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EDITORIAL NOTE 

 
JOURNAL OF THE SOUTH AFRICAN DEMOCRATIC TEACHERS’ UNION (JSADTU) 

 

 

The accomplishment of the global declaration of "Education for All", one of the targets of the 

Sustainable Development Goals (SDGs: 4) could hardly be realized without the input of 

competent, qualified, and committed teachers across the globe. Even though teachers world- 

wide are perceived as key stakeholders in the educational sector, their contributions to nation 

building rarely draw academic attention and in cases where it does, the attention is mainly 

linked to the negative aspects. This focus on negativity has not only soiled the image of teachers 

and the profession itself but it has diverted attention from the key agenda of ensuring that the 

education system undergoes relevant transformation to secure the requisite quality of 

educational pedagogies that can drive sustainable national building. Besides, emphasis has 

been more focus on the government or state than teachers in the pursuit of SDGs 4. This has 

created some limitations in examining the roles of teachers in the accomplishment of SDGS 4 

and nation building in Africa. Research in the direction of investigating roles of teachers in the 

accomplishment of quality education and nation building in Africa will provide adequate 

information in forms of advancing new knowledge on how teachers can effectively salvage 

Africa from the recurring problem of out-of-school children. 

Competent and committed teachers have a role to play in the provision of quality education, 

which will in the long run enhance nation building across Africa (UNESCO, 2020). However, 

World Bank (2019) and UNESCO (2020) reports showed that governments in some African 

countries spend little on education. Consequently, this affects teachers’ commitment, the quality 

of education and ultimately the sector’s contribution towards sustainable nation building across 

the continent. As some of the contributions on this issue show, in many African countries, 

teachers are not well remunerated, trained and re-trained to deliver quality education. 



ISSN: 2790-5004 Journal of South African Democratic Teachers Union 2022 

Copyright © 2022 South African Democratic Teachers Union, Johannesburg, South Africa 

iv 

 

 

 

 

This, in the long run limits Africa’s quest to accomplish "quality education for all" in 2030, 

consequently undermining the spirit of nation building. It is on this note that this maiden issue 

contributes to the debate on teachers’ roles in quality education, the transformation agenda, 

inclusivity in education, teacher experiences on the implementation of the curriculum and how 

all these aforementioned relate to sustainable nation building in Africa. 

This inaugural issue of the journal consists of six papers that focus on various aspects of the 

teacher which range from teachers’ identity, diverse classroom pedagogies and other forms of 

curriculum implementation, transformation, inclusivity, and quality perspectives in teaching. 

The papers thus broadly contribute towards the journal’s theme on ‘sustainable teachers’ 

performance, quality education, and nation building in Africa’. The quest for sustainable nation 

building is central to the current issue because it is a key product of quality and sound education, 

which can only be achieved through competent and committed teachers. Although the current 

issue mostly draws from South Africa, some lessons tend to apply to other countries in Africa 

where questions have been raised on the quality of education, the pace and direction of the 

transformation agenda, especially when it comes to its contribution towards sustainable nation 

building. 
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Untying the knots of dual pedagogical interfacing of teachers’ exertion in a full service 

school 

N. Maharaj 

University of Kwazulu Natal, Durban 

maharidan@gmail.com 

 

Abstract 

The dawn of democracy in 1994 in South Africa addressed the agonising and controversial 

education of the apartheid era by creating a single regulatory body to deal with state schools. 

However, transferred incongruences and complexities have directly affected management and 

control at government schools by creating a picture-perfect teaching and learning model. 

There has been an understandable absence of valuing learning differences and diversity; this 

valuing needs to be uniformly aligned to human rights, social justice and equity issues, as 

enshrined in the Constitution of South Africa. In this ethnographic study, knots are untangled 

to reveal the instructional practices of teachers working in a full service school (FSS). The 

balancing act of simultaneously schooling mainstream learners and learners experiencing 

intrinsic and extrinsic barriers to learning is interrogated. In this interpretative ethnographic 

topological approach, the portrayal of untying the taut knots (a derivative from Wittgenstein’s 

view) is unravelled in the capacities of teachers at Lighthouse Full Service School1. The 

depiction of their multidimensional exertion is presented to highlight the encumbrances that 

teachers at FSSs experience. Reconfiguring the work of teachers at FSSs will create 

opportunities for further research in teaching and learning. 

 

Keywords: diversity, human rights, social justice, equity, intrinsic barriers 

 

Introduction 

A full service school (FSS) can be defined as a learning organisation which resonates with 

systems theory. Three philosophers have contributed their meaning to this conceptual 

framework. Learning organisation fits seamlessly with Senge’s (1990) model of the five 

disciplines. This study concurs with Senge’s philosophies of the five disciplines of a learning 

organisation. 

 

 

 

 

 

 

 

1A pseudonym is used to protect an anonymous image of the actual school and their staff. 
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Figure 1: Adapted from Senge's (1990) model: The five disciplines of a learning organisation 

 

 

Being a learning organisation, an FSS should be both appreciated and developed (Kirschner, 

2015; Phala & Hugo, 2022; Sampaio & Leite, 2018). Second, Senge (1990, p. 14) sums up a 

learning organisation as being “continually expanding its capacity to create its future”. 

This is reiterated by Hornby (2015) and Leithwood and Aitken (1995, p. 63) who describe a 

learning organisation as a group of people following common purposes (individual purposes as 

well) with a collective commitment to recurrently weighing the significance of those purposes, 

modifying them when that makes sense, and continuously developing effective and efficient 

ways of accomplishing those purposes. 

Third, the most commonly known elements of a learning organisation can be seen as 

synchronised group effort concerning commonly shared goals; active obligation to continuous 

improvement and the dissemination of best practices throughout the organisation; horizontal 

linkages of information flow to beneficially bring expertise together, as well as associations 

with the external world; and, the ability to understand, analyse and use the dynamic system 

within which they are functioning (Keating, 1995; Salend, 2011; Vainker & Bailey, 2018). 

Stemming from the theoretical underpinnings of a learning organisation, the researcher will 

continue to expand on the actualities of an FSS. At the outset, the researcher will briefly 

describe an FSS to strengthen the underpinning of this discourse of the compound work 

demands; this is done to identify requirements for simultaneously providing mainstream 

teaching and inclusive education.2 This is necessary because the regulatory system presumes 

that teachers will adapt and adjust their teaching to perform the curriculum demands according 

to that of FSS. Despite the additional demands, teachers at FSSs are not handpicked to handle 

 

 

 

2Inclusive Education is provisions within mainstream class to deal with the existent diverse needs of its learners. 

It is the inclusion of persons with disability into the mainstream education system. 

 

 

 

 SHARED VISION  TEAM LEARNING MENTAL MODELS 

SYSTEMS THINKING PERSONAL MASTERY 
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the multi-layered demands; yet, in terms of rank and monetary advantages, authorities measure 

the professional proficiency of these teachers in the same way as any other is assessed teacher 

in South Africa (Min, Jeffery & Chen, 2017). 

This interpretative ethnographic portrayal of the work of teachers in an FSS discloses the 

complexity and demanding nature of expected performance as outlined by education 

watchdogs. South African schools have espoused inclusive education, a neocolonial education 

plan that is embedded in the education policies and a road map of Euro-American countries 

from the Global North. The Walton (2018) study uses the lens of inclusive education as the 

fundamental goal of the South African Constitution to embrace inclusion, social justice and 

equal citizenship from an Afrocentric perspective that hones transformation in education. The 

transformative process of creating several policies like the Education White Paper 6 (EWP6) 

(2001) and Guidelines for Full Service/Inclusive Education Schools (2014) developed by the 

government were intended to provide equal education opportunities to all children in South 

Africa—and this means so much more in an FSS. 

The introduction of inclusive education into mainstream schools means that teaching must 

incorporate learners with a wide array of educational needs. Barriers to learning refer to any 

factors, both intrinsic (internal) and extrinsic (external) to the learner, that cause interference 

with that learner’s ability to benefit from the teaching design. This paper sets out to interrogate 

the multifaceted and multidimensional roles teachers at FSSs have to undertake to ensure that, 

from policy to practice, inclusive education meets with the regulatory policies set out to address 

the needs of learners with learning challenges (Landsberg, Kruger & Swart, 2014; Phala & 

Hugo, 2022;). 

 

Setting the scene 

In this portrayal of the work of teachers at an FSS in South Africa, the multifaceted knots of 

actual work are untied to define the subtleties of what the actual teaching entails. The new 

transformational education approach changed the face of education after ushering in democracy 

in 1994. In keeping with one of the cornerstones of the Constitution of South Africa in 1996— 

that quality education is provided for all learners—a new curriculum dispensation of inclusive 

education was initiated. This was designed to cater for the inclusion (in the mainstream 
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education system) of learners with disabilities3 (Applesamy, 2018; Makhalemele & Payne-Van 

Staden, 2015). Inclusive education is about shifting awareness and organisation of school 

systems and environments, placing greater emphasis on diversity of learning needs and 

capabilities. Be that as it may, two major elements were not taken into account by the doyens 

of democracy. First, our new democracy inherited a labour force that varied in terms of the 

quality of pedagogical training, and second, not all teachers had inclusive education 

backgrounds to cater for their learners with multiple diversity. Deepening this deficit is the 

considerable differences in mainstream versus FSS in teaching and learning transactions 

(Skosana, 2018). 

Teachers at an FSS are duty-bound to face complex subtleties of inclusion among learners in 

their classrooms. Inclusive education has its roots embedded in international policies that 

address the inclusion of learners and the right to education. Two articles in The United Nations 

Convention on the Rights of the Child, European Convention on Human Rights and inclusive 

education were illuminated in Education for All commitment launched in 2005 by UNESCO 

(United Nations Educational, Scientific and Cultural Organization). The Guidelines for 

Inclusion report stated of inclusive education that: 

It involves changes and modifications in content, approaches, structures and strategies, 

with a common vision which covers all children of the appropriate age range and a 

conviction that it is the responsibility of the regular system to educate all children”. 

(UNESCO, 2005, p. 14). 

This reinforced the idea that learners with disabilities should not be excluded socially. They 

must also be treated equally. Teachers at FSSs in South Africa are thus obligated to immerse 

themselves in a learning situation that is multifaceted, diverse and demanding. These teachers 

not only have to engage in interdependent collaborative interactions for curriculum delivery 

but socio-emotional needs have to be addressed as well (Applesamy, 2018; Skosana, 2018). 

The underlying expectation from regulatory watchdogs is to provide pedagogical support 

(inter-reliant dependence) via a variety of coordinated activities. 

 

 

 

 

 

3 
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This occurs only if the School-Based Support Team (SBST) and the District-Based Support 

Team (DBST) work in partnership to ensure that learners that are facing barriers to learning are 

given exclusive support/back-up through an inclusive education compendium. This provision 

resonates with the Education for All strategy that is highlighted in O’Riordan (2020); this 

becomes a compass because it stimulates a wide range of learners’ needs that are addressed by 

their teachers. 

The ultimate engagement between teachers, educational stakeholders and parents (including 

the respective undertakings by these role players) is indeed unpredictably diverse (Phala & 

Hugo, 2022). Teachers in an FSS have to succumb to a vast difference in their professional 

execution of teaching whereby government/Department of Basic Education (DBE) has a 

detailed programme to deal with the variety of dynamics forces to make up the special needs 

that require instantaneous appraisal and assessment from constant feedback to government and 

senior management (Applesamy, 2018). Teachers at FFSs are compelled to strategise suitably 

with crucial aspects unique to each school in terms of operation to meet the punctuated demands 

of teaching and learning that fluctuate immensely on a daily basis (Conway, 2017). According 

to Donahue & Bornman (2014) teachers on the staff of an FSS have to intensify their planning, 

motivation of learners and engagements with colleagues by constructing a productive learning 

community in both the mainstream CAPS demands as well as incorporating or introducing an 

individualised creative inclusive and multi-levelled learning programme. Strategic planning in 

an FSS is no easy task or undertaking since “a one-size-fits- all “approach will be inappropriate. 

A teaching design and the stance of leadership have to be created and recreated as varying needs 

and demands from learners require an individualised support plan or programme to cater for 

the inclusive and diverse needs of every learner under the teaching microscope. Teaching 

designs and leadership perspective, in a conventional government school, is exclusive to 

teachers; essentially to their work situation as explained lengthily by Maharaj (2019). This 

capacity for FSS teachers is far greater. The combination of dissimilar instruction styles differ 

from classroom to classroom as well as school to school. Mastery to strike a harmonious answer 

to find a balance between teaching and learning in each classroom situation becomes 

challenging (Phala & Hugo, 2022). The knots that exist in an FSS classroom are multifaceted 

and demanding. However, scrutiny serves as a dual pedagogical encumbrance for teachers at 

an FSS. 
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The loosened knots demonstrate how inclusive education is immersed in the classroom which 

serves as a dual pedagogical encumbrance for teachers at an FSS. Later in this paper, the 

evidence depicts how teachers adjust and adapt their pedagogy to suit the requirement of FSS 

from their perceptions of buy-in to the demands of the DBE. 

 

Purpose of study 

This study sets out to explore the subtleties of teachers executing the CAPS curriculum in a 

state FSS in KwaZulu-Natal. It explicitly draws attention to the interchangeable interplay of 

mainstream and inclusive education teaching flair and procedure. 

The construction of this study mirrors the McGregor (2003) study that stresses the importance 

of not taking the workspaces of teachers for granted. The emphasis in this study finds mutual 

foundation in my pointing out that FSS is not a fixed/self-reliant entity but it is an institution 

that is constantly shaped by intersecting both mainstream and inclusive education interactions 

and practices. 

Research questions 

1. What does your work at an FSS entail? 

2. How do you cope with the curriculum demands at an FSS? 

3. Why do you work the way that you do at an FSS? 

Methodological insights 

The study is located within a qualitative interpretative ethnographic context in which an FSS 

was purposively targeted. The targeted institution is a public school, namely Lighthouse Full 

Service School (LFSS) situated in the Umlazi District in KwaZulu-Natal; the school has 

become an important case in that it serves both mainstream learning and those experiencing 

learning barriers. 

Information was drawn from informal interviews, focus group interviews, and document 

analysis. The method of this study adheres to the five stages of the integrative review process 

that were articulated by Cooper (1982). These stages sequentially unfold from the problem 

formulation; data collection; evaluation and data analysis and interpretation; and presentation 

of results. Cooper illustrates the integrative research review as a type of research that 

synthesises and condenses by separating empirical findings into a lucid whole. 
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Figure 2: Integrative review process, adapted from Cooper (1982) 

 

The data that underpinned the study came from ten qualified teachers and a teacher assistant 

that have served at LFSS for between two and twenty-seven years. Because staff members at 

LFSS have experience at the institution from before the change of status, teachers volunteered 

to participate in semi-structured interviews to provide hands-on feedback. Exactly as stated by 

Donohue & Bornman (2014), not all the teachers had received formal inclusive education 

training. Some responses from the participants shed light on the complexity and 

multidimensionality of tasks positioned at FSSs that result in resentment and uncertainty in the 

execution of their duties. 

The participants that wished to remain anonymous contributed to this study by pointing out 

their experiences at this particular school through the set of questions that was probed to gain 

insight into the dynamics of the teaching software at LFSS. 

 

Research design 

The response to the three research questions forms the nub of the discussion that untangles the 

realtities of being directly involved in FSSs. The focus questions all aimed at unfolding the 

learning dynamics of organisations to flesh out the typology of the workplace space at LFSS. 

The school is submerged in a community that serves learners that come from impoverished 

households; in recognition of this, the learners are provided with hot meals at school. 

The teachers have to negotiate their engagement on work practice through ongoing interaction 

with both learners and teachers. It is during the feeding scheme that the researcher thus 

managed to engage in interactions with different teachers and learners without disrupting 

teaching and learning. The diagram below highlights how each research question unties the 

knots of what it means to teach in an FSS. Each research question forms one part of the 

discussion together with the themes that emanated from the focus group discussions. The 

themes are accountability, policies and laws, incidental work, time at work and work on time. 

a) PROBLEM 
FORMULATION 

b) 

DATA COLLECTION 

c) 

EVALUATION OF DATA 

d) DATA ANALYSIS 
AND INTERPRETATION e) FINDINGS 
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Figure 3: Research design 

 

In this article, the researcher pursued an in-depth engagement with teachers to explore practices 

at LFSS in which participants drew narratives from their actual work experiences. Figure 3 

gives an insight into what it means to work at LFSS, a reputable school that is fully involved  

in  catering  for  learners  that  have  diverse  learning  needs. The participants 

provided impetus for teachers that work with learners in a diverse classroom; with the 

information provided explaining the multiple tasks and accountability that rest on the shoulders 

of a teacher at an FSS as described by Makhalemele & Payne-Van Staden (2017). A description 

and mapping of the balance of interactions undertaken by teachers in their LFSS classrooms 

(where diverse needs of learners are addressed) is provided. This heightens understanding of 

the dynamics of how an FSS differs from a typical mainstream school. The tendencies and 

differences among the agents of change employed in classroom management by the DBE are 

uncovered and revealed in three parts. First, Part 1 addresses the footprints of work at LFSS; 

Part 2 then determines how teachers cope with their work at LFFs, and finally, Part 3 evaluates 

the intervention at LFSS in terms of planning, organisation and assessments. 

REASERCH QUESTION 1 

What does your work at a full 
service school entail? 

PART 1 
Footprints of teachers’ work 

at LFSS 

RESEARCH QUESTION 2 

How do you cope with the 
curriculum demands at a full 

service school? 

PART 2 
Coping with teachers’ work 

at LFSS 

RESEARCH QUESTION 3 

Why do you work the way that 
you do at a full service school? 

PART 3 
Interventions: planning and 

assessment 

INTEGRATIVE 

PROCESS 
Problem formulation 

Data collection 

Evaluation of data 

Analysis and 

interpretation 

Presentation of results 
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What the footprints of work at an FSS entail 

'According to Phala & Hugo (2022); Min, Jeffery & Chen (2017) and Makhalemele & Payne 

Van Staden (2015)', the works of teachers at FSSs is set out using intricate guidelines to 

address human rights social justice and inequality with a particular focus on moving away 

from exclusive teaching methods to an inclusive education approach of addressing learners 

that experience intrinsic (internal) and extrinsic (external) barriers that have an impact on their 

learning (Min, Jeffery & Chen, 2017; Makhalemele & Payne-Van Staden, 2015; Phala & 

Hugo, 2022). 

Teacher 1 from the focus group explained what is needed to meet the obligations of curriculum 

demands. The demands are related to tight time frames and the “multiple barriers” that hamper 

progress on completing tasks on time because not all learners grasp concepts satisfactorily so 

as to allow the lesson to progress and for lesson objectives to be fulfilled. 

According to other participants, teaching and re-teaching also creates timing backlogs; 

therefore, completing the curriculum becomes a mammoth task. 

As a teacher I…(hmm) find that I have to do more than just teach the work…that is set 

for the actual lesson material…I have to work with learners that have…multiple barriers 

and difficulties…just grasping simple aspects of the curriculum. (Teacher 1, Umlazi 

District, May 2019). 

Similarly, Khan et al. (2017) in their work undertaken in Pakistan found that FSSs do not train 

teachers sufficiently to handle the multiple difficulties in their classrooms. These sentiments 

are expanded on by Min, Jeffery and Chen (2017) in the context of their work in the United 

States and Applesamy (2018) in the South African context. These authors set out to fathom out 

how teachers have to adapt and adjust their skills to address their learners who are not grasping 

content within the set time frames. 

To facilitate the mastering of skills that are demanding for learners who find learning skills and 

concepts difficult (and who express frustration at times when their assessment results are poor), 

the time allocated to tasks is expanded The reaction from Participant 1 unties the knot of dual 

pedagogical instruction that requires the teacher to blend in systems thinking, personal mastery 

and a shared vision of how to make teaching meaningful for the learners at LFSS. Kirschner 

(2015) and Ojageer (2019) describe the exact sentiment, referring to this adjustment as a 

“flexible” support structure for learners. 
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Participant 7 expressed a new challenge of dual pedagogy in terms of curriculum adaptation to 

CAPS (National Curriculum and Assessment Policy Statement) at LFSS from the foundation 

to intermediate phase; the policy has required adherence to principles and demands for inclusive 

education. Concern regarding curriculum demands is raised by Phala & Hugo (2022); this is 

echoed by Participant 7 (see quote below), in terms of teaching literacy to Grade 3 

learners: 

I try to brainstorm…as many ways to teach my learners because the transition from one 

phase to the next…is also challenging. What makes the nature of my teaching difficult 

is actually preparing the learners…to switch from a mother tongue (isiZulu) medium of 

instruction in the foundation years to a first additional language as the medium of 

instruction. Not only is the language a challenge…but the problem that begins is that 

now three more subjects are introduced with the new FAL…[First Additional 

Language, English] as a means of interaction and communication. (Participant 7) 

The critical step envisaged by the DBE to strengthen and transform education as early as 

possible is not adequately supported with interventions that address barriers to learning and 

development at FSSs. 

Other participants concurred with Participant 7 and explained how they use mental models of 

adjusted teaching strategies to get the learners to understand and grasp the content being taught. 

Both in the case of the teacher and learner, personal mastery of adaptation to the learning 

barriers has to intertwine innovative systems thinking to allow the teacher/learner to become 

accustomed to the transition from the foundation phase to the intermediate phase. 

However, Participant 3 went on to state that having an assistant teacher coming into their 

classes once a week did very little to improve the already difficult situation of having 

overcrowded classes. In trying to find the simplest way to get a message across, Participant 10 

explained that the demands on methodological adjustments also made teaching difficult and 

“multifactorial”. 

(As a) teacher assistant, partnering with (class) teachers… once a week …I help slow 

learners with cognitive barriers get support. To achieve better results and building their 

(learner) confidence towards school work. (Teacher 3, Umlazi District, May 2019) The 

inclusive education syllabus needs more teaching time especially when we have 

differentiated teaching methods applied in the very lesson. The diversity in terms of 
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learner development have to satisfy and teaching programmes have to be tailored to suit 

all learners. I find this a challenge and very tough. When management has short 

deadlines for final assessments the pressure of keeping up is very multifactorial. 

(Participant 10) 

The above evidence from other participants besides Participants 3 and 10 is explicitly described 

by Hornby (2015); they state that teaching at an FSS includes a wide range of disciplines and 

offerings supplemented by related research and methods that informing evidence-based 

preparation (p. 10). 

Other teachers at LFSS indicated that there are instances where teaching strategies interface 

with teaching and learning at a level of interaction beyond the execution of a “one-size-fits- 

all” curriculum model. The teachers teaching the same grade have to follow a different 

approach and most of the time move at a slower pace than subordinate colleagues. This makes 

assessment programmes difficult, and these teachers are therefore forced to create an innovative 

and suitable personalised approach to dealing with the various cases, engaging in team learning, 

constructing mental modes of teaching and a creating a shared vision. These approaches are 

blended to make teaching meaningful for learners at LFSS. This innovative approach is 

expanded on by Ojageer (2019), who also describes this assimilation of additional support from 

either the parameters of the teacher within the class or getting additional support from within 

and outside the school becomes necessary to meet the demands of learners that have diverse 

learning needs. 

Participant 6 gave insight into the rapid changes in their work, adding that their teaching has 

undergone rapid changes and transitions over the years. Their contributions to the focus group 

shed light on the interactions in support structures and professional learning communities. This 

significant sphere of influence at LFSS results in teachers executing “progressive“ practices 

that serve and address the needs of learners with diverse educational requirements. 

The day-to-day activities of individualised support become ever-changing because each 

learner has different learning potential. As a teacher, I have to adjust according to the 

learner and not the curriculum expectation. (Teacher 6, Umlazi District, May 2019) 

There are various policies from internal and external stakeholders which has obligatory 

implications therefore as a teacher there is no compromise but to re-plan and adjust to 

enforce the changes. (Teacher 8, Umlazi District, May 2019) 
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There are obligations from our senior management and department officials that needs 

to be carried out. As the teacher in charge of such a learner, I have no choice but to 

implement the rules. (Teacher 11, Umlazi District, May 2019) 

According to Salend (2011), in the four key principles addressing inclusive education, mention 

is made of networking and collaboration being essential to dealing on the one hand with learners 

experiencing barriers, and on the other hand, teaching staff that cannot cope with the volume 

of work. This strategy—rooted in the global space—informs the interventions sought by 

Participants 6, 8 and 11. The latter participants confidently expressed that their teaching had to 

extend beyond the classroom and it was imperative to get external agencies involved. 

Responses from partidciapnts 6, 8 and 11, highlight open systems thinking being incorporated 

into classroom workspaces where teachers adopt personal mastery through collaboration and 

team learning. The strengthening of their mental models and a shared vision from the 

experiences of other teachers make their work effective in meeting the demands of the CAPS 

policy set out for FSS. 

The changing face of FSS is reassuring but teachers at LFSS vented their concerns about the 

divergent streams required to cater simultaneously for mainstream learners and learners 

experiencing learning difficulties. 

The reworking of their teaching strategies results in bloating of the auxiliary workload demands 

of teachers at an FSS. Khan et al. (2017) and Skosana (2018) concur with Participants 6, 8 and 

11in that connections enable collaborative teaching strategies to emerge that can address the 

challenges and workload pressures experienced by teachers at an FSS. 

The second part of the discussion extends the argument on how the footprint explored above is 

negotiated by teachers at LFSS. 

 

Coping with challenges at Lighthouse Full Service School 

As previously mentioned, not all teachers at LFSS are formally trained in the inclusive 

education necessary for implementing the regulatory demands; simply because these teachers 

were members of staff when it was a typical state primary school, they were absorbed into the 

new curriculum adopted by the DBE. Teachers at LFSS have confirmed that preliminary 

training was offered to them to introduce the requirements of screening learners with special 

needs but induction for new staff has been inadequate. Hence it becomes the role of the SBST 
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and school management team to diligently implement policies set out for FSS. 

The supporting information from a teacher in Umlazi indicates the encounters and difficulties 

they withstand in keeping up with the rapid pace and relentless shifts. 

In order to feel satisfied as a teacher I have to make an added effort to ensure I address 

the cognitive, social and emotional development in terms of the growth of each learner 

placed under my care. (Teacher 1, Umlazi District, May 2019) 

Workshops that are done within a fraction of the day sets out great volumes of new 

materials which has to be enforced promptly. (Teacher 5, Umlazi District, May 2019) 

There are various policies from internal and external stakeholders which has obligatory 

implications therefore as a teacher there is no compromise but to re-plan and adjust to 

enforce the changes. (Participant 9) 

The above retorts from three of the participants are aligned to the work of Min, et al. (2017) 

and Phala and Hugo (2022) who note how curriculum changes have to be factored into the 

teaching style of the teachers. It cannot be doubted that an FSS continually adds strategies to 

expand techniques using systems thinking for holistic development of the learners under their 

care. 

Adopting of individualised personal mastery by the teachers is aimed at catering for the needs 

of learners. Teachers also need to unlock strategies to meet curriculum demands to enable team 

learning, and achieve shared vision to make their work effective. As noted by participants in 

the focus group, working through great volumes of material requires FSS teachers to have 

suitable mental models to allow them to remain focused and respond to periodic adjustments 

in the curriculum. 

The participants also identified the work changes that infringe on teaching plans. As a result of 

not adhering to the changes, teachers have further complications creeping into their 

professionalism; according to participant 7, it therefore becomes necessary to reconfigure their 

methodologies and viewpoints. 

Researchers and academics are constantly making new findings and judgements and in 

order to improve our standards the officials choose to follow these academic 

suggestions to raise focus and engagements so that our performance amid the 

international arena is in par. (Teacher 6, Umlazi District, May 2019) 

The change of curriculum demands and the top-up programmes introduced by the 
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subject specialists from the department of education. The strengthening course of action 

introduced from…District has to be followed accordingly, therefore as a teacher I have 

no choice but to keep up the newly formulated demands imposed on our schools at 

subject committee and cluster meetings. (Teacher 7, Umlazi District, May 2019) 

The above concerns raised by Participants 6 and 7 as to how teaching at state-run LFSS is a 

juggling act of keeping up with the new regulatory demands has also been raised widely in the 

literature (O’Riordan, 2020; Pappas et al. 2018; Skosana, 2018). According to the latter authors, 

working in an FSS requires incorporating the systems thinking theory of Senge via adjustments 

to personal mastery skills, participation in professional learning committee meetings and 

receiving additional learning support. It also requires adaptation of mental mindset and 

development of shared vision to keep their focus on track to meet requisite burdens of the 

curriculum and the workload demands set by education watchdogs. 

As the researcher listening to participants talk about keeping abreast of global archetypes, I 

tested the waters to find out if LFSS will be able to deal with the much-discussed Fourth 

Industrial Revolution (4IR). It is also evident that LFSS is lagging in the implementation of 

4IR technologies. The school will have to readjust and realign to global change to suit the pace 

of the learners and the abilities of their learners. Although there was undoubted evidence that 

the participants were technologically savvy, this knowledge and the associated skills would 

take a long time to be incorporated into daily functioning and operations at LFSS. Some of the 

insightful responses from Participant 3 and Participant 6 were thought-provoking. 

The 4IR is changing how we live, work and communicate. It’s also reshaping 

government, education, healthcare and commerce. Almost every aspect of life needs to 

adjust to these changes but our learners at this FSS have to become aware of technology 

and how it helps them study. This will be a very long-term process of being a teaching 

method that will be successful. (Teacher 3, Umlazi District, May 2019) 

The 4IR message that is making great strides across the globe is not workable in our 

FSS because we have learners that have diverse learning needs. They have challenging 

setbacks to grasp the ordinary curriculum demands that are overwhelming. The 

introduction of technology to enhance their work will become very difficult and hard to 

achieve. 4IR is only workable if we are using it as an ISP (individualised support plan) 

for a few learners to make teaching and learning meaningful and fun to stimulate 
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learners that have cognitive barriers. The infrastructure and organisational 

arrangements for every learner will certainly pose a huge problem for the entire school 

cohort. (Teacher 6, Umlazi District, May 2019) 

The above sentiments expressed in the focus group discussion directly align with the concerns 

of participants as discussed by Sampaio & Leite (2018) and Phala & Hugo (2022, p. 6) where 

(as mapped out by Senge) all five organisational demands are required to recreate and adjust 

LFSS to make teaching and learning real and productive. This untying of the knots of how 

teachers daily navigate the workspace describes the actual teaching programme. 

The third and final part of the discussion extends understanding of what is entailed in the 

workspace pattern (of required interventions and assessments) of teachers at an FSS. 

 

Teacher interventions of planning and assessments at Lighthouse Full Service School The 

experiences described by participants in this study (in terms of how interventions are created 

and recreated to meet demands and complex workloads at LFSS) directly lend themselves to 

the findings in literary discussion from Hornby (2015); Khan et al. (2017); Phala and Hugo 

(2022); Hornby (2018) and Khan, et al. (2017) and Makhalemele and Payne-Van Staden 

(2015). Participant 6 and Participant 11 succinctly described their experiences at LFSS but their 

positive responses to how they recreate and adapt their teaching send out a clear message—

that is, teaching and learning at this school are carried out productively and effectively—

for at no point did any participant state that they disregarded work demands. 

As a head of the grade, I am expected to assist my peers in times when problems arise 

during class time. I am forced to master the art of problem-solving so that I help the 

majority that is really battling to cope with the volume of work expected at their grade 

level. I have to make a really great effort to support not only the teachers but some 

serious problems that the learners give their class teacher. (Teacher 6, Umlazi District, 

May 2019) 

I have been trained in Exclusive Education and I can see how it is required in LFSS 

therefore I want to pass on enough information to my learners so that education can be 

superior in terms of interaction and confidence. (Teacher 6, Umlazi District, May 2019) 
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The forthcoming generation needs to be confident and capable of handling the 

challenges of the world. I want to always give my learners all the information and 

confidence to make them powerful and great leaders who will be of value to the nation. 

(Teacher 11, Umlazi District, May 2019) 

The participants that stated their concerns and explained how they fit into teaching at an FSS 

have also raised the concerns of Applesamy (2018); Khan et al. (2017) and Skosana (2018)— 

that teaching at an FSS certainly requires teaching and learning that is different and demanding. 

It also requires a continual search for coping strategies and styles to make a difference for 

learners experiencing barriers to their learning process. 

The above three responses from the participants confirmed to me that Senge’s five systems of 

thinking fit seamlessly to adjusting personal mastery, enhancing team learning, reconfiguring 

mental attitudes and building on shared values to untie the knots of planning and assessments 

that are applicable in terms of the type of work that teachers undertake at an FSS. 

The reassuring opinions from the participants coerced me to further enquire about why those 

strategies were suitable to the agents of educational transformation as the participants 

themselves at LFSS on the whole are careful about choosing strategies. Their answers 

concurred with Phala and Hugo (2022) and Min, Jeffery and Chen (2017) and will certainly 

give another teacher some ideas of the dimensions of creativities that teachers at LFSS apply 

to their teaching and learning situation as described by Participants 2, 3, 5, 10 and 11: 

This type of strategy will make our community become strong and productive in the 

great space of life. (Teacher 5, Umlazi District, May 2019) 

My strategy is my branding and I will like to be an exemplary role model that will make 

my community proud of the achievements of my learners. (Teacher 10, Umlazi District, 

May 2019) 

My strategies are adapted and fine tunes from me constantly getting fresh information 

and abiding to the laws and policies therefore I know that my learners are always 

receiving the best they can. These learners depend on the school to grow them. They 

will lead SA [South Africa] when we are no more. (Teacher 11, Umlazi District, May 

2019) 

Because it is working for me and it is a good way to conquer whatever may come my 

way. (Teacher 2, Umlazi District, May 2019) 
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To change South African Education system. To make our nation a leading nation. 

(Teacher 3, Umlazi District, May 2019) 

The idea of close-knit communities, parental support and involvement and networks beyond 

the family as elaborated by Min, Anderson and Chen (2017, p. 30) and Applesamy (2018) 

explains cognitive and social mediation for constructing an enhanced level of sense-making of 

coping at an FSS. 

In terms of Senge’s systems thinking of a shared vision, one cannot disregard how teachers 

have to continually make use of mediation as a model of learning arguably moving an 

educator’s role from provider of knowledge to learning facilitator, as the learner becomes self- 

regulated, independent, and creative. Systems thinking is a road map where a shared vision, 

mental fitness and collaborative learning go hand in glove to make teaching effective at an FSS. 

As I was unravelling and untying the knots found in the feedback of these participants I resolved 

that teaching can constitute one of many things; for agents of the state employed to undertake 

this vital basic need, the implementation of regulatory demands can also diverge from school 

to school. The dual pedagogical loyalty from teachers at LFSS allows for a degree of comfort 

that additional work is ongoing but the endurance from teachers is different at FSSs as opposed 

to mainstream schools. 

Besides the concerns from LFSS participants provided above, further trepidation emanated 

from participants. To give FSSs the desired impetus to redress the inequalities of the apartheid 

era under the democratic transformation process requires intervention from relevant 

stakeholders. Without holding back, teachers expressed their unhappiness with what they 

viewed as the unrealistically light learners-to-staff ratios/staff composition at their schools 

which created difficulties when physically impaired learners were not catered for, unlike in 

other state schools that have such learners. The large class sizes emerged as a subject that has 

been disregarded by education authorities, yet it has a significant impact on the way that 

teachers spend their time on tasks (and struggle to complete tasks on time) at LFSS. 
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The accounts given by Participants 2, 5, 6, 8 and 9 shed light on the organisation and 

assessments of interventions adopted by teachers at LFSS. 

There are so many learners with such diverse needs that I have to attend to and the 

assistance that I receive is minimal or nothing at all when the teacher assistant is not 

available. (Teacher 5, Umlazi District, May 2019) 

If only I had a teacher assistant given to me in my large class of 49 learners I think I 

will make a large difference to the type of output in my service delivery. (Teacher 9, 

Umlazi District, May 2019) 

The management of an LFSS is always adding new ideas and methods of coping with 

the two streams of learning at school. Mainstream demands from CAPS is synchronised 

with SNA [Support Needs Assessment] learners and their demands. Sometimes I really 

don’t know which one to focus on. Although it’s exciting and different I feel that each 

class should have a teacher assistant to keep all the vital records and activities according 

to national and provincial norms and standards. (Teacher 6, Umlazi District, May 2019) 

I have to constantly switch my attention to moving forward with those that grasp the 

concepts and work but in a short space of time within the very same period I have to 

cater for those learners that have different learning abilities to be added in the tasks and 

activities. (Teacher 8, Umlazi District, May 2019) 

As a teacher assistant I had to [manage] 16 classes in a week doing a wide range of 

learner needs with a governing body salary (R1000 per month). (Teacher 2, Umlazi 

District, May 2019) 

The EWP6 spells out the requirements for teachers on how to deal with learners experiencing 

barriers to learning at state schools. The DBE (2010) indicates what is envisioned from FSSs 

and Vainker and Bailey (2018) heighten the reality of what inclusive education means (and 

how interpretations are not uniform); this can explain how teachers have to adhere to policies 

without first gaining a proper understanding of such policies something that presents a 

challenge to best . Hence, the execution of the inclusive education curriculum becomes difficult 

to explain from an inter-agency perspective, yet at an intra-agency level such as at LFSS, 

teaching and learning are ongoing. 

The participants themselves have not only opted to execute the CAPS curriculum in the way 

that they choose to meet the demands of the state and DBE but also to ensure that learners with 
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barriers to learning are accommodated concurrently with mainstream learners in their classes 

This type of provision and overhaul comes at the expense of teachers utilising their systems 

thinking or interpretation of the own personal mastery skills as well as confining to staff team 

building that required a suitable mental mindset and a shared vision entwined to make their 

teaching appropriate and meaningful at LFSS. 

Findings and recommendations 

In untying the knots of the teaching and learning process at this particular FSS I have 

understood the procedures and ascertained the type of footprint that is created by teachers. My 

findings are explained and immediately thereafter are my suggested recommendations. 

Overview of findings of the study 

1. From planning to operation as well as monitoring, the dynamics of full service require 

extensive community-based and parental involvement that can transform schools into 

holistic learner-centred institutions. 

2. Increased level of internal control and extended time allocation is needed to enable a 

structured plan of action to be developed that addresses both inclusive and mainstream 

education demands of each learner; learning barriers must be addressed in a special 

programme with intensified support during specified contact time in the school day. 

3. There is a clear indication that teachers at FSSs lack the capacity and scaffolding to 

cope with the multiplexity of the demands that learners create when inclusivity in a 

single classroom has multiple teaching adaptations that have to simultaneously be 

factored in. Both mainstream learners and learners with barriers have to be catered for 

with many strands of teaching styles that have to be planned, prepared and executed to 

get tasks completed on time. The demands on these teachers are greater than at other 

state school, in that accountability to learners with barriers is an add-on to their 

workload. 

4. The requirements for resources and dedicated infrastructure are complex, compounding 

the challenges that face teachers at FSSs. Even if assistive devices are present, the 

desired support becomes split between mainstream learners and those with barriers, 

with such barriers at times being psychosocial or psycho-emotional, rather than 

cognitive. FSSs are not given human resources to deal with these complex problems, 

unlike special needs schools that are provided with this type of support. 
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5. Strengthening support in FSSs involves combined exertion from all stakeholders in the 

DBE to ensure networking and collaborating to satisfy targets. 

6. FSS teachers are insufficiently equipped with the knowledge to plan for and conduct 

teaching of learners with diverse learning needs. 

 

Conclusion 

In untying the knots in the work of teachers in an FSS, key indicators surfaced. These indicators 

are, first, to sharpen the focus on construction by teachers of their work programmes in terms 

of the distinctive needs of the learners. Second, emphasis and focus must be directed to the 

innumerable ways in which learning takes place on the part of learners with diverse needs. 

Third, an inventory of the manifold learning programmes that are created and sustained to 

accommodate the different learning styles must be collated and scrutinised. This must be done 

to either assist FSS teachers or endorse their initiatives to create a bank of pedagogic 

methodologies for teachers-in-training to benefit them during their study. Fourth, there are vast 

expectations of accountability for FSS teachers in their workspace that are not present in 

mainstream schools. 

This study gives impetus to education watchdogs to further engage in research to obtain 

valuable information for mapping out the imbalances in interactions with learners of different 

needs in an FSS classroom. 

The responses from the participants were perfectly synchronised both with Wittgenstein's 

theory of untying knots and Senge’s model of the five disciplines of a learning organisation. 

These responses shed light on the multivariate approach adopted by the teachers where systems 

thinking, mental models, team learning, personal mastery and a shared vision are the combined 

constituents of teaching at an FSS. 

This multidimensional research approach could be of vital importance to both policy and 

curriculum implementation stakeholders. Teaching at an FSS directs teachers towards both 

formal and informal instructional demands during the actual interaction with the diverse learner 

needs at school. Hence the power of the dual “pedagogical clock” is determined by the 

collaborative and interactive tasks by teachers to keep the learners’ time on a task attuned. The 

pacesetting from the teacher is in sync with time constraints which partially neglects key 

aspects of delivering curriculum as preferred. 
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The organisational, interactive and cognitive pace in a classroom where learners have diverse 

education needs require a well-thought-out/constructed teaching design that allows for support 

structures that are readily available for teachers; thus teaching can continue effectively with 

assistants being assigned to complete activities and tasks under direction and command of the 

class teacher. 

A future research path could be a comparative education study of inclusive education between 

schools in an affluent area offering inclusive education to a school in a township offering 

inclusive education. 

 

Recommendations from the findings 

As the researcher, I set out to get a full picture of the demands and dynamics for teachers in an 

FSS. In getting to the actuality of simultaneously teaching mainstream learners and those with 

barriers, I have the following recommendations: 

1. Itinerant teachers with special skills in psychosocial and psycho-emotional needs 

should be assigned to FSSs so that teachers can be supported and developed to deal 

with the diverse needs of their learners. The DBE must design a business plan with 

a road map identifying how areas of concern will be addressed through collaboration 

and networking with special schools so that scaffolding is offered to cluster schools. 

2. A structured assessment strategy must be devised to deal directly with different 

learning barriers for basic, medium and advanced support since teachers that refer 

their learners to the Department of Health or Department of Social Welfare cannot 

follow up with learners experiencing barriers outside the cognitive domain. Many 

learners at township schools have child-headed households/absent parent(s). These 

orphans and vulnerable learners have to be catered for separately. An assessment 

strategy and plan of action must be designed and support for learners must be dealt 

with case-by-case on merit. 

3. Teachers that work at FSSs should be recognised either monetarily or given 

refresher courses and in-service training. 
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4. Learners experiencing barriers to learning must be accorded privacy and their 

dignity must be upheld more especially when such learners are trapped in a spiral 

of poverty, deprivation and cultural stagnation. 

5. FSSs are regarded as social institutions that place the socialisation of the learner as 

their main purpose. The absence of social capital in society gives rise to 

disadvantaged learners which lack a combination of cultural and social 

involvement; such learners should be introduced to micro-projects to enhance self- 

esteem while assisting teachers to engage in intra-agency and inter-agency 

collaboration to assist learners that have barriers other than cognitive learning skills. 

6. Teachers at FSSs need to be more knowledgeable on how to plan and teach learners 

with diverse learning needs in their classrooms. Schools must be twinned with 

glocal schools so that communication, participation and accountability are 

heightened in terms of levels of exertion of work. 

7. The study identifies how FSSs differ from mainstream state schools despite having 

similar teachers. The evidence from all three parts of the exploratory enquiry reveal 

impediments to executing the curriculum design for FSSs and allows for deeper 

examination and investigation. The curriculum implementation plan needs exigent 

deliberation in terms of reconfiguring and addressing the workload demands of 

teachers together with the times on tasks (and tasks on time) that get altered when 

dealing with learners that have diverse educational or learning barriers. 
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Abstract 

The holistic development of learners outside the classroom through outdoor play is the 

focus of this article. Play allows learners to expand their understanding of themselves 

and others, their knowledge of the physical world, and their ability to communicate with 

peers and educators. However, despite the countless values of outdoor play on the 

welfare of learners, there is an accumulative concern about its decline in primary 

schools. The objective of this article is to identify and describe the role of outdoor play 

in the holistic development of learners in primary schools in North West province, South 

Africa. The research on which this article is based made use of a mixed-mode 

methodological approach to obtain the views of a wider teacher community about 

outdoor play through questionnaires, but also to obtain personal views of teachers 

through interviews. It was found that schools are not equal in providing opportunities 

for learners for outside play. It was also found that outdoor play assists primary school 

pupils to prepare for later life as it enables them to deal with conflict, and care for/share 

among themselves. Given that the benefits and risks of outdoor play may vary across 

different cultures, countries and population groups, special attention should be given to 

the different contexts and conditions in which learners are born, live, and play. 

Keywords: outdoor play, holistic development, psychomotor development, affective 

development, cognitive development 
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Introduction 

 

To improve your mind without the cultivation of your physical gifts would be a very 

hollow victory. Elevating your mind and body to their highest level without nurturing 

your soul would leave you feeling very empty and unfulfilled. But when you dedicate 

your energies to unlocking the full potential of all three of your human endowments, 

you will taste the divine ecstasy of an enlightened life. (Robin S. Sharma, The monk 

who sold his Ferrari, 2004, p. 98) 

This article gives a view on the integration of the development of mind and body in five primary 

schools in North West province (NWP) in South Africa. The development of learners outside 

the classroom during outdoor play is the focus of this article. Play allows learners to expand 

their understanding of themselves and others, their knowledge of the physical world, and their 

ability to communicate with peers and educators (Fernie, n.d.). Primary school learners’ play 

activities are characterised by movement, such as tumbling and rough playing and it sometimes 

poses a high risk of danger (Fernie, n.d.). 

Outdoor play is regarded as free-flowing, pleasurable activities initiated by learners themselves 

(Flint, n.d.; Levesque, n.d.) with no risk for failure (Casey, 2007), where the emphasis is on 

having fun and learning skills (Hartas, 2008; Segal & Bardige, 2006). The activities happen 

outdoors (Gilbertson et al., 2006) and while playing outdoors, learners exercise both their 

bodies and their brains (Flint, n.d.; Levesque n.d.). 

Outdoor play is regarded as essential for the social, emotional, physical and cognitive (thus 

holistic) development of a learner (Flint n.d.; Levesque, n.d.). Such play can unlock human 

potential and the issue of not integrating it into the primary school curriculum is a disadvantage 

for learners (Barrett, 2004; Collister, 2001). Kempainen, et al. (2005) are of the view that 

outdoor play should be mandatory in schools. Watkinson (2010), and Horine and Stotlar (2004) 

believe that when it is managed properly, outdoor play is a powerful builder of character, and 

it creates a framework for self-discipline and allows learners to strive to attain the highest level 

of performance in academic affairs. 
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Outdoor play allows learners to make decisions, communicate, share ideas and facilities, help 

and listen to others, and participate at their level (Barrett 2004). This form of play is 

fundamental to preventing and reducing boredom and obesity among learners in schools 

(Casey, 2007; Van Jaarsveld, 2008; Waller, 2009). 

There have not been studies about outdoor play management to support the holistic 

development of learners in Dr Kenneth Kaunda District (DKKD) in the NWP of South Africa. 

The absence of outdoor play research in this area of DKKD comprises a knowledge gap that 

this article attempts to fill. 

A mixed-method research design that encapsulated qualitative and quantitative approaches was 

applied to investigate the management of outdoor play to support the holistic development of 

learners in selected primary schools in NWP. 

Research question 

 

The research question that needs to be answered in this article is: How does outdoor play 

enhance the holistic development of learners in primary schools in NWP, South Africa? 

Method 

 

This study employed a mixture of qualitative and quantitative approaches, popularly called a 

mix-method by Lynch (2010). A qualitative approach was used, based on the four main 

purposes of Leedy and Ormrod (2005), namely, description, interpretation, verification and 

evaluation. The quantitative approach helped to describe and make interpretations about the 

current status of outdoor play management to support the notion of the holistic development of 

learners (Maree, 2007) more effectively. 

A semi-structured interview was used to collect qualitative data because it gave teacher 

respondents the freedom to express their feelings and perceptions without having restrictions 

imposed by the researcher. It gave the researcher the flexibility to explore reasons and motives 

for given responses and to probe further directions specified in the interview schedule (Robson, 

2002). Quantitative data were collected using a questionnaire. 
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Document analysis was also utilised in gathering primary data for the research. Photographs 

were also used to capture images of the social world of outdoor play within DKKD primary 

schools. The resulting photographs were interpreted in text. 

Permission was sought from the Department of Education Management under which the 

DKKD school to conduct the study. School principals gave approval for the researcher to visit 

their schools and all respondents signed a consent form that specified their anonymity and 

confidentiality of the data collected. Aspects that related to the consent form such as the right 

to self-determination and justice, the right to informed consent, and the right to privacy were 

attended to. 

Learner preparation through diverse types of outdoor play 

 

Hartoog (2010), Martin (2002) and Martin et al. (2004) argue that learners are not at school to 

obtain academic knowledge only. Learners’ good performance in mathematics, reading and 

writing, does not necessarily enhance their social acceptance or ability to build relationships. 

Besides academic skills which form part of the school programme, outdoor play prepares 

learners for life, because it helps the learner to develop physically, spiritually, emotionally and 

intellectually (Watkinson, 2010). Hence, Alan Johnson emphasises that outdoor play should be 

at the heart of every school’s curriculum and ethos (Waller, 2009). 

Child play 

 

Primary school learners’ play ranges from simple physical play like hopscotch to more complex 

cognitive play in games with rules such as cards or chess (Saskatchewan Ministry of Education, 

n.d.). Learners engage in different types of play based on the development of their thinking, 

reasoning, language and social skills (DoE, 2008). Sheridan (2008) identifies distinct types of 

outdoor play which represent and contribute to the development of primary school learners in 

different areas. 

Active play 

 

Active play leads to the physical development of children through the utilisation of the head, 

trunk and limbs in sitting, crawling, standing, running, climbing, jumping, throwing, kicking 
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and catching. It also involves rough and tumble play, and it is a means of gaining strength, 

agility and coordination (Sheridan, 2008). 

Imitative play 

 

Imitative play originates from the learner who has observed a significant action and repeats it 

(Sheridan, 2008). For example, a boy who cannot master the skill of kicking and balancing a 

ball, is repeatedly left out by his friends in team play. Therefore, he will observe and imitate 

his friends and make an effort to master these skills. The success of mastering such skills is 

fulfilling because it allows the child to socialise and be part of the team. 

Pretend play 

 

Pretend play according to Stevenson (2010) is an imaginative game or fantasy whereby learners 

engage in pretending to be grown-ups. It is an opportunity to put insights and skills into action 

and is therefore dependent on the utilisation of imagination and creativity (Sheridan, 2008). 

That is why learners enjoy pretending and role-playing with materials such as dress-up clothes, 

hair dryers, mirrors, scarves, belts, helmets, bags or suitcases (DoE, 2008). Pretend play 

encourages language and vocabulary development; it enhances reasoning and problem-solving 

abilities, especially in situations where contradictory facts are considered. It further fosters 

flexible and inventive thinking (McCain et al., 2007). 

Cognitive play 

 

Knowledge of types of cognitive play helps educators to provide appropriate environments that 

support learners’ development. It enables them to enjoy, encourage and appreciate age- 

appropriate play behaviour (Isenberg & Jalongo, 1997). The following are some examples of 

cognitive play. 

Constructive play 

 

Constructive play involves creating something such as a tower of building blocks. It requires a 

combination of fine movements, sensory capacity and cognitive and symbolic understanding. 

To build something, a learner needs not only to be able to manipulate the components, but they 

should also be able to visualise and plan the object in her/his head (Sheridan, 2008). 
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Socio-dramatic play 

 

Socio-dramatic play relates strongly to learners’ cognitive and social abilities (SMoE, n.d.). It 

develops abstract thinking and refines learners’ understandings of the world (McCain et al., 

2007) and the ability to solve problems in a safe context (Smilansky & Sheftaya, 1990). 

Imagination is to learners what problem-solving is to adults. 

Games with rules 

 

Sheridan (2008) advocates that games with rules assume a degree of understanding about 

sharing; taking turns for fair play and the accurate recording of results. Games with rules 

become more prominent around the age of four years onwards when small groups of children 

begin to improvise their own rules for cooperative play. However, team games which challenge 

competitiveness in older learners become increasingly subjected to rules (Sheridan, 2008). For 

learners, initial play is mostly a social, fun experience that requires no serious techniques. Later 

on, learners enjoy games with rules such as card and board games, and they enjoy utilising 

materials to make their own games such as cards, dice and game counters (DoE, 2008, p. 3). 

Demers (2008) believes that before thinking of game ideas, learners need to be given 

background information on what makes a good game. A good game must meet the following 

requirements: it should be safe; the rules should be simple; there should be adequate space; and 

it should be fun and at the same time challenging. Such a game should allow participants with 

various skill levels and abilities to participate. 

Outdoor play in primary school 

 

Outdoor play happens during breaks or intervals, which Milteer and Ginsburg (2012) regard as 

free time. This free period from the classroom’s routine enables learners to refocus their 

energies and attention on their school work. It is a typical mid-morning or mid-afternoon free 

time or break from the normal academic routine. This free or interval time happens outdoors 

whenever possible so that learners can play and have an opportunity to “let off steam” during 

acceptable outdoor play activities (Gallahue & Donnelly, 2003). Milteer and Ginsburg (2012) 

argue that outdoor play is not only essential for the cognitive, physical, social and emotional 
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well-being of learners but offers academic enrichment opportunities that are vital for some 

children’s ability to progress academically. The keys to a successful outdoor play interval are 

proper facilities and ample equipment. 

The value of outdoor play 

 

Outdoor play offers children the opportunity to be creative and self-expressive (White, 2007). 

Learners’ imagination is stretched beyond the constraints of the classroom (Levesque, n.d.). 

This implies that learners can apply their five senses in a natural situation. For example, learners 

could touch and smell a fresh flower, visualise the scenery of the open spaces and smell the 

grass. Outdoor play provides ample opportunity for this kind of informal learning. 

Demers (2008) indicates a further value of outdoor play is that it addresses four psychological 

needs. First, outdoor play offers an opportunity to form relationships, belong to a group and be 

connected to others. Second, learners learn to set goals and try to improve as they benchmark 

their success with that of their peers. Third, outdoor play also offers learners a chance to make 

their own decisions. Fourth, the learners enjoy the play activity. 

Diverse knowledge domains associated with outdoor play development 

 

Ogilvie (2004) is of the opinion that outdoor play learning consists of three domains, namely 

the psychomotor domain (which refers to movement, skills and behavioural actions); the 

cognitive domain (which refers to thoughts and ideas); and the affective domain (which refers 

to feelings and emotions). These are known as the domains of knowledge, skills and attitudes 

(Rapule, 2007). Skills developed during outdoor play are essential later in life. Knowledge 

refers to facts and information essential to performing a task; skills refer to abilities to act in 

ways concurrent with successful job performance; and attitudes deal with feelings about 

performance (Ogilvie, 2004). 

Psychomotor domain development 

 

The psychomotor domain includes physical movements, coordination and utilisation of the 

motor skills areas. The development of these skills requires practice and is measured in terms 

of speed, precision, distance, procedures and techniques in their execution during outdoor play 
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activities (Rapule, 2007). Psychomotor skills are developed during activities such as manual 

tasks and physical movement. Gallahue and Donnelly (2003) view psychomotoric development 

as a progressive change in one’s movement behaviour brought about by the interaction between 

the movement task, the biology of the individual and the outdoor play space conditions. 

Movement skill acquisition 

 

Movement skill acquisition is at the core of the outdoor play programme. The term movement 

skill means the development of motor control, precision and accuracy in the performance of 

both fundamental and specialised movements by children (Gallahue & Donnelly, 2003). For 

example, as children mature, the fundamental movement skills developed in the earlier years 

are applied as complex skills in a wide variety of games and to various outdoor play activities 

such as sport and dance. The level of functioning in locomotion, manipulation and stability 

happens gradually as learners develop (Gallahue & Donnelly, 2003). 

Physical activity and fitness enhancement 

 

Learners can achieve health objectives in outdoor play through fitness activities that enhance 

the ability and motivation (Haibach, Reid & Collier, 2011) of children to participate in a variety 

of outdoor play activities. Gallahue and Donnelly (2003) describe physical fitness as the ability 

to perform daily tasks without fatigue and to have sufficient energy reserves for participation 

in additional physical activities. Muscular strength, muscular endurance, cardiovascular 

endurance, joint flexibility and body composition are therefore health-related fitness 

components of fitness. 

Performance-related fitness 

 

According to Gallahue and Donnelly (2003), components of performance-related fitness are 

balance, coordination, agility, speed of movement, and power. Children’s health-related fitness 

and performance-related fitness play important roles in the development of total fitness. 

Performance-related fitness relates to psychomotor development. 
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Cognitive domain development 

 

Bjorklund (2005) and Rapule (2007) describe cognition as a mental process by which 

knowledge is acquired and manipulated. Cognition has also to do with the process of organising 

and retaining knowledge (Rapule, 2007). Therefore, cognitive development is perceived as a 

constructive process with learners playing an active role in the construction of their knowledge 

during outdoor play (Bjorklund, 2005). 

Although outdoor play contributes to the acquisition of movement skills and fitness 

enhancement, it also allows opportunities for cognitive development. Cognition leads to a 

progressive change in the ability to think, reason and act. Children are both multi-sensory and 

active learners. Outdoor play should therefore also focus on concept learning and perceptual- 

motor learning (Gallahue & Donnelly, 2003). 

Brain research confirms the importance of play in learners’ development (McCain et al., 2007). 

Educators should interact with children, create play opportunities that can replace passive 

activities such as television watching, and provide simple play materials that could stimulate 

investigation and learning (Frost, 2012) because play is important for healthy brain 

development (Milteer & Ginsburg, 2012). 

Concept learning 

 

Gallahue and Donnelly (2003) are of the view that physical activities in the outdoor play space 

can be utilised to enhance the understanding and application of cognitive and academic 

learning. Concept learning leads to a permanent change in one’s motor behaviour brought about 

by experiences designed to foster an understanding of the concepts of the outdoor play 

programme related to movement, skill, fitness and activity. 

Cognitive concept learning can be effectively taught through movement and play. For example, 

when a learner is actively participating in an outdoor play game that is teaching academic 

concepts, her/his attention is not easily distracted by external stimuli. Active learning through 

outdoor play activities allows the learners to deal with their world in concrete terms. Learners 

regard outdoor play as fun; not to be equated with the routine of the classroom (Gallahue & 

Donnelly, 2003). The implication thereof is that some learners benefit greatly from a 

programme that integrates outdoor play activities with academic concept development. 
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Perceptual-motor learning 

 

This involves the establishment and refinement of sensory sensitivity to one’s world through 

outdoor play activity of movement. This sensory sensitivity entails developing and refining an 

adequate spatial and temporal world. All movement occurs in outdoor play space and involves 

an element of time (Gallahue & Donnelly, 2003). It is possible to enhance children’s knowledge 

of their spatial world by involving them in outdoor play movement activities that contribute to 

their body, directional and space awareness. 

Gallahue and Donnelly (2003) assert that through good teaching, outdoor play and movement 

activities become effective ways of increasing learners’ awareness of themselves and the world 

around them. It is for this reason that the proper utilisation of the “teachable moment” and 

emphasis on developing the concepts of why, what, how and when in relation to one’s outdoor 

play movement, are important in assisting learners to learn by reinforcing information acquired 

in the traditional setting of the classroom. 

Affective domain development 

 

The learning outcomes of the affective domain emphasise an emotion or degree of acceptance 

or rejection towards a particular subject or phenomenon like outdoor play (Rapule, 2007). Thus, 

the outcomes of this domain will include how learners deal with interest, attitudes, appreciation, 

values, motivations, enthusiasm and emotional sets of an outdoor play phenomenon. 

An essential outcome of any quality outdoor play programme should be an enhancement in the 

affective domain. Affective growth, which is also referred to as social-emotional development, 

has to do with learning that increases the ability of children to act, interact and react effectively 

with other people as well as with themselves (Gallahue & Donnelly, 2003). 

Learners engage in outdoor play activities that play an important role in how they view 

themselves as individuals, how they relate to their peers and how they utilise free time in an 

outdoor play space (Gallahue & Donnelly, 2003). Learners are therefore not likely to have a 

sense of the self, separated from their outdoor play space (Haibach et al., 2011). 
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Self-concept enhancement 

 

Self-concept refers to an individual’s view of her/his competence in physical, cognitive and 

social activities in outdoor play (Gair, 1997). Being good at outdoor play activities such as 

games and sport contributes to the development of a positive and stable self-concept in children. 

Being active and energetic, children utilise play and movement activities as ways to learn more 

about themselves and their bodies. 

Competence motivation 

 

Development of the self-concept depends on competence motivation (Haibach et al., 2011). 

Learners are motivated to find opportunities to demonstrate mastery or competence during 

outdoor play. For example, a foundation phase learner may demonstrate an intrinsic interest in 

mastering her/his world by spending hours playing with blocks, stacking them, lining them up, 

or placing them into and taking them out of a container. As success is achieved, feelings of 

competence and control develop (Haibach et al., 2011). 

Learners compete during outdoor play. This leads to participation in the psychomotor domain, 

for example in outdoor play activities such as soccer or high-jump. Such participation is 

referred to more formally as mastery attempts. Challenges should exist regarding the skills to 

be mastered; ones that are complex but realistic. Activities that allow improvement with 

practice are preferred to those that are too hard or too simple (Haibach et al., 2011). However, 

learners who experience low competence motivation may choose not to be involved, making 

no attempts at mastery. Such learners will not participate in outdoor play activities. 

Positive socialisation 

 

Positive socialisation in outdoor play is exhibited during fair play, cooperative behaviour and 

being a good participant (Gallahue & Donnelly, 2003). Outdoor play activities regularly occur 

in a social setting that requires learners to make decisions about both cooperative and 

competitive behaviours. Outdoor play has remarkable potential to promote positive moral 

behaviour and to teach virtues such as honesty, teamwork, loyalty and self-control. 



ISSN: 2790-5004 Journal of South African Democratic Teachers Union 2022 

Copyright © 2022 South African Democratic Teachers Union, Johannesburg, South Africa 

36 

 

 

 

Haibach et al. (2011) advocate three elements that are essential for the socialisation of children 

during outdoor play activities. These are socialising agents (peers and educators); social 

situations (outdoor play space and equipment) and personal attributes (perceived sporting 

ability). The immediate social network of the learner and the availability of outdoor play space 

influence the physical activity participation of learners at school. In the foundation phase, 

younger learners may watch older learners and peers participating in physical activities and 

listen to them talking about such activities. Ultimately, this will influence the learner’s selection 

of outdoor play activities (Haibach et al., 2011). According to Rapule (2007), the affective 

domain provides a framework for education in general, that is, teaching, learning, assessing and 

evaluating. 

Findings and discussion 

 

Holistic development 

 

Hartoog (2010), Martin (2002) and Martin et al. (2004) believe that children are not at school 

to obtain academic knowledge only. Good academic performance may not necessarily enhance 

their social acceptance or ability to build friendships. For Watkinson (2010), De Witt (2009) 

and Evans et al. (2003), outdoor play is one aspect of the young child’s life that prepares 

her/him to develop holistically: physically, spiritually, emotionally and intellectually. Rapule 

(2007), Flint (n.d.), Levesque (n.d.) and Louw (1991) prefer the terms cognitive, affective and 

psychomotor domains. Findings related to these three domains are described in the following 

paragraphs. 

Cognitive development 

 

While pretend play is pivotal in the cognitive development of a learner (Stevenson, 2010; DoE, 

2008; McCain et al., 2007), 45% of respondents indicated that they do not attend to pretend 

play during outdoor play sessions of foundation phase learners. Pretend play is important 

because it encourages the language and vocabulary growth of learners; it increases memory 

abilities, it enhances reasoning and problem-solving abilities, especially in situations when 

contradictory facts are considered and it fosters flexible and inventive thinking of learners 

(McCain et al., 2007). 



ISSN: 2790-5004 Journal of South African Democratic Teachers Union 2022 

Copyright © 2022 South African Democratic Teachers Union, Johannesburg, South Africa 

37 

 

 

 

Another point of view that emerged from the interviews was that the educator has the 

responsibility to “intervene when there is a problem” and she/he should not expect the learners 

should solve problems themselves. This thinking is against what Welford (n.d.) and Yorks and 

Kasl (n.d.) advocate, that once the learner has solved her/his own problems during outdoor 

play, the learner can involve her/his other modes of learning, such as imagination, and thinking 

to solve future problems by her/himself. 

Illustration 1 indicates how learners are allowed to use chess for their cognitive development 

during break at a former Model C school, which is a school model that existed for privileged 

white children before 1994. Since then, most schools have become racially integrated. The 

other schools in the sample do not offer their learners this opportunity. 

 

 

 

 

 

 

 

 

• 

Illustration 1: Chess for cognitive development 

An activity such as chess includes academic concepts, such as vertical, diagonal and horizontal, 

which can stimulate mathematical thinking. It also teaches learners the principle of taking 

decisions and bearing the consequences of your choices. 

Physical activity such as hopscotch is also regarded as intellectually stimulating because 

learners have to count when they jump. According to a respondent, hopscotch allows the 

learners to improvise and to create “…whatever game they want to play”. A further advantage 

of hopscotch in the foundation phase is that the rules of the game require the learner to put one 

foot out to miss a block and “…is creative and stimulating for the brain”. There is also a sandpit 

available “…where they could role play farming or building a castle”; a view similar to that of 

Stevenson (2010). As advocated by DoE (2008, p. 3), learners also get the opportunity to use 

their own imagination where equipment is lacking. 
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Affective development 

 

Affective development refers to feelings and emotions (Ogilvie, 2004; Rapule, 2007). For a 

learner to develop holistically, she/he does not only need physical and cognitive development 

but affective development as well. This domain includes the manner in which learners deal with 

interest, attitudes, appreciation, values, motivation, enthusiasm and emotional behaviour 

(Rapule, 2007). 

Honesty during outdoor play 

 

Of the 368 respondents, 83% were in agreement with the statement that they do guide learners 

to be fair and honest during outdoor play. These responses agree with the view upheld by 

Demers (2008, p. 91) who advocates that honesty is an admirable character trait with regard to 

the holistic development of a learner. 

Emotions during outdoor play 

 

Findings from the interview responses indicated that learners’ emotions are stimulated through 

active play. “They touch, smell, run and laugh and that has an impact on their game.” Being 

happy and running around encourages even a fearful learner who sees others playing. Learners 

give each other a helping hand and a fearful learner is able to move from an undeveloped 

emotional state to an acceptable emotional level. These responses agree with Sheridan’s view 

(2008, p. 10) that there are direct links between outdoor play and learners’ emotions. During 

outdoor play, the emotional conflicts and anxieties of learners are revealed. One respondent 

emphasised that “In any outdoor play activity the spirit of competition prevails. Each learner 

wishes to win and the emotions are high because of the commitment in the activity”. Such 

competition-driven motivation indicated by a respondent is quite relevant to a respondent who 

indicated that “while playing, other learners may destruct or interfere with other learners’ play. 

The group will get angry and react. That shows how they react emotionally.” We are of the 

view that Haibach et al. (20011) are correct when saying that challenges exist concerning the 

skills to be mastered by learners during outdoor play. Indeed, the emotions of learners get 

stimulated during outdoor play participation and they could start to fight, sometimes physically, 

owing to competition to be the best in any group for a specific activity. Based on observation 
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of specific outdoor play activities such as tennis in a former Model C school, learners 

demonstrated their eagerness to handle the tennis racket correctly, while boys in four schools 

demonstrated their dribbling skills. In the former Model C school, boys are engaged in rugby. 

The girls’ eagerness to demonstrate their skills in netball was observed in all five schools. 

Sheridan (2008) is of the opinion that educators should observe learners as they play to identify 

possible problems that could be resolved by encouraging and guiding the learners during 

outdoor play to gain control over conflicting emotions. However, illustration 2 portrays a 

learner, who, because of isolation, does not experience the joy of outdoor play which would 

otherwise contribute to her holistic development. 

 

 

 

 

 

 

 

 

 

 

 

Illustration 2: A learner in need of affective growth feelings 

 

A summary of responses from the interviews indicated that “...learners express their feelings 

without any limitation during outdoor play. Learners will play whatever comes to their mind to 

express their feelings”. In this instance “...learners will express their feelings by running around 

as captured in illustration 3, shouting and showing how they enjoy their outdoor playtime. 

According to our view, only when the feeling mode during outdoor play is firmly in place, the 

learners would be free to tap into the other three modes of the learning model, namely, 

imagination, thinking and praxis (Welford, n.d.; Yorks and Kasl, n.d.) for holistic development. 
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Illustration 3: Learners expressing their feelings by running and chasing each other 

Responses during interviews and observations substantiate the views of White (2007) and the 

Early Years Foundation Stage Statutory Framework of 2007 who argue that learners can come 

to grips with their feelings when they are involved in outdoor play for their holistic 

development. One respondent, however, was of the view that some learners are still sensitive 

and emotional. Once teased they can display aggressive behaviour especially in cases when 

they are not used to it from the home settings. This was revealed by one of the teacher 

respondents who noted that learners get easily teased or cross and start crying to express their 

feelings. This is contained in the quote as follows: “Learners display aggressive behaviour due 

to lack of guidance by their parents on how to resolve problems during outdoor play. They 

therefore act aggressively and such behaviour could lead to the learner becoming a bully.” Such 

behaviour is in contrast to what is expected as socially acceptable behaviour (Sheridan 2008). 

Outdoor play could contribute to the teaching of acceptable behaviour. 

Socialisation 

 

Lack of social-emotional development, which includes learning that increases the ability of a 

learner to act, interact and react effectively with other people can be seen in illustration 2. It 

depicts the state of non-development of a learner which requires the educator’s intervention as 

described by Pink (2001) and Wells (1997) for social construction. Sheehy (2006) is of the 

view that the primary school is the first source to give guidance and help to shape the character 
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of children through outdoor play activities. Knowledge of such outdoor play activities is shared 

and passed on by friends or peers and educators within the primary school. 

The situation illustrated (illustration 2) contradicts the views of Mukherji and Albon (2010) 

which indicate that learning from others remains an important source of information about the 

world around children. For learners to see themselves as individuals and relate effectively with 

peers, Gallahue and Donnelly (2003) are of the view that educators have to play a crucial role 

in guiding learners who are withdrawn, such as the one in illustration 2. Learners who are 

guided in this regard by educators shall likely not show the behaviour of separation from their 

peers (Haibach et al., 2011) as argued during the interview: 

Children at this age seldom see skin colour. They learn a great deal from one another and they 

teach each other different games. Some play hopscotch and others have stockings from their 

parents made into a long elastic band.. If one struggles, it your own problem in European 

society. But Africans share and support one another. 

Knowledge of outdoor play is shared and passed on by friends within the primary school during 

their engagement in outdoor play activities (Sheehy, 2006). According to Mukherji and Albon 

(2010) and Gair (1997), strengthening learners’ socialisation and self-concept seems not to be 

reflected in illustration 2. Such learners drift away from friends and lose their socialising skills 

as learned from the study conducted in Japan (Afsharlahoori & Aoki, 2011) and in America 

(White & Stoecklin, n.d.). The responses to a questionnaire item that states that learners can 

make “...contact with other children” also indicated that a large number (35%) of respondents 

indicated that learners do not socialise or make contact with other children. 

One respondent described the role of socialisation in outdoor play as follows: 

Playing outside gives learners a chance to socialise. In games, learners need to share; 

giving other learners a chance. For them to succeed in games they need one another and 

it makes sense to them that you cannot succeed alone. Even when they have to pick 

whom they are going to play with, they always pick the best, because they have observed 

who is best at an activity. In other cases, they want to play with their friends, because 

they see they cannot do it on their own. For the ball to come and go to the 
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goal, one has to kick the ball and pass it to a friend. If you are alone, that cannot happen. 

This view is in agreement with Haibach et al. (2011) who cite three elements that are essential 

during outdoor play for the socialisation of children that ensures holistic development: 

socialising agents (peers); social situations (outdoor play opportunities) and personal attributes 

(perceived sporting ability). 

Another benefit of outdoor play is that established relationships which are formed within the 

classrooms are extended when learners get the opportunity to form groups when they have to 

do a specific activity as organised by a team member during outdoor play. Learners who are 

too shy to get involved in class activities “are given an opportunity on an informal level 

outside the classroom to say or to do something”. Except for the development of the skill to 

solve problems, learners’ social involvement also becomes enhanced. The child’s immediate 

social network of peers and the availability of social spaces such as an outdoor play space, 

influence the affective development of learners through physically active participation of 

learners at school (Haibach et al., 2011). Although educators are not as influential as parents 

at home, they do have a significant socialising influence on learners at school (Haibach et al., 

2011). Their actions may have a detrimental impact on the participation of learners in outdoor 

play if no support is permitted to have the freedom to practice. For example: 

Once you say to learners, “Group yourselves”, they will group themselves with friends they 

socialise best with. In that case, they will do their best in any outdoor play activity. In our 

school, we sometimes divide learners randomly into groups to check whether they can function 

in a team they did not choose themselves. Socialisation is important during outdoor play 

because it helps learners to be freer and more open with those they socialise with. 

Barrett (2004) and Collister (2001) argue that learners struggle to socialise when outdoor play 

is not embedded within the school curriculum. Based on the discussion of the respondents, the 

researchers concluded that not all learners within the DKKD primary schools are exposed to 

social activities, which is in contrast with the view of Demers (2008, p. 149) that learners need 

to be afforded an opportunity for their social development that enhances relationships, 

independence and pleasure. 
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Cultural elements integrated into outdoor play 

A respondent indicated that assimilation of cultures without cause of conflict does happen 

among learners: “Multicultural groups participated in the tiny-strings-jumping-in-and-out- 

game. The less privileged learners are also engaged and it is enjoyed by all because they do 

that also at their homes.” 

Another respondent shared the same view: 

In the past, we had a lot of rugby and cricket. The boys will play with and bowl to each 

other, but there is a shift more to soccer. The whites are struggling because they are not 

so clever with their feet, but rugby has diminished. Girls still play netball. We do have 

normal conflict at school and the two black and white cultures have accepted each 

other. Children enjoy playing without racial conflict. (Teacher respondent) 

Cultural integration does happen in schools: 

The school is situated in a small remote village. We expect our learners to come to 

school knowing some games from home. We buy materials such as kgati (skipping 

ropes) for both girls and boys to use in their games and to stay active. Two learners 

hold the skipping rope at two ends and the third learner jumps in the middle displaying 

different techniques of jumping the rope without touching it. If the learner touches it, 

she/he fails the opportunity of skipping further and another takes up the challenge. 

(Teacher respondent) 

 

One township school has no equipment and offers little variation in outdoor play, whereby 

cultural integration cannot be experienced as in the other four schools. This is in contrast with 

Welford (n.d.) who is of the opinion that outdoor play offers a predominantly “whole person” 

approach that seeks to engage all aspects of the learner: mind, body and spirit. As stated by 

respondents, further advantages of cultural integration during outdoor play are the following: 

Children play together irrespective of their cultural background. However, in one school, the 

home language created a problem. The respondent was of the view that the school is English- 

based and the learners are mostly Setswana-speaking. 
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They find it hard to interact, but no racism exists. Learners accommodate each other and play 

with learners from different cultures within the school. In their accommodative nature, the 

learners learn from each other and teach one another different games from different cultures. 

Psychomotor development 

 

In terms of commonality, activities such as leapfrog (69%) and ball handling (81%) during 

outdoor play (White, 2007; Watkinson, 2010) are prominent activities for physical 

development taking place during outdoor play in schools. However, it is a matter of concern 

that such basic activities as leapfrog and playing with are not perceived as an important part of 

the holistic development of learners according to 24% and 16% of the teacher respondents 

respectively. 

According to interviews, the following physical activities are prominently part of the outdoor 

programme of primary school learners during breaks: Learners run around and are involved in 

informal athletics. Boys and girls play soccer and girls play netball and hopscotch is played by 

all. 

Foundation phase learners are actively involved in games like ring-a-ring-a-rosie and 

hopscotch. However, it was mentioned that the condition for the enjoyment of a game is that 

the participants should know the rules of the game; “…they should know what they are doing, 

otherwise, they will be bored.” 

Through observation, it was found that not all schools can accord learners the opportunity to 

develop holistically (physical development) Illustrations 4 and 5 confirm this conclusion. 

 

 

 

 

 

 

 

 

 

 

 

Illustration 4: Learners climbing over self-made frames 



ISSN: 2790-5004 Journal of South African Democratic Teachers Union 2022 

Copyright © 2022 South African Democratic Teachers Union, Johannesburg, South Africa 

45 

 

 

 

Learners in illustration 4 in a rural school use self-made frames for climbing equipment for 

their physical activities. Illustration 5 shows how learners at another township school, play on 

loose rocks. There was no supervision by educators and learners play on their own. There is no 

standard equipment as prescribed by DoE (DoE, 2008) available at these schools. This situation 

is in contrast with the views of Sheridan (2008) and Gallahue and Donnelly (2003) that learners 

would fail in developing their motor control, precision and accuracy in the performance of both 

the learners’ fundamental and specialised movements if schools do not equip the playing space 

with suitable equipment. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Illustration 5: Learners jumping over rocks 

 

Conclusions 

 

The conclusion is based on the research question: How does outdoor play enhance the holistic 

development of learners in primary schools in NWP? 

Respondents in the primary schools in NWP who were involved in the study are aware of the 

role of outdoor play in the holistic development of learners. Respondents often referred to the 

role of teachers to guide the learners during outdoor play and to make sure that learners are 

safe. This view is in contrast with views found in the literature which take the stand that too 

much involvement of teachers may inhibit free play. The responsibility of the school towards 

the safety of the child, explains the involvement of the South African teacher. 
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It was found that the principle of social justice does not prevail in all schools. Outdoor chess is 

played in only one more affluent school, which before 1994 was a whites-only school. Even 

the apparatus for outside play was only visible in a few schools. There are still schools where 

unsafe playing environments exist where learners have to make use of home-made structures 

and even stones to play on. Although this is an indication of unfair social practice, one has to 

admire the initiative and creativity of learners to still enjoy their outdoor playtime with found 

materials. 

Opportunities for outdoor play during break time exist at all schools. Thus, learners do get the 

opportunity to get physically, emotionally and cognitively involved outside the classroom. 

Social relations develop in a natural way; games like chess and hopscotch stimulate thinking 

and space for running, and basic apparatus allows the learners to break loose from the 

restrictions that prevail between the four walls of the classroom. 

Most important is that outdoor play assists in preparing learners for later life. It builds their 

critical skill of self-regulation, which underpins success for a lifetime. They also learn to deal 

with conflict and they learn to care and to share. An important lesson learned during outdoor 

play is that no person exists as an island. We need people around us to live to the fullest 
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Abstract 

The study unpacks the complex nature of inclusive education and unearths a solution of multi- 

agency synergy. Pre-service and in-service teachers at a full service school (FSS) in South 

Africa demonstrate great resilience and adaptative ingenuity. The research demystifies the 

Education White Paper 6 of 1996, and by disentangling teaching and learning, provides an 

intervention for South African government post-apartheid. The ethnographic portrayal of lived 

experiences is shaped by a novice FSS manager/mentor who set out to conceptualise pre- 

service teachers’ instructional support as mentees at Dukes Full Service School. The practical 

demands and unplanned occurrences that in-service and pre-service teachers face at FSSs are 

situated within the activity theory of resilience and adaptative ingenuity; the researcher has 

thus generated a professional toolkit that integrates skills for professional crafting of solutions. 

This theoretical approach facilitates the formation of a scaffolding stratagem that improves 

inter-curriculum management and mentor support structures of the Department of Higher 

Education with the Department of Basic Education. Recommendations are configured to plugs 

gaps in knowledge and ability for teachers-in-training at FSSs; the recommendations are aimed 

at deepening the reform of educational processes in institutions for positive inclusive education 

outcomes. 

 

Keywords: resilience and adaptative theory, mentee, teachers-in-training, in-service, 

pre-service 
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Introduction 

 

The researcher examines the practical symmetries of the Education White Paper 6 (EWP6) and 

its divergence within both the lower and higher education arms of the South African Education 

Ministry. This ministry, shared by the Department of Basic Education (DBE) and the 

Department of Higher Education and Training (DHET), is obligated to skillfully entrench the 

outcomes of the global homogenising principles that were adopted by South Africa to endorse 

the education for all proposals (Kern, 2021). 

 

This research places emphasis on achieving improvements envisioned in the Millennium 

Development Goals (MDGs) in all aspects of education to provide quality basic education for 

all children, youth and adults. The focus is directed on the emerging form and function of the 

globalisation of education so that South Africa can be positioned as a competitive economy 

(Pantic & Florian, 2015). 

 

The regulated political approach to education in post-apartheid South African and the 

governance of state structures has undergone a facelift from time to time. One such change has 

been the dividing of the DBE catering for learners from Grade R to Grade 12 and the DHET 

into separate entities with different ministerial bodies accountable to the president on progress 

on schooling in South Africa. Both of these entities fully support development projects that 

create new policy and execute interventions to provide spontaneous and well-thought-out 

advancement to transformation, equity and escalated performance in the education system 

(Fatar; 2017; Mzangwa, 2019). 

 

The DHET and DBE have different focal points to enhance their functionality but to meet 

educational demands, it needs to be ensured that there is alignment and integration on the dual 

ministries. A common memorandum of understanding or medium of work is needed for 

employees at state schools in South Africa (Pantic & Florian, 2015). The tertiary institutes that 

are under the ambit of the DHET currently have differing curriculum requirements for pre- 

service teachers entering the teaching profession. On the one hand, the South African Council 



ISSN: 2790-5004 Journal of South African Democratic Teachers Union 2022 

Copyright © 2022 South African Democratic Teachers Union, Johannesburg, South Africa 

52 

 

 

 

of Educators (SACE)4 has a minimum requirement. Thus, SACE disregards the diversity in 

contextual, socioeconomic, psychosocial and composition of agents within agencies needed to 

address the perpetuated inconsistencies that existed pre-democracy. On the other hand, the 

instrument to measure teacher compliance demands the incorporation of inclusive education in 

every state school so that diversity of learning needs and capabilities is accommodated via a 

differentiated curriculum. Maharaj (2019) notes how the imbalances of the past are perpetuated 

through the practices in state schools. The emergence of a unitary education system from 19 

education departments further showed up different capacities, rules and approaches in dealing 

with untrained/undertrained staff in their handling of situational operational matters with the 

limited tools and resources at hand. It is perhaps ironic that since being aligned to the MDGs, 

the imbalances have become more apparent; and addressing the educational challenges and 

apartheid incongruencies remains a difficult balancing act. 

 

The National Centre for Curriculum Research and Development was formally established in 

1998. The centre supports the department’s mission of quality lifelong learning and training for 

all, through several projects that will culminate in a policy framework on lifelong learning 

development. The Centre’s research and development projects support policy formulation and 

implementation and contribute to a reflexive and rigorous approach to transformation, equity 

and increased performance in the education system. This is why the researcher believes that 

unity in action with multi-agencies will assist with narrowing the gap that exists between policy 

and practice thus enhancing transformation in education. 

 

A contextual overview of inclusive education in pre-service educational settings 

As an autoethnographic researcher and manager at a full service school (FSS) within the DBE, 

my foremost target is in setting new and realistic goals in driving the Curriculum and Planning 

System. In this research I set out to interrogate and extrapolate (from a critical constructive 

standpoint) organisational boundaries for the pre-service education of teachers-in-training 

while working in schools. As a novice manager, I aspire to fuse research and education in the 

 

 

4 SACE- South African Council for Educators is the body responsible for the registration of teachers; the body 

confirms whether teachers have completed their qualification via teaching certificate or degree, manages 

professional development and teachers ‘code of ethics. 
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teaching and learning domain, focusing on teaching and learning practice to support both the 

DBE and the DHET as the common vehicle for smooth transformation in education. 

My lens is focused on a strategy to identify and examine how the basic elements of inclusive 

education can become the springboard to this transformation process. As an autoethnographic 

researcher, my goal is primarily to explore and explain how I can merge research and education 

to strengthen regulatory policies of both the DBE and DHET that they collaborate and network 

with each other interdependently (Pantic & Florian 2017; Mzangwa, 2019). The main aim of 

this paper is thus on the one hand to shape the inclusive knowledge of pre-service teachers as 

a prerequisite for entry to the teaching fraternity while on the other hand to call for FSSs to 

work closely together with teaching and learning institutions to equip and resource the teachers 

with requisite educational methodologies. The paper also highlights that there is a need to offer 

professional support for in-service teachers through the adoption of principles founded on the 

EWP6. The policy, as set out by the doyens of democracy, that introduced the practice of 

inclusive education as a professional capital to address the inequalities and imbalances of the 

past. 

As a manager and a mentor, I designed the focus group deliberations of this study to include 

both teachers at work and teachers-in-training to obtain information on scaffolding that can be 

used to execute curriculum policies set out by South Africa’s DBE and DHET. 

This study presents the researcher being predominantly strung by research questions that 

navigated an exploration into what teachers at work and teachers-in-training understand and 

practice. Teachers-in-training do not necessarily intentionally situate themselves at an FSS for 

practice teaching; such schools have a particular dynamic where inclusive education is 

implemented in an incremental way. 

Hence, in posing the research questions, the researcher set out to develop new knowledge and 

insight for mentees (teachers-in-training), as well as being mentored (teachers at work) based 

on the regulated policies. The intention was to shape practice teaching conditions in sync with 

FSS policies. The research questions (RQs) posed to the DHET and DBE representatives during 

the field testing and consultation were as follows: 

▪ RQ1: What negotiated systematic mapping system do DHET implement with DBE to 

practically prepare pre-service teachers? 
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▪ RQ2: How should pre-service teachers prepare for the world of work? 

▪ RQ3: Why must the different education sector players create a negotiated and joint 

approach to have common end points in their separate roles? 

Research design 

The study design included planning for accumulating data, and analysing the information 

(including facts and figures) obtained on curriculum implementation for teaching and learning 

by both teachers at work and teachers-in-training. 

Although significant studies have been undertaken in teaching and learning about teachers-in- 

training and teachers at work, none to date have dealt directly with how teachers-in-training 

have to comply with regulated DHET to complete practical teaching at FSSs. 

The researcher’s unfolding of experiences as a novice manager was seated in the work of Van 

den Akker, Kuiper & Hameyer (2003) (see Figure 1 below) in explaining manifestations of the 

curriculum. 

 

 

Figure 3. shows curriculum manifestation procedures at a school. Adapted from Van den Akker et al. 

(2003), cited in Eggink (2019) 

MANIFESTATIONS 
OF CURRICULUM 

INTENDE 
D 

IMPLEMENTE 
D 

ACHIEVE 
D 

EXPLANATION 

VISIONARY -VISION UNDERLYING IDEAS OF 
CURRICULUM 

WRITTEN-INTENTIONS OF CURRIULUM ELABORATED IN 
DOCUMENTS AND EDUCATIONAL MATTERS 

INTERPRETED- CURRICULUM AS INTERPRETED BY THE 
USERS 

IN ACTION-THE ACTUAL PROCESS OF TEACHING AND 
LEARNING 

EXPERIENCED- THE LEARNING EXPERIENCES OF THE 
TEACHERS AND LEARNERS 

LEARNED-THE LEARNING OUTCOMES AS ATTAINED BY 
THE LEARNERS 
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Collection of data 

As the schools accounting officer reporting to higher education institutions that supply 

teachers-in-training to schools, the researcher undertook to effectively engage with tertiary 

supervisors, teachers-in-training and mentor teachers at school so that the teaching and learning 

programme was not compromised; therefore the gathering of data did not hamper the meeting 

of regulatory demands. 

Both teachers-in-training and teachers at work were given induction presentations about the 

required mentor–mentee roles in the process of mentoring. During inductions with mentees, 

two inadequacies were demonstrated in the teachers-in-training, and which would detract from 

their performance. First, there was a clear absence of adapting and dealing with inclusive 

education and second, a practical approach to integrated teaching and learning was lacking. It 

was evident that these teachers-in-training did not have a theoretical background 

to/understanding of the gist of the EWP6. 

Hence, the collection of data became necessary to break new ground that could shed light into 

the complexity and diversity the deficiencies both in teachers-in-training and teachers at work 

in effectively executing Curriculum and Assessment Policy Statement (CAPS) policies. 

Sampling 

Teachers at work from Dukes Full Service School (DFSS)5 and two teachers-in-training from 

three distinguished tertiary institutions6 (that is, two teachers-in training per tertiary institution) 

were interviewed before and after mentees were deployed at DFSS. The information that was 

collated and analysed from teachers-in-training is referred to as contributions. The 

contributions from DFSS1 to DFSS6 enabled a final report to be written to fill the deficit in not 

having a common guiding principle that assist teachers-in-training to adapt to inclusive 

education. The contributions were utilised to i) design skillsets for the teachers and ii) develop 

an approach for multilevel agency professional collaboration to resourcefully handle 

differentiated learning and assessments. The outputs were aimed at becoming an instrument in 

the world of work for both teachers-in-training (as they start on their careers) and teachers at 

work (via an in-service refresher programme). 

 

 

5 Pseudonym to protect information of mentors and mentees contributing to the study project. 
6 These institutions are recognized and meet standards of the department of Higher Education 
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Analysis and emerging themes 

The researcher analysed the contributions to the research questions and offers findings at the 

end of this document that are designed to merge the intertwining educational pillars of DHET 

and DBE into an integrated curriculum design. This is aimed at allowing seamless adaptation 

when entering teaching practice sites both at primary and high schools. The manifestations of 

curriculum are as adapted from Van den Akker, et al. (2003) (see Figure 2). 

 

Figure 2: Interlacing pillars of education (adapted from Van den Akker et al., 2003) 

TEACHERS-IN- 
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Findings and discussion 

Forms of training within an inclusive educational setting 

This study is intended to both illuminate and amend invisible and unnoticed collaborations 

between the DBE and the DHET that are key springboards for meaningful and significant 

transformation in education. 

My findings from my five focus groups with the teachers-in-training unfolded into pertinent 

information that demystifies inclusive education and the impact of the MDGs as a strategy to 

reduce educational inequality. 

These focus group interviews and discussions commenced at the end of each week of work 

integrated learning. The information harnessed from teachers-in-training enabled me to better 

understand the challenges individuals face with implementing inclusive education at a DFSS. 

The three broad research questions that were posed to focus groups were fruitful in obtaining 

rich data and hence in creating a new body of knowledge to validate my argument that creating 

synergy between the two arms of education in South Africa (DBE and DHET) will easily and 

swiftly assist the process of addressing diverse learning barriers. 

The various contributions were analysed and four key themes emanated from the information 

obtained. These were i) placement of teachers-in-training; ii) expectations from supervisors of 

tertiary institutions; iii) reflections from mentees about lived experiences; and iv) interventions 

and follow-up. 

Five of the teachers-in-training gave insight into how operations teaching practice is done at 

their respective tertiary institutions. Students are expected to complete five weeks of practice 

teaching and their supervisors visit them up to three times during their teaching practice to 

supervise, assess and give a competency confirmation. This competency assessment is 

intensive and teachers-in-training that underperform and do not meet the minimum 

requirements cannot graduate. However, the teaching practice administration departments of 

the various tertiary institutions merely require the student to find a school close to their homes 

to accept them for this intensive practice teaching; there are no requirements for screening the 

schools and not guidelines on the type of school to approach. What was particularly attention- 

grabbing was that four of the teachers-in-training did not know the role and expectation of a 

FSS until they had already started their practice teaching at DFSS. Hence, being satisfied with 

the school was not as important to the tertiary institutions as identifying placement positions 
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within the stipulated time frame (since the contact between the school and the tertiary institution 

must be done about three months before the actual practice teaching takes place). As stated by 

contributors: “….. I came to this school because it’s closest to my home . I walk to school...” 

(DFSS3); and “the principal of a school next door to my school does not take student teachers 

[teachers-in-training]…this is the only school in my area that agreed to complete my paperwork 

in time…”(DFSS 4). 

So, as illustrated above, the intended, implemented and achieved curriculum may not be 

executed flawlessly or adapted to CAPS and DFSS demands; this is likely to result in 

compromised outcomes. The Kern (2021) theory of capability and bio-ecological theory is in 

sync with teaching at an FSS, but resilience and adaptative ingenuity theory gives a clearer 

picture of how teachers-in-training have to adjust to a the school because this demands that the 

students accept the demands of their tertiary institution; signing their contract is thus binding— 

and in the case of DFSS, this is for a period of five weeks. 

The above situation is also described by Rose & Norwich (2015) as building teachers’ impetus 

and ability for entering and sustaining collaborative relations with each other and with other 

professionals; this is crucial both for addressing present risks of exclusion and 

underachievement, and for creating conditions for preparation to meet the demands of their 

future collective commitment and efficacy when entering the world of work. Students will be 

empowered by having to practically enforce EWP6, while DHET works simultaneously with 

schools where their students are undertaking their practice teaching. 

The second theme relating to expectations from supervisors of tertiary institutions gives insight 

into both RQ1 and RQ2. 

Participants DFSS1, DFSS5 and DFSS6 clearly stated that supervisors that came to give them 

a report for their practical certification did not make any concessions for them having to meet 

the demands of their inclusive-education-compliant mentors. It became very evident that 

supervisors lacked understanding of FSSs being different to other schools. As observed by 

participants: “Supervisors don’t even understand that this is an FSS and there is much more 

expected from us…At university there is no mention of an FSS” (DFSS5); “In my last school 

I hardly did as much research as here and I received a better report…other colleagues get 

distinctions for teaching practice easily…this is not good” (DFSS2); “I could not believe that 
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my supervisor penalised me for not separately making a lesson plan for special needs 

assessments (SNA)…her comments were very depressing”(DFSS1). 

The above contributions are what Florian and Spratt (2013) address in terms of challenges that 

teachers must face in understanding how their interactions (with each other and with other 

agents) add to the transformation and reproduction of the structures in which they are compelled 

to work. This combination of elements creates substantiation that an inclusive pedagogy is 

operative (Florian and Spratt 2013). 

The matter stated about “other” schools indicates that there are dualities that exist within the 

education department regarding the mainstream versus FSS. This on its own creates anomalies 

in how teachers-in-training get their supervision and final certification under different 

contextual realities and different pedagogical demands. 

DFSS has made experiences of their teachers-in-training memorable since the responses give 

deep insight into how they are immersed in knowledgeability at this school. 

In this third theme of reflections from mentees about their lived experiences—mentees 

reflecting on their actual experiences—both RQ2 and RQ3 were handled effectively. The 

mentees provided strong opinions about their “hands on work” and “research work” to deal 

with the learners’ differentiated needs. Participants DFSS2, DFSS3, DFSS4 and DFSS6 made 

some intriguing revelations about their experiences: 

My knowledge meter expanded when I had to adapt resources to suit Helin7 because 

DFSS does not have resources of low-technology systems. My mentor is innovative, 

so I copied the learning style…Helin is already using object symbols like a portable 

slate to communicate….I improved on it by getting fridge magnets to teach fruits and 

food…I felt good. (DFSS6) 

I was overwhelmed to tell the mentor about Sabi8and the answers given during my 

appraisal and assessment. The compliment from my supervisor at the end of the lesson 

made his face glow. (DFSS2) 

 

 

 

 

 

7 Anonymous name to protect the identity of the learner. 
8 Anonymous name to protect the identity of the learner. 



ISSN: 2790-5004 Journal of South African Democratic Teachers Union 2022 

Copyright © 2022 South African Democratic Teachers Union, Johannesburg, South Africa 

60 

 

 

 

I was extremely sad to see the vulnerable learners that have manifested issues from their 

household challenges…. My mentor works so hard and effortlessly to make every child 

feel at home and comfortable… I now love my profession. (DFSS1) 

Teachers in this FSS work with multiple issues simultaneously. Mainstream learner and 

dealing with inclusivity is too hard….The managers are constantly having meetings for 

SNA learners… So much paperwork has to be done after school…but my mentor copes 

without complaining. (DFSS4) 

The above contributions from the teachers-in-training are the very concerns raised about dual 

pedagogy in an FSS. The experiences of the mentees indicates that despite earlier complaining 

about how other schools have less work they felt satisfied with the learning they had 

encountered through actual experience. These are the skillsets that will empower the teachers- 

in-training to get into the world of work with lived experiences that have expanded their 

pedagogy of dealing with learners with diverse learning barriers. 

These teachers-in-training can increase their knowledge since the intersecting of learning 

barriers builds their expertise and displays how learners have to be handled differently because 

they are kept from participating in meaningful learning experiences. Pantic & Florian (2015) 

subtly explain how lived experiences can prepare teachers-in-training for exercising their 

collective agency to deal with exclusion and underachievement and to contribute to the 

transformation of education by entrenching additional expertise and support. In this instance, 

knowledge of the relational aspects of agency enters into the structures and cultures on which 

future agency will depend. 

The fourth theme that surfaced from the discussions is interventions and follow-up at an FSS. 

This substantiates that synergy from interagency in the education sector can lead to smooth and 

effective transformation that addresses the inconsistencies left by the apartheid régime. 

Responses by teachers-in-training to RQ1, RQ2 and RQ3 make meaning of how mentors and 

mentees can have a symbiotic and mutual understanding of working as a team while seamlessly 

partnering DBE and DHET. 
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The contributions from DFSS3, DFSS4 and DFSS6 gave acute insight into the interventions 

and follow-up that are beneficial to both them and the mentors: 

I felt that my intimidation of working with a mentor who taught for 29 years was wiped 

because I was given a chance to explain some of the stuff I knew about EWP6 and how it 

can be used wisely…(DFSS4) 

Further feedback was as follows: “…the role playing activity helped SNA learners to sing and 

add their little bit to our lesson… my mentor was moved and amazed at the outcomes although 

it seemed impossible at first…” (DFSS6); and “I was very happy when my supervisor asked 

my mentor to describe my extracurricular and extra-mural contribution… The campaign that I 

hosted for activity day was discussed at campus as well…” (DFSS3). 

The inputs from all three participants clearly stressed that it is not just one party that can benefit 

but both when learning is mutual, and interchange occurs between teachers at work and 

teachers-in-training. 

Kern (2021) endorses this statement in observing that students in learning do not only learn but 

they also give their bit of knowledge from the theoretical tertiary level work they have 

experienced. 

Mentors in inclusive training settings at a full service school 

The importance of mentors needs to be highlighted. The five focus group discussions held with 

the eight mentor teachers (teachers at work) at the end of each week of practice teaching gave 

me the impetus to write this article since it required additional work and also demanded 

additional support from the teachers at work. The mentor teachers had many years teaching 

experience, ranging from 10 to 29 years, although they each only had eight years of working 

as FSS teachers. The feedback from the eight DFSS teachers (labelled Mentor 1 (M1) to Mentor 

8 (M8)) stood out in three themes: i) learning support structures of inclusive education; ii) the 

attitudes of addressing inclusive education, and iii) readdressing policy and a plan of action in 

dealing with inclusive education. 

The constructive input from the mentors of DFSS provided me with impetus to pursue my 

research into how a mutual collaborative model will assist to jointly upskill and retool both 

teachers at work and teachers-in-training. 
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The initial concern raised relating to the learning support structures of inclusive education was 

articulated by M1, M4, M7 and M8; they gave salient points to address issues that could assist 

teachers at DFSS to improve answers RQ1 and RQ2. 

As a subject teacher and mentor to a teacher-in-training, I have to increase my support 

structures besides assisting my professional learning committees. In assisting my 

mentee, I learnt that it’s important to find growth points in every learner to easily 

formulate an individual support plan readily.” (M7) 

“… Having to abide by the demands of inclusive education I am forced to find a learning 

support system…To identify resources and relevant stakeholders like governing body, 

teachers-in-training and so on…who can help our learners.” (M1) 

Further feedback was that “We are lucky to have institutes send teachers that can help empower 

the learning support structure... to improve performance” (M8); and “Our school has accessed 

and facilitated the learning support from these students that gives teachers and learners great 

success besides getting them to pass teaching practice” (M3). 

The mentors at DFSS indicated that it is important to identify the strengths and areas of 

development of learners; in working with the teachers-in-training their professional learning 

committees will be strengthened. This support will benefit teachers-in-training, teachers at 

work and the learners. Such empowerment will also explore strategies to enhance stakeholder 

participation and the need for enhancing teacher skills. As M1 noted, collaboration encourages 

responsiveness to support systems; DHET and DBE working together will make inclusive 

education doable. 

The responses that were given by DFSS teachers correspond to the approach taken by Zwane 

& Malale (2018) that encourages a support system for teachers executing inclusive education 

in Swaziland. 

The second theme that is drawn from mentors at DFSS is teachers’ attitudes to inclusive 

education which was perfectly described and backed up with explanation from M1 and M2. 

The contributions in this theme answers RQ1, RQ2 and RQ3 in explaining how creating 

synergy will have a positive effect on education transformation that embraces diversity and 

nevertheless achieves unity. 
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As a mediator it becomes very important to strike an internal dialogue to have an 

understanding of what mentoring means for learners as well as student teachers 

(teachers-in-training). As a classroom CEO it is necessary to find solutions to the 

dilemmas of both learners and teachers-in-training to give them scaffolding….As a 

mentor to learners and teachers-in-training the classroom climate must be conducive to 

embracing diverse needs and culture. Delivering of curriculum must be done to uphold 

the policies…after all, teachers or mentors must be role models. (M1) 

As an FSS there must be every sign that teachers at our school get involved in 

Cooperative learning and teaching approach… teachers as mentors must set mutual 

outcome for teachers-in-training and from their engagements with all stakeholders. 

Tasks must be designed and planned, taking in account the needs of all in class. Twin 

teaching methods help me in my class where mixed ability learners work with a buddy 

system of helping each other…I encourage my mentee to be an active member of the 

class. (M2) 

Both M1 and M2 gave an adequate account of how inclusive education must be accepted and 

executed at an FSS in accordance with the regulatory policies of 2014 whereby every principal 

adheres to the plan of action to fulfil the undertakings of the Salamanca Statement that 

addresses fostering social inclusion. 

Participant M1 expressed a commitment of nurturing teachers-in-training and learners and 

accommodating the needs of them all. There is a clear indication of utilising the human 

resources to the mutual benefit of DFSS as a mentor partnering in the training of teachers from 

universities. 

The flexibility of the curriculum to accommodate all stakeholders that require mentoring (be 

they learners, teachers-in-training or parents) indicates that inclusion is of key importance. This 

is an indication that at DFSS, shared relationships and synergy are effective. The school has 

the presence of a shared value creating a complex interplay between inter-agency and intra- 

agency creating multi-agency collaboration. 

The last theme that emanated from teachers speaks directly to readdressing policy and a plan 

of action in dealing with inclusive education. The information shared by M4 and M5 added 

immense value for addressing policy adjustments and synergy that answered RQ1 and RQ3 

perfectly. 
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Being in an FSS means that all policies that are adopted and gazette must be adhered to 

and strictly followed....I cannot say that I am comfortable with the Screening, 

Identification, Assessment and Support Policy fully but I complete every special needs 

assessment to the best of my ability. Inclusion means accommodating mainstream and 

learners with barriers to learning in my class…learners that have physical and cognitive 

barriers….Some learner coming from poverty and low income households bring about 

different types of challenges to the teaching and learning environment. In helping my 

mentee my work become escalated to keep the teacher-in-training on par with the 

various policies and laws that awaits us daily. (M5) 

There are stacks of paper-trailing for learners experiencing barriers to learning and 

when the mentees come into our class our work is increased because timetables and 

actual teaching time is lost …. Just to get all university work stamped and completed 

takes over 2 hours a week. Equality and equity and important aspects that the 

department overlooks. To a certain degree I can say if we are to change as South African 

then it will be at snail pace…. Get the higher education institutes to address learning 

barriers like FSSs so that when teachers-in-training comes its easier for them to fit into 

any classroom. (M4) 

The above contribution that looks at the adjustments of policy are very significant. DFSS is 

compelled to accommodate teachers-in-training but as the mentor the task becomes complex 

and demanding when mentees are not au fait with rules and policies as set out by the national 

department of education. Teachers-in-training cannot only a theoretical knowledge of EWP6; 

they also require a practical approach to putting the content into practice. This must be 

addressed in accordance to how FSSs embrace policies, so that the synergy between institutions 

and the FSS is in alignment in terms of execution of the CAPS curriculum and the interpretation 

and execution of policies relating to inclusive education. 

Kern (2021), DoE (2020) and Bornman (2014) clearly articulate that policies must be 

brainstormed/unpacked by the custodians implementing relevant CAPS policies (addressing 

the integration of mainstream and inclusive education implementation). There must be 

alignment in the policies for teachers-in-training and mentors at school, so that fulfilling the 

MDG obligations of inclusive education are not down-played or compromised. 
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Synthesis of findings -enhancing inclusivity through teacher training 

The focus of how teachers-in-training are guided by their DHET tertiary institutions for their 

practical training in DBE institutions is under the spotlight in this discourse; the desired outcome 

is to bring about adjustments/amendments to existing regulatory policies that fall under the 

DHET and DBE but which are not yet synchronised or harmonised via guidelines. The challenge 

of getting teachers-in-training to implement inclusive education can easily be resolved through 

ensuring adequate training and mentorship on policies and practices. In essence such an 

approach would require a symbiotic and mutual intersection between the DHET and DBE. 

The intention of the researcher is to provide impetus for introducing distinctive/reasonable 

accommodation for DHET teachers-in-training at DBE schools. It is suggested that, to 

successfully complete their teaching qualification, there should be a prescribed requirement 

involving clear aspects they meant to cover in practice. 

Multipronged approaches fits perfectly in addressing a synergised collaboration between 

DHET and DBE especially when it comes to assessments. For instance, a two-pronged 

approach to assessment which involves the tertiary institution assessors and the 

mentors/teachers to work by assessing whether the mentee/teachers-in-training meet set 

criterion becomes an essential component to successful synergising of policies and practice. In 

practice synergizing can be successfully implemented through memorandums of mutual 

understanding that are deeply entrenched into the structures of both the DHET and DBE. 

Multipronged approaches that have become effective sources of synegysing have included the 

“3 A’s” approach which is grounded on ability, assurance appeal and assembly application of 

the DHET curriculum. This is translated in the practical approach to the didactics of teaching 

at FSSs and in accordance with the CAPS executed by teachers at work. The conceptional 

framework of pre-service regulation of teachers-in-training requires firm grounding on ability, 

assurance appeal and assembly application which are critical to the development, character 

building and shaping of the teachers. The immersion of teachers-in-training in the daily work 

of experienced teachers creates a cross-cutting professional growth plan to enable education 

transformation to be meaningful. The involvement of teachers-in-training and teachers at work 

needs to be cognitive, communal and competitive because this will create multiple collaborative 

networks. 
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The collaborative networks will allow for two pronged interventions from DHET and DBE that 

focus on dual abilities and connectivity in the education sector. The approach must integrate 

systemic, physical and day-to-day teaching and learning occurrences. The DHET will first need 

to include mechanistic knowledge into their inclusive education curriculum design and 

assessment programmes. This inclusive education must synergise with the discourses at FSSs, 

thus creating unity in the underlying theory of synergistic partnership between teachers-in- 

training and teachers at work. The creation of a shared partnership will enable the construction 

of a single umbrella structure or theory. Second, teachers-in-training must complete at least one 

month of inclusive education as a compulsory practice training module which should be 

examined by both the assessor from DBE and the DHET. 

This multipronged-pronged connectivity that interweaves skills and practices from mentor and 

mentees (including their shared abilities) has mutual meaning/interconnectivity; first, this is 

because teachers at work will constantly be getting in-service retooling of hands-on information 

and strategies. They will therefore keep abreast of professional trends in up- skilling and 

retooling being adopted by tertiary institutions internationally. 

Second, in the execution of the CAPS, a synergistic networking and brainstorming partnership 

on quality management systems will take place between teachers-in-training and teachers at 

work via a shared information portal; this in turn will enable assurance appeal. 

Third, the connectivity of DHET and DBE will undoubtedly bring about feedback from the 

assessors, mentors and mentees that will strengthen the teachers-in-training toolkit when 

entering the world of work; this will generate enough information to make educational 

transformation significant and effective. 

Tertiary institutions and schools will have progress conferences dealing with common 

challenges to implementing the EWP6 and understanding its implications for teachers, 

teachers-in-training and learners. 
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Completing the teaching certificate: preparing for the world of work 

Through the lens of transformation in education, addressing pedagogical excellence through 

equity is imperative. A paradigm shift has to be made so that practice teaching and teaching 

unite seamlessly based on actual teaching in the classroom. This involves appropriate practice 

of our teaching methodologies right from conception to confinement in the actual classroom 

situation. 

We need a positive outlook between teachers-in-training and teachers at work on transitioning 

to improved teaching of learners that have learning barriers. We must not overlook the problems 

arising from teaching strategies that are creating inequities in the South African education 

system. One way of addressing this is to avoid having teachers that cannot cope with learners 

that have particularly high need for support in their learning. 

These learners that have barriers to learning (be they cognitive, psychosocial or psycho- 

emotional) must not be marginalised; their distinctive strengths in performing in the core 

subjects must also not be underrated. It is vital that every learner of the CAPS curriculum has 

access to the full resources. After having compulsory experience and accreditation of working 

at an FSS, tertiary institution teachers-in-training must demystify and readily implement the 

EWP6; such implementation will have the effect of cascading inclusive education. 

 

Effective teaching of implementation of differentiated curriculum strategies tailored for 

differing learning abilities will lead to seamless transformation of education. The unilateral 

education system formed in 1994 created a melting pot of previously advantaged schools that 

continued to retain their status quo of extravagance and comfort amidst school that lacked 

infrastructure, resources and human assets. 

 

Every child under the South African sun that must be accounted for in terms of their educational 

needs; the above inequalities that exist cannot be the grounds for, or barrier to, providing the 

necessary high-quality educational service. 
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Conclusion and recommendations 

Synergy between the DBE and the DHET is needed to strengthen the foundation of education 

by underpinning inclusive education as a cornerstone to transformative teaching and learning. 

The blending and recalibration of inclusive education will be a new currency to address the 

pre-democracy equity and equality disparities. Inclusive education will become the key driver 

that rapidly and decisively shapes and recreates education. The following recommendations are 

proposed: 

1. There is a great divide in the structure of education in South Africa, between policy 

and practice. A common area of concern relates to inclusive education where meeting 

diverse learning needs is a priority. Ensuring effective patterns of learning for 

teachers-in-training and teachers at work at FSSs requires understanding, adapting and 

adjusting to the situation of serving and catering for inclusive education. Synergistic 

partnership is necessary to ensure a meaningful and well-thought-out approach for 

novice FSS management, novice FSS teachers and teachers-in-training. 

2. It is recommended that for certification, every teacher-in-training should be required to 

spend at least one term in an FSS in fulfilment of practice teaching. Scaffolding the 

teaching and learning experience; to achieve this, a synergy interfacing both arms of 

education, namely DHET and DBE should be created. This synergy should guide 

students to mastering skills and knowledge acquired from mentorship towards a more 

independent, critical and reflective experience. 

3. The concepts , skills, attitude , values and knowledge acquired must as a minimum 

meet the National Qualifications Framework level for the given qualification 

category. 

4. Assessments and examples must be kept-up-to-date and must apply to the real 

teaching experience of implementing EWP6. 

5. Tertiary institutions should build examples and multiple learning trials for their 

students to be undertaken during teaching practice which will add value to learners, 

mentors and the community that is being served. 
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Setting these priorities, and with a common focus of stakeholders working together will 

improve inclusive education outcomes. The expectations of both the teachers-in-training and 

the mentors can be exceeded when involvement is seen to be for mutual benefit. 

 

References 

Andrews, D., Walton, E., & Osman, R. (2019). Constraints to the implementation of inclusive 

teaching: A cultural historical activity theory approach. International Journal of Inclusive 

Education. https://doi. org/10.1080/13603116.2019.1620880 

 

Bornman, J. (2014). The challenges of realising inclusive education in South Africa, South 

African Journal of Education; 2014; 34(2),1-14 

 

DoE [Department of Education, South Africa]. (2020). Thuthong. Department of Education. 

www.thutong. doe.gov.za/inclusiveeducation/InclusiveEducation/tabid/1341/Default.aspx 

 

Education White Paper 6. (2001). Special needs education, Building an inclusive education 

and training system. Pretoria: Triple CCC Advertising and Research. Eloff, I., & Ebersohn, 

L. (2004). Keys to educational psychology. Cape Town: UCT Press 

Eggink, W. (2019) Design research in Design education, University of Twente. 

Engelbrecht, P. (2020). Inclusive education: Developments and challenges in South Africa. 

Prospects, 49(3– 4), 219–232. 

 

Engelbrecht, P., & Muthukrishna, N. (2019). Inclusive education as a localised project in 

complex contexts: A South African case study. Southern African Review of Education, 25(1), 

107–124. 

 

Fatar, A. (2017). Education Policy Reform in Post-Apartheid South Africa: Constraints and 

possibilities. DOI: 10.1007/978-1-4020-8204-7_6, 97-109 

 

Florian, L. & Spratt, J. (2013). Enacting inclusion: a framework for interrogating inclusive 

practice. European Journal of Special Needs Education, 28(2), 119135. 

 

Kern, A. (2021) Using a combined bio-ecological and capability perspective to understand 

inclusive education in South Africa. Prospects (2022). https://doi.org/10.1007/ 

s11125-021-09584-4 

Khan I.K. & Hashmi, S.H. (2017) (Inclusive Education in Government Primary Schools: 

Teacher Perceptions), Journal of Education and Educational Development, 4(1) 

https://doi.org/10.1007/s11125-021-09584-4


ISSN: 2790-5004 Journal of South African Democratic Teachers Union 2022 

Copyright © 2022 South African Democratic Teachers Union, Johannesburg, South Africa 

70 

 

 

 

 

Kirschner, S.R. (2015). Inclusive Education, W. George Scarlett (Ed.), Sage Encyclopedia of 

Classroom Management, Sage.Maharaj, N. (2019). Exploring teachers’ work in a context of 

adversity [Doctoral Dissertation, University of Kwazulu-Natal]. University of Kwazulu-Natal 

Research 

 

Mzangwa, S. T. (2019). The effects of higher education policy on transformation in post-apartheid 

South Africa, Cogent Education, 6:1, 1592737, DOI: 10.1080/2331186X.2019.1592737 

 

Pantic, N. & Florian, L. (2015). Developing teachers as agents of inclusion and social justice, 

Education Inquiry, 6(3), 333351. DOI: 10.3402/edui.v6.27311 

Van den Akker, J. J., Kuiper, W., & Hameyer, U. (Eds.), (2003). Curriculum landscapes and trends (pp. 1- 

10). Dordrecht: Kluwer Academic Publishers. 

 

Zwane, S.L. & Malale, M.M. (2018). Investigating barriers teachers face in the implementation of 

inclusive education in high schools in Gege branch, Swaziland, African Journal of Disability 7(0), a391. 

https://doi.org/ 10.4102/ajod.v7i0.391 



ISSN: 2790-5004 Journal of South African Democratic Teachers Union 2022 

Copyright © 2022 South African Democratic Teachers Union, Johannesburg, South Africa 

71 

 

 

 

Negotiating teacher pedagogies within a transforming South African schooling setting 

 
N. Maharaj, 

University of Kwazulu Natal, South Africa 

M. Mugwena 

South African Democratic Teachers Union, South Africa 

D. Matsepe 

South African Democratic Teachers Union, South Africa 

Abstract 

 

The paper focuses on the dynamics surrounding teacher’s work in which a combination of 

teacher personal and professional identities help shape the way teachers conduct their 

professions. The paper explores various ways in which teacher’s training and the personal 

choices tend to inform their pedagogical approaches. The spaces in which teachers work are 

not only complex but they tend influence the teacher- student relationships which ultimately 

paly a central role in determining learner success. The paper explores some of the issues 

related to measuring teacher competencies through results. The papers key argument is 

that to understand the work of teachers a holistic approach to understanding their 

identities, their professional competencies, approach to work as well as the work context 

out to be followed as any narrowly construed approach would not result in any meaningful 

understanding of the complexities surrounding teacher pedagogies especially in a 

transforming setting. The paper is based on review of literature and it adopted a 

constructivist approach in its interpretation of arguments. 

Keywords: Globalisation, educational change, transformation, resilient, diversity. 

 

Introduction 

This paper focuses on how teacher identities tend to influence their work in terms of their 

personal, professional and situational characteristics in relation to individual agency. It further 

analyses the ecological context where their work is undertaken. In the South African 

context, teacher workspace is dynamic and in most instances teachers have to negotiate through 

This paper’s key arguments are founded on the ideas from studies on teachers’ work that cover 
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four broad themes. The first focuses mainly on the nature of teachers’ work (Harrison & Killion, 

2007; Dana & Yendol-Hoppey, 2009; Cervone & Cushman, 2012) while the second 

investigates the complexity of such work (Dana & Yendol-Hoppey, 2009; Nichols & Parsons, 

2011). The third broad theme is the pedagogical obligations of teaching (Leithwood & Beatty, 

2008; Skaalvik & Skaalvik, 2010; Penrice, 2011; Cervone & Cushman, 2012; Lepida & 

Veniopoulou, 2017) and the fourth combines the aforementioned themes, explores teachers’ 

work in contexts of adversity (Harrison & Killion 2007; Vanderbilt-Adriance & Shaw, 2008; 

Cervone & Cushman, 2012; Durlak et al., 2011; Hunter, 2012). 

This section reviews the international literature on teachers’ work. It describes the context of 

teachers’ work in different countries and notes that the literature focuses on teachers’ work as 

well as their students whose results are used to measure the effectiveness of such work. While 

students obviously play a significant role in a teacher’s life, insufficient attention has been paid 

to the diverse responsibilities that are added to teachers’ work over and above teaching. As the 

agents of the state that implement the curriculum, teachers take on many responsibilities. 

The review revealed differences in the level of effort and sacrifice among teachers in coping 

with students with different pedagogical obligations. Cultural diversity among students and a 

multifaceted curriculum add to their responsibilities. 

Teachers are also required to plan, implement, observe and reflect as well as support education 

transformation. While their professional development emphasises the special competences and 

skills required, the socio-economic context in which they operate, and its incongruities have 

been neglected. 

The literature review also highlighted the differentiation and intensification of teachers’ work 

across countries, which puts pressure on teachers. Contexts of adversity require teachers to 

become resilient. Finally, it was noted that teachers are required to impart knowledge by 

ensuring curriculum delivery, while also refashioning their approach to work to suit their 

students and the school. The literature review highlighted that teachers spend more hours 

working than other professions as they put in many hours of unpaid overtime at home. 

In terms of the structure of teachers’ work, the literature notes that this includes, but is not 

limited to teachers as “technicians”, teachers responding to context-specific pedagogical 

obligations and teachers having to cope with complexities and challenges beyond academic 
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concerns. As technicians, teachers are called upon to respond to problems that emerge while 

executing their duties. Their training and knowledge do not always prepare them for the 

complex and challenging pedagogical obligations imposed by working in adverse contexts. 

Furthermore, the cultural and structural composition of each school is different in line with the 

type of community; students; infrastructure and support structure; and operational features. 

This results in considerable variations across geographical settings, and social and cultural 

capital. Teachers’ work is thus complex and multifaceted, requiring individual agency while 

complying with statutory regulations. 

The following section explores teachers’ work drawing on an array of theoretical and empirical 

perspectives. Besides highlighting the intricacy of teachers’ work, variations in the context are 

revealed. 

An overview on teachers’ work in diverse contexts 

Teachers’ work is regarded as a sociological act. Hence, a key focus of this study is to explain 

social action that generates structure-agency outcomes and how this is achieved in the context 

of adversity. Of particular interest is how teachers shape their responses to contextual 

circumstances and how they manage structural constraints at their particular school. 

Numerous studies have been conducted on teachers’ work in the international context (Wigfield 

& Eccles, 2000; Day, 2000, 2012; Richardson & Watt, 2006; Harrison & Killion, 2007; 

Mpokosa & Ndaruhutse, 2008; Dana & Yendol-Hoppey, 2009; Berry, 2009; Cervone & 

Cushman, 2012). Day (2000) observes that traditional definitions of teaching, including 

enactment of the curriculum, mutual respect, mutual trust, autonomy and life-long job security 

are now contested. According to Gur (2014), teachers require appropriate skills because they 

are responsible and accountable for education-related decisions in the classroom and beyond. 

Harrison and Killion (2007) note that the many roles performed by teachers include those of 

resource provider, curriculum specialist, learning facilitator, mentor, data coach and catalyst 

for change. 
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As facilitators and coaches, teachers take their students’ circumstances into account and 

intervene and assist in cases of adversity. Such students are motivated to work hard and produce 

better results. From a critical sociological perspective, Day (2012, p. 7) describes teachers as 

“victims of policy-driven imperatives as bureaucratic surveillance and new pervasive forms of 

contractual accountability…”. However, Day (2012) adds that teaching is undertaken by 

“teachers who remain skillful, knowledgeable, committed and resilient” (p. 7). 

Richardson and Watt (2006) focused on why people choose and remain in teaching as a career. 

According to Day et al. (2006) those that choose to teach have “an enduring belief that they 

can make a difference to the learning lives and achievements of students” (p. 10). They add 

that teachers’ agency involves cognitive and affective endeavours to make a difference in 

students’ lives by enacting the curriculum laid down by the education authorities. Newman and 

O’Brien (2013, p. 127) support this view and highlight that people also practice “impression 

management” where they seek to control and manipulate information about them in order to 

influence the impression that society forms of them. 

A sociological contradiction occurs in teachers’ world of work in that they live in a society that 

reveres personal accomplishment but derides individualism. Sun and Leithwood (2015) 

identify four types of teachers whom they refer to as “school leaders travelling along four 

paths” (p. 567) and note that conditions in the school and classroom have a direct bearing on 

agency. 

The rational path refers to teachers’ instructional practices, while the emotional path describes 

the degree of trust teachers have in education stakeholders. The collaborative nature of 

teachers’ work fits into the organisational path and finally, parents’ hopes for their children are 

referred to as the family path. Teachers are also expected to fulfil the expectations of 

impersonal, bureaucratic institutions and adhere to regulatory pedagogical obligations 

(Dieltiens & Meny-Gilbert, 2012). Shulman’s (1987) description of teachers as “technicians” 

is relevant in situations where they react to the pedagogical obligations of others. However, as 

noted in chapter one, classroom dynamics might not fit with the perceptions of those that are 

not intimately involved with the school. 

As an Organisation, a school is more than simply a structure; rules, policies, goals, job 

descriptions and standard operating procedures describe how teachers are expected to work. 

Each school, and each division within it, develops its own norms, values and vocabulary. 
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This is generally described as the organisational culture. While the organisational culture is 

persistent and embedded, teachers find ways to exert some control over their lives within the 

boundaries of the school (Ghaemi & Yazdanpanah, 2014). 

Besides the regulatory work and self-efficacy shown by teachers, Day (2012) bases his 

perspective on the work of Sachs (2003) who conceptualised teachers as “activist 

professionals” (p. 7). This is due to the fact that, first, they are expected to make a difference 

in the lives of their students, and second, while they confront “bumpy moments” (Day, 2012, 

p. 8) along the way, they uphold their obligation to teach to their best ability. 

Mpokosa and Ndaruhutse (2008, p. 6) identify three basic requirements for a functional 

education system, namely, sufficient staff, a workforce comprised of competent and dedicated 

professionals, and networking and collaboration between teacher unions and the government. 

Dana and Yendol-Hoppey (2009) describe teachers’ work as akin to a masterpiece, which 

mediates the recurring aggregates of duties, laws and responsibilities. They emphasise that 

teachers’ daily work reflects “complexities, paradoxes and tensions” (p. 1). Such challenges 

are exacerbated by the “paradox of decentralised systems (that is local decision-making)” (Day, 

2012, p. 9). 

Biographical background and teachers’ work 

Day et al. (2006) explored variations in teachers’ work, lives and effectiveness. Teachers come 

from different backgrounds and their personal history is blended with their professional roles. 

They have diverse cultural beliefs, values and priorities and their reasons for entering the 

profession differ. How each teacher adjusts to teaching is dependent on their ability to adjust 

and acclimatise to policies and rules. 

Teachers also train or qualify at different institutions and the manner in which they impart their 

knowledge will vary. The combination of different personalities and efficacy results in multiple 

dynamics that each school has to deal with (Branson & Zuze, 2012). 

While the choice of career is a major concern for any workforce, it plays a vital role in teaching 

because teachers constitute a “systemic agency” (Ebersohn & Ferreira, 2012, p. 32) that is 

entrusted with preparing and transforming students for the world of work. 
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Teachers’ personalities influence how they deal with work not covered in the descriptors that 

regulate the profession as well as how they respond to particular types of students. The term 

“intrinsic career-value” implies that teachers have a natural passion for teaching. According to 

Balyer and Ozcan (2014), teachers choose their career based on personal rather than economic 

and social factors. Some teachers see their role as uplifting children and influencing the younger 

generation (Kelly, 2012; Lawver & Torres, 2011). Balyer and Ozcan (2014) also found that, 

teachers’ perceptions of their career is based on the respect the profession commands, money 

and social benefits. 

Kelchtermans (2005) explains that teachers have to adjust to the context owing to differences 

in their cultural background or socio-economic circumstances and they may feel vulnerable in 

the school context. Teachers’ sense of self-identity has not been extensively explored in the 

literature. When novice teachers enter an appointed school for the first time, the boundaries 

between themselves and their role as teachers may be blurred. They may reconfigure or re- 

pattern their work or continue to use methods that they learnt during their training. 

Leana (2011) notes that teachers possess human and social capital that they draw on in their 

work at school. She measured the three aspects that comprise teachers’ work or professional 

capital, namely, human capital (individual talent); social capital (the collaborative power of the 

teachers at a school) and decisional capital (the wisdom and expertise to make sound 

judgements about their work that is cultivated over many years). 

Professional capital assists teachers to deal with learners from a context of adversity to achieve 

their primary function, which is to teach. In contrast, Elmabruk (2008) points out that teachers 

come from a variety of backgrounds. Cochran-Smith (2008) states that several interpretive 

frameworks are useful in this regard, including understanding teachers as potential proxies for 

social change and that all teachers have manifold identities and life histories structured by race, 

class, culture and other aspects of systems of privilege and oppression. 

Each teacher has a different biography. In executing their work, they are expected to be 

‘objective’. Alexander (2011, p. 11) observes that “many white educators have low 

expectations of their non-white learners, simply because of their belief that ‘Black students 

have less innate potential than their white counterparts’”. One of the key findings of Day et 

al.’s (2006, xiii) study was “extreme wavering whereby teachers’ lifestyle has an impact on 
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their work. This could include domesticated challenges from family (personal), discipline 

problems with learners (contextual) and regulatory challenges in terms of professional 

pedagogical obligations”. 

In the South African context, some teachers were part of oppressed groups in the past, while 

others were previously advantaged. Some teach at mission schools, while others are based in 

in public, township and rural schools, or elite institutions. These different schools have different 

levels of facilities and infrastructure. 

Ebersöhn (2015) observes that, “different contexts require a cognizance of pluriversality and 

geopolitical variance as a result of unequal development” (p. 1). The life-world theory of 

communities is an appropriate framework to understand the situation in poor rural schools. 

People form a bond with a particular space over and above its geographical positioning and 

cultural identity. In some places, there is innate connectivity among individuals. Ebersöhn 

(2015) speaks of “chronic and cumulative adversities” (p. 4) in South African schools which 

create challenges for teachers. The significant disparities among schools in South Africa 

account for the different dynamics of teachers’ work (Gardiner, 2007). 

In rural communities, students are expected by their families to perform chores before and after 

school (Msila, and Netshitangani, 2015). They may go to bed and come to school on an empty 

stomach, which means that they are unable to focus on the lesson. They do not complete their 

homework or study at home, resulting in poor examination results. Teachers have very little or 

no communication with the majority of their parents. There are also instances where parents 

are uneducated and unable to supervise their children’s homework. Despite this, some parents 

draw negative comparisons between their child’s school and the smooth running urban schools 

(Gardiner, 2007). 

Children that perform poorly at school are at risk of dropping out of school, and are exposed to 

social ills like substance abuse, teenage pregnancy, stealing and prostitution. 

Complexity of teachers’ work 

Teachers’ work is shaped by “context-specific interactive activity” (Dana & Yendol-Hoppey, 

2009, p. 3). They are required to executive tasks on time and fulfil their statutory 

responsibilities. 
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Teachers are highly likely to bring about change based on their experiences and the knowledge 

they acquire in the context of their practice (Dana & Yendol-Hoppey, 2009, p. 4). The manner 

in which they adapt to their environment provides an understanding of how contexts influence 

their work. This study draws on the research participants’ actual experiences to shed light on 

the distinctiveness of the pedagogical obligations placed on teachers when dealing with 

students from low socio-economic backgrounds. 

The multifaceted elements that influence information, feedback and the modification of 

teachers’ work highlight the complexity of teaching. Such work is too complex to be measured 

by a single metric. Scholars like Ridley et al. (2008) and Leithwood and Mcadie (2010) thus 

call for a range of tools and metrics to measure what teachers are accountable for at their place 

of work. Any examination of teaching also needs to consider the roles of policymakers, 

administrators, parents, students and the community at large (Leithwood & Mcadie, 2010, p. 

42). Dieltiens and Meny-Gilbert (2012) add that the subjective experience of poverty in a 

context of poor material, financial and living conditions also impacts on teachers’ work. 

Florian’s (2012) research on Scottish rural schools notes that poor socio-economic conditions 

are a global phenomenon that impacts on teachers’ work. Nichols and Parsons (2011) examined 

how teachers deal with setbacks and challenges, as well as the manner in which they harness 

institutional power in such adverse circumstances. There can be no doubt, however, that poor 

working conditions undermine teachers’ work. 

Traditional models of teaching assume that teachers that are able to effectively harness their 

students’ academic aptitude and motivate them to perform better (Cervone & Cushman, 2012, 

p. 2). However, they are also required to assist their students to cope with social, emotional and 

cultural issues. This is particularly true of teachers that operate in a context of adversity. 
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The New Work of Teaching’s (TNWoT, 2012 p. 12) case study on the work-life of teachers in 

Calgary, Canada, notes that when teachers’ work increases in terms of volume and/or 

complexity, tasks and expectations are intensified. Honig (2006) and Tek (2014) described how 

people, policies and places interact to impact on the implementation of educational policy. This 

is illustrated in the figure below. 

Figure 5 : Dimensions of education policy implementation 

Source: Adapted from Tek (2014, p. 2) 

White and Kline (2012) focus on teachers’ work in the context of diverse, multicultural and 

multi-racial cultures in a rural community. The current study focused on teachers who may or 

may not be prepared for a diverse context. As noted in chapter one, despite the adoption of 

various educational reforms aimed at redressing inequality, gaps persists among schools in the 

democratic South Africa. Students whose parents can afford to do so have migrated to private 

and previously advantaged schools that are well resourced, while the majority continues to 

attend under-resourced schools. 

Moreover, Devcota (2005, p. 13) maintained that primary school teachers working for the state 

seem to care little about the effect of their performance on student achievement, as “whether 

they teach or not, they are paid” (Devcota, 2005, p. 13). Private school teachers receive higher 

salaries and undergo performance appraisal, which motivate them to achieve higher standards. 
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The gaps between different kinds of schools are thus exacerbated. Furthermore, White and 

Kline note that highly qualified teachers are reluctant to teach in rural areas (2012, p. 36). Poor 

internal management, teacher absenteeism, inefficient use of time in class, and ineffective 

teaching methods add to the challenges confronting many South African schools. While these 

are not peculiar to this country and are indeed, experienced in developed countries such as the 

United States and Australia, such conditions negatively affect teachers’ work. It is for this 

reason that White and Kline (2012, p. 36.) call for a “re-conceptualisation of teacher education 

curriculum and a more integrated approach between coursework and the rural professional 

experience (practicum)”. 

Negotiating teacher pedagogies through professionalism 

Teacher pedagogies cannot be fully understood without closely engaging with what teachers 

do in pursuit of the good within their profession. According to Lepida and Veniopoulou (2017, 

p. 19), teacher professional development focuses on technical, reflective and critical skills that 

comprise the basic teaching competencies. The state requires teachers to focus on implementing 

the curriculum and emphasises the application of scientific knowledge and critical thinking. 

Teachers are expected to set fair and achievable benchmarks for students. This requires “just in 

time” feedback by the teacher-coach, who offers on-going encouragement as students develop 

and test new skills and knowledge in practice (Cervone & Cushman, 2012, p. 30). 

Cornelius-White (2007, p. 113) applied a constructivist approach and found that both the 

classical model (teacher non-directivity, empath and warmth, and encouraging thinking and 

learning) and contemporary models are transformative. The study revealed a correlation 

between positive teacher-student relationships and positive student outcomes. This means that 

teacher-student relationships have a positive impact on students’ development and growth. 

According to Harrison and Killion (2007), teacher are leaders who assume a wide range of roles 

to support the school and student success. This can occur in formal and informal settings that 

aim to build, capacitate and improve the school. 
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This implies that, as noted previously, teachers’ work cannot be measured using a single metric 

because different levels and aspects of teachers’ enthusiasm and commitment combine to reveal 

the level of their professional ability. Cochran-Smith (2008) noted that, in the era of 

managerialism, teachers’ work is assessed by means of students’ results in standardised tests 

and is rewarded by performance-based salary incentives. While it might make sense to measure 

service delivery from a regulatory position, this ignores the effort required to support students 

that are distracted from studying due to their poor socio-economic circumstances. 

Harmon, Gordanier, Henry and George (2007) are also of the view that high quality teachers 

will produce excellent results. These studies imply that teaching is merely about imparting 

pedagogy and exclude the contextual challenges and setbacks that confront teachers in terms 

of institutional capacity as well as students that hail from disadvantaged socio-economic 

backgrounds. 

According to Jeffries (2017), it is expected that, “teachers will continue with education and 

training”. At same time, there is a “lack of new and diverse teaching and professional 

development opportunities available for transformative education which has a serious impact 

on teachers’ work” (p. 12). Given that teachers are called on to fulfil their academic duties as 

well as address contextual issues, Jeffries (2017) states that self-care is important to avoid 

burnout. 

Teachers that are conscious of the need to adopt a positive approach to their work and engage 

in self-care are more likely to fulfil the requirements of the core curriculum. All teaching staff 

are expected to maintain records that demonstrate compliance with regulations and legislation. 

Their work is intensive and includes planning, implementation, observation and reflection. 

However, teachers’ professional development focuses on the required competences and skills, 

with little reflection on the socio-economic contexts in which they operate (Lepida & 

Veniopoulou, 2017, p. 23). 

Teachers also confront increasing external pressure at circuit and provincial levels. Bascia and 

Osmond (2013) explored the relationship between teacher unions and government and 

highlighted the cultural, political and structural factors which contribute to the intensification 

of teachers’ work. Global trends demand that they engage in on-going professional 

development as well as cope with the pedagogical obligations that educational transformation 

impose. 
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Leithwood and Beatty (2008) and Penrice (2011) identified six emotional triggers that influence 

teachers’ work, namely, job satisfaction, stress levels, burnout, organisational commitment, 

commitment to change and a sense of individual/collective efficacy. Penrice describes the “in 

school intensification experience” (p. 104) and notes that, managerial structures, diverse 

cultures, individual relationships at school, self-imposed expectations and an increasing 

workload weigh heavily on teachers. 

Burchielli et al. (2005) describe work intensification as “employees working more than they 

have before” (p. 95). There are two dimensions to this experience. The first is doing more or 

taking on additional roles, more tasks and bigger workloads (Burchielli et al. 2005, p. 96). The 

second dimension involves coping with a reduced workforce, either due to downsizing 

(layoffs), staff attrition (where staff that leave are not replaced) or not hiring new staff. 

The socio-spatial structure of classrooms increases pedagogical obligations on teachers, 

associated with variations in the number of learners and school infrastructure. While some 

schools enjoy state-of-the-art teaching and learning facilities, many are under-resourced. This 

results in teachers functioning as isolated individual practitioners. The sequential structure of 

disconnected lessons interspersed by tests (Schwarz & de Groot, 2011, p. 261) and ensuring 

compliance with the regulations increases their workload. Penrice (2011) concludes that 

changes in “teachers’ daily work have resulted from increasing control being exerted over 

teachers through curriculum, pedagogical, assessment, and school management” (Penrice, 

2011, p. 104). 

Intensification can be defined as an increase in teachers’ workload, often “accomplished 

without sufficient resources or time” (Ballet & Kelchtermans, 2008, p. 47). Penrice (2011, p. 

104) notes that it involves an increased number of tasks, including administrative work, 

accountability challenges within the classroom and the magnitude of work outside the 

classroom. Penrice (2011) adopts a Foucaultian perspective to show that rural teachers’ work 

is a discourse of power and resistance. These teachers develop “technologies of the self” (p. 

105) because they have to adjust their work owing to the lack of proper parameters. 

Eppley’s (2009) study examined the historical and political framework of the No Child Left 

Behind Policy in the United States. While the policy aimed to transform teaching, she notes 

that teaching in a rural school differs from other contexts. A balance is thus required between 
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the curriculum and experiences in the classroom (p. 2). In rural township schools, teachers’ 

work is also determined by parents and students’ level of involvement. The internal 

pedagogical obligations of their work and external regulators’ expectations impose severe 

strain on teachers. Social realities such as teaching in a context where students come from a 

low/no income home add to their burden. 

All teachers are expected to come to grips with the social relations in their work environment 

as well as cope with the pedagogical obligations of the core work and regulatory requirements. 

The level of flexibility they demonstrate to cope with the multitude of tasks renders them either 

resilient or inelastic. 

Teachers are wedged between high expectations from the communities they serve (Macbeath, 

2012, p. 14) and the pedagogical obligations of a multifaceted curriculum. Local, national and 

global developments impact on teachers’ professional independence. When teachers exercise 

their agency beyond the classroom, with colleagues, parents, other agencies or with policy, they 

exercise leadership. As noted earlier, some school environments are better than others in 

fostering the capacity to deal with the challenges of teaching (Manik, Maharaj & Sookrajh, 

2006; Day & Gur, 2010). Failure to deal with challenges results in a loss of direction in terms 

of funding and budgeting, curriculum development, teaching and learning strategies, discipline, 

staff–pupil relationships and school–community relationships (Day et al., 2011). 

Caspersen (2013, p. 10) refers to a “strong normative aspect of professional practice where 

teachers have to perform many normative, discretionary acts in their work”. He emphasises that 

teachers have to make judgements in many situations, constantly think on their feet and make 

quick, practical decisions while considering values and dilemmas. Casperson (2013) described 

decision-making as a basic teaching skill “because classroom work is multidimensional, 

simultaneous, immediate, unpredictable, public and cumulative” (p. 10). 

Karaagaç and Threlfall (2004) explored Turkish teachers’ beliefs and practices in the context 

of their work-setting. The work-setting is crucial to the conflict between a teacher’s beliefs and 

his/her actions (Karaagaç and Threlfall, 2004, p. 141). Engeström’s (1993, 1999) activity 

theory, consisting of a ‘triad’, is extended to include elements of the social context. The triad 

comprises three essential elements that are linked to reiterate their interdependence. 
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The activity theory is insufficient for this study because it deals with the formal elements of 

work. It focuses on mediation efforts, the division of labour and the rules. Another triad 

composed of the teacher, the community and teaching tools or techniques intersects this triad. 

However, the activity theory fails to take into account that some teachers confront an overload 

of material elements that are not considered by educational policymakers. 

In the South African context, it becomes difficult for teachers to seamlessly adopt the 

imperatives of education departments since they operate in different contexts. Lemmer, Meier 

and Van Wyk (2006) note that many sacrifices are required to ensure that all citizens receive 

equal, quality education. The South African government’s commitment to democratic 

participation, dignity, equality and social justice and empowerment of all citizens calls for 

teacher reskilling and retraining in order to ensure that they are adequately equipped to support 

social and economic transformation. 

While teachers generally lack support from stakeholders, school evaluation causes much 

discontent. Bangs and Frost (2012, p. 20) state that “school inspections, along with the 

publication of ‘league tables’, have been cited as a major cause of unhappiness among 

teachers”. In the United Kingdom (UK), self-evaluations are moderated and evaluated by 

inspectors. While teachers play a key role in their self-evaluation, they feel excluded from the 

external evaluation and inspection and are of the view that inspection should be controlled by 

an outside agency (Bangs & Frost, 2012, p. 21). This notion is opposed in countries like 

Denmark, Turkey, Egypt and Greece. For example, a participant in Bangs and Frost’s (2002) 

study proposed:“…assessing teachers based on their performance and competence rather than 

years of experience, and penalising those who do not do the job well” (Workshop Facilitator, 

Egypt in Bangs & Frost, 2012, p. 21). 

Timing and teachers’ work 

Naylor and White’s (2010) quantitative study conducted in 2009 in Vancouver examined the 

work-life of 563 teachers. It found that they spent an average of 14.4 hours a week preparing, 

marking and engaging in other administrative tasks, as well as 7.1 hours on additional work. A 

similar study in Manitoba by Dyck-Hacault and Alarie (2010) found that only 28% of the 

participants agreed that their workload was manageable. Seventy-three per cent stated that 

stress and overwork were affecting their performance. 
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Work intensification resulted because teachers had to do more work in the same amount of 

time. Dibbon (2004) and Akkari et al. (2009) concluded that teachers spent 52 hours on actual 

work and 14.9 hours on assessment, reporting, preparation and testing. The three major 

concerns cited were the excessively complex nature of the curriculum, dealing with learners’ 

diverse needs and having to wait long periods to have special-needs learners assessed and 

referred. Dibbon (2004) notes that, when teachers have insufficient time to plan, learners 

requiring remediation and special teaching suffer the most. The study revealed that supervising 

learners is a waste of the teacher’s time and recommended that paraprofessionals be employed 

to handle non-core teaching activities. 

Penrice (2011) examined teachers’ work from the angle of pastoral care and noted that rural 

teachers’ plight needs to be taken into account. She suggested that, first, the same professional 

standards should be applied for teacher assessment. Second, colleagues should offer care and 

assistance through social cohesion, networking, Ubuntu and collaboration, and experienced or 

‘old hand’ teachers should support their colleagues. Mentoring and scaffolding among the 

teachers at a particular school will raise standards and enhance the profession’s reputation. 

Gunter et al.’s (2004) study in the UK that was commissioned by Price Waterhouse and Cooper 

concluded that “teachers work more intensive weeks than other comparable managers and 

professionals” (p. 3). It found that, on average, teachers work 52 hours per week while other 

professionals work an average of 44 hours per week. Many employers compensate additional 

work with overtime pay or a bonus, but this does not apply to state-paid teachers. The study 

participants commented that the “pace and manner of implementation of change has added 

significantly to their workload” (p. 7). Similarly, Smaller et al.’s (2006) investigation of 

Canadian teachers’ work and their professional development found that the study participants 

spent 42 hours per week at school, working directly with learners and undertaking related tasks 

such as preparation, marking, supervision and administration and an additional 10 hours 

completing schoolwork at home (p. 25). 

South African perspectives on teachers’ work 

Christie (2008) categorises the additional work besides teaching performed by South African 

teachers as administrative and organisational. The landscape of teachers’ work has been 

influenced by the introduction of many policies since the ushering in of democracy in 1994, 
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aimed at pursuing a transformational agenda. After the demise of apartheid, there was an influx 

of students from township schools to previously privileged, better-resourced schools (Msila, 

2009; Msila, and Netshitangani, 2015). However, the majority of students still attend under- 

resourced township and rural schools. 

The nature of teachers’ work is both visible and non-visible. According to Alexander (2011), 

visible and non-visible factors consist of personal characteristics that include background, 

culture, personality and workstyle as well as race, disability, gender, religion and beliefs, sexual 

orientation and age that the South African Constitution outlaws as grounds for discrimination. 

Teachers engage in many professional activities outside their classrooms in order to maintain 

the school organisation and to ensure that the students’ experiences are coherent and productive 

(Leithwood, 2006, p. 10). 

Given that all children below the age of 16 are compelled to attend school, teachers are 

confronted by the unpredictability of their students’ lives. Day (2012) explains that teachers’ 

work in a postmodern society where reforms have been ushered in in diverse ways at varied 

paces, requiring teachers to embrace change by adopting “political, organisational, economic, 

social and personal flexibility and responsiveness” (p. 9). Day argues that teachers’ working 

conditions are symptomatic of the “paradox of decentralised systems” (p. 9), where, amid 

greater societal scrutiny and external accountability, government requirements increase 

teachers’ workload. 

Migration to better-resourced schools is not a uniquely South African phenomenon. African 

American families in the US took similar action to access quality education, impacting on how 

communities are shaped. Since education is the key to empowering disadvantaged students, 

this responsibility ultimately falls on teachers and how they construct their roles in enhancing 

the role of the state. Msila (2009) also notes that in post-apartheid South Africa, parents tend 

to choose one school over another in the same historically challenged geographic location 

because they believe that their child will receive greater benefits (p. 83). 
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Complexity of teachers’ work in South Africa 

In South Africa and its neighbouring countries, politicians and professional teachers have 

focused their attention on urban education, leaving many to assume that all is well in schools 

in rural districts. Very little attention has been devoted to understanding how teachers in those 

areas go about their daily duties and tasks (Adedeji & Olaniyan, 2011). The dynamics of 

geographical positioning differ from school to school where space and social life interact and 

shape each other, compounding teachers’ work when learners come from low socio-economic 

backgrounds. 

Schools in both rural and urban areas have their respective set of challenges in terms of social 

and economic realities. When people move from rural areas to squatter camps amid urban 

dwellings, there is a drift of students into urban schools. Tregenna and Tsela (2008) note that 

there are two distinct economies in South Africa and where a person is located determines job 

prospects and local economic activity. 

Spatial inequality creates many complex challenges, not only for teachers’ work but for 

people’s lifestyles in general. Growth in human capital has a direct impact on health and 

education. Provision of RDP housing places the previously disadvantaged, the unemployed and 

those that depend on state grants in a single community. This community in turn produces a 

population of students that attend schools in the area; how this affects teachers’ work is the 

focus on this research study. 

While ecological space shapes teachers and their teaching space, the reverse is also true. The 

type of work done today (or what is not done) shapes the current and future society. Regulation 

of teachers can, therefore, have a positive or a negative impact on society; teachers’ work may 

change a rural township context. 

According to Bangs and Frost (2012), the invisible nature of teachers’ work refers to work that 

is undertaken by teachers but is unseen by the regulators of the profession. Books and Ndlalane 

(2011) cite moral development: creating a love for school and cultivating affection for learning 

by bringing out learners’ humanness as invisible work. Drawing on the work of Bernstein, two 

types of pedagogical styles of teachers’ work have been explored which have been identified 

as both visible and invisible. In essence a pedagogical palette is craeted in which elements of 
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visible and invisible (performance and competence) pedagogies are combined to suit existing 

conditions. 

Branson and Zuze (2012) note that inequities in teachers’ work persist in the democratic South 

Africa. While international policies and standards were adopted, no consideration was given to 

contexts with severe socio-economic challenges or to how teachers in these areas have to adjust 

their approach to meet regulatory requirements. The impetus for educational transformation in 

line with global imperatives derives from the conviction that education is the backbone to grow 

the knowledge economy and prepare workers for a new era (Christie, 2008). The Netherlands 

provided R213 million over a period of four years to enable the South African Department of 

Education to empower teachers (Ramdass, 2009). 

Teachers working in contexts where students come from low socio-economic backgrounds 

require support. South Africa took on board the challenges of globalisation and educational 

policy became peppered with globalisation jargon such as inter-relatedness, innovation, on- 

going learning, the network community and the borderless world, to name but a few. In keeping 

abreast with trends, educational reform became synonymous with progress and modernisation 

in response to the pressure to “globalize or fossilize” (Vongalis-Macrow, 2008, p. 172). 

However, the 75%–80% of students that come from lower socio-economic backgrounds 

(Spaull, 2013) do not benefit as much as those from higher levels. 

Severe socio-economic challenges are experienced across the African continent. Sehoole 

(2011) note that financial and social deprivation has negative implications for what happens at 

schools. Students from low socio-economic backgrounds affect teachers’ work at different 

levels because of the poor learning standards they have been exposed to. Many areas in sub- 

Saharan Africa, including South Africa, are “severely inflicted with poverty, therefore they are 

significantly disadvantaged globally and in terms of their national priorities by the poor 

performance of the education sector” (Sehoole, 2011, p. 121). 

Following global trends in education without addressing poverty creates imbalances that impact 

negatively on teachers. Teachers play complex social, educative and professional roles but do 

not have the power to critique or contest policy changes. The policy objectives of global 

agencies, which determine teachers’ work, assume that teachers have limited capacity to 

interrogate the assumptions underlying globalised reforms; instead, they are reframed as being 

in compliance with international standards. 
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Teachers’ work and educational change 

Silva (2009) and Alexander (2011) note that changes and challenges should be examined in 

investigating the design and dynamics of schools. While there have been major changes in the 

state of South Africa’s schools, there are also deep continuities with the past. In 2009, Limpopo, 

the Eastern Cape, Mpumalanga and KwaZulu-Natal were the poorest provinces in the country. 

Daniel, Southall and Lutchman (2005) note that the former homelands were part of these 

provinces and that the current state of schools reflects the legacies of apartheid education 

policies. Thus, the South African education system is embedded in the tensions, stresses and 

strains of a society where there is a continuous contradiction between its intentions and 

outcomes. This combination of history, contemporary dynamism and the character of the new 

education system itself inform the nature of education. 

In seeking to transform the education system, the democratic government focused on three 

fundamental issues. First, justice and human rights were addressed by ensuring uniform 

spending on each learner. Second, teachers’ salaries were standardised and, finally, the 

democratic government had to ensure that funding was injected into historically disadvantaged 

schools. However, the communities served by township schools remained unchanged (King- 

McKenzie, Bantwini & Bogan, 2013). 

Changes in education impose additional pressure on teachers. A good example is the on-going 

curriculum change since 1994. Implementation of such change is resource-intensive and 

adequate school buildings and resources may be critical for its success. However, the key driver 

in successful curriculum change is teacher development (Bantwini, 2009, p. 180). 

Swanepoel (2009) observes that, given that teachers’ work is affected by educational change, 

school-based management should manage such change (p. 462). In schools with insufficient 

resources, teachers need to solicit resources; this in turn increases their workload. 

All over the world, teachers adjust their teaching from time to time. They develop an 

“interpretative framework” during their career that is shaped and reshaped through interaction 

with the social, cultural, structural and political conditions which impact their day-to-day work 

(Kelchtermans, 2009, p. 260). This framework controls teachers' interpretations and actions in 

particular situations (context) and is modified as a result of meaningful interactions (sense 

making) with that context. 
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This is both a circumstance for and a result of the interaction and represents the preliminary 

“mental sediment” (Morrow, 2007; Kelchtermans, 2009, p. 260) of teachers’ learning and 

development over time. 

Weber (2007) noted that while South African schools were desegregated after 1994, they did 

not necessarily all become productive. According to Bangs and Frost, distributed leadership 

“gives teachers the responsibility for leading in particular areas of pedagogy, development of 

the curriculum and in responding to the social, emotional and well-being needs of pupils, 

unlocks innovative and untapped potential in teachers” (2012, p. iii). 

The type of leadership required of South African teachers is informed by the national 

curriculum. This curriculum strives to provide subject content that addresses the imbalances of 

the apartheid era (Bangs and Frost, 2012). While government control applies across the global 

arena, change in South Africa has led to intensified control. 

Negotiating teacher pedagogies through resilience in contexts of adversity 

Teacher pedagogies cannot be successfully negotiated without a notable amount of resilience 

being amassed. Teachers always have to confront diverse dangers that are associated with the 

teaching profession. Teachers require resilience if they are to find joy in their work and remain 

in the job (Rizqi, 2017). Resilience refers to a person’s ability to withstand or recover quickly 

from difficult conditions. It is a necessary condition to sustain commitment (Day et al., 2006, 

p. xviii). Worldwide, in both urban and rural schools, teachers who display adaptive or 

proficient functioning despite exposure to high levels of risk or adversity can be considered 

resilient. 

The notion of resilience also features in the fields of psychology and psychiatry. It describes a 

person's’ ability to achieve well-being and thrive regardless of significant adversity. Teachers 

serves multiple communities and those that work with students from contexts of adversity have 

to adjust to these challenges. 

In a context of diversity and stressful working conditions “teachers have to take their work 

home which is ironically not recognized as a paid hour” (Rizqi, 2017, p. 24). Some are 

vulnerable, while others are more tenacious and regard stress as a positive force. The latter 

build resilience. Endurance can be built using positive emotions such as joy, interest, 

contentment and love. These characteristics enable teachers in a stressful environment to cope 
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with the situation in order to enact their main role, which is teaching. 

Rizqi (2017) notes that there are 11 official languages in South Africa and English is not the 

mother tongue of many students. This requires teachers to be equipped with appropriate skills. 

He adds that teachers’ need to develop the capacity to protect themselves from negative and 

highly pressured environments (Rizqi, 2017). Thus, “to be considered resilient, an individual 

should be surrounded by stressors that might threaten his/her development” (p. 24). 

In cases where students come from low socio-economic backgrounds, such as in the current 

study, resilience cannot occur without the presence of two essential factors, namely, capacity 

to adapt, and willingness to be exposed to risk or adversity. A well-functioning teacher who 

has not faced high levels of adversity, would not be considered resilient (Vanderbilt-Adriance 

& Shaw, 2008). “Resilience is not static, it is not a trait, and it is not a construct that can be 

directly measured. Resilience is a ‘superordinate’ construct that is indirectly inferred from two 

component constructs subsumed under its definition: risk exposure and ‘good’ adaptation” 

(Kim-Cohen, 2007, p. 272). 

Transformation of teachers’ work 

Teachers have been confronted by many challenges both during and after the apartheid era. 

Pre-1994, the education system was defined in racial terms. In the democratic period, teachers 

are called on to embrace globalisation and create a knowledge society. For democracy to 

flourish, teachers’ work means tackling the many apartheid legacies, as well as the educational 

reforms designed by managers, experts and technocrats. 

While schools have opened their doors to teachers and students from all race groups, prior to 

1994, spending on white learners was four times that for a black learner (Msila, 2009). The 

schools attended by the latter thus lack support material, facilities and classrooms. While parity 

in teachers’ salaries resulted in some benefitting monetarily, transformation has had far- 

reaching implications for teachers’ work as they were not part of the process and have not 

received proper training to bring standards up to par. 

According to MacDonald et al. (2010), the task of homogenising teachers’ work is a mammoth 

one as team planning ignores the differences created within classes (climate/abilities etc.) and 

differences with teacher styles. MacDonald et al. (2010) add that teachers execute their 
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professional duties according to their own efficacy, for example in the manner in which they 

handle curriculum needs and interact with the various stakeholders to whom they are 

accountable. 

For some teachers, transformation has not changed the work they did before 1994, but it has 

added more work by introducing a host of curriculum changes. Naidoo and Muthukrishna 

(2014) note that the urgent quest to identify a suitable curriculum to transform South African 

education after 1994 (p. 271) led to much chopping and changing. The incongruences of the 

Outcomes-Based Education (OBE) curriculum and assessment were noted by education 

planners, leading to the adoption of the National Curriculum Statement (NCS). The NCS was 

subsequently reviewed, and the Revised National Curriculum statement was introduced which 

led to a new CAPS (Curriculum and Assessment Policy Statement) in 2012. Curriculum 

changes demand “training and retraining of teachers” as well as the “development of new 

materials and preparing curriculum facilitators” (Onwu & Sehoole, 2011, p. 124), with 

significant implications for teachers’ work. 

Concluding remarks 

This paper has highlighted some notable similarities in the relationship between teacher 

experiences and teacher pedagogies between the local and the global spaces. This includes the 

examination of the nature and complexity of teachers’ work at the global and local levels; 

pedagogical obligations on teachers’ work in South Africa; teachers’ work and educational 

change; the intensification of teachers’ work; transformation of teachers’ work; teachers’ work 

in the context of adversity; teachers’ work as “overwork”; and biographical backgrounds and 

teachers’ work. 

The review revealed that teachers engage in visible and non-visible work. Socio-economic 

challenges affect what happens at schools where teachers play complex social, educative and 

professional roles. However, they are framed as classroom practitioners, with no capacity to 

critique policy. Teachers’ work is not restricted to teaching and learning to teach but can be 

defined as complex, multifaceted, value-laden enterprises against the global backdrop of the 

knowledge society. 

Teachers’ work in South Africa is controlled by strict bureaucratic management, policies and 

laws. While the status of the teaching profession has declined, teachers engage in many 
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professional activities in and outside their classrooms. It was also noted that the many changes 

in educational policy have placed additional burdens on teachers. Moreover, teachers’ work in 

the context of adversity, especially in rural settings, appears to be undervalued. Just as teachers’ 

personalities and background differ, so do the characteristics of the school and the context in 

which they operate 
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Abstract 

Quality of education and achievement of learners should be the commitment of every 

educational system. Yet institutions have their unique characteristics that either facilitate or 

hinder the achievement of universal primary educational goals. Individual schools therefore 

initiate their own mechanisms, unique or used by other institutions, to ensure quality in schools. 

This study focused on how school-based factors influence quality of education in primary 

schools. The great concern was the poor performance of learners in English and Mathematics. 

This study employed a qualitative design to gather systematic, comprehensive and in-depth 

information. Data were collected using focus group interviews with twenty Grade 6 English 

and Mathematics teachers. Data collected was transcribed, categorised and presented as 

themes with verbatim quotes from the participants to support the themes. The findings reveal 

that most teachers lack the requisite knowledge of English and Mathematics content to improve 

learners’ performance. The findings show that quality and achievement challenges brought by 

the implementation of free primary education in King Cetshwayo primary schools in KwaZulu- 

Natal are still prevalent. Understaffing; insufficient syllabus coverage; overcrowded and 

deficient classrooms; and inadequate instructional materials are some of the factors that have 

impacted on the quality of education in schools. The study also found that there are inadequate 

teacher development programmes for English and Mathematics to regularly capacitate them 

on how to improve learner results in English and Mathematics. The study recommends that 

principals, teachers, parents and government need to put measures in place that will address 

quality challenges in schools to ensure the realisation and sustainability of Universal Primary 

Education and the Millennium Development Goals (MDGs). The study therefore recommends 

that the Department of Basic Education should ensure that teacher developmental programmes 

are conducted as frequently as possible at the cluster level, circuit and district levels to enrich 

teachers with pedagogical knowledge that they need to improve the English and Mathematics 

performance of their learners. 



ISSN: 2790-5004 Journal of South African Democratic Teachers Union 2022 

Copyright © 2022 South African Democratic Teachers Union, Johannesburg, South Africa 

101 

 

 

 

Keywords: School-based factors, quality education, achievement, assessment, curriculum 

narrowing 

 

Introduction 

The issue of academic performance of primary school learners in South Africa has been of 

much concern to all stakeholders (Khumalo, 2014). Many countries have come to realise that 

learners are the heart of educational processes and that without good learner performance, all 

educational reforms are destined to failure. Jaiyeoba (2011) argues that primary education is 

the foundation on which subsequent education is built. Consequently, the broad goals of 

primary education are aimed at preparing the individual for useful living within society and to 

progress to higher education. It can therefore be argued that education at primary school level 

is the key to the success and/or failure of the whole education system. 

Performance of learners in basic education is considered a vital indicator of good schooling. 

Accordingly, the reported poor performance of learners at the basic level of education has not 

only led to public outcry, but educationists have also been increasingly occupied in the attempt 

to identify factors that influence performance of learners in primary education (Adane, 2013). 

According to Asikhia (2010), various states and governments globally spend a large share of 

their budget on the education sector, yet this does not yield desired results. Educators also 

complain about learners’ poor performance in both internal and external examinations (Asikhia, 

2010). This is of importance since academic performance of primary school learners in such 

external examinations has been used to determine excellence. The South African government 

introduced Free and Compulsory Basic Education in 1994 with the view to improving the 

quality of the educational system. Through the Free and Compulsory Basic Education 

Programme, the government seeks to ensure that all learners are equipped with the fundamental 

knowledge and skills that will enable them to be full stakeholders and beneficiaries of 

development (Department of Education, 2012). 

Various researchers internationally and locally have investigated and found a number of factors 

that contribute to poor performance in primary schools (Ong et al., 2010; Pretorius & Currin, 

2010). These studies have shown that the majority of primary schools which serve African 

children in South Africa still reflect the legacy of apartheid schooling: they serve low socio- 

economic communities, are poorly resourced and are often poorly managed. Further, classes 
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are large, and teachers are often poorly qualified (Pretorius & Currin, 2010). Additionally, the 

effects of poor academic achievement during the early school years often carry over to the 

adolescent years, with a higher proportion of school dropouts, behavioural problems and even 

delinquency among this population. Anamuah-Mensah (2007) attributed the phenomenon to 

the lack of effective supervision and monitoring at school, lack of motivation for teachers and 

inadequate numbers of qualified teachers to fill the teacher’s place in overfilled classrooms. 

 

 

Locating learner performance within a South African context 

In the study conducted by Hoadley (2010) in the Western Cape Education Department, many 

of the research projects showed that little reading and writing was being done in classrooms, 

with a lack of textbooks for use emerging as the main cause. The researchers further found that, 

although educators were implementing forms of ‘learner-centred’ practice and co-operative 

learning, very little learning was taking place. The Khanyisa Baseline Project assessed a sample 

of Grade 3 teachers in their 24 schools in Western Cape, testing them on Grade 6 Mathematics 

and Literacy items. The results indicate the low levels of literacy and numeracy among this 

small sample of teachers (Hoadley, 2010). The introduction of other educational policies such 

as the Revised National Curriculum Statement, National Curriculum Statement and currently 

Curriculum Assessment and Policy Statement has also been aimed at redressing the imbalances 

of the past and improving the quality of education in South Africa. After all these attempts, it 

is so surprising that the Annual National Assessment (ANA) reveals a tremendous decline of 

performance of learners in Mathematics and English. 

The worrisome problem in South African schools has been the observation that, in spite of 

relatively large investments made into education compared to neighbouring countries, 

increased inputs do not seem to match the observed learning outcomes (Chisholm & Wildeman, 

2013). Both regional and international benchmarking studies continue to show that the level 

and quality of learning outcomes in South African schools tend to be lower than those of 

countries that invest significantly less in their schooling sectors (Moloi & Chetty, 2010). 

Studies have shown that educator quality—whether measured by content, experience, training 

and credentials or general intellectual skills—are strongly related to learners’ achievement 



ISSN: 2790-5004 Journal of South African Democratic Teachers Union 2022 

Copyright © 2022 South African Democratic Teachers Union, Johannesburg, South Africa 

103 

 

 

 

(Stronge et al., 2007). The study by Stronge, et al. (2007) on the relationship between educator 

quality and student achievement in Virginia reported that basic teacher qualification in the 

United States, as stipulated in No Child Left Behind Act of 2001, is certainly an important 

starting point in the critical role played by educators in students’ learning. Ordinary least 

squares regression analyses and hierarchical linear modelling were used by Strong et al. to 

identify teacher’s effectiveness levels based on qualifications while controlling for student-, 

class- and school-level variables. Based on student gains, findings by Stronge et al. indicated 

that effective educators were those with higher qualifications. The above argument implies that 

educators’ qualifications lead to educator quality and competence which eventually improve 

learner’s performance. This view is also echoed by Dobbie (2011) who found that educators’ 

academic achievement, leadership, experience and perseverance are associated with student gains in 

Mathematics and English. These findings suggest that educator success can be predicted by his or her 

qualifications. Although we acknowledge that teacher’s qualifications play a vital role in learners’ 

achievements, there are teachers with few qualifications who produce good results (Khumalo, 2014). 

However, such cases are very rare and sporadic. Thus, educators who do not have professional and 

academic teaching qualifications are likely to have a negative impact in their teaching and learning of 

the learners. 

Ochwo (2013) examined the importance of subject content on teacher performance. However, 

the author noted that the formal level of education of the teacher is not necessarily synonymous 

with quality or competence. In the same vein, Ochwo’s classroom observations in different 

countries show that certain teachers have insufficient mastery of the subject matter that they 

teach. In addition, the author found that many teachers lack the pedagogical knowledge required 

for good presentation of the material. Therefore, besides professional training, subject 

knowledge plays a crucial role in teacher performance and has an impact on the quality of 

teaching. However, studies completed in two African countries, namely Tanzania and South 

Africa, show that teacher professional development is a predictor of student academic 

performance, especially in critical subjects such as Literacy and Mathematics. The studies 

found that more than three years of training had a positive impact on student performance in 

Mathematics. Similarly, studies in the United States have found that teacher professional 

development can impact student achievement (Fullan & Stiegelbaue, 2007; Raudenbush et al., 

1993; Vainikainen, 2014). 
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Kanjee and Sayed (2013) argue for greater use of assessment for learning practices; they 

identify the lack of capacity of teachers (and support to teachers) in making effective use of 

assessment to inform teaching. Kanjee and Moloi (2014) argued that a single most critical 

challenge to address when dealing with effective use of assessments pertains to supporting 

teachers and schools in enhancing their use of assessment results to improve learning in all 

classrooms. In this regard, Marsh (2012) notes that although districts occupy a strategic position 

to support schools in developing a culture of data-driven interventions, one of the limiting 

factors towards district support for schools is the lack of capacity at that level. It is therefore 

important to highlight the significance of teacher competency coupled with evidence- based 

interventions towards enhancing assessment effectiveness and ultimate enhanced learner 

achievement. 

Skinner’s conception of achievement: A learning theoretical framework 

This study is guided by Learning Theory that was developed by Skinner (1965). According to 

Skinner, achievement varies among individuals for a range of reasons. Levels of performance 

and aspirations of learners depend on factors that are linked to school environmental factors 

and socio-economic factors such as lack of education of parents and family income. Maicibi 

(2005) believes that a good environment should be provided by the home if learners must learn, 

if the school administration must be successful and if the school must develop. The theory 

further emphasises the importance of motivation of educators, involvement in learning by 

learners and involvement of parents in supporting their children’s education. The implication 

of this theory to the study in relation to teaching and learning is that for teaching and learning 

to be effective and efficient in improving performance, adequate provision of teaching– 

learning materials and other study material need to be considered. Thus, the school instructional 

materials are also educational inputs, and they are of vital importance in the successful 

implementation of any curriculum. Relevant and appropriate textbooks, visual and audio-visual 

materials like charts, slides, tapes and so forth, are paramount in the teaching–learning process 

(Obanya, 2009; Isola, 2010 & Momoh, 2010). According to Nyipir (2010), the higher the status 

of a family, the more likely it motivates its children to learn and perform better. Skinner advised 

that for proper learning to take place, learning experience should be guided and appropriately 

controlled. This means the environment or the circumstances under which learning occurs 

should be supportive and conducive for effective teaching and learning. 
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Problematising academic performance of learners 

Performance of learners in basic education has received much attention in the South African educational 

system. Every academic year when results are released, educational stakeholders raise concern about 

the declining performance of learners in Mathematics and English examinations. Overall, the analysis 

of the assessment tasks and tests show poor results in English and Mathematics. Extremely important 

are concerns pertaining to whether the educators are providing quality education and how this is 

reflected in the test scores of their learners. Poor performance has persisted despite it being assumed 

that schools have adequate and well-trained teachers (Khumalo, 2014). Odhiambo (2008) argues that 

there is the urgent need to undertake comprehensive evaluation of educators in public schools simply 

because their professional performance cannot be separated from their learners’ achievement of 

expected outcomes. He adds that there is the need to invest regularly in the development of educators, 

as educators require access to continuous and effective updating. For this reason, the present study 

investigates factors that are responsible for the poor academic performance of learners in primary 

schools. In light of the outlined problem, this study attempts to respond to the research question: What 

role is played by teachers in the academic performance of learners? 

Rationale behind the focus on the influence of the teacher on learner performance 

It is envisaged that the findings of this study may reveal factors that influence the academic performance 

of learners in primary education examinations in King Cetshwayo District, KwaZulu-Natal. This 

exposition would help the King Cetshwayo District directorate to develop workable measures or 

strategies that are likely to improve the performance of learners in primary education. 

The study would provide information that is likely to be useful for the purposes of all 

stakeholders in education in the district. It may also serve as a reference material for policy 

makers to consider in the design of programmes to pursue for basic education that might yield 

good results. It will thus assist in meeting the government Millennium Development Goals 

(MDGs) and Education for All by the year 2025—that by this year performance of primary 

learners would have been improved to 90% in English and Mathematics (DoE, 2012).Research 

methodology 

This study adopted a qualitative approach in which group conversations with primary school 

teachers became a prominent feature. The purpose of a focus group discussion is to produce 

qualitative data to provide insights into the attitudes, perceptions and opinions of participants 

(Krueger, 1994). This approach to data collection was opted for to determine the factors that 
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influence the academic performance of learners in primary education examinations in King 

Cetshwayo District; it was also used to determine concerns of educators about the challenges 

of poor performance by learners on teaching and learning process in primary schools. Consent 

of participants was established and they were free to withdraw at any time from participation. 

Data and methodological triangulation were performed to enhance the validity of the study. 

Data was analysed by identifying the emerging themes across the full set of data received from 

the participants. 

Study sample and related sampling techniques 

The sample population consisted of one English and one Mathematics teacher in Grade 6 from 

each of ten primary schools in King Cetshwayo District in KwaZulu-Natal province in South 

Africa. In all, twenty Grade 6 English/Mathematics teachers (10 English and 10 Mathematics 

teachers) participated in the study. Random sampling was not feasible for the study since the 

researchers wanted to ensure that they obtained a sample that would be suited to the intent of 

the study. One of the objectives of the study was to determine how the ANA influences teaching 

and learning in primary schools. 

The researchers adopted a purposive sampling technique to select English as well as 

Mathematics Grade 6 teachers (intermediate phase) at King Cetshwayo District primary 

schools as the population for this study. The researchers specifically selected these participants 

as they had in-depth knowledge of what takes place during the teaching and learning process. 

They could provide detailed data on learner performance in English and Mathematics. Given 

this background, it is appropriate to describe the purposive sample for the study as a “distinctive 

sample” (Fraenkel & Wallen, 2009), which is a sample considered to be typical of that which 

is being studied. 

Instrumentation 

Instrumentation refers not only to the description of data collection instruments but also to the 

way in which the instruments are developed and administered in the study (Fraenkel & Wallen, 

2009). Methods of instrument manipulation are considered here as having an inherent bearing 

or threat to the internal validity of the study. The primary data collection source was five focus 

group interviews consisting of twenty teachers of English/Mathematics. An interview schedule 

for all participants was developed to guide the interview sessions. 
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Data collection 

A researcher ensured that all participants from ten schools assembled at a central point for the 

purposes of data collection. The school where one of the researchers teaches was used as the 

venue in which participants and researchers assembled. Five sets of focus group interviews 

were held with two Grade 6 English teachers and with two Grade 6 Mathematics teachers. 

Each focus group interview lasted between 30 minutes and 2 hours; this is a common duration 

for focus group interviews.Ethical considerations 

Ethical clearance for conducting the study was obtained through the institutional ethics 

committee of the University of Kwazulu Natal and all suitable consenting participants were 

recruited into the pilot study. 

 

Findings and discussion 

Data was analysed by identifying the emerging themes across the full set of data received from 

the participants. Analysing the data involved analysing and synthesising the information 

obtained from the focus group interviews with the teachers. The themes that emerged are set 

out in Table 1. 

Table 1: Sampled teachers’ responses and emerging themes 
 

Benefits of Assessment 

Tasks 

Teacher “Assessment Tasks to me serve as a measuring stick in my 

classroom. It assists me to identify my teaching methods and 

techniques whether they suites my learners’ understanding in 

teaching and learning in the classroom to improve learner 

results.” 

Lack of Mathematics and 

English support and 

knowledge 

Teacher “Subject advisers do not play their role for ensuring the 

functionality of teaching and learning in the schools. Such 

weakness and poor visit to give lead to learner poor 

performance especially in critical subject such as English 

and Mathematics.” 

In-service programmes to 

improve learner results 

Teacher “Among the challenges that we have is that there are no 

regular content workshops to enrich our knowledge when 

preparing for and also after administering assessments so as 

to improve learner performance. Therefore, more content 

workshops on how to improve learner performance are 

essential if learner results in are to improve.” 
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Instructional leadership 

from the School 

Management Team (SMT) 

Teacher “To be honest with me regarding the preparation of in my 

teaching and learning I do not get any support from my 

principal and my Departmental Head. When it is time for test 

and assessment preparation and writing I am on my own 

looking for information from neighbouring schools on how 

to prepare my learners.” 

 

Benefits of assessment tasks 

Conducting learner assessment tasks assists in the identification and ultimately 

addressing of learner problems is regarded by many teachers as the most critical 

contribution of improving learner performance in English and Mathematics. In this 

regard one educator commented: Learner continuous assessments serves as a measuring 

stick in my classroom. It assists me to identify my teaching methods and techniques 

whether they suites my learners’ understanding in teaching and learning in the 

classroom to improve learner results. 

Another teacher responded as follows: 

Assessment tasks equips me with the style of teaching and learning for my learners. It 

also helps me with the format to set my internal question papers that are on par with 

learners’ learning. Through testing, all learners all exposed in external testing in 

preparing them for the future. 

Teachers revealed that assessment tasks help them discover their weaknesses and strengths in 

certain topics; they try to look thoroughly at their weaknesses and pay special attention to those 

when teaching, while not overlooking their strengths (but catering for both). 

Curriculum specialists’ lack of support and knowledge 

The study points out that there is a dearth of English and Mathematics support and knowledge 

from the subject advisers (curriculum specialists) to improve teaching and learning in schools. 

Teachers believed that lack of English and Mathematics support and knowledge from the 
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subject specialists is a cause of poor learner performance in English and Mathematics. In this 

regard one educator commented: 

Shortage of English subject specialists is another challenge that causes poor 

performance in, because it is difficult for us in our school to get assistance when we 

need curriculum support due to lack of visit and support of curriculum specialists. 

The role of curriculum, as emphasised by Asikhia (2010), is central to learner performance and 

any gap in this regard usually has consequences on both learner and teacher performance. 

Teachers emphasised that curriculum advisers do not come to their schools to give them support 

and knowledge regarding improving learner performance in English and Mathematics”. This is 

how one educator added: 

Since I have started teaching in this school three years ago I have not seen any 

curriculum adviser to come and give me support as how to improve my learners’ 

performance in English and Mathematics. My school is always performing poor 

because of lack of knowledge and support. 

Teachers believe that regular visits of curriculum advisers that provide support and content 

knowledge in English and Mathematics in schools is imperative for improving learner 

performance. They suggested that the Department of Basic Education (DBE) should increase 

the number of curriculum advisers for the benefit of teachers to improve learners’ performance 

in English and Mathematics. 

Instructional leadership from the School Management Team 

Regarding the poor performance of learners, the study found that there is a vacuum in terms of 

the different instructional leadership roles that should be played by the respective School 

Management Teams (SMTs); the SMT of each school should be contributing to improved 

learner performance in English and Mathematics. However, teachers complained that their 

SMTs do not take an active role in ensuring that teachers are given necessary support, guidance 

and sufficient teaching and learning materials to prepare learners. In this regard one educator 

remarked that: 

I think that the SMT needs to guide and support teachers concerning English and 

Mathematics preparation by ensuring that learning support materials are supplied in 

time at school. They must ensure that all learners have workbooks, and those workbooks 

are utilised for effective teaching and learning to improve learner performance. 
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Therefore, the SMT must ensure that the DBE supplies the school with more exemplars and 

other support materials like assessment guidelines and Annual Teaching Plans that talk to 

improving learner performance. Monitoring should be done to ensure that these documents are 

used properly to improve learner performance in English and Mathematics. 

In-service programmes to improve learner performance 

In relation to in-service programmes aimed at improving their English and Mathematics 

performance, teachers alluded to the problem that although workshops are sometimes 

conducted, there is not enough time to engage with the content. Lack of adequate training 

results in teachers struggling to discuss learners performance in English and Mathematics. In 

this regard, one educator commented: 

Among the challenges that we have regarding English and Mathematics is that there are 

no regular content workshops to enrich our knowledge when preparing for 

administering assessment tasks so as to improve learner performance. Therefore, more 

content workshops on how to improve learner performance are essential if learner 

results are to improve. 

Teachers emphasised that there is the need for in-service programmes to capacitate teachers 

with knowledge in English and Mathematics; however, it appears that a key challenge is the 

capacity of the circuit or district to provide teachers with the training they require. 

 

Conclusions 

Teachers need to provide quality teaching and learning of English and Mathematics. However, 

the paper has shown that English and Mathematics teachers lack adequate expertise mainly 

because of inadequate support and knowledge from the English and Mathematics curriculum 

advisers. The SMTs also seem to lack strategies to monitor the implementation of curriculum 

in schools. Teachers need to acquire sufficient pedagogical content knowledge of these 

subjects. Further, they need to be afforded the opportunity of extra lessons for learners with 

learning difficulties. They must understand that learners have different learning abilities and 

furthermore, parents need to take and an active role and support the education of their children. 

Item analysis needs to be the eminent priority for schools after assessments have been 

administered. Item analysis serves as the basis for the development of appropriate intervention 

strategies that could address the issue of learners’ performance in English and Mathematics. 
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English and Mathematics teachers need to scrupulously analyse (question by question) 

learners’ scripts to identify the areas that need urgent attention in the performance of the 

learners. 

 

Recommendations 

Lack of adequate pedagogical content knowledge of English and Mathematics teachers to teach 

effectively is a challenge that leads to poor performance of learners in the ANA. Teachers 

should acquire a good knowledge of the subject matter. This will result in teachers teaching 

competently and confidently. A display of subject incompetence by an English First Additional 

Language or Mathematics teacher causes the learners to lose confidence, first in the teacher 

and then in the subject. Therefore, the DBE also needs to award bursaries to English and 

Mathematics teachers to further their English and Mathematics studies. 

To improve English and Mathematical knowledge, the DBE should aim to ensure that every 

educator in the system has the basic content knowledge required to cover the curriculum that 

they currently teach. It is imperative that intensive in-service training that lasts for several 

weeks per year is required to equip teachers with the knowledge they need to teach effectively. 
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Abstract 

Reflections on perceptions and practices of South African Democratic Teachers Union teachers 

of Mathematics attending a conference are articulated in this article. The conference was 

attended by teachers from both primary and secondary schools. Both inter-professional and 

intra-professional development of the Trimensional Aggregate (Pure Maths, Maths Literacy 

and Technical Maths) of Mathematics are emphasised, along with classroom assessment and a 

broad spectrum of educational goals. Teachers from all districts in KwaZulu- Natal participated 

in a collaborative and networking experience providing prized material on Mathematics 

assessment and curriculum dynamics. Relevant stakeholders from tertiary institutes and 

governmental officials aligned to the Mathematics field provided the impetus to discussion on 

Mathematics being a vital springboard to increasing economic development in South Africa; 

teachers need to become operative communicators and regulators of curriculum delivery for 

this to be realised. Learners thrive under the control of agents grounded in a robust human effort 

that directs curriculum content in Mathematics at their schools. Participants of all phases put 

forward evidence of their challenges and impediments that diminish learner performance in 

controlled assessments. The findings from the focus groups offer treasured information that 

creates a link for regulating Mathematics and provides ways of modifying teaching 

programmes. . Findings at this symposium gave rise to recommendations for the adoption of 

all Mathematics forms as a measure of teacher self-regulation, assessment and remediation 

both via formal and informal activities. 

 

Keywords: Inter-professional; intra-professional; teachers’ perceptions; self-regulation 
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Introduction 

The South African Democratic Teachers Union (SADTU) of KwaZulu-Natal hosted a 

Mathematics (Maths) conference aimed at familiarising academics, researchers and 

practitioners with the realities (both in primary and secondary schools) of this gateway subject. 

The primary objective of the conference was to highlight the critical need for Maths in our 

schooling system. In addition, it sought to highlight that if there is no critical emphasis placed 

on Maths, Science, Technology and Innovation will be abolished from our schools. Teachers 

concluded that by expanding our learners' thinking capacity, we will be setting up perpetual 

progression and expansion of all sectors in South Africa. 

Relevant stakeholders attended, extending from novice to veteran teachers from both primary 

and secondary schools. Department of Basic Education (DBE) representatives and high-profile 

academics converged at the conference to get empowered and to empower one another through 

collaboration and networking about the status of Maths. The Curriculum and Assessment 

Policy System (CAPS) provided the framework for the deliberations. The teacher’s repertoire 

of principles/strategies in Maths teaching and learning processes assists learners to think 

critically and become independent and self-regulated (Arends, 2001). This understanding was 

unearthed during focus group discussions with attendees and from presentations from 

influential speakers in authoritative domains in the DBE. The sources at the conference were 

also from tertiary institutions and the independent regulatory body, Umalusi, that oversees 

matric results in South Africa. The author observed that this conference hosted a Trimensional 

Aggregate (TA)9 of Maths teachers from SADTU who teach Pure Maths (PM), Maths Literacy 

(ML) and Technical Maths (TM). 

The premise of involving both novice and veteran teachers at this forum was to empower and 

get empowered about the effectiveness of Maths teaching in South African schools as a whole, 

not only in KwaZulu-Natal. The accountability of teachers in public schools is the same for all 

schools in the republic—irrespective of the unique challenges faced by the school in terms of 

diversity and inclusivity; urban or rural location; level of resourcing; and level of functionality. 

 

 

 

 

9 Trimensional Aggregate refers to the three subsets of Math teachers which encompass, Pure Math, Math 

Literacy and Technical Math. 
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Teachers were presented with roadmaps or a compass about the nature and domain of Maths 

knowledge in their own trimensional space. In accordance with the relevant domains of 

knowledge, insight into the material and formal elements of the work of teachers was elaborated 

on. As stated by Maharaj (2019), the elements identified resonate with Morrow (2007) who 

separated the elements into seven categories. The content knowledge of Maths forms the first 

domain. Second is the pedagogical content knowledge of Maths, which is a unique amalgam of 

content and pedagogy that is exclusively the province of a teacher of either PM, ML or TM. It 

is the teacher’s individual professional practice. The third is the pastoral domain—having 

“under the radar” knowledge of learners, including their unique characteristics. Fourth is the 

domain that appears to transcend subject matter—it irradiates pedagogical content knowledge 

but with a distinctive orientation towards a set of principles and strategies that illuminates Maths 

classroom management as well as the organisational skills adopted by PM, ML and TM teachers. 

The fifth prerequisite is vital for Maths teachers—the knowledge of educational context, 

including working with subordinates, management, governance, financing, communities and 

culture. 

Sixth is the all-important knowledge about the CAPS content which forms the “tools of trade” 

for TA. The seventh domain of knowledge for a Maths teacher is knowledge of educational 

ends, purposes and values, and their philosophical and historical roots. 

The rationale of this conference was to address the TA that serves the diverse and complex 

society of learners. The first task was to ascertain factors that directly contribute to poor 

performance in examinations by learners at primary and high school levels. The second was 

the important task of determining the reasons for learners choosing PM, ML or TM. The third 

was to find out the basis for teachers of PM, ML and TM having positive dispositions towards 

the teaching of their Maths content. Fourth, stemming from discussions at the focus groups, 

brainstorming sessions and academic addresses, was understanding how teachers handle CAPS 

demands and teaching and learner development. Lastly, also arising from the focus group 

discussions, teachers gave insights into the challenges they endure in the physical and social 

settings at their workplace. 

The accountability of Maths teachers has shifted over the years—internally to school 

management and externally to educational authorities and the greater community (including 

parents and funders); each of the above concerns was extensively scrutinised by the TA. 
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Factors that contribute to poor performance in examinations 

The CAPS objectives of Maths are manifold in that CAPS aims to include Mathematics- 

associated life skills to prepare learners to become independent and fruitful citizens in South 

Africa Learners are ubiquitously confronted with mathematical concepts, whether at home or 

in their community. This informal associative process varies from counting to weighing, 

measuring distance, timing, making choices and so on. In some instances, mathematical 

ideologies are used for survival processes. 

Mathematics is a comprehensive term used for Pure Maths (PM), Maths Literacy (ML) and 

Technical Maths (TM). According to CAPS, the content of the TA of Maths needs to be attained 

by learners so that they can engage individualistically with mathematical concepts. At a 

foundation phase10 level, PM is referred to as numeracy, but in both the intermediate phase11 

and senior phase12 learners do PM. However, in the Further Education and Training Phase13, 

TA is introduced and this is where learners are given individual choices for embarking on 

Mathematics at any of the three abovementioned (TA) intensities of the subject. 

Pure Maths can be regarded as a mathematical science or a discipline in its own right whereby 

learners are exposed to theories in the language of specific mathematical terms and symbols. 

These use abstract associations whereby learners are expected to observe configurated patterns 

and carry out integrated logical thinking. The ML option makes learners aware of the problem 

of focus and provides an understanding of the purpose Mathematics plays in society. It also 

offers learners the chance to practice mathematical concepts and relate these concepts in their 

day-to-day lives so that they can deal with the requirements of contemporary living. Technical 

Maths (TM) deals with basic mathematical concepts and their application in a planned and 

formal way. There are distinct levels of complexity in the subject content of the TA. Umalusi14 

has to provide statistics of performance in Maths on an ongoing basis, and the growing concern 

is the poor performance in PM and the increase in learners opting to do ML or TM. As argued 

by Okyere and Larbi (2019), teachers at this forum gave their perceptions on how and why 

learner performance in Maths was compromised. The problems that were 

 

10 Grade 1, Grade 2 and Grade 3 learners form this cohort. 
11 Grade 4, Grade 5 and Grade 6 learners form this cohort. 
12 Grade 7, Grade 8 and Grade 9 learners form this cohort. 
13 Grade 10, Grade 11 and Grade 12 learners form this cohort. 
14 The independent examination body that oversees assessments that are regulated in South Africa. 
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outlined in the focus groups irradiated the daily setbacks and challenges teachers experience at 

their schools. The lack of suitably qualified people and insufficient technological resources and 

infrastructure were identified as pressures that teachers face in the execution of their teaching. 

Teachers’ heavy workload directly explains the above concerns where, in some schools, 

teachers teach classes to meet the regulated workload; hence, not all classes receive quality 

service delivery. Unqualified and underqualified teachers are a further human resource concern 

because management has to deploy the “tools for task” with the manpower that is s supplied to 

the school. Third, teachers tend to shorten their stay in rural schools, preferring to be in urban 

or suburban schools; the departure of teachers for the city is a regular occurrence that plagues 

Maths learning ; there is a substantial volume of literature to support this. The above three 

major concerns raised by the focus groups serve as an indication of how and why the 

performance in regulated assessments is substandard and disappointing. 

What influences learners in selecting PM, ML or TM 

The CAPS requirements for different TA components of Maths differ both in content and 

complexity. The pendulum swing in terms of the curriculum demands between PM, ML and 

TM varies regarding abstract relations, accurate use of calculation procedures and the control 

of number sense which lie beneath the ability of learners that choose either of the TA to apply 

such processes and techniques prudently. Besides looking at CAPS content level variations 

from a cognitive understanding, one cannot discount prerequisite mathematical concepts, 

processes and skills. According to Kruger and Swart (2014), these prerequisites include the 

need to understand concepts of numbers and operations, algebra, geometry, measurement, data 

analysis and properties. Kruger and Swart (2014) state that processes and skills like those in 

the CAPS curriculum content for Maths, are aimed at enabling the use of mathematical 

knowledge in intricate and complex situations. 

According to Kruger and Swart (2014, p. 214), breaking down Maths into various levels of 

concepts is linked to developmental levels. First, the content level necessitates a strong 

knowledge of counting and the use of basic operations. The second tier involves learners 

relating concepts in Maths to practical situations—thereby using their educational 

understanding to solve environmental problems. The third tier is the emotional level, in that 

learners need to adopt a positive attitude to Maths. Last is the contextual level whereby Maths 

is used in learners' daily lives. Unpacking these levels demonstrates that learners have to 
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develop to various levels to have the necessary tools available to participate in TA Maths. 

Kruger and Swart (2014) have separated the knowledge into three stages, the foremost being 

declarative knowledge which involves knowing the basic mathematical facts. Next, procedural 

knowledge requires learners to be able to utilise procedures or actions to resolve mathematical 

problems. Lastly, condition or conceptual knowledge requires the synchronised interplay of the 

above two knowledge levels to find solutions for mathematical problems. A learner’s ability to 

utilise these three knowledge concepts depends on their cognitive level of development, based 

on how effectually or efficiently the skills can be grasped. TA Maths relies on suitable strategies 

that utilise assimilated or developed knowledge to allow learners to execute explicit 

mathematical tasks. Having acquired their own knowledge of concepts and processes 

(metacognition), learners can apply their knowledge to utilising complicated mathematical 

skills that require abstract thinking strategies. 

Teachers asserted that several factors deter learners from selecting PM over ML or TM. Among 

others, these include learners’ self-regulation where their metacognition skills need to be 

aligned to emotional, motivational and behavioural management and self-control processes 

(Kruger & Swart, 2014; Nsikak-Abasi, & Akanaono, 2017). Besides the conceptual 

development explained before, one can anticipate the need for learners to have the capacity to 

handle mathematical content knowledge. This begins at a concrete level, advancing thereafter 

through a semi-concrete level, then progressing to an abstract level requiring learners to work 

minus tangible devices. Contributory factors identified by the focus groups as to why learners 

fail to reach an abstract level pointed to support structures (including parents and peers) not 

being in place or adequately involved, and teaching strategies and methods failing to ensure the 

learner has a sufficient grasp of concepts and processes. A learner that has attained a lower- level 

cognitive knowledge becomes overwhelmed in solving mathematical concepts, skills and 

processes at a higher level. 

Teachers expressed that learners at some schools in KwaZulu-Natal have to face extrinsic 

risk/systemic challenges. Even though the Annual Teaching Plan is regulated and learners 

should be exposed to all aspects of the skills, concepts and processes, there is the risk of 

unforeseen setbacks ranging from absence to changes of school/teacher. An absentee learner 

automatically is at a disadvantage because of the gaps caused by missing concepts. 
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Further, learners may face health or socio-economic challenges which worsens the burden of 

keeping pace and catching up with work that has been taught. 

The various reasons for learners choosing PM to ML and TM can be separated into links that 

include both internal and external risk factors. The intrinsic and extrinsic barriers to mastering 

mathematical knowledge skills and processes also increase the permutation of learners 

choosing ML or TM over PM. Extrinsically learners are faced with systematic challenges at 

school or in their communities. The intrinsic barriers are embedded within the level of self- 

regulation of the learner, and deficits in their self-control can create a cognitive deficiency. The 

learner may thus find it difficult to diagnose a mathematical problem and hence there is 

difficulty in choosing a suitable strategy to solve the problem; this in turn inhibits the learner 

from selecting PM or ML. 

Another significant contribution to this conference was the feedback from Maths teachers that 

if they are unqualified or underqualified, learners cannot be supported or taught adequately. 

This is an extenuating factor leading to learners choosing a watered-down level of Maths 

merely to achieve a pass at the end of each year. In the South African context, one cannot 

discount the quality of training that teachers were exposed to before 1994 (Maharaj, 2019). 

Hence, if the teacher training did not imbue erudite knowledge of concepts and processes, the 

learners are unfortunately compelled to learn from teachers that have insufficient or inadequate 

tools for their trade in the classroom situation. Learners that find the regulated assessments 

difficult to pass resort to disregarding PM because of cognitive distress from pressure to pass; 

hence we find the majority of our learners choosing ML and TM over PM. 

Although I have mentioned many areas of concern and the lack of equality in the teaching of 

Maths, not everything is doom and gloom; the conference cohort made suggestions and 

identified encouraging notions about why teaching Maths is gratifying to them. 

 

Positive disposition of teachers towards PM, ML and TM 

Teachers from the various focus groups confidently noted that the community and stakeholders 

acknowledge them as rare assets at a school; Maths is necessary to transforming education that 

can support a dynamic and positive South African economy. Technologically oriented careers 

require Maths to qualify to study at a tertiary institution. 



ISSN: 2790-5004 Journal of South African Democratic Teachers Union 2022 

Copyright © 2022 South African Democratic Teachers Union, Johannesburg, South Africa 

122 

 

 

 

Teachers also added that the announcement of Maths results (symbols and pass rate) gives them 

the verve to take the subject to greater heights because their inputs to the growing economy are 

noticed and this is motivational. 

According to the focus groups, teachers advocated the formation of scaffolding from 

professionals within the department of education as well as academics; this could build a 

knowledge and support base for Maths, and encourage inter- and intrapersonal professional 

development. 

Findings that stemmed from collaborative focus groups, brainstorming and academic addresses 

contributed to the body of knowledge on how teachers manage curriculum demands (CAPS) in 

achieving teaching and learner development. 

Above I outlined proposals from the focus groups for scaffolding of inter- and intrapersonal 

professional development among teachers. This directly engages with the South African 

Schools Act No 84 of 1996 which stipulates that Professional Learning Communities can be 

constructed within a school and outside the institution to enable teachers to engage in 

discussions, activities, professional development and positive self-regulation offering support 

for both novice teachers and veteran teachers. 

Data analysis and discussion of findings 

Emanating from the discussions, there were opposing views from teachers about belonging to 

a Professional Learning Community outside school. The majority welcomed the notion that 

there would be collaborative support for the framing of uniform assessment tasks. Those in 

favour of this community saw it to be cooperative and supportive of learning and exceeding the 

traditional assistance available to Maths teachers for acquiring/syncing regulated CAPS 

requirements on academic content and skills. It was also seen to help address pertinent 

transformational educational goals. Teachers in this cohort agreed that engaging with other 

skilled teachers that are teaching Maths would be an advantage because the interchange of 

information enables teacher development; the interchange would also help to bring teachers on 

par with their counterparts.As argued by Umugiraneza, Bansilal, and North (2017), undertaking 

to attain greater competency, , teachers can try new things, strive to learn from the experiences 

of their counterparts and work to adopt and embed the teaching of Maths practices that work 

best. 
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Professional Learning Communities will permit Maths teachers to improve the implementation 

of CAPS content through interactions with proficient teachers. The Annual Teaching Plan of 

CAPS is a process, not an event; therefore, Professional Learning Communities will enable the 

curriculum content to gradually be executed to ensure the fruits of success. The CAPS 

philosophies can be managed together in steps to maximise performance in Maths. The 

requisites stipulated by policy can be addressed through appropriate projects initiated by the 

DBE; the alternative is that accomplishment and achievement will fade away as Maths teachers 

struggle to manage competing priorities. The cohort also expanded on the notion that no matter 

how marvellous an educational idea or intervention is on paper, what matters is how this 

manifests in the day-to-day work of Maths teachers. Professional Learning Communities will 

be the relevant forum for enabling this manifestation. 

Professional Learning Communities were recognised by the teachers to be a place where 

connoisseurs of Maths can display their leadership skills, which in turn will be conducive to 

transforming the teaching and learning of the subject. Problem areas need to be well-defined 

so that appropriate programmes can be identified and implemented by the Professional 

Learning Communities. To judge the readiness of teachers to carry out Maths teaching, the 

cohort agreed to create a leadership implementation plan. Teachers would be assessed in terms 

of their capacity to plan and deliver a CAPS-compliant Annual Teaching Plan. The innovative 

idea of creating a pool of available resources resonated unanimously with the cohort. Such a 

resource pool was seen as serving a common purpose, being time-efficient and conducive to 

creating uniformity within structures in education. Another benefit of Professional Learning 

Communities that resonated amongst the teachers which is emphasized by Okyere, Kuranchie, 

Larbi and Twene (2018) related to their potential for providing support to staff, monitoring 

progress in assessments/tasks and problem-solving. They were also seen to be useful in 

adapting strategies within a team and strengthening professional development (particularly 

when teachers are in too much of a comfort zone among colleagues at their school). Particular 

importance was placed on Professional Learning Communities enabling novice Maths teachers 

to plan their assessments so that they can gain experience from the veterans in the subject. 

Although Professional Learning Communities were seen to be beneficial, the adverse side to 

the formation of such a band of teachers was seen to be that schools that were resourced and 

producing outstanding results would underrate teachers at schools that did not perform well. 
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An additional perspective on Professional Learning Communities is that if teachers had 

underperforming leadership in their Professional Learning Communities, this would have a 

domino effect on teaching and learning. However, a solution was found to this legitimate 

concern. 

There was a range of stances among the teachers regarding the need for upskilling and keeping 

abreast of trends and strategy shifts in Maths. Teachers alluded to different workshops and 

conferences that could be exploited to garner information that could unfortunately be used for 

transforming the subject through self guided initiatives.. However, it was agreed that there 

should be improved access to resources and technological support on Maths. This support 

comprises interconnecting common goals and designing suitable/appropriate learner and 

teacher support; such support will ensure the cascading of quality Annual Teaching Plan 

content. 

Input from Professional Learning Communities would enable novice and veteran teachers to 

organise their lessons and methodology based on academic principles/skills. These provide 

professional leverage in the classroom, enabling the teacher to deal with social and personal 

difficulties experienced by learners. Professional Learning Communities to support teachers of 

Maths can be created either internally or externally. The team teaching approach received was 

supported by the majority of Maths teachers. Those in support vouched that Maths teachers that 

belong to team teaching projects benefit because it enables them to achieve goals. Team 

teaching is relevant to all teachers of Maths, irrespective of their expertise or skills; however, 

it requires teachers to work in harmony, no matter their level of experience. Such teaching 

invariably has a positive impact, improving Maths learners’ performance in essential academic 

tasks. Team teaching unwaveringly helps learners meet assessment requirements despite 

teachers engaging in various approaches and methodologies, and exhibiting a range of attitudes 

to the teaching of CAPS content. 

Authorities must make a concerted effort to carry out ongoing in-service training with 

government and non-government institutions so that there is balanced knowledge for all 

teachers of Mathematics. This in-service training could be undertaken during school holidays, 

after school or at weekends. The emphasis on abstract and symbolic thinking that Maths 

demands from the TA will be given attention so that assessment results will improve. 
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A detailed explanation of teachers’ working in a context of adversity is illuminated in a study 

undertaken by Maharaj (2019); this gives a detailed account of the injustices and unequal 

education adopted after 19 education departments amalgamated nationally into a single 

ministry. The imbalances in socio-economic circumstances and teacher training were ignored 

while teachers across the board were nevertheless expected to embrace the changes in the 

curriculum. The latter seemed to phase in a new educational approach, yet overlooked the 

quality of the basic and tertiary education teachers of Maths had received. The curriculum 

nevertheless specified a single regulatory benchmark for assessing subjects. The 2019 study 

made an urgent demand for authorities to adjust the imbalances by undertaking a needs 

assessment of schools (especially for teachers of Maths) so that results could greatly improve. 

Besides the contextual aspects addressed above, another common difficulty related to 

transformative change that teachers in South Africa face is challenging behaviour in the 

classroom. Undisciplined behaviour directly interferes with teaching and learning; the 

escalating tide of disruptiveness is multifaceted but teachers gave their opinions on the causes. 

The view was expressed that disruptive behaviour stems largely from dislocated family and 

communal life. The manifestations of behaviour problems arise from parental neglect and the 

basic/emotional needs of learners not being met. This in turn leads to emotional insecurities 

and a decline in respect for human rights, and also a decline in morals and values However, 

teachers did acknowledge that challenging behaviour differed from school to school and from 

area to area. 

The negative effect of setbacks at schools was acknowledged in the focus groups; this added a 

new swirl on explanations from the cohort present for the poor performance in Maths at schools 

in KwaZulu-Natal. The curriculum content in Maths is not entrenched in the context of the 

culture and life world of learners; therefore the knowledge is not meaningful to them, resulting 

in poor performance. Interestingly, focus groups explained that their teaching was debilitated 

by those learners that cannot find meaning in the curriculum requirements— given 

overcrowded classes and the difficulty in conveying subject content at an appropriate level, 

especially when required support is not to hand. 

The organisation at schools also seems to impact on the position of Maths at both primary and 

high schools. Underqualified and unqualified teachers are deployed to teach the subject, either 

because of being appointed to a position or when schools annually rotate Maths teachers. 
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This policy undertaken by management has a long-term effect on the ability of learners to grasp 

foundational knowledge of Maths concepts and processes; hence, we find learners either abort 

their maths studies Maths or weave between ML and TM. 

 

Concluding remarks 

In this denouement, the outcomes of the reports tabled at this SADTU conference achieved its 

ultimate goal in that concerns were raised and inputs were obtained from teachers. Inter- 

professional development came from keynote speakers, feedback from teachers and 

suggestions from the academic forum; this was enabled by interactions in focus groups. The 

union has thus been able to increase collaboration and networking at a professional level to 

enable Maths benchmark tests to obtain a higher pass rate in future. Teachers across the 

province of KwaZulu-Natal will be engaged in ongoing workshops and training to improve 

their knowledge and insights into mathematical difficulties. This will change their self- 

regulated attitude towards CAPS requirements in Maths and in so doing improve learner 

performance. 

This consultative process, timed for the beginning of the school calendar, certainly allows for 

substantial and effective remediation of Maths Professional Learning Communities. I also 

believe findings resonate with the development of compliant Annual Teaching Plans that ensure 

suitable assessment strategies and methodologies. In my opinion, the Maths classroom is a 

system on its own comprising a set of interconnected elements, each with its own structure, 

dynamics, and control; this transformational process is the face of teaching Maths. Each teacher 

of Maths designs their own lessons in executing their work that resembles a fixed procedure. 

Each fixed procedure is aimed at the knowledge of the Maths teacher of the regulatory 

requirements and their state of compliance with policies and laws. 

Whether novices or veterans, the attentiveness of teachers to achieving their goals and 

overcoming their shortcomings will be affected by their level of self-regulation. This will 

ultimately affect their success and accountability in meeting the CAPS requirements. 

Both in primary and secondary schools, the teacher of Maths is directly involved in the 

essential constituents of controlling this subject they teach. 
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They are measured by their self-regulation, and Maths assessment and remediation measures—

via both formal and informal activities. To take their subject teaching to greater heights, the 

teacher of Maths has to be capable of acting promptly and appropriately to fluctuating 

classroom situations and learner challenges. 
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