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Teachers are losing interest because they accumulate the points but [the points] 

don’t benefit them … [the teachers] should be motivated and encouraged to take 

teaching seriously. 

5.4.3.4.3 Lack of certificates for development courses (Principal G) 

According to Principal G, teachers complain that the different development activities 

offered by the DBE are not rewarded with certificates. Teachers who attend development 

activities cannot show evidence that they had done so. Principal G proposed that 

“teachers should be motivated on it because they are so overloaded at the moment … 

they must give them appreciation in the form of certificates as they progress in their 

development”. 

Most of the principals believed that the education authorities, as employer and initiator of 

most development programmes, should motivate participation. They considered the lack 

of motivation from the department as most difficult challenge that impact the smooth 

running of CPTD. The principals pointed out that creating their own certificates at school 

level for development activities cannot not substitute for certificates coming from the 

department as employer. 

5.4.4 Theme 4: Addressing the challenges faced by South African school 
principals connecting teacher development to the knowledge economy 

According to the participants, some of the challenges they cited could be internally 

addressed with support from relevant officials, but most challenges would be best solved 

by the education department or by any type of external support to schools. According to 

the NEPA (RSA, 1996a), read together with the EEA (RSA, 1998) and the SACE Act 

(RSA, 2000), it is the responsibility of the education department to design programmes 

for the appraisal of teachers. The DBE should also come up with measures to support 

CPTD programmes, including assisting principals to enable them to run school-based 

programmes as the need arises. Principals should also use their own discretion and 

managerial knowledge and experience to ensure that management functions are carried 

out efficiently. The education department, as employer, remunerates principals for the 
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application of their skills. Managerial skills are acquired through infrequent departmental 

workshops and through managerial courses that principals take at their own expense. 

The strategies suggested by participants in this study arose from their own skills and 

experience of daily educational leadership and management. 

5.4.4.1 Sub-theme 1: Apply managerial guidance and leadership 

According to the participants, the first crucial step is to identify why individuals resist 

participating in teacher development programmes. This step enables the principals to give 

the individuals one-on-one attention and support. The principals applied managerial 

guidance and leadership in different ways to encourage their teachers to take part in 

CPTD activities. These approaches are discussed individually in the following 

subsections. 

5.4.4.1.1 Encourage reading policies and participation (Principals A and F) 

The DoE communicates with schools, through principals, via circulars and policies. 

Teachers who are reluctant to read these documents are always behind in terms of the 

recurring development in the department. Therefore, Principal A makes a point of 

encouraging all teachers to read departmental policies and circulars, as well as textbooks 

and other publications. He explained as follows: 

I also encourage them to read policies and publications regarding their field of work, 

which will reinforce them. I encourage them also to adjust to the new system of 

accessing tasks that are sent through emails and WhatsApp. Encourage them to 

learn to get means of downloading them to administer them. 

Principal F noted that “at school, teachers are provided with a variety of available 

resources like extra textbooks, study guides”. 

5.4.4.1.2 Organise and lead school-based workshops (Principals C, D, and G) 

The effectiveness of a school is based on good communication between the school 

management and the teaching staff. The school manager can sustain communication by 

holding meetings and workshops with teachers on a regular basis. According to Bagire, 
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Byarugaba and Kyogabirwe (2015), managers use meetings to improve communication, 

employee engagement, team building, and management development. These authors 

discovered that meetings bring employees closer to the management of the organisation, 

which enables the sharing of knowledge, problems, and solutions. The principals 

explained their approaches as follows: 

We run school-based workshops to encourage teachers. (Principal C) 

We start with our own capacity-building workshop where we have subject 

committees and subject initiative programmes and in-service training. Teachers 

should be clarified whenever they meet challenges during development activities. 

(Principal D) 

We do have days that we have fun days with one another so that we can get to know 

one another to share challenges of life at school and those at home, because 

sometimes challenges at home reflect at school, so that we can support one 

another. (Principal G) 

5.4.4.1.3 Encourage attendance at workshops and training (Principals B and H) 

Principals B and H suggested the following strategies to encourage reluctant teachers to 

participate in CPTD. 

I encourage them to also attend subject competitions, subject conferences, and to 

register for the conferences and attend them. (Principal B) 

By making sure that all professional development workshops are attended and that 

they must attend skills workshops as our school is based on skills, as our subjects 

are technical. (Principal H) 

5.4.4.1.4 Offer psychosocial support (Principals I and G) 

Offering psychosocial support to teachers encourages them to cope in a solution-focused 

way by reframing problems into alternatives and workable solutions (Ebersöhn, Loots, 

Eloff and Ferreira, 2015). Teachers can cope with challenging problems if principals offer 
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them physical and psychological support. Ebersöhn et al. (2015) hold that teachers who 

are psychologically supported through partnerships, school-based interventions, and self-

determination, develop positive identity formation, personal growth, commitment, and 

enhanced self-confidence. 

The principals believed that it is essential for principals to offer psychosocial support to 

teachers because when their morale is low, they struggle to carry out their duties. The 

following comments by Principals I and G show their believed that it is the duty of the 

educational manager to confirm that the teaching staff are supported physically, 

emotionally, and psychologically. 

First, I investigate the reasons for their resistance. Secondly, I try to address their 

individual challenges and try to support them individually. (Principal I) 

We do have days that we have fun days with one another so that we can get to know 

one another to share challenges of life at school and those at home, because 

sometimes challenges at home reflect at school, so that we can support one 

another. (Principal G) 

5.4.4.2 Sub-theme 2: Encourage support among colleagues (social learning 
theory) 

Xavier, Jacobi and Tura (2018) suggest that the advantages of implementing SLT in a 

work situation are knowledge translation, knowledge transfer, knowledge exchange, and 

knowledge co-production or mutual learning. When teachers collaborate, they share 

knowledge and skills. The participants encourage teachers in their schools to collaborate 

towards a common goal, which is to bring about the best academic performance of their 

learners, and to achieve the shared educational goals of their schools. The principals 

implement this strategy of encouraging their teachers to collaborate to exchange 

knowledge and skills in the following ways: 

We need to outsource to get a relevant person with expertise to come to our remote 

schools to assist teachers in developing particular skills. (Principal A) 
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We sat down and planned and this time we [stuck] to our plans. It made us to work 

like a team. (Principal B)  

We work as a team to share knowledge … they are encouraged to look for someone 

who is better in that subject or section to come and present the lesson for the 

teacher. (Principal C) 

We refer others that we can’t do ourselves to subject symposiums and conferences. 

We encourage teachers to also use their own initiatives and be decisive. (Principal 

D) 

At the moment one teacher has attended the course for ICT and will soon take the 

others on board in terms of using the technology. I encourage teachers to improve 

their skills in ICT. (Principal E) 

But we do encourage them to sit together when they get free periods and to discuss 

things of development in teacher forums and to share information they get from 

sources. (Principal G) 

I also outsource knowledgeable colleagues to assist where they experience 

challenges. (Principal I) 

5.4.4.3 Sub-theme 3: Encourage further learning and qualifications 

As one of the strategies to enhance teacher development for the knowledge economy, 

the participants believed it imperative to inspire their teachers to take educational courses 

with institutions of higher learning to add to their credentials and increase their knowledge 

and skills. Courses at tertiary institutions can also increase pedagogical skills in the 

teaching community. Sir Francis Bacon once said that the process of reading makes a 

full man while conference and writing make an exact and ready man (Vickers, 1992). In 

other words, when you read (or take courses that make you read), you accumulate new 

knowledge that empowers you to do the best in your occupation or career. 

Principal H commented that “our education is not stagnant”. Education in schools and in 

the education department continues to change. For this reason, teachers should 
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continually develop their comprehension and proficiency to keep themselves informed of 

new developments. The necessary information is obtained in institutions of higher 

learning. Principals A, B, E, F, I, and J expressed very similar views about registering 

courses. The following response by Principal A summarises these responses: 

I encourage them to register courses, which will help them to excel in their subjects 

because they know which areas are problematic for learners. Those courses will 

assist them to develop their content knowledge. They should also register courses 

such as ACE [Advanced Certificate in Education] in the subjects they are teaching. 

This will add value to their knowledge. 

5.4.4.4 Sub-theme 4: Maximise use of available resources 

Participants agreed that before they can complain about a shortage of resources, they 

must maximise the use of anything available to reveal what they really need. Most 

indicated that teachers complain about the shortage of textbooks, and then, when the 

problem is investigated, there is a stack of textbooks that the complainant says are not 

enough. 

Okongo, Ngao, Rop and Nyongesa (2015) propound that resources are not only methods 

of teaching and the materials used but also include the allocated time for teaching and 

learning opportunities, the comprehension acquired through various development 

programmes, and their current experience. This suggests that teachers should trust their 

personal internal resources in addition to those supplied to them by an external source. 

When they consciously use what they already have, they realise what needs to be 

supplemented. The principals commented as follows during the interviews: 

We encourage them to use technology available to them. (Principal F) 

Our school does not have enough resources, but I inspire teachers to make use the 

less resources available to prepare and present lessons. (Principal A) 

We have one laptop and one projector. They are not enough but I encourage 

[teachers] to make use of them when they get chance so that they get used to the 
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technology of today … In most cases we try to create fundraising opportunities. 

(Principal C) 

I encourage them to use those laptops and projectors for lesson preparation and 

presentation as well. I encourage learners to have smartphones for teachers to 

create WhatsApp groups for home schooling and to access information from various 

technological sources. (Principal I) 

5.4.4.5 Sub-theme 5: Supplement resources 

The principals mentioned difficulties accessing resources, which affects their efforts to 

implement CPTD programmes for the knowledge economy. The main strategy they use 

to deal with this challenge is to supplement the available resources as far as possible. 

Marple, Bugler, Chen-Gaddini, Burr and Finkelstein (2017) found that teachers who want 

to enliven the knowledge of their learners, take their time to find the resources they need 

to support the learning success of their students in standardised tests. This suggests that 

teachers should be encouraged not to depend on the supplied materials but to search for 

other materials they might find useful for their unique classroom situations. 

The following interview extracts shows the strategies participants adopt to encourage 

their teachers to supplement the available resources through various means: 

I encourage them to initiate things on their own even if resources are still limited in 

the school, but some of them are beginning to purchase some tools for themselves 

… Teachers are encouraged to make some means to reach remote places of the 

workshops. (Principal A) 

In most cases we try to create fundraising opportunities so that with the little money 

we get we can hire somebody to do the admin duty so that the principal can focus 

on the management duty. (Principal C) 

I usually encourage the SGB [school governing body] to budget for such technology 

materials instead of waiting for the department. (Principal E) 
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Most of the time we request some donations from business partners and so forth 

and use our school source as advertisement place for those business companies. 

(Principal H) 

5.4.4.6 Sub-theme 6: Organise external support and motivation from the 
Department 

The education department must support schools by issuing post establishments to all 

public and state-aided schools on an annual basis. The department should also ensure 

schools are encouraged to fill existing vacancies as far as the post establishments are 

concerned (RSA, 1996a). Another departmental responsibility is to provide CPTD 

programmes to enhance the duties of the teaching staff (RSA, 2000). Another strategy 

proposed by the participants to deal with the challenges they face connecting teacher 

development to the knowledge economy is to involve the DBE to provide further support 

and motivation to the teachers. They explained this as follows: 

Through trying to liaise with the circuits for assistance, but we just request but, in 

many instances, we don’t get that provision from those offices. (Principal A) 

[The] department should give teachers bursaries to further their studies. This will 

encourage them. The social welfare should have a session with teachers at least 

once a year to address the issue of unnecessary debts. Salaries of teachers be 

increased. (Principal B) 

The department should get a resource person and motivational speaker for the 

teachers to make them understand why they became teachers because most of 

them joined teaching because they were frustrated by their first choices of 

profession … they should be motivated and encouraged to take teaching seriously. 

(Principal D) 

I think teacher development programmes should also focus on encouraging 

teachers to further their qualifications by promising them increment on their salaries. 

(Principal E) 
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CPTD programmes must be directly linked to what is happening at schools. They 

must be ongoing. They must provide value for money. (Principal F) 

The department must provide more programmes which can be done online … the 

department should support us on that. (Principal G) 

Make sure that these teacher development programmes do not affect the day-to-

day running of the school … inform them three months in advance and make sure 

that we organise workshops over the school holidays so that they will not interrupt 

the day-to-day running of the school. (Principal H) 

For challenges above my expertise, I invite professionals to come and address 

them. (Principal I) 

I wish that the department should at any moment when they are calling teachers to 

a workshop or any developmental programme, they should have some form of 

motivation, maybe say in the form of issuing out certificates to recognise that they 

have attended, not just been there so that each and every educator can produce to 

say I have attended … attendance certificates to motivate others who do not want 

to attend and that even in future when they want to apply, they [will] be in the position 

to be able to include all those documentary proofs in the applications. (Principal J) 

The participants believed that the education department is obliged to support their efforts 

in CPTD programmes. Although they use their own strategies as far as possible to 

address challenges in teacher development, they need the education department to do 

its work motivating teachers to view CPTD as something that can directly benefit teachers 

and build their confidence. 

5.4.5 Theme 5: Proposing a teacher development model to connect continuing 
professional teacher development to the knowledge economy 

The principals were concerned about the contemporary teacher development 

programmes because the programmes are either not well developed or the DBE is not 

fulfilling its role to orientate educational leaders about them. Every policy from the national 

education department should be advocated down to the schools for implementation. The 
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participants’ suggestions showed that the contemporary teacher development model 

must be reviewed. The positive components of the model must be kept and the 

components with which the principals are unhappy should be improved. The subthemes 

that emerged under this theme are contemporary teacher development model, 

developmental training workshops, supply of resources, incentives and motivation, and 

support to all education workers. 

5.4.5.1 Sub-theme 1: The contemporary teacher development model 

All the schools are involved in the implementation of QMS and CPTD programmes as 

national policies for teacher development. QMS’ purpose is to appraise teachers to 

identify strengths and weaknesses for each teacher to develop their own personal 

development plan. The personal development plan belongs to the SACE’s CPTD 

activities. The principals had different views about the effectiveness of the contemporary 

teacher development programmes. The following suggestions shed light on how they 

proposed the model can be shaped. 

For example, during lock-down teaching was supposed to continue through 

programs such as Teams and WhatsApp, but that was not happening because 

teachers are still behind in terms of the use of technology. That’s [not] how teacher 

development is supposed to be. (Principal A) 

Appraisal scores of teachers [must] be linked with their subject performance. 

(Principal B) 

The much paperwork should be reduced because it is time consuming. (Principal C) 

CPTD should start with the interest of the teacher [motivation] … Again, the points 

accumulated through CPTD should benefit teacher in one way or the other, in 

monetary status or for promotional purposes. Teachers are losing the interest 

because they accumulate the points, but they do not benefit them. (Principal D) 

QMS as a new instrument, has a lot of paperwork in terms of classroom observation 

[and] most schools will just do it for the sake of complying and not for the purpose. 

(Principal D) 
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Teacher development programmes should also focus on encouraging teachers to 

further their qualifications by promising them increment on their salaries. Also, the 

programmes should not involve lot of paperwork because teaching itself has 

paperwork. (Principal E) 

CPTD programmes must be directly linked to what is practically happening at 

schools. They must provide value for money. (Principal F) 

The department must provide more programmes which can be done online. 

(Principal G) 

It is also overloading the teachers with more paperwork. I propose that the 

programme be conducted online. (Principal I) 

According to these comments, the participants are concerned about how the programmes 

are conducted and wished for a change. The issue of a lot of paperwork was repeated by 

several principals. The findings showed that presently teachers are not motivated to 

participate. Principal D believed most teachers are just doing the activities for the sake of 

compliance, which means they do not reap benefits. Most teachers are involved only 

because of the extrinsic motivation of fear, as pointed out in the theoretical framework. 

5.4.5.2 Sub-theme 2: Departmental training workshops 

The DBE has an obligation (RSA, 1996a; RSA, 1996b; RSA, 2000) to issue policies for 

the employment of teachers and for their CPD. The policies should clearly stipulate how 

they should be appraised, and how their development programmes are planned. During 

the implementation of CPTD programmes, the principals experience some challenges. 

The aim of this study was to examine those challenges and how the principals understand 

them in their social settings. The participants made the following comments: 

It becomes difficult to reach the workshop venues … Circuits should bring 

workshops closer to the schools because we have a challenge of distance. (Principal 

A) 
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We have so many teacher development workshops that we might end up developing 

teacher throughout the year, forgetting that the main purpose of teachers is to teach. 

These many workshops which are organised by the department give a challenge to 

our planning. Some of the workshops are not planned, we just receive a circular that 

there is a workshop the following week and the teacher did not plan for that, so it 

affects our planning … most of the workshops need cash, and we have a challenge 

of cashflow being a no-fee school. (Principal H) 

It [departmental teacher development] is not appropriate as it consumes the 

teaching time. (Principal I) 

The principals’ perspectives showed that the timing of the departmental programmes is 

disturbing because them because it seems the department is unaware that they as school 

leaders have their own programmes or plans. Their concerns show that a sustainable 

communication channel should be developed between principals and the DBE. The two 

parties seem to be operating in isolation. 

5.4.5.3 Sub-theme 3: Supply of resources 

Resources are crucial for schools to operate well and to produce results according to their 

mission statements. Bernstein and Batchelor (2022) assert that schools are supposed to 

be supplied with resources to enable them to achieve their objectives. According to the 

NEPA (RSA, 1996a), the Minister of Education is obliged by legislation to ensure schools 

are resourced on an equitable basis. The participants raised the following concerns: 

Our school does not have enough resources…. modern, one overhead projector 

and a laptop … resources are limited in the school and some of them are beginning 

to purchase some tools for themselves s… lacking enough material if we can try to 

offer our own training in the school. (Principal A) 

We have one laptop and one [data] projector. They are not enough… in most cases 

we try to create fundraising opportunities. (Principal C) 
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Teachers should also be supplied with gadgets so that they can use them to develop 

themselves for capacity-building so that development becomes compulsory. 

(Principal D) 

The department does not supply schools with the new technology for teachers to 

use. I usually encourage the SGB [school governing body] to budget for such 

technology resources instead of waiting for the department. (Principal E) 

Availability of skilled teachers in the field of technology is a huge problem. Shortage 

of physical resources, classrooms, and equipment aggravates the whole situation. 

(Principal F) 

I would say even though our school does not use that much of technology, but what 

is available teachers are more willing because they are aware that we are 

approaching an era where technology will be taking most of the activities in the 

classroom. (Principal J) 

Most principals’ concern was that there is a tremendous shortage of technological devices 

in their schools. Their responses show that they want to implement departmental 

programmes but they struggle without the necessary resources. 

5.4.5.4 Sub-theme 4: Incentives and motivation 

Motivation is one of the crucial components of the SLT that impacts learning. Motivation 

affects learning extrinsically and intrinsically, and both have significant implications on 

learning and teaching (Schunk & DiBenedetto, 2020; Cherry, 2022). In other words, both 

teachers and learners need motivation. Conducive circumstance encourages intrinsic 

motivation, and authorities are responsible for external motivation. When the two types of 

motivation are combined, they lead to a successful education system. 

This sub-theme holds that the principals had ideas how the DBE can motivate teachers 

through incentives. The following responses show that they believe motivation is the main 

driver for teacher development. 
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Department should give teachers bursaries to further their studies, this will 

encourage them … salaries of teachers be increased. (Principal B) 

The department should get a resource person and motivational speaker for the 

teachers to make them understand why they became teachers … most of them were 

frustrated by their first choice of profession. Teaching was their third priority and had 

to do PGCE [Post Graduate Certificate in Education] to make them teachers. They 

should be motivated and encouraged to take teaching seriously. (Principal D) 

Teacher development programmes should also focus on encouraging teachers to 

further their qualifications by promising them increment on their salaries. 

(Principal E) 

They [department] must give them appreciation in the form of certificates as they 

progress in their development. (Principal G) 

They [teachers] are spending a lot in terms of developing themselves while the 

department is not recognising the amount of time and money that they have spent. 

They are just been given a once-off incentive and their notches are not increased 

as per their qualifications that they have achieved. That is one of the reasons why 

teachers lack motivation to register and develop themselves. I wish that the 

department should at any moment when they are calling teachers to a workshop or 

any developmental programme they should have some form of motivation … in the 

form of issuing certificates to recognise that they have attended … just attendance 

certificates to motivate others who do not want to attend. (Principal J) 

The perspectives of these principals propose that incentives should be included in the 

teacher development model to reinforce it. They emphasised that incentives for 

participation in teacher development activities would be a significant move to make CPTD 

an effective programme. 

5.4.5.5 Sub-theme 5: Support to principals and teachers 

In schools, the principals’ support to teachers is of paramount importance because it 

relates positively to teachers’ psychological needs, satisfaction, and work engagement 
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(Rothman & Fouche, 2018). Research show that school principals’ responsibilities are to 

deliver social assistance to their teaching staff, and the support teachers receive from 

principals establish structured and supportive workplaces (Maas, Schoch, Scholz, 

Rockow, Schuler, Wegner, & Keller, 2022). 

Similarly, research shows that as the role of principals has grown and expanded in 

complexity over the years, new duties and roles have added to their range of 

responsibilities, and they are demanding further training opportunities, special time, and 

more technological resources to deal with the challenges (Barkhauser, Pierson, Gates & 

Hamilton, 2012; Scheerens, 2012). 

The participants raised their concerns as proposals for the extra support they need. They 

are aware that their responsibility is to support teachers and reinforce education activities 

in their schools. Furthermore, teachers expect the same support from them in the social 

context. The made the following suggestions: 

We need to outsource to get a relevant person with expertise to come to our remote 

schools to assist teachers in developing particular skills, but such people are not 

available in the department. (Principal A) 

The [Department of] Social Welfare should have a session with teachers at least 

once a year to address the issue of unnecessary debts [of teachers]. (Principal B) 

We are understaffed. As a principal I find myself being a Jack of all trades because 

I have to teach some subjects and at the same time be an administration clerk 

because our province [Limpopo] does not provide admin clerks to the schools. 

(Principal C) 

The department should assist in funding. (Principal D) 

As a Quintile 1 school as we are, and mainly as a combined school, starting from 

Grade R to Grade 12, needs are huge, financial constraints are limiting our initiatives 

and efforts to expand our teacher development needs. (Principal F) 
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I think at school we are trying our best, but it lacks at the department’s side. 

(Principal G) 

For challenges above my expertise, I invite professionals to come and address 

them. (Principal I) 

Principal F was concerned about the separation of his school into primary and secondary 

schools. He wished that the department could support this issue as speedily as possible. 

The support needed by Principal H was that after converting their school into a technical 

high school, the department was supposed to support them with resources as they 

continued to be a no-fee school. 

5.5 NON-PARTICIPANT OBSERVATION 

The researcher supplemented the data collected through interviews with observation of 

relevant aspects in all the participants’ schools. The schools were named with the letters 

A to J to hide the real names and ensure anonymity. This data generation tool focused 

on the general appearance of the schools because the philosophical elements of this 

study indicated that perspectives about reality are affected by the environment in which 

reality takes place. 

The aspects the researcher focused on were divided into three categories. Category A 

looked at the physical appearance of the school, and elements in this category were the 

buildings of the school, the library, the science laboratory, and enough accommodation. 

Category B included the availability of technological tools, such as laptops, data 

projectors, white boards, interactive boards, chalkboards, Wi-Fi connectivity, and any 

other devices. Category C comprise the general comments to conclude whether the 

observation qualifies that the school is well supported by the education authorities. Nine 

of the selected schools are Quintile 1 and not supposed to charge any fees, and only one 

of schools is a Quintile 3 school, which can charge some school fees. After being given 

permission by the principals, the researcher started with the observation activity by 

walking through the yard and taking note of the buildings using an observation sheet. 

Some principals accompanied the researcher while others allowed him to observe alone 
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and promised to explain wherever necessary. The findings of the non-participant 

observation are presented in Table 5.4 and discussed in detail in Chapter 6. 

Table 5.4 Non-participant observation 

A: Physical appearance 
Aspects observed Availability and Comments 

Buildings (library, science 
laboratory, enough accommodation, 
etc.) 

School A only has a few buildings, and they appear good but have 
signs that they were maintained long time ago. There is neither a 
science laboratory nor a library. Accommodation is not enough for 
the learners. 
School B was moved to new premises a year ago because their old 
buildings collapsed. There are enough classrooms, but the 
surroundings are not maintained. The school does not have a 
building specifically for science or a library. 
Schools C and J look like old cottages and appear neglected. Even 
if learners are not overcrowded, the surroundings are not 
conditionally favourable for teaching and learning. 
Schools D, E, and G look better than others, although none of them 
has a library or science laboratory. 
School F has few buildings, especially looking at the enrolment and 
it being a combined school. Learners appeared overcrowded, and 
there is no building for special purposes. 
School H is a big school with enough classrooms. There is a 
science laboratory but no library. 
School I is accommodated in a former college of education and has 
enough classrooms no functional science laboratory or a library. 

B: Technological tools 
Aspects observed Availability and Comments 

Laptops 

Schools A, C, and J have only one laptop for administration 
purposes. 
School G has one laptop for administration and one for other 
purposes. 
Schools B, D, E, and F each has two administration laptops and 
two extra ones used by the HoDs. 
School H has more than 10 laptops, and School I had six, two for 
administration and four used by the School Management Team.  

Data Projectors 

Schools A, B, D, E, F, and G have one data projector each, and 
School I has two. 
Unfortunately, Schools C and J do not have any. 
School H has five. 

White boards 

Schools D, E, and G have three white boards each. 
There is no white board in Schools A, B, C, F, and J. 
School H had most of their classrooms fitted with white boards 
recently after it was converted into a maths, science, and 
technology school. 

Interactive boards No school has an interactive board. 

Chalkboards 

Schools A–G, I, and J depend on chalkboards for teaching and 
learning. 
Only School H has one interactive board that was recently 
delivered and not used as it was incomplete. 

Network connectivity Schools A, B, F, and J has limited network connectivity, and School 
A has problems with ordinary cellular network coverage. 
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Schools C and J do not have any reliable internet connection. 
Schools D, E, G, H, and I have a better network connectivity. 
Only Schools E and H have the network connection extended to the 
classrooms. 

Any other technological devices No other technological devices are available in the schools. 
C: General comments (Does the school appear well supported?) 

Schools A, B, and F appear not well supported. Schools C and J appear neglected. The remaining schools 
are better but none are great. 

5.6 DOCUMENT ANALYSIS 

Several documents were requested from the principals to supplement the interview data. 

Data were generated from the schools’ QMS files, a few individual teachers’ QMS files, 

minute books for school development workshops, the schools’ post establishment, 

learner-teacher support material registers, and asset registers. 

5.6.1 Schools’ quality management system files 

All 10 schools had QMS files because they are obliged to submit them to their circuit 

offices twice a year after the mid-year appraisal and the annual appraisal. Each file is 

supposed to have copies of the teachers’ completed appraisal instruments, of their 

composite score sheets, and of the schools’ summary score sheet consisting of all 

teachers’ scores, appraisal timetables, snapshots of teachers’ performance per range of 

scores, mid-year or annual certificate to indicate that teachers on the lists were appraised 

for the period, and a year programme for the implementation of QMS. The schools 

complied with this requirement, but in a few schools (Schools A, G, I, and J), there was 

evidence that the principal had to make several corrections before the file was approved. 

This finding partially satisfied the requirement of whether QMS is properly implemented 

in schools. QMS implementation is linked to CPTD because it is responsible for teacher 

appraisal. When teachers are appraised for performance, some weak performance 

standards are identified and are subjected to CPTD for development. QMS forms the 

basis for professional development. 

5.6.2 Individual teachers’ quality management system files 

Under normal circumstances, each teacher is supposed to have a file containing all the 

documentation or copies of appraisal sheets for record purposes. Such a file should have, 
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among other things, the personal development plan document indicating the plans for 

development activities. Most schools were not keeping QMS files for teachers, and only 

Schools D, F, G, H, and J had evidence of keeping such files. However, the personal 

development plan document could not be located in those files. Other schools claimed 

that those files are with the teachers, but there was no evidence for these claims. Schools 

A and B showed some loose documents that they claimed belonged to the teachers, but 

they did not explain why only a few were kept in principals’ offices. The findings showed 

that the schools are only interested in the QMS implementation for the purposes of the 

annual requested submission. The researcher believes that it is because, firstly, the 

education authorities need regular submissions and the files are moderated for 

correctness and compliance at circuit and district levels, and secondly, QMS submissions 

are remunerated with a 1.5% monetary value to the salaries of teachers. Teachers’ files 

are used to keep records of the teacher’s development process activities. As indicated 

above, development starts with the appraisal of the teacher, and therefore, the files 

remain crucial documents that can prove that there is CPTD in the school. 

5.6.3 Minute books or attendance registers for school development workshops 

Not one of the nine schools have records of local professional development workshops. 

Only School F had evidence of several attendance registers that were labelled with the 

names of workshops on topics that qualified as development activities. Although Schools 

A, B, D, G, and H claimed to be conducting school workshops for teachers, there was no 

evidence of it. This means that professional development activities are not done in the 

proper manner even when the principals claim they are being done. 

5.6.4 The schools’ post establishment 

Every school had a post establishment neatly filed among important documents. This 

document indicates the school’s enrolment figures, subjects offered, and how teachers 

are allocated to each school according to the provincial ratio. Primary schools receive 

teachers’ posts at a ratio of 1:35, and the ratio of secondary schools is 1:33. Schools B, 

C, F, and J have low enrolments according to the documents. The low numbers 

disadvantage them because they receive few posts. The challenge is that the national 
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curriculum has a fixed number of subjects that must be offered from the Foundation Phase 

to the Senior Phase, and the few allocated teachers become overloaded. Schools C and 

J were the most overloaded due to their teacher allocation. The other schools were better, 

but still overloaded because of the subjects being offered. It was worst in School F, a 

combined school, in the Intermediate Phase where each classroom had 65–105 students. 

Grade 7 had 70 learners, and those learners were crammed into one classroom. The 

challenge is that more teachers are necessary to split the classrooms. The researcher 

found that teachers are not fairly allocated to schools as teachers in smaller schools are 

overloaded and the classrooms overcrowded. Smaller schools are obliged to do what is 

referred to as multigrade teaching, which is when several grades attend in one classroom, 

and the teacher has to strategize to offer integrated tuition to them. 

5.6.5 Learner-teacher support material registers 

The learning and teaching support materials register is a document that is used to register 

all textbooks delivered by the education department, and is used by the education 

authorities to track whether deliveries were made to the school, and by the school to 

maintain their learner-teacher support material policy on textbooks supply and retrieval. 

In Schools A, C, I, and J, the principals produced only loose papers with records of 

delivered textbooks. They claimed that there are teachers who work with textbooks and 

the records might be with them. Schools B, D, and E had the registers but there was no 

consistency in how they were used. It seemed that they were not regularly updated. In 

Schools F, G, and H, the researcher could access the registers with complete information. 

The general finding is that either there is no proper supply of learner-teacher support 

material to schools, or the supplier, who is the DBE, does not check whether schools 

have indeed received the materials. That could have obliged every school to keep copies 

and make them available for any monitors who might visit the school to check. Random 

checks ensure schools have their prepared documents ready, but if schools are seldom 

checked, they do not bother to prepare them. 
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5.6.6 Asset registers 

An asset register is one of the important management documents that contains a list of 

assets purchased by the school. The register should be updated each time the school 

purchases a device. None of the 10 schools could produce an updated asset register, 

which indicates that assets are not managed effectively. The registers are there but not 

updated. The researcher could not use them to look at available or old assets. 

5.7 SUMMARY OF THE CHAPTER 

Chapter 5 presented the data analysis and findings of the study. The data that were 

collected using interviews were categorised into patterns that were developed into 

themes. Direct quotations from the participants were used to validate the findings. 

Supplementary data obtained through observation and document analysis were also 

presented. Chapter 6 presents the discussion of the research findings and relates them 

to the theoretical framework that was discussed in Chapter 2 and the literature review 

presented in Chapter 3. 
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CHAPTER 6 
DISCUSSION OF THE RESEARCH FINDINGS 

6.1 INTRODUCTION 

The research findings were presented in Chapter 5. The findings emanated from the 

thematic analysis of the generated data. The findings were supported with direct quotes 

from the interview responses of the participants. This chapter discusses the findings 

presented in the previous chapter. The discussion also covers the extent to which the 

findings are consistent with literature or not supported. The theoretical framework that 

underpins the study is also compared with the findings for consistency. The discussion of 

the findings follows the objectives of the secondary research questions. In conclusion, the 

study introduces a model that the researcher believes can be adopted to connect CPTD 

to the knowledge economy. Chapter 7 discusses the proposed model in detail. 

6.2 THE RESEARCH OBJECTIVES AND QUESTIONS 

The main objective of the inquiry was to explore South African school principals’ 

perspectives on CPTD for the knowledge economy. The study was guided by the 

following research question: 

• What are South African school principals’ perspectives on CPTD for the knowledge 

economy? 

The following secondary research questions guided the study: 

• What are South African school principals’ views on contemporary teacher 

development programmes? 

• How do South African school principals connect teacher development to the 

knowledge economy? 

• What challenges do South African school principals face in connecting teacher 

development to the knowledge economy? 

• How can the challenges that South African school principals face in connecting 

teacher development to the knowledge economy be addressed? 
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• Which teacher development model can be adopted to connect the CPTD to the 

knowledge economy? 

6.3 DISCUSSION OF FINDINGS 

The aim of discussing the research findings is to address the preceding research 

questions. The discussion of research findings was assisted by literature that relates to 

the research topic. When presenting the discussion of the themes, reference is often 

made to the reviewed literature to confirm or disapprove the findings. The findings of the 

study revolved around the following topics: (1) South African school principals’ views on 

contemporary teacher development programmes; (2) South African school principals 

connecting teacher development to the knowledge economy; (3) the challenges faced by 

the South African school principals to connect teacher development to the knowledge 

economy; (4) addressing the challenges faced by South African school principals to 

connecting teacher development to the knowledge economy; and (5) proposing a teacher 

development model to connect CPTD to the knowledge economy. This chapter presents 

the findings using the above topics as themes. 

6.3.1 South African school principals’ views on contemporary teacher 
development programmes 

The study aimed to examine South African school principals’ views on contemporary 

teacher development programmes. The subthemes that were drawn from the theme are 

a description of teacher development programmes; perceived advantages of teacher 

development programmes; and suggestions for teacher development exercises. These 

subthemes are discussed in this section. 

Through the semi-structured interviews, the school principals described the current 

teacher development programmes as good, very good, and of paramount importance. All 

the participants indicated that the development tasks encourage CPD to update teachers 

about the dynamic changes in the teaching occupation. Literature (Hargreaves & Fullan, 

1992; Leithwood, 1992; Darling-Hammond, 1994; Evans, 2002) supports the finding by 

maintaining that teacher development is an important process that involves specific 
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developments through on-duty training activities or staff advancement exercises and is 

purposeful with instructional programmes to improve the proficiency of the teaching 

community. Keiny (1994) describes teacher development as a process through which 

professional growth is realised. 

The participants shared sentiments that all teachers should participate in teacher 

development programmes because they are regularly updated about the changes in their 

profession and those pertaining to teaching skills. The findings are consistent with how 

Schwille and Dembele (2007), Mishra and Koehler (2006), and Kumar and Azad (2016) 

define teacher development, calling it a programme that gives teachers the opportunity 

to reflect on their practices, gain knowledge and skills, and in turn, produce effective 

learners. Alternatively, Tanzania’s Ministry of Education and Culture (1995) and Ministry 

of Education and Vocational Training (2008) assert that CPTD exposes teachers to new 

methodologies and keep them abreast of new developments in teaching. In other words, 

teachers are exposed to new methods and strategies that advanced colleagues are 

implementing for the benefit of their learners and schools. 

Secondly, the participants reported about the perceived advantages of the current teacher 

development programmes. They indicated that the training activities help keep teachers 

well informed about their profession in subject understanding and teaching skills. 

Consistently, Mishra and Koehler (2006) point out that PTD allows teachers to develop 

three areas of teaching, namely content knowledge, pedagogical skills, and technological 

skills. The finding is further supported by Darling-Hammond’s (1994) statement that the 

advantages of teacher development is a process of expanding professional teachers’ 

knowledge base, and that by participating in PLCs, teachers share knowledge and 

deepen their practices for teaching as they are exposed to new structures and 

approaches. Similarly, Evans (2002) indicates that teacher development is fundamental 

as teachers get opportunities to restructure their teaching knowledge throughout the 

process because it is endless. Hargreaves and Fullan (1992) add that teachers use 

teacher enrichment opportunities to gain knowledge and insight about new developments. 

The participants further indicated that teachers should be self-motivated, so they realise 

their own information gap and participate in activities to close the gaps. The finding is 
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supported by research. Tschannen-Moran et al. (1998) posit that teachers should first do 

self-introspection and self-reflection and further be self-motivated to successfully and 

enthusiastically engage in teacher development. Jasper (2003), Driscoll (2007), and 

Angus-Cole (2021) maintain that self-reflection is a fundamental element in teacher 

development. The finding that teachers are identifying their own development activities is 

supported by the SACE Act (RSA, 2000) that sets forth that development activities are 

classified into three categories, and one category is teacher-initiated activities. According 

to the participants, teacher development activities are the vehicle that transports 

perpetual learning in teaching staff. The teachers themselves initiate their development 

activities, and the school and other education authorities intervene to support and offer 

resources to facilitate those initiatives. In Hong Kong, school management has the 

responsibility to orientate teachers on teacher development activities and offer them time 

to participate in those activities (EDB, 2020). 

The other perceived advantage of teacher development is that teachers get opportunities 

to interact with other professionals to acquire new skills. This concurs with the 

assumptions of SLT about learning together, maintaining that individuals learn by 

observing good models within themselves (Bandura, 2004; Postholm, 2012). Coe et al. 

(2020) hold that teachers develop their teaching practices when they collaborate with 

colleagues in PLCs where they share good practices and resources, either physically or 

online. Teachers also feel motivated when they see that what they thought was 

challenging is done without much effort by colleagues. These modelling processes raise 

their self-efficacy levels. 

The third aspect referred to suggestions about contemporary teacher development 

programmes. Participants were happy about the development ventures, but they believed 

that there are several things that should be added or modified to make the activities more 

efficient and effective. Principals believed that the recent programmes that have been 

initiated by the DoE should accommodate local arrangements for professional 

development. In other words, teachers should also get opportunities to participate in 

internal activities aimed at enhancing pedagogical skills and subject content knowledge. 

They believed that teachers do better when they start learning to improve the things they 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



200 

work with daily. Teachers are often challenged when their development begins with 

foreign study materials that they encounter in external departmental workshops. The 

assumptions of the SLT presume that the self-efficacy certainties of individuals can be 

affected by previous and current negative or positive experiences, and that self-efficacy 

is enhanced by intrinsic motivation when an individual starts with an interesting activity 

before moving on to more complex activities (Bandura, 2004). The finding concurs with 

the findings of Coe (1998) and Worth and van den Brande (2020) that there is increased 

teacher motivation when teachers see themselves improving the situations they work in 

daily. They maintain that this also leads to job satisfaction and retention. The principals 

were worried because most of the departmental development activities are not planned 

and they frequently interfere with the principals’ own plans. The departmental activities 

usually supersede those of the schools because they are the higher authority. 

The participants further suggested that the professional development programmes should 

not only award teachers with development points but that the points should benefit them 

in the form of money or assist them for promotion purposes. The principals raised the 

complaint that teachers are worried that they accumulate points and there is no indication 

of how the points will benefit them. Richardson and Watt (2010) hold that awards and 

incentives play a significant role in extrinsic motivation to facilitate the participation of 

teachers in school activities and to retain them in the profession. 

Furthermore, the principals suggested that the department should send them their year 

plan for teacher development activities so schools can plan their own activities and avoid 

the inconveniences of having to drop their plans to attend the impromptu ones of the DoE. 

In Hong Kong, the CPTD policy is issued in advance and schools know what they are 

expected to do concerning new teachers, serving teachers, and those wishing to train for 

promotional purposes (EDB, 2020). The finding is also inconsistent with the NEPA (RSA, 

1996a), which stipulate that the National Minister of Education should announce the 

policies for appraisal and teacher development to schools in good time to allow smooth 

implementation. 
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6.3.2 South African school principals connecting teacher development to the 
knowledge economy 

The study’s second objective focused on examining how South African school principals 

connect teacher development to the knowledge economy. The theme was further divided 

into four subthemes, namely the development of human capital, innovation, effects of 

organisational dynamics, and use of technology. 

All participants shared similar views about how human capital is developed in their 

schools. They maintained that it is central for the teaching staff to attain the required 

knowledge, proficiency, and experience to be effective and efficient. The only way in 

which teachers can enhance their skills is by participating in internal and external 

activities. Internal activities refer to school-organised workshops, and external ones are 

planned by the DoE. The view is consistent Serdyukov’s (2017) assertion that education 

is dynamic, and that it remains the responsibility of teachers to move on with the changes 

by developing their knowledge and skills by participating in existing teacher development 

activities. The finding is supported by Mishra and Koehler (2006) and Kumar and Azad 

(2016) who posit that specialised teacher improvement activities increase teachers’ 

content knowledge, teaching skills, and technological usage awareness. The principals 

stated that they advise teachers to use every available opportunity to ensure they obtain 

the necessary expertise.  Moorhead (2014) contends that professionalism’s interest is to 

serve the public interest and to make themselves available to others.  Public service 

means keeping abreast with their present needs.  One can only know the public’s present 

needs by updating knowledge through training and exposure to information material. 

The principals believed educational leaders should organise developmental workshops 

to supplement those arranged by the education department. Most participants encourage 

their teachers not only to participate in their own development activities but also to attend 

every departmental workshop because they trust that the department knows better about 

what teachers are supposed to do in schools. The NEPA (RSA, 1996a) supports this 

finding and provides that the DoE is accountable for curriculum provisioning and the 

development of teachers to implement the curriculum. The department decides on a 

national curriculum policy and the core subjects for each grade. Teachers are allocated 
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to schools according to their specialisation and the curricular needs. Those teachers are 

then exposed to a series of development workshops to orientate them about the 

curriculum. The department is also responsible for the perennial development of teachers, 

so they do not lose focus of the curriculum and the mission of the department. 

Furthermore, participants also maintained that teachers should be encouraged to enrol 

for educational courses with institutions of higher learning to augment their subject 

content apprehension and pedagogical commands in their subjects. This view is 

consistent with Kenton’s (2023) statement that the success of every organisation depends 

on its human capital because knowledgeable workers produce marketable products. 

Organisations should encourage and motivate their employees to improve their 

qualifications because the institution’s human capital is directly proportional to its 

economic success. The suggestions also concur with Section 2 of the Teacher Summit 

(ELRC, 2009), which hold that it is imperative to ameliorate the superiority of teacher 

education and development in the national education system. Quality teachers possess 

enough knowledge and know how to use their teaching skills for the benefit of their 

learners. 

The participants reported that they always encourage teachers to be innovative and 

creative so their progress and that of their learners are not delayed by the late arrival of 

learner-teacher support material. Instead of waiting for the departmental supply of 

textbooks, teachers are encouraged to use the available technology to source information 

from the internet and improvise. Teachers are also advised to liaise with neighbouring 

schools for surplus of materials. Mithans and Grmeck (2020) support this finding by 

maintaining that the use of textbooks is not the only option for teachers because learners 

become bored. These authors suggest that teachers should use textbooks in a creative 

manner to bring something interesting to their presentations. Most learners can read for 

themselves, and they get bored when the teacher repeat what they read for themselves 

instead of explaining the information in different and interesting ways. 

The participants raised their concerns that the provincial DoE has a tendency to deliver 

the necessary learner-teacher support material late, which is why they encourage 

teachers to use what is available and modify it into something useful for the classroom. 
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They explained the frustration of teachers under those circumstances and indicated that 

a shortage of materials causes confusion and stress among teachers. According to the 

principals, some teachers have lost faith in the department and started rejecting circulars 

inviting them to workshops. This supports Chisholm’s (2013) finding that corruption in the 

supply of textbooks in Limpopo province leads to learners and teachers receiving books 

late in the year or not receiving any books. 

The principals believed that innovative teachers search for information on their own and 

then use it in their classrooms to supplement what is available. These views concur with 

the idea that innovation means renewing or updating a product by applying new 

techniques or ideas so a new value is created in the system (Evans & Leppmann, 1970). 

Innovation is maintained when staff members are encouraged and given opportunities to 

renew or update what is available. It is also supported by Serdyukov’s (2017) statement 

that innovation increases instructional capacity, effectiveness, and institutional 

productivity. Serdyukov’s example of innovation supports the views of the participants 

when he maintains that innovation occurs when new technology is introduced in the 

classroom to create a situation in which learners experience the real world. These findings 

concur with that of Redding et al. (2013), who maintain that innovation is the successful 

use of an existing device to solve another problem. 

Further crucial responses about innovation were reported in relation to the motivation of 

innovative staff members. The principals motivate their individual teachers for every 

innovative activity. Chen (2022) poses several things to be done to improve employee 

motivation.  According to Chen, principals should first create a positive work environment 

which is supportive and inclusive.  Next, principals should recognise and reward 

achievements and accomplishments.  They should also delegate challenging duties to 

reveal skills talents, and interests among teachers.  Encouraging teamwork and 

collaboration follows as strategy to create platforms for knowledge sharing.  The fifth 

strategy is to establish a balanced work distribution to avoid unnecessary workloads on 

few individuals.  Lastly and most crucial, Chen argues that motivation strategies which 

are not enduringly monitored, measured and reviewed are likely going to collapse. 
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One principal revealed that they encourage their teachers to be innovative and always 

find new alternative ways of doing the same thing, and that they reward such innovative 

practices from individual teachers. They even publish new ideas for others to implement 

in their classrooms if the ideas are relevant and authentic. New teaching strategies or 

creative classroom arrangements that positively affect teaching and learning are 

appreciated, officially reported, and adopted as a form of extrinsic motivation. Principals 

also strife to supply teachers with available resources such as free Wi-Fi and extra 

textbooks because they believe that such resources help teachers to broaden their minds, 

be innovative, and bring new things into their classrooms. The finding is consistent with 

Okongo et al.’s (2015) assertion that principals are supposed to establish opportunities 

for teachers to access more resources and materials for their daily duties.  

The researcher discovered that participants have experienced various organisational 

dynamics in their schools during the previous years, which was mostly because of how 

the Limpopo DoE allocate teachers to schools. Small schools are disadvantaged as they 

always get a small number of teachers and must cope with the same national curriculum 

subjects. When enrolment drops, teachers are quickly transferred to other schools, which 

leaves fewer teachers to cope with the same number of subjects. Participants raised their 

concerns about some teachers who resisted changes and who became emotional when 

they were supposed to be flexible during organisational and cultural changes. When given 

extra work, some teachers regard it as bullying. This finding is supported by De Wet and 

Jacobs (2013), who discovered that in some instances of reported bullying, teachers were 

revolting against extra work, which means teachers think that their seniors are bullying 

them when they give them extra work because of the shortage of teachers in their schools. 

However, it was evident in the responses, that most teachers use the organisational 

changes to their developmental advantage. The principals cited instances when lower 

enrolment resulted in a bigger workload for the limited personnel allocated to the school. 

Most teachers used this as an advantage to develop the skills to teach new subjects. In 

one school, the principal indicated that some teachers even volunteered to take new 

subjects about which they had basic knowledge because they wanted to explore other 

fields of knowledge, and they enjoyed the new subjects more than their main subjects. 
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Some junior teachers also acquired management skills when they got opportunities to act 

in senior positions when management posts were lost. The finding is consistent with 

Khan, Khan and Turi’s (2019) statement that some teacher workloads become important 

opportunities for development. 

Although developing skills in subjects that are not teachers’ field of specialisation goes 

against the Teacher Summit (2009), which maintains that teachers should strengthen 

content knowledge in the subjects of their specialisation, the participants regarded it as a 

positive move towards teacher development. The principals argued that these teachers 

are developing new skills and broadening their knowledge. The participants’ views concur 

with the view that when individuals acquire new knowledge, it contributes to the 

knowledge economy because the more teachers search for knowledge in the new fields, 

the more they strengthen the school’s knowledge base, which is human capital (IBRD, 

2007). 

In the fourth sub-theme, the participants raised concerns about the shortage of 

technological resources in their schools. Only two principals reported to be better 

equipped than others in the district. Besides the challenges, the principals maintained 

that the use of technology is enforceable because of its significance for teacher 

professional development. They all encourage their teachers to use any available 

technological device to their advantage. One principal indicated that he encourages his 

teachers to use their smartphones in the place of laptops to prepare lessons; this is an 

example of innovative practices. This is consistent with Zhang’s (2022) assertion that the 

use of technology provides teachers with extensive access to a variety of learning 

material, which contributes to professional development. According to the World Bank 

(2022), schools should be supplied with new technological devices because the use of 

ICT can persuade teachers to improvise and revamp their classroom practices to broaden 

learning. 

The participants shared the view that teachers should be strongly encouraged to use 

available technology. Most of the schools the researcher visited had only one computer 

and one data projector. The principals of those schools encourage teachers to teach one 

another on how to use these tools to prepare and present lessons because all teachers 
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should be prepared for the technology based.  Fourth Industrial Revolution. On the same 

note, other participants reported that they encourage teachers to learn to use the 

Microsoft office software in their smartphones for lesson presentations. Bandura (2004) 

supports this finding by maintaining that good-behaving individuals become models from 

which other individuals learn by observing, which means that teachers who implement 

ideas to use technology encourage others to copy their practices. 

The principals complained that the DoE does not fulfil its responsibility of providing all 

schools with enough technological resources on an equitable basis. The availability of 

such resources, according to these principals, will not only help learners see the real 

world in their classroom but will also motivate and encourage teachers to engage in CPTD 

activities. This view supports the explanation that the unequal opportunities caused by 

apartheid in South African schools has not yet been dismantled (Dube-Londt, 2023. 

Therefore, teachers in rural disadvantaged areas are less motivated to teach because 

they cannot afford to bring authenticity into their classrooms. The current researcher is 

therefore certain that it is vital that teachers be equipped with technological resources 

and the knowledge to use them as part of their specialising skills improvement; this is 

also supported by Chisholm (2013). 

6.3.3 The challenges that South African school principals face connecting 
teacher development to the knowledge economy 

The objective of this inquiry was to investigate the challenges that South African school 

principals face connecting teacher development to the knowledge economy. The theme 

was subdivided into four subthemes: Reluctance to learn, timing and paperwork, lack of 

resources and support, and lack of motivation. 

The participants raised concerns regarding the attitude of teachers who do not want to 

learn new things. The situation is exacerbated by some veteran teachers who are 

resistant to change. This finding supports Snyder’s (2017) assertion that veteran teachers 

present some unique stereotypes and challenges that make them resistant to change. 

Khalifa and Gooden (2016) maintain that the challenge that school leaders face in teacher 

development is teachers’ resistance to change. The current researcher believes that 
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school principals struggle to connect teacher development to the knowledge economy 

because teachers do not accommodate change or welcome new skills.  The finding is 

also consistent with Lawler (1994) who discovered that performance appraisal and 

development practices often frustrate managers and often create conflict between 

supervisors and subordinates, which results in situations of dysfunctionality.  

Furthermore, Lawler contends that performance appraisals should be organised in way 

that will motivate and guide individuals to develop and be effective.  Moreover, Nichols 

(2017) posits that professionals who do not upgrade their knowledge through further 

reading and training are likely to lose their profession because clients will quickly notice 

the declining expertise.  Once the expertise died, there is no longer profession to talk 

about. 

Next, the participants complained about several teachers who seem to have wrongfully 

taken the teaching profession.  This conclusion emanated from their negative attitude and 

behaviour towards teacher development activities.  One principal indicated that there are 

some teachers who took the profession as the last option and are therefore not serious 

about it.  The finding is consistent with Lukas and Samardzie (2015) who postulate that 

teachers are not equally qualified, motivated, and justified to teach to an extent that one 

can ask why they took the profession.  The other principal indicated that it seems the 

admission to the teaching profession is no longer rigorous but relaxed.  

All the participants expressed their concerns about the timing of departmental teacher 

development training activities because the education authorities have a tendency of 

organising teacher development workshops randomly and do not follow a regular 

schedule. This finding concurs with De Clercq and Phiri’s (2013) finding that the education 

authorities appear uncertain of what to include in teacher improvement programmes and 

when to implement them. They also assert that in many instances, the DoE relies on 

private companies to run development workshops, which may be the reason they do not 

have a schedule for annual workshops. Another concern propounded by the principals on 

this issue is that the workshops are in many different venues that are far from the schools, 

which drains the travel budgets of small schools. 
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Furthermore, participants raised concerns about the work overload of teachers in their 

schools. They believed that one of the challenges that make teachers reluctant to change 

is that they are overloaded with teaching responsibilities and then have to make time for 

CPTD activities. This finding is supported by Bernstein and Batchelor’s (2022) statement 

that teachers face excessive demands and increasing workloads, and that this fosters 

anger, stress, and frustration and promotes reluctance to participate in other educational 

activities. According to the principals, teachers are overloaded because the schools do 

not have enough teachers because their enrolment decreased. This challenge results in 

teachers having to teach other subjects because they must share the load. They blame 

the departmental policies that do not care about small schools even though the national 

curriculum requires a certain number of subjects to be taught in every school. When 

teachers are unnecessarily overloaded, they rebel and are difficult to manage. The 

principals indicated with regret that teachers become confused when they are supposed 

to engage in development activities because of the number of subjects they are handling. 

When subject advisors invite teachers for workshops, they must attend because they 

teach subjects they were not trained to teach. The spirit of resistance affects the whole 

school and impacts development activities. This finding is supported by Rutherford, Long 

and Farks’ (2017) finding that teachers display feelings of overwhelm and helplessness 

when their workload is too heave because of work for which they were not trained. Zee 

and Koormen (2016) state that even experienced teachers who are usually very confident 

may also feel less confident when they do not receive sufficient moral support in times of 

overload. The extra work usually results from subjects that they are supposed to share 

because they are the only remaining teachers at the school and the school should teach 

all the subjects of the national curriculum. 

The participants reported another challenge they face concerning lack support and 

resources from the DoE, namely that their schools are poorly resourced with regards to 

technological devices and proper infrastructure to reinforce teacher development. The 

finding was also confirmed by the observation data and document analysis information. 

Several schools were poorly maintained and looked neglected. Bernstein and Batchelor 

(2022) discovered that several South African schools are under-resourced and that it 

impacts teacher work relations. They assert that the dynamic job demands in the teaching 
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community requires resources that are equal to the task. Unfortunately, many South 

African teachers are frustrated because they do not have enough resources while other 

schools are better off. During observation, the researcher noted that the lack of resources 

is so severe that some schools do not even have electricity. 

The principals further complained about lack of consultative support when they encounter 

problems with teachers and teacher development. They were concerned that when their 

enrolment goes down, the department will quickly transfer teachers from their schools to 

other schools without assessing whether the remaining teachers will be able to carry the 

workload. This finding supports Bettini, Jones, Brownell, Convoy, Park, Leite, Crockett 

and Benedict’s (2017) finding that when novice teachers are left with an increased 

workload, they become emotionally exhausted and less motivated for further 

development activities. 

The principals also complained about their staff members’ lack of motivation. They 

believed the DoE should offer motivational incentives for every achievement in teacher 

improvement activities. The finding is supported by the stipulations of the SACE Act (RSA, 

2000), which requires teachers to earn points during CPTD programmes; however, there 

is no monetary value attached to the points. According to the SLT, if individuals are not 

internally or externally motivated through incentives, they are unlikely to continue 

acquiring new skills (Bandura, 2004). 

6.3.4 Addressing the challenges that South African school principals face 
connecting teacher development to the knowledge economy 

The study aimed to examine how the challenges that South African school principals face 

connecting teacher development to the knowledge economy can be addressed. Six 

subthemes describe the procedures to work on the challenges, namely applying 

managerial guidance and leadership, encouraging support from colleagues, encouraging 

further learning and qualifications, maximise use of available resources, supplementing 

resources, and organising external support and motivation by the DoE. 

Participants asserted that principals should not depend only on the DoE for support to run 

their schools. They believed that they should use their management and leadership skills 
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to motivate and encourage teachers to participate in all pursuits aimed at developing the 

skills of the teaching community. Principals should regularly arrange school-based 

workshops to sustain communication channels with teachers. This view is consistent with 

Achmad’s (2017) claim that principals remain the most important factors in schools 

because they influence and encourage subordinates to participate in activities and 

achieve goals. The participants’ belief is also supported by Bagire et al.’s (2015) 

statement that principals encourage teachers to participate in development tasks and 

team building activities by steadily holding meetings with them. 

The principals believed that they should offer psychosocial support to teachers when they 

feel discouraged. This support generates intrinsic motivation and teachers realise they 

are valued, and therefore, become more resilient. This is supported by Ebersöhn et al.’s 

(2015) finding that teachers can deal with their physical or psychological problems when 

principals support them through school intervention strategies. 

The participants maintained that teachers should be encouraged to work together as a 

team and support one another to deal with internal challenges that impede and 

demotivate them. Their belief is consistent with the SLT’s principle (Bandura, 2004) and 

Xavier et al.’s (2018) finding that when teachers are working together in a social learning 

environment, they co-produce knowledge, and exchange, translate and transfer the 

knowledge among themselves in a mutual relationship.  Forte (2009) assert that 

managers should maintain daily, continuous, and open communication with the 

employees.  Communication is vital as, according to Forte, it has two advantages, which 

are (1) to handle daily performance appraisal and development problems as they occur, 

and (2) to maintain continuous feedback vitally important to give direction, coaching, and 

teaching the workers to persevere and improve their work performance.   

The principals mentioned that teachers should always be advised to further their 

qualifications through institutions of further learning to increase their pedagogical skills. 

Strong, Fletcher and Villar’s (2004) and Serpell and Bozeman’s (1999) finding supports 

this because they claim that teachers who are encouraged to continuously further their 

qualifications have a significant effect on their students’ achievement because of the 

comprehension and proficiency they gain in the process. They maintain that such 
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teachers are always motivated to engage further in CPTD.  Samsidh (2022) holds that 

parents choose schools with qualified teachers because (1) highly qualified teachers have 

deep knowledge which they can impart effectively to learners, who in turn develop better 

understanding and do better in tests and examinations, (2) teachers with right 

qualifications are knowledgeable in their subjects, thus they can make learning material 

accessible to learners and can use a variety of effective teaching methods to assist 

learners to understand better, and (3) teachers with high qualifications are in good 

positions to be trusted by parents because they have excellent classroom management 

to creative safe and conducive environments for the learners.  Preston and Hammond 

(2002) contend that the benefits of further qualifications in the teaching field are that 

further learning empowers an individual through knowledge and skills development, which 

raises self-efficacy.  Malebe, Ochieng and Nyabisi (2023) contend that supervisors should 

encourage teachers to further their studies to improve their opportunities for career 

development. 

The other strategy mentioned by the participants was to ensure the maximum usage of 

available resources before trying to supplement the available resources. The principals 

explained that they encourage teachers to use what they have, for example, only one 

laptop and one data projector, instead of complaining about their lack of resources. 

Okongo et al. (2015) support this view and state that teachers must be confident in the 

skills they possess, which they regard as available resources. 

The participants shared similar sentiments regarding supplementing available resources 

using local materials. The principals reported that they advise teachers not to undermine 

their skills and to be creative and innovative to manipulate what they have to be 

multifunctional. The opinion of manipulating available resources to create new ones is 

supported by Bugler et al. (2017) and Marple et al. (2017), who state that teachers should 

consider the uniqueness of their classroom situation and create relevant materials that 

will be meaningful to their learners, rather than wait for imported teaching aids. 

The principals raised their concern about lack of proper support from the DoE when they 

meet leadership and management challenges, which was cited as a reason for trying all 

other strategies mentioned in the preceding paragraphs. When all their strategies have 
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been exhausted, they believed that they must face the DoE and request support and 

motivation for teachers. This view is supported by Bipath and Nkabinde’s (2018) 

statement that the DoE has a responsibility to ensure all levels of management, from top 

to school level, receive the necessary support and motivation. They claim that intervention 

of the education authorities confirms the proper execution of all roles and responsibilities, 

including that of teachers. The NEPA (RSA, 1996a) and the EEA (RSA, 1998) both 

support this finding because they stipulate that the state is responsible for ensuring 

stability and consistency in education provisioning. In addition, the department of 

education in Australia developed NTWAP [National Teacher Workforce Action Plan] on 

15 December 2022 (Australian Government, 2022).  One of the priorities of their action 

plan is to improve the retention of teachers by increasing the support given to teachers 

and principals.  The action plan, according to the Australian education Ministers, should 

develop mentoring and induction guidelines to support new teachers and new school 

leaders. 

The researcher found that the kind of motivation and support the participants envisage 

from the DoE is certificates for the workshops attended by teachers, and better salaries 

after the achievement of further qualifications. Researchers (Sinclair, 2008; Richardson 

& Watt, 2010; Han & Yin, 2016) support this finding and reveal that if teachers are not 

motivated with better salaries and incentives, they are likely to leave the profession in 

search of greener pastures. They maintain that motivation and support impact the 

recruitment, retention, and daily concentration of teaching staff. 

6.3.5 Proposing a teacher development model to connect continuing 
professional teacher development to the knowledge economy 

The subthemes discussed under this theme are the contemporary teacher development 

model, departmental training workshops, supply of resources, incentives and motivation, 

and support to the rest of the teaching staff, including the principal. 

The analysed information showed that the contemporary model for CPTD does not 

successfully connect teacher development to the knowledge economy. The CPTD 

programme is done and uploaded on the SACE system through computers, but some 
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schools do not have a single computer. The researcher discovered that the challenge of 

resources was aggravated by the negligence of the provincial DoE. The principals 

complained that the paperwork that must be completed in two sessions (mid-year and 

annual) for the QMS implementation adds to their managerial load (ELRC, 2020). This 

overload is exacerbated by the allocation of teachers to schools based on enrolment 

numbers. 

Principals of small schools have to fill many roles, which includes teaching, managing, 

and administration duties. These principals shared the general view that the education 

authorities should consider the amount of work to be done despite schools’ enrolment 

numbers. They believed that when teachers and principals are not overloaded, everybody 

will be motivated to attend a successful teacher development programme. Another view 

was that the DoE should, at least, supply each school with a computer and a data 

projector. The researcher discovered that teachers were unhappy about the CPTD 

system of allocating points, which are not of monitory value to the teachers. 

Furthermore, the participants raised their concerns about haphazard dates for the 

departmental professional development activities. They complained that the DoE has the 

tendency to arrange workshops that interfere with local development plans. Principals are 

not given a fixed year plan to enable them to fit their own activities around it. Teachers 

are notified only one week ahead of training. A worrying discovery was that small schools 

drain their coffers to attend workshops because all teachers are expected to attend. This 

concurs with the finding of Chisholm (2005), Ndimande (2006), and Mestry and Ndhlovu 

(2014) that teachers in poor schools are also expected to attend departmental activities 

in the same way as those from wealthier schools, which is a contradiction within the 

school system. This has a significant financial impact on small schools because they 

receive funds according to their enrolment, and the unplanned workshops dig deep into 

the school funds, and teacher development processes also require money for resources. 

The participants complained about the lack of technological resources in their schools. 

They complained that there are still schools that do not have a single computer but are 

expected to run teacher development plans in the same way as other more resourced 

schools. One principal expressed his concern that they have only one laptop that was 
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donated for administration purposes and is being used and can therefore not be used for 

other activities. The finding goes against the South African Schools Act (RSA, 1996b), 

which obliges the Minister of Basic Education to resource schools on an equitable basis. 

Other participants raised their concerns that teachers fight over the only data projector, 

and they attributed this shortage to unsuccessful policies of redressing the inequalities of 

the past. This finding concurs with those of Veriava (2010), who revealed that there are 

ongoing infrastructural backlogs that impact equal education provisioning in South Africa. 

She recommends that provincial prescripts regulating the spending of school funds 

should be relaxed to enable poor schools to purchase the basic resources they need. 

The researcher discovered that principals are concerned about the lack of motivation and 

incentives for teachers despite their continuing participation in CPTD. They indicated that 

teachers are demotivated because there are no certificates or incentives to show for their 

achievements. Their salaries are still low despite submitting further qualifications to the 

employer. The finding is inconsistent with Mestry’s (2017) finding that improvement in 

qualifications, combined with experience, make teachers better individuals who enjoy the 

profession. However, it supports van der Berg, Taylor, Gustafsson, Spaull and 

Armstrong’s (2011) finding that top-performing teachers leave the teaching profession 

because they are attracted by better wages in the private sector. It also supports 

Armstrong’s (2014) assertion that the structure of teacher remuneration and incentives is 

so unattractive that it is likely to deter other people from joining the profession. Similarly, 

Makhuzeni (2014) argues that relevant teachers are not retained in the department 

because their good performance is not recognised. She maintains that employees who 

are committed to their duties and have records of good performance and development 

should be awarded with senior positions. 

The finding showed that principals are not satisfactorily supported by the DoE, and the 

participants complained about their working conditions, which are deteriorating as if the 

employer is no longer interested in their schools. They argued that only schools that are 

underperforming are regularly visited by the DoE because they receive national attention. 

Others believed that the school should underperform so they can get support from the 

department. The finding supports that of Deliwe and Seabe (2022) that the probability of 
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receiving a visit for support from the education authorities is often influenced by the 

characteristics of the school. They hold that smaller schools receive fewer, or no, visits 

than larger schools. 

The findings also showed that principals are not well inducted into their positions after 

been appointed. Sepuru and Mohlakwana (2020) contend that South Africa, like other 

countries in Africa, appoints teachers into principal posts without formal training. There is 

no minimum formal qualification, and only a few years of teaching experience is 

considered necessary, but this does not mean the experience has prepared them for 

educational management. The participants raised their concerns that leading local 

teacher development affairs usually becomes a challenge because the department 

neither inducts nor supports them. They believed that departmental induction and support 

are crucial because they both contribute to their professional development as principals. 

This perspective is supported by Bush (2018) and Michael and Kitula (2022), who assert 

that the induction and support given to educational leaders prepares and changes them 

from ordinary teachers to school leaders and equips them with managerial skills. 

The current researcher believes that school principals in South Africa are not properly 

supported in their managerial duties, which negatively impacts the leadership of CPTD 

programmes. Therefore, this study proposes that an alternative teacher development 

model can be adopted to close the gaps identified in the research findings. The researcher 

believes the proposed model will be able to connect CPTD implementation processes to 

the knowledge economy. 

6.4 SUMMARY OF THE CHAPTER 

Chapter 6 discussed the findings of the study. The theoretical framework underpinning 

the study, together with the literature review, were compared to the findings, and 

contradictions and confirmations were discussed. The findings led to the creation of a 

proposed model to address the challenges that South African school principals face 

connecting teacher development to the knowledge economy. Chapter 7 presents and 

discusses the proposed model. 
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CHAPTER 7 
PROPOSED MODEL FOR CONNECTING CONTINUING PROFESSIONAL TEACHER 

DEVELOPMENT TO THE KNOWLEDGE ECONOMY 

7.1 INTRODUCTION 

Chapter 6 presented the discussion of the study’s findings and examined whether the 

findings were consistent with or contradicted the theoretical framework discussed in 

Chapter 2 and the literature reviewed in Chapter 3. Chapter 7 presents and discusses the 

proposed model for connecting CPTD to the knowledge economy and explains the 

elements of the model. 

7.2 THE PROPOSED KNOWLEDGE ECONOMY TEACHER DEVELOPMENT 
MODEL 

Cox (2019) contends during the 21st century, teachers should be flexible and 

accommodating so their teaching styles evolve with the dynamic world. He indicates that 

teachers should have the following abilities: (1) The abilities to adapt to technological 

changes and use them in teaching, (2) have collaborative skills and be able to perform in 

a team, (3) the abilities to participate in critical thinking and develop learners into critical 

thinkers, and (4) the abilities to defend the teaching profession and excel in it for the 

education of their learners. 

Mthanti and Msiza (2023) argue that school managers should be leaders in integrating 

technology into curriculum development because teachers rely on them for guidance as 

educational managers. Dlamini and Mbatha (2018), and Philipsen, Tondeur, Roblin, 

Vanslamrouck and Zhu (2018) contend that teacher professional development should be 

a systemic continuous programme throughout teachers’ careers and focus on developing 

inclusive technology classrooms. Phillipsen et al. (2018) emphasise that teacher 

development should be a step-by-step activity. It is against the above literature review 

and the research findings discussed in Chapter 6 that the current researcher proposes 

an alternative teacher development model. The findings indicated that the present 

situation is inconsistent with what literature anticipates with regards to CPTD in schools. 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



217 

The researcher believes that an alternative model can assist in the step-by-step approach 

while developing technologically advanced teachers and learners for the knowledge 

economy. A proposed model with eight components is discussed in this chapter to 

address the challenges of connecting teacher development to the knowledge economy. 

Figure 7.1 illustrates the proposed model. 

 

Figure 7.1 Knowledge economy teacher development model 

7.2.1 Elements of the knowledge economy teacher development model 

The fifth objective of this research was to develop a model that can be adopted to connect 

contemporary teacher development programmes to the knowledge economy. School 

principals should create progressive and advanced learning activities that are aimed at 
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both teacher effectiveness and learner achievement (Bilge & Aslanargun, 2017). Szeto 

and Cheng (2018) maintain that to sustain the benefits of CPTD activities, there should 

be sound interpersonal relationships between the school manager and teachers. The 

model aims to generate effective teacher development activities by encouraging sound 

interrelationships between principals, heads of sections, and teachers by introducing 

incentives within all development activities. The components of the model are recruitment, 

CPTD activities, incentives, use of technology, advantage of organisational dynamics, 

development of human capital, departmental support, and lastly, retention of teaching 

personnel. These elements are explained in the following subsections. 

7.2.1.1 Recruitment 

The effectiveness of teaching staff depends entirely on the personnel recruited into vacant 

positions. The educational manager should start by recruiting teaching staff based on 

operational requirements and not on personal intentions. Teachers should be appointed, 

firstly, according to their qualifications, and secondly, according to specialisation subjects. 

If these criteria are followed carefully and correctly, it will avoid anger, stress, and 

frustrations (Bernstein & Batchelor, 2022). The EEA (RSA, 1998) presupposes that 

provincial HoDs should annually supply each school with a post establishment prepared 

according to their latest enrolment. The post establishment indicates all the allocated 

posts for each school, as informed by the enrolment and the type of curriculum offered in 

the school. It is up to the principal to recruit the right teaching staff into the positions based 

on the curriculum requirements of the school. It is the principal’s fault if the wrong 

personnel are recruited. The study revealed that some teachers are teaching subjects 

that were not their majors, and therefore, they sometimes resist development activities.  

The concern by participants that some teachers seem to have taken a wrong profession 

qualifies for the model to recommend that properly qualified teachers (Lukas & 

Samardzie, 2015) be recruited.  Teachers who landed into the profession through one-

year certificates should be thoroughly put into INSET activities while they are still on 

probation.  This will test their desires to join the profession.  Furthermore, the literature 

review revealed that developed countries, like Hong Kong, do not only consider the 

qualifications of teachers before they are appointed but also require principals and 
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teachers who are appointed in promotional posts to have undergone relevant training, 

including managerial courses (EDB, 2020). 

7.2.1.2 CPTD activities 

CPTD activities should start with the induction of new staff members, and include 

mentoring, coaching and support. CPTD activities involve the national policies on 

appraisal and teacher development, such as the QMS, and have three categories, namely 

teacher-initiated, school-initiated, and external or department-initiated (RSA, 2000). The 

category of teacher-initiated activities comprises efforts by individual teachers to get more 

knowledge about the subject from colleagues, which is supported by the SLT, visiting the 

internet for resources, organising co-teaching with a colleague, attending and taking part 

in subject enrichment meetings (PLCs), and enrolling with institutions of higher learning 

to further studies in subjects of specialisation. The category of school-initiated activities 

requires teachers to attend and participate in various school workshops organised by 

principals to exchange competencies and skilful practices and to develop the school’s 

organisational culture. The DoE remains responsible for organising the third category of 

teacher development activities and to invite teachers to attend. However, it is crucial that 

the department communicate the schedule to schools in time so they can structure their 

own activities around the departmental activities. This proposed model support teacher 

development activities to be initiated by the DoE and the institution itself. Teachers should 

set their own targets after identifying areas of development. However, their activities 

should be submitted to the principal, recorded, and added to the list of the school’s 

development needs. This will help the school leader monitor the progress the teachers in 

their development. 

7.2.1.3 Incentives 

Several researchers (Lave & Wenger, 1991; Latham, 2012; Makhuzeni, 2014) distinguish 

between incentives and rewards.  Incentives are valuable things and objects given to 

individuals to motivate them to engage in a particular activity.  Incentives may be given at 

the beginning or at the conclusion of the activity.  Rewards, on the other side, are offered 

to deserving individuals after a remarkable and commendable achievement.  Rewards 
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are equal to excellence; they should be distinguished from incentives as they are a level 

higher. One gets incentives for completing a task, but is rewarded for developing an 

exceptional piece of work that qualifies to be praised.  Education incentive programs 

(Allan & Fryer, 2011) build a culture of success for principals, teachers, and learners. 

Schools award certificates to learners to report their performance. Similarly, teachers 

should get recognition for how much development activities they have done. The 

education authorities may decide on a program to group activities into numbers or steps, 

so teachers receive a certificate after reaching a certain number or step. In other words, 

a series of CPTD activities should be held together by incentives, which serve as 

motivation to keep attending them. A knowledgeable teacher will possess several 

certificates. Davis and Edge (2004) and Cheng (2022) hold that performance linked 

incentives inspire the desired performance and result in enhanced organisational culture 

with increased innovation and creativity.  According to the SLT, individuals learn more 

when there is a good model to copy (Bandura, 2004). Good models are also motivated 

through incentives to remain good. Teachers who rapidly improve their skills should be 

recognised and incentivised, and they can be used as models in workshops to 

demonstrate that it is possible to move to the top through professional development 

activities. To motivate teachers, the Australian government introduced a national practice 

of allowing the community members to nominate teachers who, according to their 

opinions and experiences, are hard-workers and dedicated to the education of their 

children.  Such teachers are nominated to receive medals called ‘The Order of Australia.’ 

Incentives are crucial for the proposed model because Hytter (2007) asserts that there 

are several factors that influence the retention of employees, including work benefits, the 

principal’s style, career conveniences, and conducive chances to develop specialised 

skills.  The Australian government prioritised the elevation of the teaching profession to 

make it attractive by introducing better things in the salary and housing affordability as 

incentives to support continuous career development in teaching (Australian 

Government, 2022). 
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7.2.1.4 Use of technology 

Christen (2009) posit that the use of technology should become a big priority in schools 

because it can transform the classrooms into learning environment that are interactive.  

ICT has brought evolutions and new lifestyles to many people, and digital tools are used 

from a young age to make life easier (Murati & Ceka, 2017). Similarly, teachers should 

make their pedagogical duties easier by using technology. Technological classroom 

instruction is not limited to the use of a computer to prepare lessons but extends to data 

projectors, PowerPoint presentations, virtual meetings, using smartphones to source 

information, and using Google Chrome options to store and manipulate information during 

teaching and learning sessions. Teacher development activities should involve evidence 

of using technological tools, so all teachers are encouraged to have that evidence before 

receiving incentives (Tschannen-Moran & Woolfolk Hoy, 2002).  DePasquale et al. (2003) 

encourage teachers to use technology to support their teaching so that learners can also 

learn the appropriate use of technology, get proper exposure to it, and grow up using the 

advanced technological applications independently.  Several researches indicate the 

advantages of incorporating technology into daily teaching practices: 

Similarly, teachers also reap the same fruit as learners when they use technology on daily 

basis.  There are more advantages when teachers use technological devices during their 

professional development activities.  Tutkun (2011) postulates that teachers get three 

benefits when schools are supplied with devices of technology.  Firstly, teachers will be 

active during development activities and in that way new information is easily acquired 

and retained.  Furthermore, teachers become independent because they can make more 

follow-up on their own if they are taught proper operation of the devices.  The third 

advantage is that teachers can produce new learning materials as the use of technology 

increases levels of innovation and creativity.  Similarly, Scalzo (2022) holds a general 

significance of technology for teachers as a tool that increases teacher efficacy by 

expanding their learning possibilities and improving teacher efficiency.  These benefits 

are achievable because technology enables teachers to modify their teaching methods 

to suit each learning concept.  Scalzo encourages institutions to empower their teachers 

and learners by equipping them with the best available technologies.   
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7.2.1.5 Advantage of organisational dynamics 

The organisational culture and climate of schools are not stagnant because 

environmental factors, such as the enrolment of learners, type of learners enrolled, type 

of teachers employed, culture of teaching and learning, type of management or leadership 

style, and availability of resources, often impact the culture and climate. Any change in 

the organisational culture and climate affects teachers and teaching and learning. It 

depends on the individuals’ interpretation whether the change is positive or negative. In 

this component, teachers are encouraged to use the organisational changes to their 

benefit instead of remaining rigid and sticking to the old regime. If this component forms 

part of CPTD activities, those who positively used the organisational dynamics for 

development of new skills will be entitled to receive incentives. This will encourage other 

individuals to find development opportunities where others see difficulties.  Chen (2022) 

encourages principals to communicate any changes in the organisational organogram 

and reasons attached.  This should be followed by creation of a conducive work 

environment whereby a balanced distribution of work among workers is maintained to 

avoid stress and unnecessary absenteeism due to fluctuating workloads.  Motivated 

teachers who are given the scenario and reasons for adjustments will always be ready to 

share the work as they own it.  When teachers are motivated, they believe that their 

combined efforts lead to a shared competitive advantage, success, and high performance 

to outshine competitors.  According to Vestberg (2018), to avoid the negative 

consequences and imbalances caused by organisational dynamics, managers should 

investigate about missing aspects.  The next step is to check on existing departments for 

shortages against the envisaged future objectives.  Thirdly, the manager should allow 

each member to indicate their needs and abilities, making suggestions for possible 

solutions. Lastly, a collective decision which strikes a balance between all needs should 

be taken to better implement the solutions.  However, Borolotti, Boscari and Danese 

(2015) argue that during organisational dynamics, the institution should enforce and 

support altruistic behaviour by convincing workers that it is the process and not the 

manager who caused problems and change of workloads.  The bottom line is that there 

should be an indestructible communication with the workers.   
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7.2.1.6 Development of human capital 

This element talks about acquiring comprehension and proficiency in the teaching 

community. The economic value of the human resource is referred to as human capital 

because of the knowledge and skills they possess, such as more knowledge about the 

subjects and more pedagogical skills for lesson presentations. Human capital is at the 

centre of all development activities because the aim is to reinforce teachers to make them 

effective workers. This model fosters planned local and external workshops to work in 

collaboration with one another for this purpose. Workshops should not operate in 

isolation.  A link between the workshops in terms of the level of learning should be 

established.  As an indication of a developing human capital, teachers should 

demonstrate possession of deep pedagogic knowledge through the effective academic 

performance of their learners.  Knowledge should be shared within the organisation 

(Karisson et al. (2009) instead of seen as personal skills owned by few individuals for 

certain subjects.  A combination of acquired knowledge, skills, and experience should 

contribute toward an excellent picture of the school in Whole School Evaluation.  

7.2.1.7 Departmental support 

According to the SACE Act (RSA, 2000), CPTD activities are not complete without the 

third category offered by the education authorities. Principals, as CPTD leaders in 

schools, should continuously be supported by the department. The support envisaged 

should include the supply of teaching and learning resources (including technological 

resources), psychosocial support where necessary, interventions in terms of challenging 

learner special education needs, the supply of extra teachers in severe cases of 

overcrowding and overloading, and INSET for principals to deal with management 

challenges. Teachers, as implementors of CPTD schemes, should also receive non-stop 

support from the department. The support should include a year plan for development 

workshops, running development activities or outsourcing accredited companies to do it 

on the departments behalf, developing a user-friendly system to monitor all teachers for 

development tasks, consistently issuing awards and incentives to qualifying individuals, 

and offering scholarships to individuals who wish to further their studies in their field of 
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specialisation.  Gumus (2013) posits that the role of school principals in professional 

teacher development is significant.  However, Gumus emphasises that school managers 

should be supported and educated on the importance of in-service professional 

development activities for teachers. The department should also point out the importance 

of active participation of school principals and teachers in CPTD programmes. 

7.2.1.8 Retention 

Staff retention shows good human resource management and a healthy organisational 

culture and climate, which is encouraged for every organisation. The proper and 

harmonious implementation of all the other CPTD activities accelerate the retention of 

teaching personnel. The education system will retain human capital if there is no job-

related stress, frustrations, and anger. When staff members happily participate in teacher 

development activities, are supported by their supervisors and assisted by the 

department, are incentivised for their development achievements, and are supplied with 

technological resources to supplement the available manual tools, they are likely to 

develop a love for the profession and for the institution they serve. Jalagat (2016) asserts 

that job retention is born from job satisfaction, and job satisfaction leads employees to 

perform and complete their tasks as required without being pushed. The current 

researcher believes this component should be part of the proposed model because Gorde 

(2019) claims that all management should take care of the satisfaction of its human 

resources because they are assets of the organisation. Gorde maintains that if they are 

satisfied, the organisation is likely to retain skilful and committed workers.  Management 

should establish reasons for the employee movement and do everything possible to 

overcome that.  One of the priorities in Australia’s NTWAP is to improve teacher retention 

by improving issues such as the reduction of unnecessary teacher workload so teachers 

can focus mainly on the teaching tasks, teacher salary, career structure in teaching, and 

housing affordability (Australian Government, 2019).   

7.3 SIGNIFICANCE OF THE PROPOSED MODEL 

The proposed model comprises three main groups, namely (1) recruitment and retention, 

(2) CPTD activities, and (3) departmental support. The first and third group are crucial 
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because they encompass all CPTD activities. They serve as the walls of the house in 

which development activities live. The walls should be reinforced to protect the inhabitants 

against any external or internal force that might work against them. In other words, all 

CPTD programmes depend on the life of the two groups to survive. These components 

are discussed in the following subsections to emphasise their significance to the whole 

process of teacher specialty improvement. 

7.3.1 Recruitment and retention 

The study’s findings showed that there are indications of stress and demotivation among 

staff members under the management of most principals. The root of this stress and 

demotivation is how the teachers were recruited and appointed to the institution. The 

researcher believes that teachers should be recruited using the following steps to ensure 

the recruited teacher’s specialisation suits the existing vacancy: 

• Step 1: After realising that a vacancy exists in the institution, the principal must 

secure a meeting with the School Management Team to discuss it. During the 

discussion it must be decided whether the vacancy is a permanent or temporary 

post based on the school’s post establishment. Furthermore, the team must share 

their views about the school’s curricular needs, describe the shortage, and agree 

on the type of skills they need to fill the vacancy. This is done by checking the skills 

of the available human resources, which should reveal deficit skills. 

• Step 2: The meeting should agree on the group of skills needed for the post and 

examine whether the type of stream they agree on exists in the tertiary institutions 

for student teachers. The management of the school should strike a balance 

between the skills they possess and ensure teachers are correctly allocated 

subjects of their specialty before a true vacancy can show itself. The meeting 

should also agree on prioritised skills when all the required skills cannot be found 

in a single candidate. 

• Step 3: The circuit office or district must then be notified about the vacancy through 

a written post advertisement that clearly indicates the type of post and subjects or 

skills required. It is important to indicate the type of post in the advertisement to 
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avoid a situation where the incumbent claims that they were not aware that the 

post was temporary. 

• Step 4: All members of the interviewing committee should be specialists in the 

needed skills area. This step is crucial because during interviews candidates are 

given opportunities to show their knowledge and skills in the advertised subjects 

so the best can be selected. If the interviewers are skilful themselves, they will not 

be deceived. All the candidates were shortlisted because they all have the 

necessary qualifications and skills, and therefore, the experts should test their 

verbal knowledge and skills because their work is to teach. 

• Step 5: The best candidate must be selected based on the panel’s opinion that 
they have the skills required by the school. The procedures to appoint a candidate 

must be followed with the education department until the candidate is employed. 

• Step 5: A mentor should be allocated to the newly appointed teacher to orientate 
them. The orientation should cover, among other things, the school’s vision and 

mission and how the school plans to achieve that; the organisational culture, which 

is how the school handles its affairs; advice on how the new teacher can improve 

their qualifications, either through normal CPTD activities or tertiary institutions; 

and the DBE’s policy on the appraisal and development of teachers. The way the 

mentoring process is handled may decide whether the teacher will be retained at 

the school. The allocated mentor should act as a mediator between the newly 

appointed teacher and the other staff members. Mentoring is not limited to a certain 

period, and the teacher will depend on the mentor for clarity on several issues 

during their stay in the school. Mentoring and support are the two remedies that 

facilitate the stay of teachers, and thus, the retention of skilful employees. 

Recruitment and retention do not apply only to junior teachers. The component is 

applicable to all positions, including that of the principal. A study conducted by Gumus in 

2013 revealed two significant factors, at school level, that impact teachers’ participation 

in professional development programmes.  These elements emanate from the principal’s 

leadership style.  Firstly, the level of education of the school principal determines how 

teachers feel when led by somebody with a higher-level qualification.  The factor implies 

that the principal’s level of education affects their personal attitude and that of the 
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teachers towards professional development. Educated principals motivate their teachers 

to engage in professional development.  The second factor stems from the principal’s 

leadership and management style in terms of accountability.  The department of 

education holds school principals accountable for school activities.  Similarly, if principals 

hold teachers accountable for their work, they will be motivated to engage in professional 

development to improve their work.  The significance of the principal’s qualification is 

evident in that study hence the researcher recommends that, preferably, principals’ 

qualifications should be higher than that of the subordinates (Gumus, 2013). 

South African principals, like it is done in Turkey (Gumus, 2013), are appointed not on 

management qualifications but on the number of teaching years. It is possible to find 

principals who only has three years teaching diploma but were appointed because of the 

criterion of years’ experience. According to the EEA (RSA, 1998), a minimum required 

qualification is REQV 13 [Relative Education Qualification Value], which is a diploma in 

teaching. Principal with only this qualification is likely to be frustrated when challenged by 

teachers with higher qualifications and who resist some of their policies. The issue of 

‘one-leg-in’ during the teacher appointments is discouraged. If the post needs two 

subjects, it should be honoured.   

7.3.2 CPTD activities 

The CPTD activities are the core element of CPTD, and include all the activities that (1) 

teachers use to develop their didactic skills to improve the effectiveness of learning 

opportunities; (2) schools use to develop teaching staff members so the school is 

generally attractive to parents because of its academic progress; and (3) the education 

department uses to improve the proficiency of the national teaching community to 

compete globally in teaching and learning. 

The model proposes that professional development activities should be conducted 

coupled with incentives for every stage when the set objectives are achieved. Bandura 

(1977, 1989, 1999, 2004) emphasises that motivated teachers have high levels of self-

efficacy, which drives them throughout the processes of teaching and learning. There 

should be an incentives plan, which can be simple certificates as the participants of the 
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study suggested. Where possible, the department can also make monetary benefits 

available for achievements. The teacher development path should be arranged into 

groups of activities, and incentives should be allocated for each achievement. For 

example, when teachers are supposed to be developed in terms of content knowledge, 

there must be structures for the content knowledge to be acquired, and when the sub-

structures are achieved, teachers receive a proof or incentive certificate. The incentives 

will also serve as a track record for the development process of the teacher. Development 

on pedagogics should also have structures. Teachers will be motivated to collect the 

certificates as proof that they possess better knowledge and skills than before. The 

researcher believes that this will enrich human capital and create knowledgeable and 

skilled members who contribute to the economic value of their schools. The literature 

review showed that teachers develop in three main categories, namely (1) knowledge of 

subject content, (2) didactics skills, and (3) technological skills (Mishra & Koehler, 2006; 

Altun et al., 2007; RSA, 2009a, 2009b; EDB, 2020).  The deep and thorough knowledge 

of the subject content, combined with the teaching skills, added by the proper and skilful 

usage of the classroom technology, yield competent teaching staff. 

7.3.3 Departmental support 

The research findings revealed that some schools seemed neglected by the department 

in terms of physical upkeep, and this was confirmed by the participants. The model 

proposes that all schools be supplied with basic technological devices to equitably 

distribute technology. The support of the department is needed on both sides as 

illustrated by Figure 7.1. The accessibility of departmental officials will make CPTD a 

successful programme. The DoE’s support is necessary in the two main components 

discussed above. Among other things, principals will appreciate the following: 

• Continuous INSET to enable them to run their schools properly; 

• Enforcing only appointing principals who hold management qualifications; 

• Communication with principals about the workshops they wish to hold annually to 

allow principals to budget for teachers’ travelling expenses and to organise their 

own development workshops; 
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• Ensuring the supply of basic technological teaching equipment for all schools; 

• Acting decisively in all instances that principals request intervention and being 
easily accessible; and 

• Facilitating an incentives policy for CPTD. 

The researcher believes that if these six components are prioritised by the department 

and all principals are supported accordingly, teacher development programmes will be 

connected to the knowledge economy and schools will retain knowledgeable staff who 

positively impact learners’ academic achievement. 

7.4 SUMMARY OF THE CHAPTER 

This chapter presented the proposed teacher development model for the knowledge 

economy in the context of school principals in South Africa. The components of the model 

and how they link with one another were discussed. The anticipated significance of the 

components of the model were also presented. The next chapter recaps and summarises 

the research findings against the research questions and outlines the limitations and 

delimitations of the study. 
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CHAPTER 8 
SUMMARY OF THE RESEARCH FINDINGS, LIMITATIONS, AND DELIMITATIONS 

8.1 INTRODUCTION 

The proposed knowledge economy teacher development model was presented in the 

previous chapter. The components of the model and how they connect were explained. 

The significance of the proposed model and how it will help connect teacher development 

to the knowledge economy were also presented and discussed. This chapter summarises 

the findings of the study and presents the study’s limitations and delimitations. The aim 

of this study was to use a literature review and empirical data to address the question: 

What are South African school principals’ perspectives on CPTD for the knowledge 

economy? The study also aimed to answer the following secondary research questions: 

• What are South African school principals’ views on contemporary teacher 
development programmes? 

• How do South African school principals connect teacher development to the 

knowledge economy? 

• What challenges do South African school principals face in connecting teacher 

development to the knowledge economy? 

• How can the challenges that South African school principals face in connecting 

teacher development to the knowledge economy be addressed? 

• Which teacher development model can be adopted to connect the CPTD to the 

knowledge economy? 

8.2 SUMMARY OF THE RESEARCH FINDINGS 

Ten South African school principals were sampled to participate in the research, and 

semi-structured interviews, document analysis, and observation of the physical 

infrastructure of the schools were the data collection tools. The data was analysed using 

the thematic analysis. The findings, which are summarised in the following subsections, 

attempted to provide answers to both the main research question and the secondary 

research questions. 
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8.2.1 South African school principals’ views on contemporary teacher 
development programmes 

The participants described the contemporary CPTD programmes as good and of 

paramount importance. The principals postulated that the teacher development activities 

encourage CPD to keep teachers informed about the dynamic changes in their 

profession. CPTD exercises keep teachers well informed about their profession in terms 

of content knowledge and pedagogical expertise. According to the principals, teachers 

should be self-motivated, so they realise their own information gaps and participate in 

activities to close the gaps. They further asserted that through teacher development 

activities, teachers get opportunities to interact with other professionals to acquire new 

skills. 

The researcher discovered that one of the challenges principals encounter with CPTD is 

the lack of proper contribution from the education authorities. Schools lack technological 

resources and are stressed because in small schools do not have enough teachers to 

teach all the subjects because of the present teacher provisioning model. Small schools 

are neglected by the DBE and are seldom visited for support. This negligence 

exacerbates feelings of frustration in the principals, which obviously affect the teachers. 

The principals suggested that the education department should publish an annual plan or 

schedule for teacher development activities to enable schools to plan their own activities. 

They believed that local development programmes should form the foundation because 

teachers do better when they start learning to improve the things they work with daily. 

The researcher discovered that principals want the CPTD points to benefit teachers in the 

form of money or opportunities for promotion purposes. 

The above findings, as supported by literature, made the researcher believe that there is 

a communication breakdown between the education authorities and school managers. 

The current researcher proposes that the department should strengthen their relations 

with school principals by, firstly, announcing their annual teacher development year plans, 

and secondly, supporting schools with their development needs. 
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8.2.2 South African school principals connecting teacher development to the 
knowledge economy 

The principals explained that the only way teachers can acquire knowledge and skills is 

to be involved in CPTD activities organised by the schools and the DoE. They asserted 

that school principals should be given opportunities to arrange internal workshops to 

develop teachers and be supported with the necessary equipment and materials to 

encourage them. They further wished that teachers be obliged to enrol for tertiary courses 

to further their qualifications in their fields of specialisation and not in other fields of 

interest. 

The tendency of the DoE to deliver learner-teacher support material late in the year or not 

at all forces principals to encourage teachers to be innovative so learners do not fall 

behind because of the delay. The principals believed innovation in important in the 

manipulation of available resources to create learning and teaching materials that benefit 

learners, and to look to neighbouring schools and the internet for information. 

The participants motivated their teachers to use technology by giving them free access 

to the school Wi-Fi and establish a timetable for using the few resources like one laptop 

and one data projector. They also organised school workshops in which someone 

knowledgeable in technology teach the other teachers. It was evident that the teachers 

are demotivated by the lack of resources and overloading. 

The principals raised their concerns about how the department neglect small schools with 

low enrolments, which leads teachers to become overloaded as they battle to teach all 

the subjects enforced by the national curriculum. Most of the teachers become angry and 

frustrated, and therefore, they become resistant to organisational changes. Instead of 

being motivated to acquire new skills in the new subjects, they feel that the department 

does do its part. 

Similarly, some principals explained that their teachers benefitted from the organisational 

changes and have acquired new knowledge and skills that they enjoy. Some junior 

teachers who got opportunities to act in vacant promotional posts also acquired 
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management skills. The researcher discovered that school principals implement teacher 

development for the knowledge economy despite the serious challenges they encounter. 

8.2.3 The challenges that South African school principals face connecting 
teacher development to the knowledge economy 

The participants complained about various issues encountered during the CPTD 

implementation. Firstly, most teachers are reluctant and resistant to the demands of 

technological teaching and learning because of the stress of being overloaded with work. 

Secondly, principals are repeatedly inconvenienced by departmental workshops that 

were not planned well in time. Small schools use a large percentage of their money to 

transport teachers to workshops, which are always conducted at distant locations. The 

researcher believes workshops venues should be circulated so small schools can also 

benefit from the arrangement. 

The participants indicated that teachers are reluctant to further their studies because they 

are not satisfied with the present incentives program that the department is using. Some 

teachers also do not satisfactorily engage in development activities because they are not 

given certificates to track their development progress. The researcher found that teachers 

need incentives for every development progress for motivation. Therefore, the 

department should review their incentives program. 

Another challenge raised by the participants is that the education department fails to 

supply them with relevant, necessary materials to curb the demands of the new 

technological teaching dispensation. Schools struggle with few or no resources, and the 

department seems to be neglecting their responsibility of supplying the resources. The 

researcher concurs that there is no basic equitable supply of resources in public schools. 

The recent teacher provisioning model that is used to supply teaching posts to schools 

was also a matter of concern to participants. When the enrolment of schools drops, the 

department uses the model to transfer teachers out of the school, and this leaves the 

remaining teachers struggling with overload. Therefore, the department should support 

small schools by allocating special posts to enable them to share the work of the national 

curriculum. 
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8.2.4 Addressing the challenges that South African school principals face 
connecting teacher development to the knowledge economy 

Noting that the education authorities fail to offer reinforcement to principals to motivate 

them and their teachers, the participants indicated that they use their basic managerial 

and leadership skills to offer guidance to teachers when they become frustrated. They 

believed that regularly arranging school workshops bring teachers together. Meetings and 

workshops bring teachers together to share experiences and strategies. The current 

researcher believes that local workshops encourage team building and promote mutual 

relationships among teachers. 

The participants noticed that most teachers are demotivated and believed that offering 

individual psychosocial support to teachers will trigger their intrinsic motivation. When 

teachers feel that they are essential, they become more motivated to participate in school 

activities, including teacher development opportunities. Principals motivate their teachers 

through incentives, which are limited due to their financial disadvantage. The researcher 

concurs that a motivated staff is a winning staff. 

Another strategy reported by the participants is to ensure teachers maximise the use of 

what they have, while requesting for external supplements. Teachers cannot leave one 

data projector, for example, to gather dust because it is not enough. Teachers should 

believe in what they have and hope to make great things. According to Bandura (2004), 

this efficiency is significant for intrinsic motivation. Teachers can also use similar skills 

and self-reliance to create innovative materials to supplement what is available. Lastly, 

principals should tirelessly continue to approach the department for support. 

8.2.5 Proposing a teacher development model to connect continuing 
professional teacher development to the knowledge economy 

Participants shared sentiments that the current teacher development model does not 

successfully connect CPTD to the knowledge economy. The model cannot sustain the 

continuity of teacher development programmes because of lack of motivation and 

continuous departmental encouragement to schools. The participants’ expectation was 

that the education authorities should create a strong communication channel with 
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educational leaders. Principals should be prioritised for a proper teacher development 

programme because they are responsible for teacher development in schools. They are 

responsible for the various needs of schools to minimise frustration and stress that 

accompany teacher development. 

The principals believed that teacher enrichment exercises should produce knowledgeable 

and skilled staff members and increase the possibility of retaining them for a long time. 

Staff members are retained under auspicious conditions, free of anger and frustrations 

emanating from feelings of being neglected by their employer. The DoE should support 

teacher development tasks by supplying resources and incentives. Participants believed 

that CPTD steps should be recognised in the form of rewards to make teacher 

development more attractive. These findings led the researcher to propose an alternative 

teacher development model, which was presented in detail in Chapter 7. This knowledge 

economy teacher development model sets out what the DBE and principals can do to 

make CPTD a successful pursuit to connect teacher development to the knowledge 

economy. 

8.3 LIMITATIONS OF THE STUDY 

Every study has various inherent constraints, called limitations, that impact the 

generalizability of the results. This study was limited to 10 principals in one district under 

the jurisdiction of the Limpopo DoE. This restricted the generalizability of the findings. The 

findings and recommendations resulted from the analysis of responses obtained from the 

principals through an interview protocol, supplemented by data collected from documents 

and observations. The four uncontrollable constraints that impacted the generalizability 

of the findings are the research design, data construction techniques, method for 

analysing data, and time factor. 

8.3.1 Research design 

The qualitative research approach and the case study design, which investigate 

phenomena in authentic situations, were adopted to conduct this inquiry. The researcher 

was enabled by the use of the case study design using semi-structured interviews, 
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observations, and documents analysis, which enabled the researcher to collect data from 

the principals in their various settings. Through this research design and thematic 

analysis, the researcher managed to present the findings. The findings showed how the 

principals perceived contemporary teacher development programmes and how they 

connect them to the knowledge economy.  The choice of a research design is a limitation 

because research designs channel researchers on procedures to follow in the choice of 

participants, how data should be collected, analysed and interpreted.  

8.3.2 Data construction techniques 

The interview protocol used to collect the data enabled the researcher to ask probing 

questions when the response to the question was unclear. Probing questions assisted 

with the full understanding of the standpoint of the participant on a subtopic. The 

responses were recorded on an audio recorder and later transcribed. The research thus 

used construction strategies that cannot yield generalisable findings because they not 

everything about the phenomenon was collected. 

8.3.3 Data analysis method 

The researcher used thematic data analysis. Important themes that defined the 

phenomenon under investigation were presented. Significant patterns of information 

enabled the researcher to structure the information from patterns into themes, and further, 

into subthemes. The interview responses, organisation of data, and analysis focused on 

the primary and secondary research questions. The analysis method also limited the 

generalizability of the findings. 

8.3.4 Time factor 

This study encountered the limiting factor of time. The researcher could not collect data 

at any time from the participants because the school principals did not have enough time 

for the interviews. During the teaching and learning sessions, principals had to observe 

their working hours, and therefore, could only participate after official working hours. 

Sometimes the researcher arrived at the venue only to find that there is an emergency 

management meeting or school governing body meeting, and the interview had to be 
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postponed. The other factor that limited the study was that some principals hesitated to 

participate because they thought the interviews were a plan to get information to 

persecute underperforming principals. 

8.4 DELIMITATION OF THE STUDY 

The researcher established some boundaries to narrow the focus of the study. The three 

delimiting factors of this study were the research focus, types of participants, and 

research methodology. 

8.4.1 Research focus 

All inquiries focus on their unique objectives throughout. This study’s focus was solely to 

explore the perspectives of South African school principals on the implementation of 

CPTD for the knowledge economy. The literature review was narrowed to focus only on 

CPTD practices, how principals manage the practices, and how they connect them to the 

knowledge economy. The study adopted the SLT as the theoretical framework 

underpinning the research. The focus and theoretical framework delimited the study as it 

focused only on how professional learning is done. 

8.4.2 Research participants 

The participants were 10 school principals from one district of Limpopo province. The 

school principals volunteered to participate. The study was narrowed to include only 

principals because they are mandated by the latest legislation to manage CPTD and other 

appraisal programmes. This focus on school principals enabled the researcher to collect 

rich narratives related to CPTD. 

8.4.3 Research methodology 

A qualitative research methodology, which restricts the uses of other methods that collect 

numerical data, was used in this inquiry. The methodology allowed the researcher to 

collect data while the participants were in their natural settings. The focus was on verbal 

responses to interview questions. The aim of the study was to explore South African 

school principals’ perspectives on CPTD for the knowledge economy. The qualitative 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



238 

research methodology dictated the usage of purposive sampling to select participants 

who have relevant data for the research questions. 

8.5 SUMMARY OF THE STUDY 

The chapter presented a summary of the research findings, limitations, and delimitations. 

The aim of this study was to use a literature review and empirical data to determine South 

African school principals’ perspectives on CPTD for the knowledge economy. The 

summary was done in accordance with the themes that emanated from the secondary 

research questions. The last chapter discusses the conclusions and recommendations of 

the study and recommendations for further studies. 
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CHAPTER 9 
CONCLUSIONS AND RECOMMENDATIONS 

9.1 INTRODUCTION 

The previous chapter presented a summary of the research findings and discussed the 

study’s limitations and delimitations. This chapter presents the conclusions and 

recommendations of the study, which were drawn from the discussion of the research 

findings. The chapter concludes by making recommendations for further research based 

on the achievements of the current study and gaps that still exist. 

9.2 CONCLUSIONS OF THE STUDY 

The perspectives of South African school principals on CPTD for the knowledge economy 

were explored in this study. The study investigated how the school principals view 

contemporary teacher development programmes, and further established how school 

principals connect teacher development to the knowledge economy. The study explored, 

on one hand, the challenges that school principals face connecting teacher development 

to the knowledge economy, and on the other hand, how the principals try to address the 

challenges. Lastly, the inquiry proposed an alternative model that can be adopted to 

connect teacher development to knowledge economy. 

The study established that the current teacher development programmes, such as the 

CPTD and QMS, are implemented in the South African schools but cannot successfully 

connect teacher development to the knowledge economy because school principals 

encounter several challenges and the DBE does not support them fully to address these 

challenges. Furthermore, teachers are not motivated to participate in teacher 

development practices as they do not attach value to them. Teachers’ salaries are 

perceived as low, and they prefer to receive valuable rewards for every task they 

participate in and accomplish. Rewards are anticipated to be certificates or monitory 

awards. The literature review contended that incentives motivate employees and 

encourage them to participate in organisational activities. 
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Moreover, school principals are challenged by teachers who resist professional 

development activities, citing reasons such as unnecessary workloads emanating from 

the transfer of teachers from small schools.  South African school principals struggle 

alone to address the challenges they face because of lack of proper support from the 

DBE.  Literature has attested how international developing and developed countries are 

handling their CPTD practices, and that more can be acquired from developed countries. 

Furthermore, the study concludes that CPTD activities are done in isolation, every school 

for itself.  Literature review argues that the acquired knowledge, skills, and experiences 

should be shared among local colleagues, and be distributed to other schools for the 

benefit of the learners and the system.  Social learning theory demonstrated how teachers 

can learn better when they are exposed to social contexts where they interact with peers 

and colleagues.  The SLT has also connoted the importance of incorporating modelled 

teaching behaviour into professional learning.  The pivotal significance of CPTD is 

collaboration, teamwork, knowledge distribution and usage, and mutual relationships 

among educational institutions on a broader spectrum. 

9.3 RECOMMENDATIONS OF THE STUDY 

Based on the summary and recommendations of the findings discussed in the previous 

chapter, the following recommendations are made by the researcher: Recruitment of 

qualified teachers into existing posts to avoid resistance to teacher development, 

introduction of a teacher incentive plan for motivation, publication of a teacher training 

schedule by the education authorities, the audit and supply of minimum technological 

devices to all schools, review of the CPTD participation points system, review of the 

requirements for appointment into principalship posts, and implementation of the 

proposed model to connect teacher development to the knowledge economy. 

9.3.1 Recruitment of qualified teachers into existing posts to avoid resistance to 
teacher development 

The EEA (RSA, 1998) provides that teachers should be appointed or transferred on the 

operational requirement of schools. Principals should appoint qualified teachers relevant 
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to the curricula needs of their schools. This strategy will ensure teachers, as far as 

possible, teach only what they are qualified to teach. A teacher who teaches a foreign 

subject will be mostly demotivated when they are supposed to be engaged in any 

professional enrichment activity. The development process should be aimed at 

developing what is already there, known and practiced, instead of trying to develop skills 

a subject recently given to a teacher. The recruitment process should include the 

induction, coaching, and mentoring of new personnel. The department should also 

introduce a consistent annual plan to induct newly appointed teachers on promotional 

posts. All induction exercises should focus on CPTD programmes. 

9.3.2 Introduction of a teacher incentive plan for motivation 

A teacher incentive plan that considers how teachers can be incentivised for their conduct 

in the teaching profession and development should be introduced by the DBE. The plan 

should establish a consistent way in which performance rewards are allocated. When 

teachers are aware of the plan, most, if not all of them, will be motivated to participate in 

activities to qualify for the incentives.  Literature has propounded that developed countries 

have teacher incentive plans that they utilise to retain teachers in the profession.  Plans 

may comprise, among others, certificates and awards for the achievement of certain 

standards, monetary benefits, status of being nominated by the parent community, 

possibility for a recognised internal promotion into established ranks, and a national 

permission for an interschool team or peer teaching where teachers can display their skills 

on other platforms. Teachers will not only be motivated to display their skills to other 

colleagues, but also to collect fame and belongingness, which is one of Maslow’s 

hierarchy of needs (McLeod 2018). Teachers, like other human beings, also have a need 

to belong to a social group and to be respected and appreciated by others (Trivedi, 2019). 

9.3.3 Publication of annual teacher training schedule by the education authority 

To curb the inconveniences encountered by school principals, the department should 

annually publicise a training schedule to facilitate the drawing up of year plans in schools. 

This will enable principals to plan for their local teacher development activities in advance 

and to make a budget available for transporting teachers to the training venues. The 
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timeous annual schedule will also allow principals to interact with the department on this 

issue in order to make adjustments where necessary. This will ensure everybody 

participates wholeheartedly.  It is also recommended, about this issue, that external 

training workshops should not be too much to consume the teaching time.  Participants 

complained about it.  Training venues should also be rotational because continuous 

remote venues collapse the budgets of small schools. 

9.3.4 Audit and supply of minimum technological devices to all schools 

The supply of technological devices will remove some the stress and frustration for 

teachers in small, disadvantaged schools. Some schools only know about technology on 

paper. The equitable supply of resources will restore the national equitable trust that 

principals are supposed to have in the DBE. 

9.3.5 Review of the continuing professional teacher development participation 
points system 

The recent point system of CPTD awards certain points for participation in teacher 

development activities. Since the accumulated points have no clear value, the researcher 

recommends that the system be reviewed and modified to consider arranging the teacher 

development activities into groups or levels. A reward or a certificate can be given when 

a teacher has gone up to a certain level or has managed to do a certain number of group 

activities. Teachers will be motivated to reach higher levels because the levels are 

recognised and certificated or rewarded. 

9.3.6 Review of the requirements for appointment into principalship posts 

South Africa is inconsistent with other developed countries by appointing principals not 

because they are qualified to be principals but because they have been a teacher for a 

certain number of years, irrespective of whether they have acquired any management 

qualifications. A management qualification remains an added advantage instead of a 

requirement. Principals are often referred to as promoted teachers, but they are not as 

qualified as managers should be. The qualification will equip incumbents with managerial 

skills to minimise dependence on the DBE for minor management challenges. 
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9.3.7 Implementation of the proposed model for connecting teacher 
development to the knowledge economy 

The proposed knowledge economy teacher development model was presented and 

discussed in Chapter 7. The researcher believes the model will improve CPTD by using 

eight components to link teacher development with the knowledge economy in South 

Africa. The discussed components are recruitment, CPTD activities, incentives, use of 

technology, advantage of organisational dynamics, development of human capital, 

departmental support, and lastly, retention of the teaching personnel. The ingredients of 

the model were grouped into three main categories, which were recruitment and retention, 

CPTD activities, and departmental support. When blended in correct portions, these 

components will produce balanced CPTD with minimal challenges. 

9.3.8 Review of post provisioning model used to allocate teaching posts to 
schools 

The South African posts provisioning model seems blind about the number of subjects 

allocated in the national curriculum and assessment policy statements (CAPS).  In the 

senior phase, grades seven to nine, there are ten subjects whose work teachers are 

supposed to share.  The model dictates that teachers should be allocated to schools 

through a ratio of 1:35, for example.  When for some reasons the enrolment drops, the 

department transfers teachers out of the school into other schools, resulting in 

unnecessary workload to the remaining teachers.  This study has revealed that small 

schools experience a percentage of resistance towards teacher development activities 

because most teachers are teaching subjects which they are “supposed to assist because 

there is no teacher.”  Some subjects in those small schools end up not properly taught, 

pushing information gaps to the teachers of higher grades.  

9.3.9 Review of admission requirements into the teaching profession 

The study has revealed that admission to the teaching profession is no longer rigorous 

like other professions, such as chattered accountancy.  Beaton (2022) defines a 

professional as somebody who has a specialist knowledge and expertise acquired from 
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a lengthy exposure into the field of training.  The ease with which individuals join the 

teaching profession contaminate the profession with individuals whose sole aim is to get 

an occupation and earn a salary, and no longer a call for the in loco parentis.  In South 

Africa, individuals who are not successful in their intended professions can easily land 

into teaching through a one-year certificate called a Post Graduate Certificate in 

Education [PGCE], the completion of which makes one a qualified teacher.  The certificate 

should be reviewed so student teachers can spend actual years to become professionals.  

Profession should not have an easy way to join it, and teaching is not exceptional.  

Susskind and Susskind (2015; 2018) hold that professions nowadays seem to be 

outdated and inaccessible to those who should be benefitting from their professional 

services.  In other words, most of the professionals forgot that people entrust their lives 

on them assuming that they became professionals because of their knowledge and 

expertise.  

9.4 RECOMMENDATIONS FOR FURTHER RESEARCH 

This study explored how school principals are connecting CPTD to the knowledge 

economy. Based on the findings, affected by its limitations and delimitations, the 

researcher makes the following recommendations for further research: 

• Conduct another study using a random sampling quantitative research approach 

to broaden the sample to include all South African school principals. More data can 

be collected, and the proposed teacher development model can be reinforced with 

other components for improvement. 

• Considering the challenges and confrontations encountered by school principals 
in this study, research can be conducted on the perceptions of the newly appointed 

school principals towards management challenges in the Limpopo province and 

the rest of South Africa. 

• An inquiry can be instituted on how the South African DBE conducts the national 

teaching awards and how this impacts teacher motivation for professional 

development. 
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• The focus of future research can be a comparative study between South Africa 

and developed countries on the significance of managerial qualifications for the 

appointment of school principals. 
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ANNEXURE I 
DOCUMENTS ANALYSIS SCHEET 

DOCUMENTS ANALYSIS SHEET 

School’s pseudonym or alphabet: ____________ 

DOCUMENTS AVAILABLE 

YES/NO 

 

GENERAL COMMENTS 

School IQMS File   

Teachers’ individual QMS files   

Minute book or attendance 

registers for school 

development workshops 

  

School’s post establishment   

LTSM register   

School’s assets register   

General comments (Are the technological tools enabling the school to do teacher 

professional development? Any overcrowding?) 
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