), 9–24.  

Buckner, E. (2017). The worldwide growth of private higher education: Cross-

national patterns of higher education institution foundings by sector. Sociology 

of Education, 90(4), 296–314. DOI:10.1177/0038040717739613 

Bunting, I. (2006). The higher education landscape under apartheid. 

In Transformation in higher education: Global pressures and local realities (pp. 

35-52). Springer Netherlands.  

Castaneda, J. A. F. (2011). Teacher identity construction: Exploring the nature of 

becoming a primary school language teacher. [PhD Thesis, University of 

Newcastle Upon Tyne]. School of Education, Communication and Language 

Sciences. https://theses.ncl.ac.uk/jspui/handle/10443/1326 

Chen, B. H., & Chiou, H. H. (2014). Learning style, sense of community and 

learning effectiveness in hybrid learning environment. Interactive Learning 

Environments, 22(4), 485–496.  

Conrad, D., & Openo, J. (2018). Assessment strategies for online learning: 

Engagement and authenticity. Issues in distance education. Athabasca 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



131 

University Press.  

http://www.aupress.ca/legalcodebooks/120279/ebook/99Z_Conrad_Openo_201

8-Assessment_Strategies_for_Online_Learning.pdf  

Cooney, M. H., Gupton, P., & O’Laughlin, M. (2000). Blurring the lines of play and 

work to create blended classroom learning experiences. Early Childhood 

Education Journal, 27(3), 165–171.  

Crawford, C., & Persaud, C. (2012). Community Colleges Online. Journal of 

College Teaching & Learning (TLC), 10, 75. DOI:10.19030/tlc.v10i1.7534 

Creswell, J. W. (2008). Research design: Qualitative, quantitative, and mixed 

methods approaches (3rd ed.). SAGE Publications. 

Creswell, J., Ebersöhn, L., Eloff, I., Ferreira, R., Ivankova, N., Jansen, J., 

Nieuwenhuis, J., Pietersen, J., Plano Clark, V. L., & Van der Westhuizen, 

(2014). First steps in research (15th ed.). Van Schaik. 

Creswell, J. W., & Garrett, A. L. (2008). The “movement” of mixed methods research 

and the role of educators. South African Journal of Education, 28(3), 321–333.  

Creswell, J. W., & Plano Clark, V. L. (2011). Designing and conducting mixed 

methods research (2nd ed.). SAGE Publications. 

Dana, N. F. (2009). Leading with passion and knowledge: The principal as action 

researcher. Corwin Press. 

De Boer, A-L., Steyn, T., & Du Toit, P. H.  (2001). A Whole Brain® approach to 

teaching and learning in higher education. South African Journal of Higher 

Education, 15(3), 185–193.  

De Boer, A-L., Du Toit, P., Scheepers, D., & Bothma, T. (2013). Whole Brain® 

learning in higher education: Evidence-based practice. Chandos Publishing. 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



132 

De Boer, A-L., Du Toit, P. H., & Bothma, T. (2015). Activating whole brain® 

innovation: A means of nourishing multiple intelligence in higher education. TD: 

The Journal for Transdisciplinary Research in Southern Africa, 11(2), 55–72.  

Department of Basic Education. (2014). Curriculum and assessment policy 

statement, grades 4-6 - Life skills [intermediate phase]. (9781431504916 

1431504912). Department of Basic Education. 

http://www.education.gov.za/LinkClick.aspx?fileticket=bwEYGLiIozs=&tabid=69

2&mid=1933 

Department of Basic Education. (2018). Guideline on the rights and responsibilities 

of Independent schools. 

Department of Co-Operative Governance and Traditional Affairs. (2020). 

Government Gazette: Disaster Management Act. (313). 

Department of Higher Education and Training. (2011). National Qualifications 

Framework Act: Policy on minimum requirements for teacher education 

qualifications. (34467 ). Government Gazettte. www.dhet.gov.za. 

Department of Higher Education and Training. (2021). Register of private higher 

education institutions. 

https://www.dhet.gov.za/Registers_DocLib/Register%20of%20Private%20Highe

r%20Education%20Institutions%202%20August%202021.pdf. 

Department of Higher Education and Training. (2022). Educational Institutions: 

Universities. https://www.dhet.gov.za/SitePages/InstUniversities.aspx. 

Dewey, J., & Bentley, A. F. (1960). Knowing and the known (Vol. 111). Beacon 

Press. 

Dung, D. T. H. (2020). The advantages and disadvantages of virtual learning. 

IOSR Journal of Research & Method in Education, 10(3), 45–48. 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



133 

Du Toit, P. H. (2012). Using action research as process for sustaining knowledge 

production: A case study of a higher education qualification for academics. 

South African Journal of Higher Education, 26(6), 1216–1233.  

Du Toit, P. H. (2018a). A meta-reflection on my emerging as a scholar of action 

research. South African Journal of Higher Education, 32(6), 425–439.  

Du Toit, P. H. (2018b). Reflecting on more than 20 years of involvement in a 

postgraduate higher education qualification for academics: May I dare use an 

auto-ethnographic lens? TD: The Journal for Transdisciplinary Research in 

Southern Africa, 14(2), 1–12. 

Du Toit, P. H. (2019). Whole Brain thinking. Postgraduate Certificate in Higher 

Education, 13 February 2019 [PowerPoint slides]. University of Pretoria 

Groenkloof Campus. 

Du Toit, P., Bothma, T., De Boer, A-L., & Scheepers, D. (2014). Innovating and 

transforming learning and teaching in higher education: Applying a 

comprehensive whole brain® model. In EDULEARN14 Proceedings (pp. 5495-

5502). IATED. 

Ebersöhn, L., Eloff, I., & Ferreira, R. (2007). First steps in action research in 

Maree, K. First steps in research (pp124–142). Van Schaik. 

Entwistle, N. (1988). Motivational factors in students’ approaches to learning. In 

Learning Strategies and Learning Styles (pp. 21-51). Springer. 

https://doi.org/10.1007/978-1-4899-2118-5_2Farjon, D., Smits, A., & Voogt, J. 

(2019). Technology integration of pre-service teachers explained by attitudes 

and beliefs, competency, access, and experience. Computers & Education, 

130, 81–93.  

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



134 

Feather, D. (2010). A whisper of academic identity: A HE in FE perspective. 

Research in Post-Compulsory Education, 15(2), 189–204.  

Förster, K. (2021). Universities Worldwide. https://univ.cc/ 

Fosnot, C. T. (1996). Constructivism: Theory, perspectives, and practice. 

Teachers College Press. 

Fringe, J. J. D. S. (2013). Promoting critical reflection for academic professional 

development in higher education [Doctoral thesis, University of Pretoria]. 

Gash, H. (2014). Constructing Constructivism. Constructivist Foundations, 9, 302–

310.  

Gnaur, D., Hindhede, A. L., & Andersen, V. H. (2020, October). Towards hybrid 

learning in higher education in the wake of the COVID-19 crisis. In European 

Conference on e-Learning (pp. 205-XV). Academic Conferences International 

Limited. 

Gould, H. A. (2010). The South Asia story: The first sixty years of U.S. relations 

with India and Pakistan. http://site.ebrary.com/id/10395776 

Guba, E. G. (1981). Criteria for assessing the trustworthiness of naturalistic 

inquiries. ECTJ: Educational Communication and Technology Journal, 29(2), 

75–91. https://link.springer.com/article/10.1007/BF02766777.  

Hammersley, M. (1992). On feminist methodology. Sociology, 26(2), 187–206. 

Harrison, A. F., & Bramson, R. M. (1982). Styles of thinking: Strategies for asking 

questions, making decisions, and solving problems. Anchor Books.  

Herrmann, N. (1991). The creative brain. Journal of Creative Behavior, 25(4), 275–

295.  

Herrmann, N. (1995). The creative brain: Insights into creativity, communication, 

management, education and self-understanding. Ned Herrmann Group.  

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



135 

Herrmann, N. (1996). The whole brain® business book. McGraw-Hill. 

Herrmann, N. (1999). The theory behind the HBDI® and Whole Brain® technology. 

Better results through better thinking. 

https://www.thinkherrmann.com/hubfs/Articles/Theory_Behind_The_HBDI___an

d_Whole_Brain___Technology.pdf 

Herrmann Global. (2022). HBDI® group preference map. Herrmann Global. 

Hua, C., & Wind, S. A. (2019). Exploring the psychometric properties of the mind-

map scoring rubric. Behaviormetrika, 46(1), 73–99. 

Hughes, M., Hughes, P., & Hodgkinson, I. R. (2017). In pursuit of a Whole-Brain® 

approach to undergraduate teaching: Implications of the Herrmann Brain 

Dominance Model. Studies in Higher Education, 42(12), 2389–2405.  

Jaafar, M. (2004). Value and validity in action research: A guidebook for reflective 

practitioners. Educational Action Research, 12(4), 645–650. 

DOI:10.1080/09650790400200307 

Jia, Q. (2010). A brief study on the implication of constructivism teaching theory on 

classroom teaching reform in basic education. International Education Studies, 

3(2), 197–199. 

Johnson, G. M. (2015). On-campus and fully-online university students: 

Comparing demographics, digital technology use and learning characteristics. 

Journal of University Teaching & Learning Practice, 12(1), 4.  

 Joubert, I., Hartell, C., & Lombard, K. (2016). Navorsing: 'n Gids vir die 

beginnernavorser (1ste. uitgawe.). Van Schaik. 

Khan, S. (2011). Effect of active learning techniques on students' choice of 

approach to learning in Dentistry: A South African case study. South African 

Journal of Higher Education, 25(3), 491–509. 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



136 

Kim, B. (2001). Social constructivism. Emerging Perspectives on Learning, 

Teaching, and Technology, 1(1), 16.  

Kniffin, L. E., & Greenleaf, J. (2023). Hybrid teaching and learning in higher 

education: An appreciative inquiry. International Journal of Teaching and 

Learning in Higher Education, 35(2), 136–146. 

Kornelsen, L. (2006). Teaching with presence. New Directions for Adult and 

Continuing Education, 2006(111), 73–82.  

Landa, N., Zhou, S., & Marongwe, N. (2021). Education in emergencies: Lessons 

from COVID-19 in South Africa. International Review of Education, 67(1-2), 

167–183. DOI:10.1007/s11159-021-09903-z 

Levy, D. C. (2018). Global private higher education: An empirical profile of its size 

and geographical shape. Higher Education, 76(4), 701–715.  

López-Pérez, M. V., Pérez-López, M. C., & Rodríguez-Ariza, L. (2011). Blended 

learning in higher education: Students’ perceptions and their relation to 

outcomes. Computers & Education, 56(3), 818–826. 

DOI:10.1016/j.compedu.2010.10.023 

Love, H. B., Valdes-Vasquez, R., Olbina, S., Cross, J. E., & Ozbek, M. E. (2022). 

Is cultivating reciprocal learning the gold standard for high impact pedagogies? 

Higher Education Research & Development, 41(4), 1136–1151. 

DOI:10.1080/07294360.2021.1896483 

Marks, M. B., & O’Connor, A. H. (2013). Understanding students’ attitudes about 

group work: What does this suggest for instructors of business? Journal of 

Education for Business, 88(3), 147–158. DOI:10.1080/08832323.2012.664579 

Marton, F. (1976). On non‐verbatim learning: IV. Some theoretical and 

methodological notes. Scandinavian Journal of Psychology, 17(1), 125–128. 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



137 

Maxwell, J. A. (1992). Understanding and validity in qualitative research. Harvard 

Educational Review, 62(3), 279–300.  

McAteer, M. (2013). Action research in education: Research methods in 

education. Edge Hill University.   

McCain, T. D. E. (2005). Teaching for tomorrow: Teaching content and problem-

solving skills. 

http://public.ebookcentral.proquest.com/choice/publicfullrecord.aspx?p=148064

1  

McHaney, R. (2011). The new digital shoreline: How web 2.0 and millennials are 

revolutionizing higher education. http://site.ebrary.com/id/10545779  

McKernan, J. (2016). Curriculum action research: A handbook of methods and 

resources for the reflective practitioner (2nd ed.). Kogan Page. 

McLachlan, A. (2021). A Whole Brain® Action Research approach to the 

development of a beginner teacher self-regulated professionalism 

framework.[Master’s dissertation, University of Pretoria]. 

http://hdl.handle.net/2263/84237 

McMillan, J., & Schumacher, S. (2014). Research in education: Evidence-based 

inquiry (7th ed.). Pearson. 

McMullen, D. W., Goldbaum, H., Wolffe, R. J., & Sattler, J. L. (1998). Using 

asynchronous learning technology to make the connections among faculty, 

students, and teachers. In American Association of Colleges of Teacher 

Education Annual Meeting.  

McNiff, J. (2013). Action research: Principles and practice. 

http://www.123library.org/book_details/?id=92858 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



138 

McNiff, J. (2016a). Values and virtues in higher education research: Critical 

perspectives: Routledge. 

McNiff, J. (2016b). You and your action research project.  

https://search.ebscohost.com/login.aspx?direct=true&scope=site&db=nlebk&db

=nlabk&AN=1221319 

McNiff, J., & Whitehead, J. (2002). Action research: Principles and practice. Taylor 

and Francis Group. 

Mills, G. E. (2018). Action research: A guide for the teacher researcher (6th ed.). 

Pearson. 

Mockler, N. (2011). Beyond 'what works': Understanding teacher identity as a 

practical and political tool. Teachers and Teaching, 17(5), 517–528.  

Moodle. (2018). Moodle. https://moodle.org/ 

Mouton, J. (2001). How to succeed in your master's and doctoral studies: A South 

African guide and resource book. Van Schaik. 

Nassaji, H. (2015). Qualitative and descriptive research: Data type versus data 

analysis. Language Teaching Research, 19(2), 129–132. 

Ng'ambi, D., Brown, C., Bozalek, V., Gachago, D., & Wood, D. (2016). Technology 

enhanced teaching and learning in South African higher education – A rearview 

of a 20 year journey. British Journal of Educational Technology, 47(5), 843–858. 

DOI:10.1111/bjet.12485 

Norton, L., & Owens, T. (2013). Pedagogical action research: Enhancing learning 

and teaching through a community of practice. Cases on Quality Teaching 

Practices in Higher Education (pp. 291–303). 

Nukunah, C. N., Bezuidenhout, A., & Furtak, A. (2019). The contribution of a 

private higher education institution to the South African higher education 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



139 

landscape. South African Journal of Higher Education, 33(1), 283-300. 

DOI:10.20853/33-1-2689 

O'Byrne, W. I., & Pytash, K. E. (2015). Hybrid and blended learning: Modifying 

pedagogy across path, pace, time, and place. Journal of Adolescent & Adult 

Literacy, 59(2), 137–140.  

Olapiriyakul, K., & Scher, J. M. (2006). A guide to establishing hybrid learning 

courses: Employing information technology to create a new learning 

experience, and a case study. The Internet and Higher Education, 9(4), 287–

301. DOI:10.1016/j.iheduc.2006.08.001 

Olivier, J. (2014). A blended learning approach to teaching sociolinguistic research 

methods. Per Linguam: A Journal of Language Learning, 30(2), 51–68. 

DOI:10.5785/30-2-543 

Osorio-Gomez, L. A., & Duart, J. M. (2012). A hybrid approach to university 

subject learning activities. British Journal of Educational Technology, 43(2), 

259–271.  

Pan, L., Xi, H.Q., Shen, X.W., & Zhang , C.Y. (2018). Toolbox of teaching 

strategies. Frontiers of Nursing, 5(4), 249–255. 

Pelech, J. (2021). Student-centered research: Blending constructivism with action 

research. http://public.eblib.com/choice/PublicFullRecord.aspx?p=6708373 

Pretorius, L. (2017). Effective teaching and learning: Working towards a new, all-

inclusive paradigm for effective and successful teaching and learning in higher 

education and training. Educor Multidisciplinary Journal, 1(1), 6–29.  

Raschick, M., Maypole, D. E., & Day, P. A. (1998). Improving field education 

through Kolb learning theory. Journal of Social Work Education, 34(1), 31–42. 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



140 

Reay, J. (2001). Blended learning – a fusion for the future. Knowledge 

Management Review, 4(3), 6.  

Rooney, J. E. (2003). Knowledge infusion. Association Management, 55(5), 26–

26.  

Rushby , N. J., & Surry, D. W. (2016). The Wiley handbook of learning technology 

Wiley Handbooks in Education. 

https://search.ebscohost.com/login.aspx?direct=true&scope=site&db=nlebk&db

=nlabk&AN=1188451 

Sands, P. (2002). Inside outside, upside downside: Strategies for connecting 

online and face-to-face instruction in hybrid courses. Teaching with Technology 

Today, 8 (6). 

Schiller, U., Jaffray, P., Ridley, T., & Du Plessis, C. (2018). Facilitating a 

participatory action learning action research process in a higher educational 

context. Action Research. DOI:1476750318776715.  

Schön, D. A. (1983). The reflective practitioner: How professionals think in action. 

Basic Books. 

Shimkovich, E., Makhmutova, G., Ivanova, D., & Urunova, R. (2022). Advantages 

and disadvantages of hybrid learning for international students. ARPHA. 

Proceedings, 5, 1533–1544. 

.Smit, J. (2017). Types of higher education institutions – College SA. 

https://www.collegesa.edu.za/matric-series-2018/types-of-higher-education-

institutions/ 

Smit, T. (2020). Self-regulated professionalism a Whole Brain® participatory action 

research design in a pre-service teacher mentoring context. [Doctoral Thesis, 

University of Pretoria].  http://hdl.handle.net/2263/78495 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



141 

Smit, T., &  Du Toit, P.H. (2016). Transforming beginner teacher mentoring 

interventions for social reform. South African Journal of Education, 36(3), 1–12. 

DOI:10.15700/saje.v36n3a1134 

Statistics South Africa. (2019). Education Series: Higher education and skills in 

South Africa. (92-01-05). Statistics South Africa. 

Sternberg, R. J. (1997). The concept of intelligence and its role in lifelong learning 

and success. American psychologist, 52(10), 1030. 

Taber, K. S. (2019). Constructivism in Education: Interpretations and criticisms 

from science education. In Early childhood development: Concepts, 

methodologies, tools, and applications (pp. 312–342). IGI Global. 

Tshotetsi, L., Du Toit, P., Carvalio, S., Olifant, M., & Mpholo, B. (2021). Scholarly 

community of practice: Practice what you preach. Reciprocal professional 

learning as cutting-edge practice. In EDULEARN21 Proceedings (pp. 10947–

10955). IATED.  

Van Lankveld, T., Schoonenboom, J., Volman, M., Croiset, G., & Beishuizen, J. 

(2017). Developing a teacher identity in the university context: A systematic 

review of the literature. Higher Education Research & Development, 36(2), 325–

342. DOI:10.1080/07294360.2016.1208154 

Van Schalkwyk, F. (2021). Reflections on the public university sector and the 

covid-19 pandemic in South Africa. Studies in Higher Education, 46(1), 44–58. 

DOI:10.1080/03075079.2020.1859682 

Voci, E., & Young, K. (2001). Blended learning working in a leadership 

development programme. Industrial and Commercial Training, 33(5), 157–161. 

DOI:10.1108/00197850110398927 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



142 

Ward, J., & LaBranche, G. A. (2003). Blended learning: The convergence of e-

learning and meetings. Franchising World, 35(4), 22–24.  

West, J. P. (2020). Student teacher ethnocentrism: attitudes and beliefs about 

language [Doctoral Thesis, University of Pretoria]. 

http://hdl.handle.net/2263/80425 

Wium, A . M., & Louw, B. (2018). Mixed-methods research: A tutorial for speech-

language therapists and audiologists in South Africa. South African Journal of 

Communication Disorders, 65(1), 1–13. DOI:10.4102/sajcd.v65i1.573 

Wolken, A. S. (2017). Brain-Based Learning and Whole Brain Teaching Methods. 

Retrieved from WorldCat database. 

Yang, J. C., Quadir, B., Chen, N. S., & Miao, Q. (2016). Effects of online presence 

on learning performance in a blog-based online course. The Internet and Higher 

Education, 30, 11–20.  

Zhang, L. F., & Sternberg, R. J. (2002). Thinking styles and teachers' 

characteristics. International Journal of Psychology, 37(1), 3–12.  

 

 

 

 

 

 

 

 

 

 

 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



143 

Appendix A: Reflective Journal Week 1 

 

Hybrid Activity 

Students struggled with the use of Coggle.it. It seems that not all the students are 

comfortable using respective apps they are unfamiliar with. 

 

The students did well with the research that they had to do on the respective floor 

elements in gymnastics. 

 

I made use of the institution's online platform as well as a video explaining what the 

expectation for the learning activity is 

 

Zoom Class 

In the first online class, we did experience some infrastructure problems as well as 

technology problems. The infrastructure included loadshedding and internet 

connection problems. The Technology problems included that the preferred app 

could not be used, forcing me to use Zoom. Zoom, unfortunately, has a 40-minute 

time limit, which made the session very rushed. 
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Appendix B: Reflective Journal Week 2 

 

Hybrid Activity 

 

The students did well with the research they had to do on treating injuries that can 

occur during gymnastics. 

The videos that the students made were good. I observed that some students were 

a bit camera-shy because they were not used to making a video of themselves. 

I used the institution's online platform to explain the expectations for the learning 

activity. 

 

Zoom Class 

The Zoom class was much more successful than the first cycle, and the students 

and I did not have as many technical problems as during the first cycle. The class 

could start on time. As in the first cycle, the switching between respective presenters 

took unnecessary time. Also, giving time to watch each video and peer assessment 

took time out of the session and not as much collaboration could occur.  
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Appendix C: Reflective Journal Week 3 

 

Hybrid Activity 

The videos that the students made were good. I observed that the students did 

better making a video of themselves. Not all the students were able to perform the 

gymnastics skill correctly. Some groups also did not do all the floor elements as 

expected or did not do it as a routine as instructed. 

I used the institution's online platform to explain the expectations for the learning 

activity. I also asked the students to submit their videos on the LMS to make them 

more accessible during the presentation during the Zoom class. 

 

Zoom Class 

The Zoom class was much more successful than the first and second cycles, and 

the students and I did not have as many technical problems. The class could start 

on time. During this cycle, I instructed the students to watch the respective group's 

videos before the Zoom class for more collaboration time. This was unsuccessful as 

some students did not watch the videos beforehand, and I had to take time out of 

the Zoom class to show the videos, which took time away from collaboration and 

peer assessment. 

. 
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Appendix D: Reflective Journal Week 4 

 

Hybrid Activity 

 

The lesson plans that the students created were good overall. I observed that some 

groups used the template given in the study material as a reference. Some groups' 

lesson plans were concise, and others were pervasive. 

I used the institution's online platform to explain the expectations for the learning 

activity. I also asked the students to submit their lesson plans on the LMS to make 

them more accessible during the presentation during the Zoom class. 

 

Zoom Class 

The Zoom class was much more successful than all the other cycles, and the 

students and I did not have as many technical problems. The class could start on 

time. During this cycle, I made a presentation of all the lesson plans and presented 

it on my screen. The students could then turn on their microphones to do the 

presentation, which made the session flow more manageable than the previous 

cycles. This also made more time for collaboration and peer assessment. 
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