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ABSTRACT 

Recommendations towards a self-directed blended learning 
programme for German Second Additional Language teachers 
 
The expectation on teachers in South Africa to be lifelong learners is emphasised in relevant 

policies and the importance thereof has often been reiterated in the literature. In practice, various 

factors hamper the opportunities for teachers, but especially for teachers of German Second 

Additional Language (SAL) in South Africa to remain lifelong learners. All too often these teachers 

are faced with professional development programmes that are based on a one-size-fits-all 

approach and do not take into account the specific teaching and learning contexts of teachers of 

German SAL work in in South Africa. 

 

While the field of teacher professional development for German as a Foreign Language (Deutsch 

als Fremdsprache / DaF) has enjoyed much attention internationally, only very limited research 

has been conducted in South Africa. Existing studies remained descriptive and are currently 

rather outdated. This study therefore aims to address this shortcoming by establishing teachers’ 

exact context-specific developmental needs before designing a theoretically founded professional 

development model for teachers of German SAL in South Africa.  

 

A needs analysis was conducted in various steps. Results of the needs analysis were 

consolidated from qualitative data from expert interviews, a questionnaire answered by teachers 

of German SAL, relevant policies and scholarly literature. Results showed that a professional 

development programme for teachers of German SAL should focus on sufficient individualisation 

to allow for the heterogeneity of the teaching population, while encouraging SDL and collaborative 

learning (CL). 

Based on these findings, an initial three-cycle model was designed, which was informed by Van 

Merriënboer’s Four Component Instructional Design Model (4C/ID model) for instructional design. 

The model was informed by collaborative learning (CL) and blended learning (BL) as approaches 

in support of self-directed learning (SDL). A practice environment was developed on Moodle. A 

panel of international panel of experts on DaF and German SAL evaluated the practice 

environment to establish its ease of use, relevance and suitability for the professional 

development of teachers of German SAL. Certain adaptations were made, after which 

participants of the initial needs analysis were invited to participate in a trial run of the programme. 

After completion, participants evaluated the programme in terms of its usefulness, relevance to 

their contexts and their likelihood to use the programme for further their professional development.  
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Conclusions were drawn based on all data and recommendations for the development of a 

professional development programme, which focuses on SDL, BL, CL and individualisation were 

made. These conclusions can serve as a point of departure for professional development 

facilitators and researchers who wish to develop a context-specific professional development 

programme, which focuses on individual participants’ need, while encouraging collaborative 

learning.  

 

Keywords: blended learning, collaborative learning, needs analysis, self-directed learning, 

teacher professional development, teachers of German SAL. 
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OPSOMMING 

Aanbevelings ten opsigte van ’n selfgerigte vervlegteleerprogram vir 
Duits Tweede Addisionele Taal-onderwysers 

Die verwagting dat onderwysers in Suid-Afrika lewenslange leerders moet wees, word 

beklemtoon in toepaslike beleidsdokumente, terwyl die belangrikheid daarvan telkens 

beklemtoon word in die literatuur. In die praktyk word die verwagting van lewenslange leer, veral 

van Duits Tweede Addisionele Taal (TAT), deur verskeie faktore belemmer. Hierdie onderwysers 

word heel dikwels gekonfronteer met professionele ontwikkelingsprogramme wat ’n een-grootte-

pas-almal-benadering volg. So ’n benadering neem nie die spesifieke onderrigleerkonteks van 

onderwysers van Duits TAT in Suid-Afrika in ag nie. 

Terwyl die studieveld van onderwyserontwikkeling van Duits as Vreemde Taal (Deutsch als 

Fremdsprache / DaF) internasionaal baie aandag geniet, is slegs beperkte navorsing in hierdie 

veld in Suid-Afrika gedoen. Bestaande studies is grootliks beskrywend en ook redelik verouderd. 

Hierdie studie onderneem dus om tekortkominge in hierdie veld aan te spreek, deur die presiese 

samehang van ontwikkelingsbehoeftes van Duits TAT vas te stel voordat ’n teoreties-

gefundeerde professionele ontwikkelingsmodel vir onderwysers van Duits TAT in Suid-Afrika 

voorgestel word. 

'n Behoeftebepaling is aan die hand van verskillende stappe uitgevoer. Die bevindings van die 

behoeftebepaling is gekonsolideer uit die kwalitatiewe data van die onderhoude met kundiges, ’n 

vraelys wat deur onderwysers van Duits TAT beantwoord is, relevante beleide en die 

vakliteratuur. Die resultate toon aan dat ’n professionele ontwikkelingsprogram vir onderwysers 

van Duits TAT moet fokus op voldoende individualisering en ook voorsiening moet maak vir die 

heterogene onderwyserspopulasie terwyl selfgerigte leer en samewerkinge leer aangemoedig 

word. 

’n Driesiklusmodel gebaseer op Van Merriënboer se Four Component Instructional Design Model 

(4C/ID model) vir instruksionele ontwerp is geskep. Die model se ontwerp is ingelig deur 

samewerkende en vervlegte leer as benaderings om selfgerigte leer te ondersteun. 'n 

Toepassingsomgewing is in Moodle ontwikkel. 'n Paneel van internasionale kenners op Duits as 

Vreemde Taal en Duits TAT het die toepassingsomgewing geëvalueer omtrent die 

gebruiksgemak, relevansie en geskiktheid vir professionele ontwikkeling van onderwysers van 

Duits TAT. Bepaalde aanpassings is gemaak waarna die deelnemers van die aanvanklike 

behoeftebepaling uitgenooi is om aan ’n proeflopie van die program deel te neem. Na die afloop 

hiervan het deelnemers die program geëvalueer rakende die bruikbaarheid, relevansie tot hul 
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kontekste en die mate waartoe hulle hierdie program vir verdere professionele ontwikkeling sou 

kon gebruik. 

Gevolgtrekkings is uit die data onttrek en aanbevelings is vir die ontwikkeling van 'n professionele 

ontwikkelingsprogram gemaak wat fokus op selfgerigte leer, vervlegte leer, samewerkende leer 

en individualisering. Hierdie gevolgtrekkings kan dien as vertrekpunt vir die professionele 

ontwikkeling van fasiliteerders en navorsers wat ’n konteksspesfieke professionele 

ontwikkelingsprogram wil ontwikkel wat spesifiek op die individuele deelnemers se behoeftes 

fokus terwyl samewerkende leer ook aangemoedig word. 

 

  



 

viii 

TSHOBOKANYO 

Ditshitshinyo tse di diretsweng barutabana ba ba rutang Puo ya Bobedi 
e Go Okeditsweng ka Yone ya Sejeremane tsa go ikaela mo 
lenaneothutong la mekgwa-tswakano ya go ithuta 
 
Go lebelela gore barutabana mo Aforika Borwa e nne baithuti botshelo jotlhe jwa bone go a 

gatelelwa mo dipholising tse di maleba e bile botlhokwa jwa teng bo gatelelwa gantsi thata mo 

teng ga padi. Fa barutabana ba dira tiro eno ya bone, segolobogolo ba ba rutang Puo ya Bobedi 

e Go Okeditsweng ka Yone ya Sejeremane (German Second Additional Language [SAL]), go 

tlhaga dilo tse di ba kgoreletsang go bona tšhono ya go tswelela e le baithuti botshelo jotlhe jwa 

bone mo Aforikaborwa. Gantsi barutabana bano ba iphitlhela ba dirisiwa mananeo a 

seporofešenale a tlhabololo ya dikgono tsa bone tsa tiro mme e le mananeothuto a kakaretso fela 

a a sa direlwang go akaretsa barutabana ba ba rutang SAL ya Sejeremane mo Aforikaborwa. 

Le fa serutwa sa tlhabololo ya dikgono tsa tiro tsa barutabana ba ba rutang Sejeremane jaaka 

puo ya Seeng (Deutsch als Fremdsprache / DaF) se ratwa thata ke dinaga tsa boditšhabatšhaba, 

go dirilwe patlisiso e nnye fela ka sone mo Aforikaborwa. Dithutopatlisiso tsa ga jaanong jaana di 

tlhalosa serutwa seno bontle thata mme ga se dirisiwe. Ka jalo boikaeleo jwa thutopatlisiso eno 

ke go rarabolola bothata jono ka go naya barutabana katiso e e tsamaisanang le mathata a bana 

ba nang le one pele go tlhamiwa mokgwa wa tlhabololo ya seporofešenale wa barutabana ba ba 

rutang SAL ya Sejeremane mo Aforikaborwa.  

Go ne ga tsewa dikgato tse di farologaneng tsa tshekatsheko ya go bona gore dilo tse di 

tlhokegang ke dife. Dipholo tsa tshekatsheko ya go bona gore dilo tse di tlhokegang ke dife di ne 

tsa kopanngwa go tswa go tshedimosetso ya boleng e e tserweng mo dipotsolotsong tsa 

bomankge, lenaane la dipotso tsa patlisiso tse di neng tsa arabiwa ke barutabana ka SAL ya 

Sejeremane, go tswa mo dipholising tse di maleba le dikgatiso tsa bakanoki. Dipholo di bontshitse 

gore lenaneo la tlhabololo ya seporofešenale la barutabana ba SAL ya Sejeremane le tshwanetse 

go tsepa mogopolo go ditlhoko tsa barutabana ka bongwe gore e nne le le kgonang go fetofetoga 

gore le tshwanele morutabana mongwe le mongwe, le gore le rotloetse SDL le go ithuta ka go 

dirisana mmogo le ba bangwe (collaborative learning [CL]). 

Ka ntlha ya diphitlhelelo tseno, go ne ga tlhamiwa mokgwa wa medikologo e meraro, o o 

simolotsweng ke Van Merriënboer’s Four Component Instructional Design Model (4C/ID model) 

wa leanothuto. Mokgwa ono o tlhametswe gore go ithutwe ka go dirisana mmogo (CL) le ka tiriso 

ya mekgwa-tswakano ya go ithuta e e tshegetsang thulaganyo ya go ithuta ka go ikaela (self-

directed learning [SDL]). Go ne ga tlhamiwa tikologo ya felo ga boikatisetso mo go mo Moodle. 
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Phanele ya bomankge ba phanele ya boditšhabatšhaba ya DaF le ya SAL ya Sejeremane e ne 

ya sekaseka boleng jwa felo ga boikatisetso go bona gore ke lefelo le le motlhofo go le go kana 

kang go le dirisiwa, gore a le maleba e bile le tshwanela tlhabololo ya seporofešenale ya 

barutabana ba SAL ya Sejeremane. Go ne ga dirwa diphetogo di le mmalwa, morago ga moo ga 

lalediwa batsayakarolo ba ditlhoko tsa ntlha tse di lemogilweng gore ba tseye karolo mo go 

ikatisediweng ga lenaneothuto leno. Fa ba sena go fetsa, batsayakarolo ba ne ba sekaseka 

boleng jwa lenaneothuto leno gore le mosola go le go kana kang, a le tshwanela ditlhoko tsa bone 

le gore a ke lenaneo le go ka kgonegang gore le dirisediwe tlhabololo ya boporofešenale jwa 

bone.  

Go ne ga dirwa ditshwetso tse di neng di theilwe mo tshedimosetsong yotlhe le mo ditshitshinyong 

ka ga lenaneothuto leno la tlhabololo ya seporofešenale, le le tsepang mogopolo mo go SDL, BL, 

CL e bile le ne la dirwa gore le tshwanele morutabana mongwe le mongwe. Ditshwetso tseno ke 

tse batlhatlheledi le babatlisisi ba tlhabololo ya boporofešenale jwa barutabana, ba ba batlang go 

tlhama lenaneothuto la tlhabololo ya seporofešenale le le tlamelang batsayakarolo ka ditlhoko tsa 

bone ba ka simololang ka tsone ka go di tsenya tirisong, le go ba rotloetsa go ithuta ka go dirisana 

mmogo le ba bangwe.  
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ABSTRACT 

Empfehlungen für Deutsch als Zweite Zusatzsprache-Lehrkräfte 
bezüglich eines selbstgesteuerten Blended-Learning-Programms 
 
Die Politik und Wissenschaft erwarten von südafrikanischen Lehrkräften, dass sie lebenslange 

Lernende bleiben. In der Praxis jedoch erschweren unterschiedliche Faktoren es den Lehrkräften, 

vor allem für Deutsch als Zweite Zusatzsprache, diesen Erwartungen gerecht zu werden. Die 

Lehrkräfte werden mit generischen Fort- und Weiterbildungsprogrammen konfrontiert, die weder 

ihre Lehr- und Lernbedingungen, noch ihren Arbeitskontext berücksichtigen. 

Während das Feld Deutsch als Fremdsprache (DaF) sich international an großem 

wissenschaftlichen Interesse erfreut, bleibt es in Südafrika noch weitgehend unerforscht. 

Südafrikanische Studien im Bereich DaF bleiben zumeist deskriptiv und sind oft veraltet. Diese 

Studie soll die bestehende Forschungslücke überbrücken, indem die kontextspezifischen 

Weiterbildungsbedürfnisse der Lehrkräfte festgestellt werden, bevor ein theoretisch fundiertes 

Weiterbildungsprogramm für Lehrkräfte für Deutsch als Zweite Zusatzsprache in Südafrika 

konzipiert wird. 

Eine Bedarfsanalyse wurde in verschiedenen Schritten durchgeführt. Das Ergebnis der 

Bedarfsanalyse entstand aus einer Kombination von Daten aus Experteninterviews; einem 

Fragebogen, der von Lehrkräften für Deutsch als Zweite Zusatzsprache ausgefüllt wurde; 

diversen von der südafrikanischen Regierung erlassenen Richtlinien; und der Analyse 

wissenschaftlicher Literatur. Es wurde aus den Ergebnissen deutlich, dass ein 

Weiterbildungsprogramm für Lehrkräfte für Deutsch als Zweite Zusatzsprache genügend Raum 

für Individualisierung lassen sollte, um die Heterogenität der Lehrerschaft zu berücksichtigen, 

während gleichzeitig autonomes und kollaboratives Lernen gefördert werden müssen. 

Anhand obengenannter Ergebnisse wurde ein Drei-Zyklen-Modell entwickelt, welches auf Van 

Merriënboer’s Four Component Instructional Design Model (4C/ID model) beruht. Dieses Modell 

wurde des weiteren stark von kollaborativem Lernen, Blended learning und autonomem Lernen 

beeinflusst. Ein digitaler Arbeitsraum wurde auf der Lernplattform Moodle eingerichtet. 

Internationale Expert*innen im Bereich DaF und Deutsch als Zweiter Zusatzsprache 

begutachteten dieses Model in Bezug auf dessen Gebraucherfreundlichkeit, Relevanz und 

Angemessenheit für die professionelle Weiterbildung von Lehrkräften für Deutsch als zweite 

Zusatzsprache. Gewünschte Veränderungen wurden umgesetzt, bevor die Teilnehmenden zur 

Bedarfsanalyse eingeladen wurden, um an einer Erprobung des Programmes teilzunehmen. 

Nach Abschluss der Erprobung evaluierten Teilnehmende das Programm in Bezug auf dessen 
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Nutzen und Relevanz für ihren Kontext, als auch in Bezug auf die Wahrscheinlichkeit, mit der sie 

das Programm weiterbenutzen würden. 

Schlussfolgerungen, die gezogen wurden, berücksichtigten alle erhobenen Daten und es wurden 

Empfehlungen für die Entwicklung eines Weiterbildungsprogramms, welches autonomes Lernen, 

Blended Learning, kollaboratives Lernen und Individualisierung in den Vordergrund stellt, 

ausgesprochen. Diese Empfehlungen können als Basis für Trainer*innen und 

Wissenschaftlicher*innen dienen, die ein kontextspezifisches Weiterbildungsprogramm mit einem 

Schwerpunkt auf den Lernbedürfnissen individueller Teilnehmenden entwickeln möchten, 

während gleichzeitig kollaboratives Lernen unterstützt wird. 
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CHAPTER 1 INTRODUCTION AND CONTEXTUALISATION 

1.1 Background to the study 

In the South African schooling system, the teaching of the subject German as a Foreign 

Language1 is currently approached within the context of the Language in Education Policy 

(Department of Basic Education [DBE], 1997) as a Second Additional Language (SAL). The SAL 

level is regulated in the Curriculum and Assessment Policy Statement (CAPS) of 2011 (DBE, 

2011b). While theoretically allowing for SALs to be taught from Grade 4, “[s]chools offering an 

optional language or at least [at SAL] level may do so [only] if they can make an arrangement for 

the allocation of additional time to the allocated 27.5 hours” (DBE, 2011b, p. 8).  

 

Moreover, CAPS (DBE, 2011b, p. 7) instructs that 

 

[t]he allocated time per week may be utilised only for the minimum required NCS2 subjects 

as specified above, and may not be used for any additional subjects added to the list of 

minimum subjects. Should a learner wish to offer [sic] additional subjects, additional time 

must be allocated for the offering of these subjects.3  

 

In practice, the above-stated rule translates to teachers having to offer SAL outside of regular 

school hours, either early in the morning, or in the afternoon. 

 

While not playing a dominant role in the South African education system, German, as well as the 

other non-official SALs, does have the potential to play a role in learners’ education (Baker, 2011). 

For instance, as regards teaching SALs, the promotion of multilingualism and social cohesion is 

among the overarching aims in CAPS (DBE, 2011b). However, teaching SALs turns out to be a 

challenge to teachers, not only due to the time constraints but also the fact that the content and 

assessment requirements for all SALs have been conceptualised for English, thereby allowing 

this language to shape the curricula for all other languages taught in South Africa at SAL level 

(Murray, 2013). As South African pupils are often exposed to English in their natural environment, 

 

1 In this study, the term “German as a Foreign Language” refers to the general teaching of this 
discipline worldwide. “German Second Additional Language” (SAL) refers to the school subject as it 
exists in South Africa. 
2 National Curriculum Statement. 
3 In the reading of this quote, the interpretation of Mbohwa-Pagels and Rode (2014) is followed. It is 
assumed that schools are allowed to offer additional subjects only outside regular school hours. 
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it seems like a daunting task for teachers of languages to which learners are not exposed outside 

the classroom to cover the same content as is covered in English.  

In an endeavour to gain an overview of the teaching and learning of German SAL and the 

challenges German teachers face in South Africa, the Goethe-Institut4 Johannesburg conducted 

a nationwide survey amongst teachers of German in South Africa in 2013 (Mbohwa-Pagels & 

Rode, 2014). Results of the survey showed that, in spite of it not being afforded a place in 

timetables, German was taught in varying forms in selected secondary schools in all South African 

provinces except Limpopo. In the North West province, for example, German SAL is taught by 

selected individuals in private classes. Learners can still write their Grade 12 examination in 

German SAL despite it not being a school subject anymore.  

While German studies continue to decline at universities (Annas, 2016), a positive trend could be 

identified at secondary school level. In 2008, only 7 407 secondary school pupils studied German 

SAL in school; however, the study by Mbohwa-Pagels and Rode (2014) showed that this number 

rose to 7 908 in 2013. In the same study (Mbohwa-Pagels & Rode, 2014), it was further deemed 

to be significant that 33% of the German teachers reported an increase in their number of 

learners, while 45% of the teachers estimated that the number of learners remained stable. In 

spite of this promising development in 2013 and 2014, the positive trend did not continue in 

schools. In 2020, a report published by the German Federal Foreign Office every five years 

showed that 7 330 learners are currently learning German as a Foreign Language at schools. 

Compared to 2015, the number of learners of German in schools in South Africa has thus 

decreased by 578 (Auswärtiges Amt, 2020).  

In order to design a teacher professional development programme, the educational backgrounds 

of teachers of German SAL and the challenges they are facing should be taken into account. In 

2014, only Stellenbosch University and the University of Pretoria provided training for teachers of 

German SAL (Mbohwa-Pagels & Rode, 2014). According to Augart (2012), teacher training, 

students at Stellenbosch University have a choice between completing a postgraduate teacher’s 

diploma and doing a master's degree in German as a Foreign Language, which is offered in 

cooperation with the Herder Institut of the University of Leipzig. However, completing this master's 

 

4 The Goethe-Institut is a cultural institute, which falls under the auspices of the Federal Republic of 
Germany.  It operates worldwide. The Institute’s most important mandate is to promote the teaching 
and learning of German as a Foreign Language outside Germany, but it also fulfils various other 
roles, mostly related to cultural exchange. 
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degree does not formally qualify students as German SAL teachers (Mbohwa-Pagels & Rode, 

2014).  

 

More than half of the current practising German SAL teachers are non-mother-tongue speakers 

of German (Mbohwa-Pagels & Rode, 2014) whose only official opportunity to specifically improve 

their language proficiency is through language course bursaries awarded by the Goethe-Institut 

or the Zentralstelle für das Auslandsschulwesen5 (Mbohwa-Pagels & Rode, 2014). This low level 

of support for the improvement of teachers’ language proficiency seems to stand in direct contrast 

to research done on the importance of the language proficiency of German teachers. Krumm and 

Legutke (2001) bemoan the worldwide lack of a measurable acceptable language proficiency 

level for German teachers that would allow for the setting of a certain standard and minimum 

requirements for teachers of German as a Foreign Language. Similarly, Vollmer and Butzkamm 

(1998) argue that, for a teacher, a sufficiently high level of language proficiency might be more 

important than didactic skills. Christ (2002) concurs, arguing that sufficiently high language 

proficiency should be the first requirement set for a language teacher. In spite of the fact that no 

consensus exists as to the exact language level that teachers of German SAL should reach in 

order to teach effectively, there does seem to be consensus that a fairly high language level in 

German would be required. 

 

As mentioned earlier, the trend in 2014 showed a growth in the number of German SAL learners 

in South Africa (Mbohwa-Pagels & Rode, 2014). However, this growth was temporary, and in 

more recent times, the trend seems to have reversed (Auswärtiges Amt, 2020). While Mbohwa-

Pagels and Rode (2014) attributed this temporary growth to the commitment of teachers of 

German SAL to the subject, they also found that a definite need for more effective teacher support 

already existed in 2014. The exact nature of the need for supportive professional development 

for teachers of German SAL, specifically suited to the South African context, is described in more 

detail under the methodology section (cf. §1.4). 

 

1.2 Clarification of terms 

In this section, important terms are defined in the context of this study to facilitate a clear and 

unambiguous understanding of the topic under discussion. 

 

5 The ‘Zentralstelle für Auslandschulwesen’ is an agency for the Federal Republic of Germany tasked 
with overseeing German teachers at German schools worldwide. 
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Blended learning: Various definitions for blended learning exist. In this study, however, blended 

learning is regarded as a combination of online and face-to-face instruction (Akyol et al., 2009; 

Gleason, 2013; Osguthorpe & Graham, 2003) “in such a way that the strengths of each are 

blended into a unique learning experience” (Garrison & Vaughan, 2008, p. 5). Online instruction 

is seen to include synchronous and asynchronous interaction on the learning platform (Wang, 

2010) involving both the facilitator and other course participants (Comas-Quinn, 2011; Rösler & 

Würffel, 2014) as well as interactions on social media and non-online computer-mediated 

instruction (Bonk & Graham, 2006). During synchronous learning, participants work in the face-

to-face or online setting simultaneously (Wang & Huang, 2018), while during asynchronous 

learning, participants work anytime (Yoon et al., 2020). 

Second Additional Language: The term Second Additional Language (SAL) in this study is 

understood in light of the South African Curriculum and Assessment Policy Statement (CAPS) 

English Second Additional Language of 2011 (DBE, 2011b). While the CAPS specifies English, 

it refers in practice to any non-official language (DBE, 2011b) of which learners are not assumed 

to have any prior knowledge (DBE, 2011b) and which must be taught outside regular teaching 

hours (DBE, 2011b). In the context of this study, German SAL refers to the school subject as it 

exists in South Africa, while the term German as a Foreign Language applies to the general 

teaching of German as a foreign language. 

Self-directed learning: Self-directed learning (SDL) is a concept used predominantly in adult 

education (Du, 2012). For the purposes of this study, SDL is seen, in accordance with Knowles 

(1975), as a process whereby students determine their own learning needs, goals, materials, 

strategies and outcomes. SDL depends strongly upon participants’ active engagement in dividing 

up tasks, managing time and setting goals (Shea & Bidjerano, 2010). For the efficient facilitation 

of SDL, participants were motivated to assume responsibility and control of cognitive as well as 

contextual processes in order to construct meaningful learning outcomes. 

Teacher professional development:  According to Richter et al. (2011), teacher professional 

development involves both structured, formal learning opportunities and unstructured individual- 

or group-related informal learning opportunities that “deepen and extend teachers’ professional 

competence with regard to knowledge, beliefs, motivation and self-regulatory skills” (Richter et 

al., 2011, p. 116). Professional development opportunities are therefore not limited to formal 

workshops and courses and also include structured and unstructured interactions with other 

teachers (Murray et al., 2009), peer coaching (Zwart et al., 2007) and the independent use of self-
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enrichment opportunities. In this study, the approach is to facilitate self-directed teacher 

professional development (cf. §1.3). 

Teaching competence: Teaching competence is the summation of competencies that effective 

teachers show, such as professional competence, didactic competence, organisational 

competence, conversational competence, relational competence, and self-competence 

(Schocker-von Ditfurth, 2002). As this study focuses on foreign-language teachers, language 

proficiency is also considered a competence (Jessner, 2008). While not prescribing a certain level 

of proficiency for SAL teachers, CAPS (DBE, 2011b, p. 9) does require learners to master their 

SAL at a “level of proficiency to prepare them for further or higher education or the world of work”. 

It can therefore be assumed that SAL teachers’ level of proficiency needs to be significantly higher 

than the level prescribed for learners. 

 

1.3 Problem statement and research motivation 

In analysing the professional development needs of teachers of German SAL in order to design 

a professional development programme for teachers of German SAL that is specifically suited to 

the South African context, one has to consider that time and resources for professional 

development are limited in many cases. Furthermore, in designing this development programme, 

several factors should be kept in mind, namely time constraints in the teaching of the SAL, other 

responsibilities teachers have at their respective schools (Mbohwa-Pagels & Rode, 2014) and the 

very high requirements set by CAPS (DBE, 2011b). While some research has been done on the 

situation regarding German and German teaching in South Africa (Augart, 2012; Mbohwa-Pagels 

& Rode, 2014; Von Maltzan, 2009), existing research remains mostly descriptive without 

proposing solutions other than policy change to the challenges that teachers of German SAL are 

facing (Mbohwa-Pagels & Rode, 2014). This study sets itself apart from existing descriptive 

research (Augart, 2012; Baker, 1997; Baker, 2011; Mbohwa-Pagels, 2011; Mbohwa-Pagels & 

Rode, 2014; Von Maltzan, 2009) by focusing on the professional development of teachers of 

German SAL in South Africa.  

 

Extensive research has been conducted on the professional development of teachers of German 

as a Foreign Language internationally (cf. Dos Santos et al., 2019; Legutke & Schart, 2016). While 

certain principles emerging from these studies could be applied to the professional development 

of teachers of German SAL, no comparable studies have been conducted in recent years on this 

specific target group in South Africa. The current study therefore differs from existing studies in 
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that it focuses specifically on teachers of German SAL and proposes SDL (Shea & Bidjerano, 

2010) as a process that allows participants to work on fulfilling their self-determined learning aims 

(George‐Walker & Keeffe, 2010) while also assisting one another in certain cooperative learning 

tasks (Garrison, 2009). Participants’ needs and experiences therefore play a significant role in 

the dynamic learning design process, as suggested by McLoughlin and Lee (2010). 

 

The learning design proposed in this study falls within the realm of SDL. Guglielmino (2013) has 

described SDL as one of the essential skills of the 21st century. SDL is a process in which 

participants’ self-development is the focal point of learning. This implies that participants take 

responsibility for their own learning (Brocket & Hiemstra, 1991; Knowles, 1975; Tough, 1971), 

which requires not only a high level of motivation, but also skilled behaviour in information seeking 

and goal setting to ensure that learning is not dominated by the instructor (researcher) (Frambach 

et al., 2012). Taking into account the heterogeneity of South African German SAL teachers 

(Mbohwa-Pagels & Rode, 2014), SDL lends itself to individualisation through its focus on the 

individual’s autonomy (Murray, 2014) within a social setting (Cooker & Benson, 2013). Matheos 

et al. explicate, that individualised learning is characterised by self-individualised content, and 

may be achieved through a thorough “understanding of individual learning preferences, and how 

learners chose technology to enhance their learning” (Matheos et al,, 2012, p. 57). A more 

detailed discussion on the interconnection between individualised learning and SDL will follow in 

Chapters 2 and 6. Participants are enabled to work on achieving their own problem-based 

learning aims (Loyens et al., 2008) collaboratively (Loyens & Gijbels, 2008).  The aforementioned 

focus on learning within a social setting is highly relevant in collaborative learning, which 

understands knowledge to be “something people construct by talking together and reaching 

agreement” (Bruffee, 1993, p. 3) and is said to occur when learners or participants cooperate in 

order to reach a shared learning goal (Labonté & Smith, 2019). A more concise discussion of the 

term ‘collaborative learning’ will be provided in Chapter 6. 

The above-described approach is informed by Vygotsky’s socio-constructivism (Vygotsky et al., 

2012), which emphasises the relevance of interaction in learning. Learning is assumed to take 

place as a result of social interactions and participants’ experiences both inside and outside the 

learning environment, as well as participants’ personal critical thinking process, as advocated by 

Powell and Kalina (2009). The approach thus “emphasises the interdependence of social and 

individual processes in learning, and attributes the quality of the conversations in which 

participants engage a central role in education” (Escobar Urmeneta, 2013, p. 336). It is thus 

assumed that personal development and learning are dependent on the possibilities and 
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experiences embodied in interactions with others. Ballweg et al. (2013) illustrate how interaction 

can aid language learning by increasing the motivation of learners of a language should they want 

to speak, write and read increasingly complex texts. Through the immediate feedback given in 

the interactions with others, they realise that they are understood, which gives them the self-

confidence to attempt increasingly complex interactions (Ballweg et al., 2013). Considering the 

above-mentioned principles and approaches, as well as the working conditions and backgrounds 

of teachers of German SAL in South Africa, it seems prudent not to come SDL, CL and 

individualised learning, in order to design a holistic professional development for teachers of 

German SAL. More information on the concrete professional development needs of 

aforementioned teachers and how these needs were established, will be provided in Chapter 4. 

SDL, which also focuses strongly on interaction with others and on collaborative learning, may be 

facilitated through blended learning, as blended learning allows for individualised learning 

(Matheos et al., 2012).  While distance teaching and online teaching can be perceived as isolating 

and lacking in human interaction (Fee, 2009; Irani et al., 2014), blended learning offers the added 

advantage of face-to-face sessions in combination with online elements (Neumeier, 2005; Rösler 

& Würffel, 2014). As demonstrated by Graham (2006), a blended-learning programme offers the 

benefit of access to teaching materials and pedagogical practice in a systematic manner 

(Anderson & Dron, 2010) while also allowing for the flexibility of synchronous and asynchronous 

phases. This enables the programme to facilitate a self-directed approach in which participants 

play a major role in determining their own learning (Rösler & Würffel, 2014). 

 

1.4 Research question and aim 

1.4.1 Research questions 

The main research question was as follows: 

 

• How can the principles of blended, collaborative and self-directed learning be applied so 

as to enable and promote individualised learning in the professional development of 

teachers of German SAL? 

 

The subquestions were as follows: 

• How can SDL benefit the professional development of teachers of German SAL? 

• How can blended learning enhance SDL in teachers of German SAL? 
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• What are the most pressing developmental needs for German SAL teachers? 

• How can collaborative learning address existing needs within a teacher professional 

development programme focusing on SDL, taking into consideration existing German SAL 

teacher support structures, as well as internal and external limitations on German SAL 

teacher development? 

• What content and skills should be focused on in a professional development programme 

designed to equip teachers of German SAL to become self-directed learners? 

1.4.2 Research aims 

The main research aim of this study was to: 

 

• determine how the principles of blended learning, collaborative and self-directed learning 

can be applied so as to enable and promote individualised learning in the professional 

development of teachers of German SAL. 

 

The following sub-aims support the main aim above, as this study aimed to: 

• from the literature determine how SDL benefit the professional development of teachers 

of German SAL; 

• determine by means of a literature review how blended learning can enhance SDL in 

teachers of German SAL; 

• empirically investigate what the most pressing developmental needs are for German SAL 

teachers; 

• establish how collaborative learning can address existing needs within a teacher 

professional development programme focusing on SDL, taking into consideration existing 

German SAL teacher support structures, as well as internal and external limitations on 

German SAL teacher development; and 

• conclude what content and skills should be focused on in a professional development 

programme designed to equip teachers of German SAL to become self-directed learners. 

In this article-based PhD-study, German SAL teachers’ most pressing developmental needs, as 

well the limiting factors posing a challenge to fulfilling these needs in the context of teaching and 

learning, are analysed.  The study therefore has a dual focus in applying the theory of SDL, 

collaborative learning and blended learning to the practice of professional development of 

teachers of German SAL in South Africa. The researcher intends to investigate how collaborative 

learning can be embedded in a professional development programme that promotes SDL so as 
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to satisfy the above-mentioned needs and complement existing teacher support structures. The 

researcher further establishes what elements should be included in a professional development 

programme that equips German SAL teachers to become self-directed learners and explores 

ways to allow participants to support each other’s individual learning.  

Based on these preliminary investigations, it was recommended that a professional development 

programme be developed that takes into account the external as well as internal limiting factors 

(Hufeisen, 2003) for German teachers in their development in South Africa. Such a programme 

would draw heavily on the approach used in the Deutsch Lehren Lernen (DLL)6 programme 

employed by the Goethe-Institut worldwide, which facilitates blended learning and collegial 

exchange, and would be designed in such a way that it can be used and adapted by teacher 

trainers of all SALs in South Africa, thereby addressing a real need among South Africa's foreign 

language teachers. The study sets itself apart from DLL through its approach to fostering SDL 

and its focus on South African German SAL teachers and their specific contexts. 

1.5 Research design and methodology 

1.5.1 Philosophical orientation 

This study was guided by a constructivist epistemology, which proposes that truth and meaning 

are created by the subject’s interaction with the world (Gray, 2004). Constructivism denies the 

existence of an objective reality (Mills et al., 2006) and asserts instead “that realities are social 

constructions of the mind” (Guba & Lincoln, 1989, p. 43). Guba and Lincoln (1989), furthermore, 

explicate that, even though certain constructions might be shared amongst groups of individuals, 

these constructions remain essentially individual. 

 

Constructivism and the underlying principle thereof were complemented by interpretivism, which 

seeks “culturally derived and historically situated interpretations of the social life-world” (Crotty, 

1998, p. 67). In this study, it was assumed that the laws of science stand in contrast to social 

reality and that research in social sciences should depend on different methods of analysis from 

those employed in research in the natural sciences (Gray, 2004). The researcher and the 

participants are seen as being interdependent and mutually interactive (Hudson & Ozanne, 1988). 

While the researcher had prior insight into and knowledge of the context, the specific content of 

 

6 ‘Deutsch Lehren Lernen’ (DLL) is not deemed to be a workable development option for the general 
population of South African German SAL teachers due to its large volume of course content (six 
basic modules with further add-on modules) and its high cost. 
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the programme was determined by the participants’ needs and interests. The researcher 

formulated learning goals in close cooperation with the participants (i.e., teachers of German SAL) 

so as to draw on their existing knowledge and experience in the design and evaluation of a 

context-specific professional development programme suitable to their (participants) individual 

needs. 

 

1.5.2 Research design 

Integrated methodology, in line with the framework proposed by Plowright (2011), was used, 

rejecting the traditional dichotomy between qualitative and quantitative methods. In this 

framework, the main focus in gathering data is the appropriateness of the data in answering the 

research question (Plowright, 2011). Furthermore, this study drew on elements of design-based 

research, as it intended to produce “new theories, artefacts, and practices that account for and 

potentially impact learning and teaching” (Barab & Squire, 2004, p 2). 

 

During the learning process itself, participants in this study achieved group outcomes by 

synthesising their different learning styles and preferences. The underlying assumption was that 

participants would work together to learn but that they remained responsible for their own learning 

(Slavin, 1991). Blended learning was considered an appropriate tool7 for this learning approach, 

as it provides the benefit of multiple perspectives on the content, cognitive rehearsal, and various 

functionalities that encourage social learning, as well opportunities for tacit and unstructured SDL 

(Masie, 2006).  

 

The main role of the facilitator (in this case, the researcher) was to “set the scene for learning” 

(McArdle, 2010, p. 184). The instructor was therefore responsible for constructing an environment 

in which participants could work on acquiring the ability to meet their own developmental goals 

(Garrett, 1991). The developmental goals were established in the needs analysis, after which the 

researcher developed the tools necessary to achieve these goals. During implementation of the 

professional development programme, the participants learnt to use the tools at hand to reach 

their individual goals by means of collaborative learning. The researcher moderated the learning 

phase at all times, and in the role of instructor, initiated the learning process, created a conducive 

 

7 Even though blended learning was found to be a suitable tool in theory, the approach to implementing 
and evaluating the concept professional development opportunity was adapted to online learning in order 
to adhere to Government regulation concerning COVID-19. This change in approach is discussed in greater 
detail under Limitations of the Study. 
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learning environment and/or negotiated a learning aim. The participants needed to be self-

motivated to acquire new knowledge (Ballweg et al., 2013). All teachers participating in the study 

were seen as individuals who influenced their own learning by drawing on their specific interests, 

needs and prior learning experiences. 

 

1.5.3 Research method 

The study commenced with a literature review, for which relevant literature was found by using 

the following keywords: SDL; blended learning; collaborative learning; teacher professional 

development; German as a Foreign Language; needs analysis; German in South Africa. The 

databases ERIC, EBSCOhost, Nexus, and Google Scholar were consulted. 

Next, a brief overview is provided of the methodology and the way the predominantly qualitative 

data were collected and analysed. 

1.5.3.1 Research population and sampling 

The study commenced with interviews with three information-rich participants, who were selected 

by means of purposeful sampling on the grounds that they were “especially knowledgeable about 

or experienced with a phenomenon of interest” (Palinkas et al., 2015, p. 534)8. The first 

interviewee was a retired teacher and teacher educator who had worked as a subject advisor for 

a provincial department of education for many years.  The second interviewee, a university 

lecturer, shared insights into the development of teacher training at universities in the country. 

The third, a prominent member of the South African German Teachers Association – the DLV 

(Deutschlehrerverband im Südlichen Afrika) – gave a perspective on teaching German SAL in 

South Africa and the challenges it posed to teachers. These interviews were conducted via e-

mail. 

 

After the e-mail interviews, purposive sampling was employed to select participants from the 

German SAL teacher population that were eager to benefit from a professional development 

programme and evaluation. As the current German SAL teacher population is small (Mbohwa-

Pagels & Rode, 2014), all willing participants could be accommodated. 

 

8 Due to the researcher’s prolonged engagement with and early familiarity in the field, it was possible 
to identify four particularly knowledgeable and influential interviewees (Shenton, 2004, p. 65). 
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A panel of seven local and international experts was requested to evaluate the first phase of the 

professional development programme, after which certain changes to the design were effected. 

These experts were especially knowledgeable in the field of the professional development of 

teachers of German as a Foreign Language or teaching German as a Foreign Language. 

 

All participants in the needs analysis were invited to participate in testing and evaluating the 

programme itself. The participants were “good key informants who contributed to the researcher’s 

understanding of the phenomenon under investigation” (Gay et al., 2011, p. 142). In this study, 

the phenomenon in question is a professional development programme designed to suit the 

specific development needs of teachers of German SAL in South Africa. By means of an 

evaluation questionnaire, further qualitative data on their perceived specific developmental needs 

were gathered. 

 

1.5.3.2 Data collection 

Before commencement of the data collections, a consultation session with the NWU’s Statistical 

Consultation Service took place. Due to the small total population of teachers of German SAL in 

South Africa, it was decided to focus on qualitative data collection. 

 

Data collection took place in four phases as is shown in Table 1-1. 

 

Table 1-1: Data collection phases 

 

Phase Population group Way of collection Purpose 

1 Information-rich 

participants 

E-mail interview 

(Addendum A) 

Gaining an overview 

of the professional 

development needs 

of teachers of 

German SAL in 

South Africa 
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2 Practising teachers 

of German SAL in 

South Africa 

Google Forms 

questionnaire 

(Addendum B) 

In-depth analysis of 

the perceived 

professional 

development needs 

of teachers of 

German SAL in 

South Africa 

3 Expert participants Questionnaire 

distributed both via 

e-mail and as link to 

Google forms 

(Addendum C) 

Expert evaluation of 

the first cycle of the 

programme in order 

to redesign before 

implementation 

4 Original participants 

of the needs 

analysis, German 

SAL teachers, who 

were willing to 

participate in the 

programme and to 

evaluate said 

programme 

Google Forms  

(Addendum D) 

Evaluation of the 

programme by the 

participants of the 

needs analysis to 

establish whether 

the identified needs 

have been met. 

 

Based on the qualitative data gathered in the interviews with information-rich participants, a basic, 

non-standardised profiling questionnaire was compiled, and this was completed by as many 

practising German SAL teachers as possible, using Google Forms to gather descriptive. As not 

all German SAL teachers could be assumed to have had the technology available for submission 

via Google Forms, special provision was made to distribute the questionnaire through postal 

services as well. However, none of the participants chose to make use of this option. 

 

Questions in the questionnaire were formulated in a way to gather comprehensive data on: 

• where and how German is taught in South African schools and under what conditions; 

• the language profiles of South African German teachers, as well as their level of education 

of and the technology available to them; and 
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• professional development needs, as perceived by German SAL teachers. 

 

Based on the collected data, profiles of German SAL teachers with regard to their educational 

backgrounds, their home languages, teaching environments and their access to and knowledge 

about technology were drawn up. 

 

After establishing the teachers’ needs, the researcher designed a development programme based 

on a cognitive constructivist approach, which “rests on the assumption that knowledge is 

constructed by participants as they attempt to make sense of their experiences” (Driscoll, 2005, 

p. 376). Constructivism focuses on the individual by asserting that “an individual generates his 

own mental models, which he uses to make sense of his experiences” (Brown & Green, 2015, p. 

29). Brooks and Brooks (1999, p. 4) explain the learning process as follows: 

Each of us makes sense of our world by synthesizing new experiences into what 

we have previously come to understand. Often, we encounter an object, an idea, a 

relationship, or a phenomenon that doesn’t quite make sense to us. When 

confronted with such initially discrepant data or perceptions, we either interpret 

what we see to conform to our present set of rules for explaining and ordering our 

work, or we generate a new set of rules that better accounts for what we perceive 

to be occurring. Either way, our perceptions and rules are constantly engaged in a 

grand dance that shapes our understandings. 

 

The above-mentioned approach shares certain key elements like the emphasis in participants’ 

experiences and participants’ own mental processes. In the preparation of the professional 

development programme, a combination of learning strategies and methods was therefore made 

available on the learning platform, allowing for sufficient individualisation to meet each 

participant’s unique learning needs (Schart & Legutke, 2012).  

 

While the details of the programme were dictated by the teachers’ needs, one of its focus areas 

was improved applied teaching competence, defined by Richter et al. (2011, p. 116) as “uptake 

of formal and informal learning opportunities that deepen and extend teachers’ professional 

competence, including knowledge, beliefs, motivation and self-regulatory skills”. 

 

Before implementation of the programme, local and international experts evaluated the first cycle 

of the programme. These experts submitted questionnaires comprising both closed quantitative 

questions and open-ended qualitative questions. As was done with the participants’ 
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questionnaires for the needs analysis, qualitative data were coded inductively. Changes to the 

programme were effected based on the collected data. 

 

After implementation, the programme was tested and re-evaluated by practising teachers of 

German SAL, who suggested further changes to be implemented should the programme be made 

available to a larger group of participants in the future.  

1.5.3.3 Data analysis 

As both quantitative and qualitative data were collected in this study, different methods of data 

analysis were applied. All qualitative data were analysed by inductive coding. While the interviews 

with information-rich participants and the qualitative parts of the initial questionnaires relied 

strongly on value coding (Saldaña, 2009), evaluation coding (Saldaña, 2009) was the dominant 

coding system of the evaluation phase. Coding was done by the researcher with the aid of an 

additional coder so as to ensure trustworthiness of the data analysis (Turner & Daniel, 2010). This 

also facilitated the determination of inter-rater reliability (Saldaña, 2009) and hence strengthened 

the conclusions drawn from the qualitative data. 

Quantitative data was limited and mostly descriptive. Likert-scale rating was used in the 

evaluation questionnaires, and averages were calculated. 

1.6 Ethical aspects 

Even though the research project was categorised as “low risk” by the North-West University’s 

Faculty of Education Research Ethics Committee, information was collected from human 

participants and, therefore, it remained imperative to protect the participants’ right and interests 

throughout the process (McMillan & Schumacher, 2001). 

Data collection commenced after ethical clearance had been issued by the North-West 

University’s Faculty of Education Research Ethics Committee (cf. Addendum E). After project 

approval, each individual questionnaire was submitted to the aforementioned committee for an 

extension of the existing approval. Permission to conduct research was sought from the relevant 

provincial Departments of Education and was granted (cf. Addenda F, G, H). School principals’ 

approval was obtained to contact the teachers employed at their schools (cf. Addendum I). 

Participation was strictly voluntary. Participants were protected from any potential physical, 

psychological, social, economic, or legal harm, and it was guaranteed that the research data 



 

16 
 

would remain confidential at all times (Creswell, 2013). Data will be safely stored for a period of 

seven years and will be used only for the purposes stipulated in the consent forms. 

 

Written consent forms were signed by all participants (cf. Addendum A), but it was made clear to 

them that they were free to withdraw from the research at any point without losing access to the 

knowledge generated. Freedom to withdraw further increased the likelihood of honest answers, 

and could therefore have a positive effect on the credibility of the study (Shenton, 2004).  

 

Irrespective of their participation in the study, all teachers of German SAL will be given the 

opportunity to benefit from the knowledge generated in the study should they so wish through the 

learning material made available online.  

1.7 Role of the researcher 

Due to the small size of the community of individuals involved with German as a Foreign 

Language, both as a SAL at secondary schools and as a subject at university level, it was 

unavoidable that the researcher and the participants would know each other even before 

commencement of the study. Furthermore, due to her longstanding and active involvement in the 

field, the researcher is well-known in the field of professional development for teachers of German 

SAL. However, special precautions were taken to ensure that this did not imply any coercion or 

had any effect on their participation and/or data analysis. 

The researcher furthermore identified a possible conflict of interest, as she played a dual role 

being the facilitator as well as the researcher. However, it was made clear to all participants that 

the programme would be part of a collaborative learning experience for both the researcher and 

for them (Bruffee, 1995) and that relationships between participants and the facilitator would be 

progressively renegotiated. Furthermore, the researcher put checks and balances in place to 

ensure that she would not influence the data.  

1.8 Contribution of the study 

The study falls was done within the Research Unit Self-Directed Learning, as it aims to create 

new knowledge and insight into SDL. Its unique contribution to existing scholarship lies in the 

proposal that collaborative and blended learning be used as a means of professional development 

for teachers of German SAL in the South African context through a programme that employs 

collaborative learning and SDL. As explained under §1.3, little research has been conducted in 

the field of teacher professional development for teachers of German SAL in South Africa. This 
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study therefore does not only offer practical recommendations towards the further development 

of professional development opportunities but also makes a theoretical contribution to an under-

researched field. 

Although this teacher development programme was developed for German SAL, the principles of 

the programme are applicable to other SALs in South Africa. The design and evaluation of this 

programme were studied theoretically using existing models that were adapted where necessary. 

The study makes a theoretical, methodological and contextual contribution to the scholarship of 

SDL.  

1.9 Chapter outline 

This study takes the form of an article-model PhD. The Faculty of Education requires that, for the 

purposes of such a PhD, four articles must be submitted to accredited peer-reviewed journals. Of 

the four submitted articles, one article must be accepted. A brief overview of the details of 

submission for this thesis is given below in Table 1-2. After this overview, the content of each 

chapter is summarised.  

Table 1-2: Overview of chapters / articles 

Article 

number 

Title Journal Status 

1 Professional development in 

fostering self-directed learning 

in German Second Additional 

Language teachers 

Per Linguam Published in 2019 

2 Blended learning as an 

approach to foster self-

directed learning in teacher 

professional development 

programmes 

Independent Journal 

of Teaching and 

Learning 

Accepted for 

publication in 2020 

(Addendum J for 

Proof of 

Acceptance) 

3 Professional development 

needs of teachers of German 

Acta Germanica Published in 2020 

(Addendum K for 
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Second Additional Language 

in South Africa 

Proof of 

Acceptance) 

4 Collaborative self-directed 

learning for teachers of 

German Second Additional 

Language teacher 

professional development in 

South Africa: Putting theory 

into practice 

Africa Education 

Review 

Submitted in 2020 

(Addendum L for 

Proof of 

Submission) 

5 Implementing an online 

collaborative learning teacher 

professional development 

programme for teachers of 

German SAL in South Africa 

International Journal 

of Computer-

Supported 

Collaborative Learning 

Submitted in 2020 

(Addendum M for 

Proof of 

Submission) 

 

While the articles were submitted to the journals in question in the format and styles required by 

said journals, all articles were adapted to be style of this template to allow for uniformity and easier 

reading. Similarly, addenda to the articles are displayed as they were submitted, but are also 

displayed at the end of this study under ‘ADDENDA’ for easier reference for the reader. 

Furthermore, each Chapter will be ended off with a list of references, while a list of all references 

will be displayed at the end of the study. The researcher and promoter were co-authors for all 

these articles, as per Faculty guidelines. The researcher was acknowledged as main author of 

the articles while the promotor, in addition to supervision, was involved in the conceptualisation 

and editing of the articles. 

Chapter 1 provides a general overview of this research study, its aims and the methodology. In 

order to base the research on a solid theoretical foundation, chapter 2 (article 1) (Wittmann & 

Olivier, 2019) and chapter 3 (article 2) (Wittmann & Olivier, in press) take the form of literature 

reviews.  

In chapter 2 (article 1) – “Professional development in fostering self-directed learning in 

German Second Additional Language teachers” – theories on SDL are considered and applied 

to relevant policies on teacher professional development policies and guidelines. The purpose of 
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this is to show that, theoretically, in a professional development programme for teachers of 

German SAL, fostering the characteristics of self-directed learners would be a feasible option.  

Similarly, chapter 3 (article 2) – “Blended learning as an approach to foster self-directed 

learning in teacher professional development programmes” – takes the form of a literature 

review on blended learning. This review is once again applied to policies on teacher professional 

development, especially those policies on e-Education and the ICT skills that teachers are 

expected to develop and nurture in themselves and their learners. Different models of blended 

learning are considered, and a model which might support the professional development of 

teachers of German SAL is proposed. After a largely theoretical discussion in Chapters 2 and 3, 

a shift in focus towards the implementation of aforementioned theory will be observed in Chapter. 

4. 

Chapter 4 (article 3) – “Professional development needs of teachers of German Second 

Additional Language in South Africa” (accepted for publication) – takes the form of a 

comprehensive needs analysis of the professional development needs of teachers of German 

SAL. In this needs analysis, relevant scientific literature, policies, expert opinions and the results 

of a survey conducted among teachers of German SAL are synthesised to generate a number of 

recommendations on what a professional development programme for teachers of German SAL 

should include.  

 

Chapter 5 (article 4) – “Collaborative self-directed learning for teachers of German Second 

Additional Language teacher professional development in South Africa: Putting theory 

into practice” (submitted for publication) – examines self-directed, collaborative and cooperative 

learning, which were identified in article 4 as addressing the professional development needs of 

teachers of German SAL in light of different instructional models. In this chapter, the 4C/ID model 

is identified as suitable for the purpose of this research, and a possible teacher professional 

development model is suggested and evaluated by experts. 

 

In chapter 6, (article 5) – “Implementing a collaborative online teacher professional 

development programme for teachers of German SAL in South Africa” – details are provided 

about participants’ perceptions, and recommendations are made for enhancing the proposed 

programme. 

 

In the conclusion of the study, chapter 7, the research question and sub-questions are answered 

through a summary of the theoretical and practical findings of the study. This chapter reports on 
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how the principles of collaborative learning and SDL can be applied to the professional 

development of teachers of German SAL and suggests the benefits of presenting the online 

professional development programme as a blended learning professional development 

opportunity. Recommendations are made for the development of a comprehensive professional 

development programme for teachers of German SAL which focuses on SDL, collaborative 

learning and blended learning, and can be applied to professional development programmes for 

teachers of other SALs in South Africa. 
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CHAPTER 2  PROFESSIONAL DEVELOPMENT IN FOSTERING SELF-

DIRECTED LEARNING IN GERMAN SECOND ADDITIONAL 

LANGUAGE TEACHERS 

2.1 Abstract 

Teaching is a value-laden profession, and certain demands regarding lifelong learning are put on 
teachers worldwide.  Requirements for entry-level qualifications and professional development of 
South African teachers are stipulated in the National Qualifications Framework Act (67/2008): 
Revised policy on the minimum requirements for teacher education qualifications (DHET, 2015) 
and the CPTD Management System Handbook of the South African Council for Educators (SACE, 
2013). However, teachers in general, and German Second Additional Language (SAL) teachers 
in particular, struggle to meet these requirements. 
 
In line with international teacher development tendencies, this article recommends for a shift in 
teacher professional development programmes towards a more participant-centred approach. 
Theories of self-directed learning (SDL) are considered, and it is recommended that teacher 
professional development programmes focus on fostering the characteristics of SDL in South 
African teachers (especially German SAL teachers), which would enable these teachers to be 
active participants in their learning. The article strives to motivate the need for a professional 
development programme fostering SDL to support the existing developmental shortcomings. 
Recommendations are made on how SDL can be sensibly fostered in teacher professional 
development programmes in order to enable teachers to become self-directed learners. Practical 
recommendations are also made on how teachers can be empowered to become self-directed 
learners. 
 
Keywords: German Second Additional Language (SAL), life-long learning, self-directed learning, 
teacher professional development,  
 

2.2 INTRODUCTION 

Teaching is a value-laden profession (Hong, 2012) in which certain demands have to be met while 

operating under suboptimal conditions (Modisaotsile, 2012). While research has been done on 

the shortcomings of the South African schooling system (Lam et al., 2011; Spaull, 2013a; Spaull, 

2013b; Yamauchi, 2011) and on the expectations placed on teachers (Gabela, 2004), few 

solutions to teachers’ perceived shortcomings and their developmental needs have been offered 

to date (Minott, 2010; Ono & Ferreira, 2010:59).  

 

This article adheres to Coldwell’s (2017, p. 189) rather broad definition of teacher professional 

development as ‘formal and informal support and activities that are designed to help teachers 

develop as professionals. This includes taught courses and in-school training, as well as activities 

such as coaching, mentoring, self-study and action research.’ While Coldwell does not directly 
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refer to self-directed learning (SDL), many of the aspects of teacher professional development he 

mentions do correlate with SDL, as part of which, according to Mentz (2014), the facilitator9 

designs and uses instructional strategies to enable participants to direct their own learning. 

Coldwell’s definition can be supplemented by the view of Minott (2010), who stresses the 

developmental aspect, thereby defining teacher professional development as an ongoing process 

that ensures teachers have the practical and work-related knowledge to continuously function in 

their designated roles as teachers. The professional development of teachers and the role that 

teacher educators play did not receive much research attention in the past (Berry, 2009; Murray, 

2008). This situation is ascribed to the fact that teaching about teaching was for a long time not 

regarded as a specialised academic expertise (Berry, 2009: 305), sometimes even being 

positioned as ‘semi-academics’ (Murray, 2008, p. 18) 

More recently, teacher professional development has been studied in various different ways 

(Coldwell, 2017; Smith, 2017). Research usually focuses on how teachers learn, how they learn 

to improve their learning, and how they transform their skills and knowledge into practice to offer 

their own learners an improved educational experience (Avalos, 2011). 

 

As participants in professional development activities, teachers and teacher educators play a dual 

role, as teachers remain educators who will transfer their newly acquired knowledge and skills to 

their learners, but also assume the learners’ role by acquiring new skills (Beavers, 2009). 

Similarly, teacher educators face a paradox in the sense that their role as teacher educators 

demands a focus on knowledge about teaching and learning, while they remain aware that the 

knowledge they bring, which is often based on personal experiences and activities, cannot simply 

be transferred to the thinking and experiences of their participants (Berry, 2009). Malcolm 

Knowles’ (1968) description of andragogy – in which he emphasises that adult learners have 

preconceived ideas for what and how they need to learn based on existing knowledge and 

previous experiences (Merriam & Brockett, 2011) – can be considered as a means to overcome 

this paradox. Considering existing experiences, it would make sense to propose enabling 

teachers to play a more active role in their professional development by fostering self-directed 

learning (SDL) among South African teachers in general, and German Second Additional 

Language (SAL) teachers in particular, so as to overcome challenges posed to their professional 

development. For these purposes, the article initially investigates and defines the expectations 

placed on South African teachers in general and considers the challenges placed on German 

 

9 For clarity’s sake, the term facilitator is used in this article to refer to the person presenting the professional 

development activity, while teachers are deemed to be participants.  
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SAL teachers by policies governing the teaching and learning of SALs in South Africa. The article 

then strives to motivate the need for a professional development programme fostering SDL as a 

possible solution to the existing developmental shortcomings. 

 

As is demonstrated by Van der Walt (2016, p. 3), research into SDL might be seen as focusing 

on three major categories, namely: research into the ‘self’, which focuses on the individuality of 

the learner; research into the ‘directedness’ of the learner, which focuses on purposefulness; and 

research into the ‘learning’ itself. While by no means exhaustive, a list of examples of such 

research is provided in Table 2-1. 

Table 2-1: Research on self-directed learning 

Self 

Author Topic 

Banerjee (2011) Learning effectiveness and student satisfaction 

Guglielmino (1978) Self-directed learning readiness 

Long (2000) Dimensions of the self-directed learner 

 

Directed 

Bagheri et al. (2013) Effects of learning strategies on self-directed learning 

skills 

Teo and Lee (2010) Fostering self-directed learning 

Knowles (1975) Learner’s actions to master making decisions regarding 

learning material 

Thornton (2010) Management phases of the self-directed learner 

 

Learning 

Lee et al. (2014) Learner action in and perceptions of self-directed learning 

Nepal and Stewart (2010) Relationship between self-directed readiness factors and 

learning outcomes 

 

For the purposes of this article, emphasis is placed on the first two aspects, namely ‘self’ and 

‘directed’ - fostering the characteristics of a self-directed learner in teachers as active participants 

in professional development programmes. Fostering the characteristics of SDL in teachers would 

follow suit of international developments in teacher professional development that have shown a 
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move away from the traditional in-service teacher training model towards the acceptance that 

teacher development is a complex process which combines a multitude of internal as well as 

external factors (Avalos, 2011: 17). Participants are now actively viewed as unique learners 

(Beavers, 2009: 28). This implies that teachers are not only seen as members of a workforce 

needing upskilling (Smith, 2017, p. v), but also as active co-creators of knowledge. This shift is 

shown in the research of various authors: Berry (2009), who explained that many teacher 

educators themselves are successful teachers with high levels of self-awareness and self-

understanding; Girvan et al. (2016), who used reflections to study teachers’ experiences in 

experiential learning; or Ermeling (2010), who traced the effects of collaborative inquiry on 

individual classroom practice, to name but a few examples. 

 

In an attempt to narrow the gap between theoretical requirements set to teachers, which will be 

elaborated on later in this article, and teaching practice in classrooms, this article takes the form 

of a critical literature review, considering not only existing literature on SDL and teacher 

development, but also relevant government policies outlining regulations regarding the teaching 

and learning of SALs as well as general professional development requirements set to teachers. 

There is, therefore, a strong theoretical focus supplemented by a document analysis of the 

identified relevant policies. The article seeks to propose that fostering SDL characteristics in 

South African teachers might greatly assist these teachers in taking responsibility for their 

professional development. For these purposes, policy documents on the education and training 

of South African teachers are considered so as to establish the educational and developmental 

expectations placed on South African teachers. Thereafter, challenges faced by South African 

teachers, and German SAL teachers in particular, are highlighted. Finally, recommendations 

regarding teacher professional development are made as were drawn from theories of SDL. In 

this regard, it is proposed that certain characteristics fostering SDL, which are described in the 

article, be cultivated in teachers to aid these professionals to attain their own developmental 

goals.  

 

2.3 Teacher professional development in South Africa 

In order to establish how value-laden the teaching profession is and how much pressure rests on 

teachers, it would seem relevant to define a teacher and what values are attached to the 

profession. A cursory survey of the various definitions of teacher yielded varied and disparate 

results. While Gabela (2004) views a teacher as a specialised person who has undergone a 
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rigorous and relevant education programme, the South African Department of Education (2005, 

p. 6) sets specific standards in its definition of the term: 

 

[A teacher is] a person with the educated competences and abiding commitments 

needed to engage successfully in the professional practice of teaching. A 

professional teacher is characterised more by a commitment to the ideals of the 

profession, and flexible competences to pursue those ideals in a variety of 

circumstances, than by mere obedience to the legitimate requirements of an 

employer. 

 

In this definition, a commitment to the ideals of an educator and the competence to pursue those 

ideals seem to stand out in defining a teacher as a person not only committed to teaching but also 

to lifelong learning (Bolhuis, 2003) in an attempt to keep up to date with changing requirements 

set to teachers and learners alike. The Department of Basic Education, in Goal 16 of the Action 

Plan 2014: Realisation of Schooling 2025 (DBE, 2011a, p. 107) expressly requires teachers to 

remain lifelong learners, as it regards teaching as an ongoing learning process and requires that 

teachers’ professionalism, teaching skills and subject knowledge are improved upon throughout 

their careers so that they can equip their learners with the knowledge and skills required for their 

respective learning levels (DHET, 2015). This focus on lifelong learning implies a degree of self-

direction in terms of taking charge of one’s own learning and setting specific outcomes (Knowles, 

1975). 

 

However ideal these theoretical requirements set for teachers in South Africa seem, popular 

media blames learners’ low literacy levels on under-qualified teachers (Hawker, 2013; Savides, 

2017; Silva, 2017). Furthermore, reports such as the PIRLS 2016 (Progress in International 

Reading Literacy Study) found that 60% of participating South African schools experienced 

problems with the absenteeism of teachers and failure to complete the curriculum (Howie et al.  

2017). This situation gives rise to the belief that the set requirements are not met in practice. Upon 

closer investigation of national and international reports on literacy in South Africa, it becomes 

apparent that there does indeed seem to be a crisis in the South African education system.  This 

crisis is especially severe in rural areas, as is indicated in the Annual National Assessments 

Report (DBE, 2014). Similarly, in a report commissioned by the Centre for Development and 

Enterprise, Spaull (2013b) comes to the conclusion that the South African education system is in 

an ongoing crisis and is failing the South African youth. He bases this claim on findings like those 

of the Western Cape Learner Assessment Study (Taylor et al., 2008) and the National School 
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Effectiveness Study (Taylor, 2011).  Unfortunately, even though these findings are largely focused 

on learners at primary school level, the situation does not seem to improve at higher education 

levels, as is demonstrated by authors such as Van Dyk and Van de Poel (2013) and Dreyer and 

Nel (2003), who found in their research that first-year university students enter university with sub-

par literacy levels.  

 

German SAL teachers, which is the specific context of this research, face the additional challenge 

that, in the South African schooling system, the subject German as Foreign Language is currently 

regulated by the Language in Education Policy, (DBE, 1997, p. 1) as a SAL. The CAPS (DBE, 

2011b, p. 12) assumes ‘that learners do not necessarily have any knowledge of the language 

when they arrive at school. The focus upon exposure to Second Additional Language is on 

developing learners’ ability to understand and speak the language - basic interpersonal 

communication skills.’ While theoretically allowing for SALs to be taught from Grade 4, ‘[s]chools 

offering an optional language or at least Second Additional Language level may do so [only] if 

they can make an arrangement for the allocation of additional time to the allocated 27.5 hours’ 

(DBE, 2011b, p. 8). The CAPS (DBE, 2011b, p. 7) goes even further, instructing that ‘[t]he 

allocated time per week may be utilised only for the minimum required NCS10 subjects as specified 

above, and may not be used for any additional subjects added to the list of minimum subjects. 

Should a learner wish to offer [sic] additional subjects, additional time must be allocated for the 

offering of these subjects.’11 In practice, this translates to teachers having to offer SALs outside 

of regular school hours, either early in the morning or in the afternoon, while having to teach other 

subjects during regular school hours. This puts German SAL teachers under great time 

constraints, which have the potential to be a major obstacle to these teachers’ professional 

development. For the purposes of this theoretical Chapter, only policies relating to the 

professional development of teachers of German SAL were considered. A more detailed 

description of teachers of German SAL’s professional needs as perceived by themselves will be 

established by means of a comprehensive needs analysis in Chapter 4. 

 

While teachers cannot be held solely responsible for low literacy and achievement rates – which 

seem to be exacerbated by factors like poverty levels, low parental literacy rates, poor school 

governance, and lack of resources (Pretorius & Klapwijk, 2016) – teachers do play a leading role 

in providing learners with knowledge, skills and understanding of the subject matter at hand 

 

10 National Curriculum Statement 
11 In the reading of this quote, the interpretation of Mbohwa-Pagels and Rode (2014) is followed. It is 
assumed that schools are only allowed to offer additional subjects outside regular school hours. 
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(Arkoudis, 2003: 162; Webb, 2009). Short (2002: 18) concurs and argues that learners are far 

more probable to achieve academic success if teachers have received adequate training. It 

therefore seems imperative for a country to have highly qualified teachers if learners are to 

achieve success (Bransford et al., 2005; Christ, 2002). 

 

According to the National Qualifications Framework Act (67/2008): Revised policy on the 

minimum requirements for Teacher Education Qualifications (DHET, 2015), the four-year 

Bachelor of Education (BEd) degree and the professionally-focused Postgraduate Certificate in 

Education (PGCE) are the two official Initial Teacher Education Programmes (ITEs).12  German 

SAL teacher training should be viewed in this context. While the policy makes provision for 

universities, as well as for private higher education institutions to be accredited to conduct teacher 

training (DHET, 2015), only Stellenbosch University and the University of Pretoria currently 

provide German SAL teacher training (Mbohwa-Pagels & Rode, 2014: 16). After completing their 

qualification (BEd or PGCE), aspiring teachers have to adhere to minimum requirements for 

teacher education as set by the Department of Higher Education and Training in its Policy on 

Minimum Requirements for Teacher Education Qualifications (MRTEQ) (DHET, 2011, p. 10).  

Minimum requirements set for entry-level teachers are reiterated in the National Qualifications 

Framework Act (67/2008): Revised policy on the minimum requirements for Teacher Education 

Qualifications. According to these policies, teachers must display sound subject knowledge, 

didactical and interpersonal competencies, highly developed communicative, literacy, numeracy 

and information technology (IT) skills and a sound knowledge of the curriculum and how to 

implement it. Furthermore, entry-level teachers are also expected to embrace diversity, have 

sound knowledge of assessment types and criteria, and have a positive work ethic (DHET, 2015, 

p. 64).  

 

However, as was mentioned earlier, the National Qualifications Framework Act (67/2008): 

Revised policy on the minimum requirements for Teacher Education Qualifications (DHET, 2015, 

p. 8) makes it clear that remaining a competent teacher is an ongoing learning process. Point 11 

of the Set of Basic Competencies of a Beginner Teacher (DHET, 2015, p. 64) clearly states the 

emphasis put on lifelong learning expected from teachers: ‘Newly qualified teachers must be able 

to reflect critically on their own practice, in theoretically informed ways and in conjunction with 

 

12 While the Policy does make provision for alternative qualification routes like Recognition of Prior 
Learning (DHET, 2015, p. 14) and Work Integrated Learning (DHET, 2015, p. 15), the BEd and the 
PGCE remain the required formal qualifications. 
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their professional community of colleagues in order to constantly improve and adapt to evolving 

circumstances.’ 

 

While the abovementioned stipulation refers to newly qualified teachers, it needs to be kept in 

mind that experienced teachers are also required to work on furthering their education (Robinson, 

2003). Should a teacher, in an attempt to adhere to this requirement, wish to further his/her formal 

qualifications, he/she can partake in formal, qualification-based Continuing Professional 

Development (CPD) learning programmes (DHET, 2015). However, even if the teacher does not 

elect to further his/her official qualifications, he/she is required to reach at least 150 professional 

development (PD) points every three years (SACE, 2013), as is determined by the teacher’s 

personal Professional Development Portfolio (PDP) (SACE, 2013), and is set out in the South 

African Council for Educators’ (SACE) Continuing Professional Teacher Development (CPTD) 

Management System (SACE, 2013).  Points may be accrued by activities initiated by the teacher 

(Type 1), by the school (Type 2) (SACE, 2013, p. 9), or by an external provider endorsed by SACE 

(Type 3) (SACE, 2013, p. 10). Teachers are required to participate in all three types of PD 

activities in a three-year cycle. This ties in closely with the requirement set in the National 

Qualifications Framework Act (67/2008): Revised policy on the minimum requirements for 

Teacher Education Qualifications (DHET, 2015, p. 60) for teachers to remain lifelong learners. 

The document clearly requires that ‘[t]he educator will achieve ongoing personal, academic, 

occupational and professional growth, through pursuing reflective study and research in their 

chosen field, in broader professional and educational matters and in other related fields.’ (DHET, 

2015, p. 61) 

 

Based on the previously mentioned requirement of the National Qualifications Framework Act 

(67/2008): Revised policy on the minimum requirements for Teacher Education Qualifications 

(DHET, 2015), one can, therefore, deduce that lifelong learning is not only limited to official PDP 

activities. In addition to working on their own PDP targets, teachers are also required to participate 

in the Integrated Quality Management System (IQMS), which appraises individual educators in 

regard to their strengths and weaknesses.  Therefore, while continually improving their skills by 

means of PDP activities, teachers are also expected to be appraised and evaluated by the IQMS. 

This system was negotiated with teacher unions in the Education Labour Relations Council 

(ELRC) and signed as the ELRC Collective Agreement No. 8 of 2003 (DBE, 2011c).  The 

implementation of the IQMS can possibly be lauded for introducing a transparent, educator-

initiated appraisal system, for which school management and district officials are accountable (De 

Clerq, 2008: 13). However, while the IQMS was devised as a mechanism to appraise 
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development, measure performance and evaluate whole schools, it has been criticised as being 

bureaucratic, time-consuming and involving too much paperwork (DBE, 2011c). Possibly as a 

result of teachers’ and schools’ resistance against the IQMS, only 13% of 10 969 schools visited 

in February 2010 by the Teacher Development Summit had actually fully implemented the IQMS 

(DBE, 2011c). De Clerq (2008) further elaborates on the shortcomings of the IQMS, highlighting 

its unrealistic assumptions regarding teachers’ work, status and competences, and the 

awkwardness of one system of internal and external professional monitoring that leads to tensions 

as well as poor leadership at both district and school level. 

 

Notwithstanding the challenges faced by teachers and policymakers, both educators and 

academics currently have a growing interest in teacher professional development measures 

(Johnson et al., 2000). At the core of these teacher development measures and studies thereof, 

is the belief that professional teacher development is about teachers’ further learning, teachers 

discovering how to learn and teachers translating this theoretical knowledge into practice for their 

students’ benefit (Avalos, 2011). However, it is imperative that any teacher development 

measures are based on South African teachers’ specific development needs (Johnson et al., 

2000). This is furthermore illustrated by Mokhele and Jita (2010), who found in a study amongst 

teachers in Mpumalanga that much resistance to existing CPD programmes can be accredited to 

the fact that these programmes fail to take into account the individual reasons for teachers to 

participate in CPD activities as well as the processes that facilitate change in teachers. One could, 

therefore, deduce that it is crucial for CPD programmes and activities to be more individualised, 

considering teachers’ individual backgrounds and education needs, as is discussed in the next 

section. 

 

2.4 The need to enhance self-directed learning in teacher professional development 

In the previous section, it was made clear that teacher professional development programmes 

are required by the National Qualifications Framework Act (67/2008): Revised policy on the 

minimum requirements for Teacher Education Qualifications (DHET, 2015). The fact remains that 

the South African teaching population remains heterogeneous in their qualifications (Blommaert 

et al., 2005) and development needs (DBE, 2011c), to which German SAL teachers form no 

exception, and that concerns about the shortcomings of existing teacher development 

programmes exist. This heterogeneity amongst teachers in combination with the speed at which 

new knowledge is generated (Guglielmino, 2008) gives rise to the belief that an effective teacher 
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development programme would have to be highly individualised if it is to motivate teachers to 

remain lifelong learners. However, unfortunately researchers like Smith (2017) too often still find 

that existing teacher development programmes seem to be designed with a one-size-fits-all 

approach, focusing on cost-efficiency rather than on teachers’ real learning needs. 

 
As was mentioned earlier, andragogy, as postulated by Knowles (1968; 1973), focuses strongly 

on lifelong learning in adults and takes adults’ individual experiences into account. Knowles 

distinguishes andragogy from pedagogy with the four basic assumptions that as a person grows 

and matures, his/her self-concept changes (Knowles, 1973), his/her experiences play a greater 

role in his/her learning (Knowles, 1973) and his/her readiness to learn is increasingly determined 

by the developmental tasks necessary to fulfil his/her social role (Knowles, 1973). In addition, 

Knowles states that an adult has a more problem-centred approach to learning than a child 

(Knowles, 1973). Fostering the characteristics of SDL, with which andragogy is closely connected, 

would enable teacher educators to draw on teachers’ existing knowledge, experiences and 

needs, while focusing on these teachers’ often quite individual developmental tasks.  

 

Self-directed learning (SDL) has been characterised as one of the fastest growing research areas 

of the past 40 years (Guglielmino, 2013). While much research focuses on SDL as a personal 

attribute (Guglielmino, 2008; Merriam, 2001). Dehnad et al. (2014) maintain that SDL is a complex 

concept for which various definitions exist, of which Malcolm Knowles’ definition is the most widely 

accepted one.  Malcolm Knowles (1975, p. 18) defines SDL as ‘[...] a process in which individuals 

take initiative, with or without the help of others, in diagnosing their learning needs, formulating 

learner goals, identifying human and material resources for learning, choosing and implementing 

appropriate learning strategies, and evaluating learning outcomes’. A self-directed learner would, 

therefore, be able to take a certain amount of pedagogical control (Bouchard, 2009). Fostering 

SDL in German SAL teachers would also imply that they direct their own learning. For example, 

this would permit them to plan their learning according to their own time schedules and learning 

requirements, allowing for existing time limitations. By taking responsibility for his/her own 

learning, the self-directed learner is able to take over certain tasks traditionally ascribed to the 

teacher (Garrison, 2000) by means of autonomous learning strategies (Bouchard, 2009). While 

focusing largely on individual character traits, SDL, therefore, encompasses a process by means 

of which individuals are trained to take responsibility for their own learning by setting learning 

aims, controlling resources, and self-evaluating the achievement of their own learning aims 

(Adeola & Ngoitiama, 2006; Knowles, 1975), which would enable transformative learning and 

ultimately promote emancipation of the learner from the teacher (Merriam, 2001). This 
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furthermore implies that SDL learners have to be highly motivated (Garrison, 1997). As German 

SAL teachers are already willing to teach German SAL outside normal schooling hours in addition 

to a full teaching load, they may already be quite motivated and would, therefore, suit the profile 

quite well. 

 

However, as important as the aforementioned individual character traits are to SDL, one has to 

keep in mind the importance of the learning environment and economic factors as well (Bouchard, 

2009), which is illustrated by Brockett and Hiemstra (1991), who claim that a balanced and 

congruent socio-economic background should be able to encourage SDL in learners. This socio-

economic factor is not only explained by sufficient access to resources (Smith, 2017), but also by 

access to and experience in electronic learning resources (Bouchard, 2009) and the ability to 

utilise and synthesise new media, on the part of both the student and the instructor (Garrison, 

2000). Furthermore, Garrison (1997) stresses the importance of contextual factors, not only 

sufficient resources, but also the setting of realistic learning goals, constructive feedback and a 

positive learning atmosphere, which are necessary to truly enable SDL.  While, in 2014, 92% of 

secondary schools were relatively well-resourced former Model C schools (Mbohwa-Pagels & 

Rode, 2014, p. 16), only 46% of German SAL teachers had departmental posts in 2013 and 

usually taught English and Afrikaans during normal school hours in addition to teaching German 

SAL ((Mbohwa-Pagels & Rode, 2014). The Goethe-Institut does have so-called Lehrmittelzentren 

(teaching material centres) available in most provinces, at which German SAL teachers can 

borrow materials at no charge, but only half of the German teachers are reported to have made 

use of these (Mbohwa-Pagels & Rode, 2014). In direct conversations about the reason for the 

under-utilisation of these resources, teachers reported that the centres are too far away for them 

to regularly visit as well as not knowing which materials are available. Even though these factors 

are not conducive to SDL, they do show the necessity for more self-directedness and a higher 

level of knowledge about available materials and opportunities. 

 

SDL, which certain authors (Cooker & Benson, 2013; Guglielmino, 2008; Hiemstra, 2003;) view 

as the most natural form of learning, could offer teachers the benefit of learning based on their 

own professional identity and needs (Rodgers & Scott, 2008). Since SDL postulates individual 

freedom, responsibility and personal views (Savin-Baden & Major, 2004), it would benefit teachers 

in that learning would empower them ‘to become a free, mature, and authentic self’ (Savin-Baden 

& Major, 2004, p. 14).  It would, therefore, seem plausible that, instead of offering training solely 

based on the acquisition of new knowledge, an effective training programme focuses on the 

enhancement of individual learning skills, as is propagated by Knowles (1975, p. 15): 
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We are entering into a strange new world in which rapid change will be the only 

stable characteristic […] It is no longer realistic to define the purpose of education 

as transmitting what is known […] The main purpose of education must now be to 

develop the skills of inquiry. 

 

Developing aforementioned skills of inquiry would imply promoting SDL in terms of andragogy 

(Knowles, 1968) to ensure that individual teachers’ developmental needs are truly met. The 

development of these skills is discussed in the next section. 

2.5 Recommendations towards developing SDL in South African teachers 

For the purposes of a self-directed skills development programme, teachers would have to be 

actively involved in planning their own learning (Beavers, 2009). Furthermore, the intricacies of 

the teaching practice, as well as the existing knowledge and experience that practising teachers 

can contribute to educational discourse, will have to be strongly considered when planning a 

professional development activity (Smith, 2017).  These experiences should then be actively 

applied to current and relevant situations in order to produce good educational results (Trotter, 

2006: 11).  

 

By following the aforementioned bottom-up approach, teachers would be encouraged to take 

responsibility for their own learning (Guglielmino & Guglielmino, 2006; Knowles, 1975; Tough, 

1971) by defining their own learning needs. Therefore, the participants’ self-development is the 

focus point of learning, and facilitators of teacher development programmes are working with, not 

on, teachers (Smith, 2017). To reformulate, teachers would have to be enabled to define their 

own learning needs, while the facilitator’s role would be to assist teachers to find ways to fulfil 

these needs. The facilitator’s primary role would, therefore, consist of preparing participants to 

engage in critical learning activities that would enable them to achieve their own developmental 

goals (Loyens et al., 2008). A practical suggestion as to how these theoretical considerations can 

be included in the instructional design of a professional development programme for teachers of 

German SAL will be provided in Chapter 5, while the evaluation of said programme will the 

presented in Chapter 6. 

 

In order to achieve the aims mentioned in the previous paragraph, professional development 

programmes would, therefore, have to focus on fostering SDL by ensuring that South African 

teachers possess the characteristics of a self-directed learner. The most generally operable 
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definition of such a learner is described by Guglielmino (1978, p. 73) in her Delphi survey of 

experts: 

 

A highly self-directed learner, based on the survey results, is one who exhibits 

initiative, independence, and persistence in learning; one who accepts 

responsibility for his or her own learning and views problems as challenges, not 

obstacles; one who is capable of self-discipline and has a high degree of curiosity; 

one who has a strong desire to learn or change and is self-confident; one who is 

able to use basic study skills, organise his or her time and set an appropriate pace 

for learning, and to develop a plan for completing work; one who enjoys learning 

and has a tendency to be goal-oriented. 

 

While considering this definition, it becomes clear that readiness for SDL exists on a continuum, 

which differs amongst individuals, but which can be trained (Guglielmino, 2013). Measuring and 

quantifying this readiness has been facilitated by Guglielmino’s SDL Readiness Scale (SDLRS) 

(1978), which is still widely used today (Liddell, 2008) and focuses on 11 characteristics of self-

directed learners, including initiative, independence, persistence, responsibility, self-discipline, 

curiosity, desire (to learn or change), basic skills (study and organisational), pacing/completion, 

joy of learning, and goal orientation (Guglielmino, 1978). This scale can be supplemented by the 

self-rating scale of self-directed learning (SRSSDL) developed by Williamson (2007: 68), which 

adds to the SDLRS by assessing self-directed learning behaviour in addition to perceptions and 

readiness for self-directed learning. 

 

When considering the attributes of a self-directed learner, literature shows a combination of 

personality aspects and skills (Table 2-2). 

Table 2-2: Personality aspects and skills required for self-directed learning 

Author Characteristics 

Knowles (1975) Relate collaboratively to peers; see peers as resources for 

diagnosing needs and planning learning; give help and 

receive help from peers; diagnose own learning needs 

realistically, with help from facilitators and peers; translate 

learning needs into learning objectives; relate to educators 

as facilitators, and take initiative in making use of their 
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resources; identify human and material resources; select 

effective strategies for making use of learning resources; 

and collect and validate evidence of the achievement of 

various kinds of learning objectives.  

 

Guglielmino (1978) Initiative;  independence; persistence; sense of 

responsibility for one’s own learning; tendency to view 

problems as challenges;  self-discipline;  high degree of 

curiosity; strong desire to learn or change; ability to use 

basic study skills; ability to organise one’s time and set an 

appropriate pace for learning; self-confidence; ability to 

develop a plan for completing work;  joy in learning;  

tolerance of ambiguity; preference for active participation in 

shaping educational programme; ability to evaluate one’s 

own progress; exploratory view of education; above-

average risk-taking behaviour; knowledge of a variety of 

potential learning resources and ability to use them; ability 

to accept and use criticism; ability to discover new 

approaches for dealing with problems; ability to formulate 

learning objectives; ability to select and use many learning 

strategies; positive orientation to the future; emotional 

security; average or above average intelligence; creativity; 

preference for independent study or relatively unstructured 

sources. 

Patterson et al. (2002) Assessment of learning gaps; evaluation of self and others; 

reflection; information management; critical thinking; and 

critical appraisal 

Thornton (2010) Moves through phases of management: planning; 

implementing; monitoring; evaluating; and reflecting 

Warburton and Volet (2013) Asking appropriate questions to guide their inquiry; 

interrogating the assumptions behind the ideas presented 

to them; identifying appropriate resources and tools; and 

strategically modifying these tools to achieve their learning 

goals 
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When considering the abovementioned skills and characteristics of self-directed learners, it 

becomes apparent that much emphasis is placed on participants assessing their own learning 

needs and planning their own learning. As participants, teachers would, therefore, be given the 

opportunity to take responsibility for their own learning. Instead of following the traditional 

approach, whereby generic programmes are designed to achieve the most cost-effective means 

of delivering information while also achieving the greatest outreach, teachers themselves would 

need to be the key decision makers about what matters to their own professional development 

(Smith, 2017). Instead of imparting knowledge to participants, the facilitator would enable them to 

develop the skills necessary to become lifelong, independent learners (Guglielmino, 2013). 

Considering that about 50% of German SAL teachers are non-mother tongue speakers, who have 

learned the language at universities, where German is no longer taught (Mbohwa-Pagels & Rode, 

2014) and that German SAL teachers are often quite isolated in their schools with limited 

possibilities to practice their own language skills (Mbohwa-Pagels & Rode, 2014), it would make 

sense to consciously work with teachers’ own needs and be aware of their difficult working 

situations, instead of imparting a top-down model devised by people who do not share the 

German SAL teachers’ experiences.  

 

In accordance to Patterson et al.’s (2002, p. 26) four-level Assessment of Learning Gaps table, 

teachers would initially identify gaps with the assistance of the facilitator (level 1) until gradually 

becoming ‘independent and confident in identifying gaps through the integration of data from a 

variety of sources within a broader context of learning’. This increased confidence, in turn, would 

foster the personality attributes mentioned by Guglielmino (1978), which again, would enable 

them to learn more independently.   

 

Teachers, as participants, would, therefore, learn to recognise their own existing skills and 

knowledge and accept themselves as major role players in their own development (Grow, 1991), 

setting their own goals and standards (Grow, 1991: 134). As self-directed learners, they would 

also master critically evaluating their own learning (Patterson et al., 2002; Thornton, 2010) and 

modifying the tools and processes at their disposal to achieve their learning aims (Warburton & 

Volet, 2013). In practice, a professional development programme focusing on fostering the 

characteristics of SDL could be represented as follows: 
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Figure 2-1: Design phases in a professional development programme focussing on SDL 

In Phase 2 of the model, professional development opportunities should be based on concrete 

classroom problems (Trotter, 2006). This is in line with Knowles’ assumption that adults have a 

problem-centred approach to learning (Knowles, 1973). This would tie in closely with problem-

based learning, an instructional method aiming to provide participants with the necessary 

knowledge to solve real problems (Schmidt, 1983).  While not much can be done about the fact 

that German SAL is not taught very widely in South Africa, it might be of assistance to German 

SAL teachers to form part of an online community of practice. Learning would be mediated 

(Avalos, 2011) and take the form of collaborative learning (Ermeling, 2010; Murray et al., 2009) 

by dialogues, conversations and interactions with peers.  Since the group of German SAL 

teachers in South Africa is quite small and teachers tend to know each other, this would enable 

horizontal sharing of ideas and experiences, which play a big role in collaborative learning. While 

retaining a focus on the individual’s autonomy (Murray, 2014) within a social setting (Cooker & 

Benson, 2013), participants would be enabled to work on solving their own problem-based 

learning aims (Loyens et al., 2008) cooperatively (Loyens & Gijbels, 2008). As the research 

progressed, a need to include collaborative learning, which will be discussed in Chapter 6, 

emerged. Collaborative learning was therefore included as a focus point. 

 

Throughout the programme, changes should be made as necessary and the programme should 

be re-evaluated continuously (Lynch, 1990) to ensure that participants reach their learning aims 

Phase 1 (Pre-design phase): 
Needs analysis and SRSSDL

Phase 2 (Design phase): 
Teachers participate in a 

professional development 
programme  that focuses on  

fostering the characteristics of 
SDL in order to reach 

developmental aims. Continuous 
feedback is given by means of  

reflective journals and 
participant observations

Phase 3 (Post-design phase): 
Obtain feedback on perceptions 
of experiences with programme, 

adapt programme where 
neccessary
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and continue to determine their own learning. Such a horizontal learning approach has the 

potential to greatly assist teachers in overcoming other obstacles to their own learning, such as a 

lack of classroom resources (Johnson et al., 2000) or isolation in their work environment (Jita & 

Ndlalane, 2009: 63). 

2.6 Conclusion 

This article provided a brief overview of the policies relating to teacher professional development, 

the expectations placed on teachers, specific challenges placed on German SAL teachers by 

existing policies, and general developmental challenges faced by South African teachers. A brief 

definition of SDL was provided, and it was suggested that the values of SDL be fostered in teacher 

development programmes. In practice, implementing SDL in teacher development programmes 

would translate to teachers (as participants of the development programme) being enabled to 

define their own learning needs, after which they would collaborate with each other and the 

facilitator, finding ways to meet them. Thereafter, they would reflect on the processes they 

followed and make adaptations where necessary. Ideally, this approach would turn teachers into 

empowered learners who are inquisitive, enthusiastic, reflective and increasingly autonomous 

(Cannella & Reiff, 1994: 28) and would be able to translate the new-found skills in their classroom, 

thereby inspiring their learners to become self-directed themselves. Such a programme would be 

especially suitable to German SAL teachers. While many challenges exist for effective teacher 

development (Aldridge et al., 2004), SDL could possibly, or at least partly, be a way for teachers 

to overcome challenges (Mushayikwa & Lubben, 2009) by assisting them to recognise and 

develop their own problem-solving skills as well as by encouraging peer education and support. 

 

For the purposes of this study, blended learning was considered as a suitable approach towards 

a professional development programme for teachers of German SAL in South Africa. In Chapter 

3, the theory underlying blended learning, suitability of blended learning for said professional 

development programme, as well as a model of how the aims of the professional development 

programme could be accommodated through blended learning, will be presented.   
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CHAPTER 3 BLENDED LEARNING AS AN APPROACH TO FOSTER 

SELF-DIRECTED LEARNING IN TEACHER PROFESSIONAL 

DEVELOPMENT PROGRAMMES   

3.1 Abstract 

Trends in research on teacher development in recent years have shown a shift away from merely 

studying what teachers learn to how they learn, how they improve their learning and how they 

transform their skills and knowledge into practice so as to offer their own learners an improved 

educational experience.  Although blended learning has been proposed as a means to enhance 

student learning and engagement, little research has been done on blended learning teacher 

development programmes, especially in the context of teachers of German Second Additional 

Language (SAL) in South Africa.  This article aims to shift the focus from general higher 

institutional settings to teacher professional development programmes for teachers of German 

SAL by proposing blended learning as a mediator to foster self-directed learning in teacher 

professional development programmes.  After examining existing definitions and models on 

blended learning, a synthesis between models, which could be adjusted to the South African 

teaching context, is proposed.  The new model offers certain opportunities to foster the 

characteristics of self-directed learners, which are highlighted in this article.  Suggestions are 

made on how this model could be utilised and adapted to the context of teacher professional 

development for teachers of German SAL in order to foster the characteristics of self-directed 

learning rather than merely imparting subject knowledge to teachers. 

3.2 Keywords 

blended learning, blending with a purpose, self-directed learning, teacher development 

3.3 Introduction 

New technological developments offer increasing immediate access to people and information, 

while smartphones, laptops and tablets allow their users to purposefully ‘blend’ digital and 

physical experiences, as explicated by Stein and Graham (2014). Similarly, blended learning is 

gaining popularity in the education sector (Graham et al., 2013; Porter et al., 2013).  However, 

despite the increasing prominence of blended learning as approach in education, it is essential to 

note that this should not be regarded as the only possible and effective solution in all contexts. 

This aspect is especially true in contexts where resources are limited. 
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Although a number of international publications on teacher training and professional development 

exist (Ganz & Reinmann, 2007; Matzat, 2013; Osburg & Todorova, 2009) and extensive research 

has been conducted on blended learning in the South African higher education sector (Bosch et 

al., 2019; Petersen & Mentz, 2016), little research has been done on the possibilities it offers for 

South African teacher development programmes (Boitshwarelo, 2009).  The lack of research on 

blended learning in teacher professional development is especially apparent in the field of 

German SAL. Mbohwa-Pagels and Rode (2014) conducted and published on a nation-wide 

survey amongst teachers of German in South Africa in 2013, which mentioned certain challenges 

teachers of German SAL in South Africa face (Mbohwa-Pagels & Rode, 2014, p. 15). Annas 

(2016a) and Laurien (2006) examined the role of German at South African universities, while Von 

Maltzan (2009) examined South African language politics and the role German plays as a foreign 

language in South Africa. However, the above-mentioned studies remained descriptive and had 

a strong focus on the higher education sector. More recently, Wittmann and Olivier (2019) 

published a theoretical study on further professional development opportunities to foster the self-

directed learning of practising German SAL teachers in South Africa. This article utilises the 

proposition made by Wittmann and Olivier (2019), but also proposes exploring the possibilities 

blended learning offers teacher professional development while focusing on self-directed learning 

for practising teachers of German SAL. The main research question that drives this research is: 

How would can blended learning be utilised to foster self-directed learning in teachers of German 

SAL for professional development? 

 

In order to answer this research question, this conceptual article involved an in-depth literature 

review regarding the relevant aspects of blended learning and self-directed learning within the 

context of teacher professional development.  

 

The then Department of Education (DoE) in South Africa, currently named Department of Basic 

Education (DBE), outlined its expectations of teachers regarding e-learning in its Draft White 

Paper on e-Education Transforming Learning and Teaching through ICT (DoE, 2004) and in its 

Guidelines for Teacher Training and Professional Development in ICT (2007).  While a main 

principle of the White Paper on e-Education Transforming Learning and Teaching through ICT is 

the achievement of national education goals by “providing modern technologies to schools in 

order to enhance the quality of learning and teaching” (DoE, 2004, p. 6), the Guidelines for 

Teacher Training and Professional Development in ICT and Training (DoE, 2007, p. 3) calls for 

teacher development programmes that provide teachers with “the necessary knowledge, skills 
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and understanding to successfully integrate ICT into everyday educational practices in a 

meaningful way”. Teachers, in turn, are required to enhance the problem-solving and critical-

thinking skills of their learners by advancing their learners’ ability to: 

 

• apply ICT skills to access, analyse, evaluate, integrate, present and communicate 

information;  

• create knowledge and new information by adapting, applying, designing, inventing and 

authoring; and 

• function effectively in a knowledge society by using appropriate ICT and mastering 

communication and collaboration skills. (DoE, 2007, p. 3) 

 

Policies clearly outline the requirements for teacher professional development programmes to 

develop ICT skills in teachers and for teachers so that they can transfer such skills to their 

students; however, an additional need for a form of education that provides the skills and 

predispositions for continual learning was identified (Harber & Mncube, 2011).  Universities and 

teacher development programme providers have therefore started experimenting with courses 

that utilise a combination of online and face-to-face instruction, better known as blended learning.  

These courses are an attempt to not only satisfy learners’ learning needs regarding what the 

current syllabus requires learners to know, (Dziuban et al., 2005) but also equip teachers to utilise 

content knowledge, which is the actual content area of the subjects that are being taught (Doering 

et al., 2009), as well as pedagogical knowledge, which is the knowledge of how to teach content 

(Doering et al., 2009), to effectively reach their learners. 

 

As knowledge in today’s world changes and accumulates rapidly (Guglielmino, 2013), it is 

important to cultivate self-directedness in teachers, which they can, in turn, foster in their students 

to enable them to remain lifelong learners.  When fostering the characteristics of self-directed 

learning in teachers, it is still important to not only focus on the external learning management 

process but also consider internal monitoring and motivational issues.  As such, we subscribe to 

Garrison’s (1997, p. 18) definition of self-directed learning as being “an approach where learners 

are motivated to assume personal responsibility and collaborative control of the cognitive (self-

monitoring) and contextual (self-management) processes in constructing and confirming 

meaningful and worthwhile learning outcomes”.  Garrison (1992) rightly wonders how the learner 

(in this case, the teacher as participant of the professional development activity) can assume 

responsibility for his / her own learning while simultaneously accepting external support and 

direction (i.e., control).  Garrison (1992, p. 144) concludes that if self-directed learning was 
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assumed to be freedom from influence, it would be a meaningless concept.  Instead, self-directed 

learning should be centred around continuous dialogue between the learner (in this case, the 

teacher) and the teacher (in this case, the facilitator): 

 

The balance of control will properly shift depending upon the context and the 

proficiency of the learner. However, through sharing control there is an increased 

probability of students reaching desired and worthwhile learning goals which, in 

turn, would result in improved intrinsic motivation, ability to learn, and self-

directedness (Garrison, 1992, p. 144). 

 

To propose a model for a teacher development programme that does not only assist teachers in 

fostering the above-mentioned characteristics of self-directed learners in their pupils but also 

equips teachers to adhere to the e-learning requirements outlined in government policy (DoE, 

2004), both the existing theories on blended learning and self-directed learning must be carefully 

considered.  In this article, we propose a suitable model for such a teacher development 

programme by means of an in-depth literature analysis.  We strive to not only provide a theoretical 

overview of definitions and theories around blended learning but also to consider various models 

of blended learning in order to propose the synthesis of existing selected models into one model, 

adapted and suitable to foster the characteristics of self-directed learning in teachers. 

Furthermore, we highlight the need for a stronger focus on blended learning in South African 

teacher development and the opportunities blended learning can offer while fostering self-directed 

learning. 

3.4 Understanding blended learning 

Little research has been conducted on blended learning in teacher professional development 

(Boitshwarelo, 2009).  Nonetheless, in the last decades, universities and other educational 

institutions in general have regarded blended learning as promising (Garrison & Vaughan, 2013; 

George‐Walker & Keeffe, 2010; Osguthorpe & Graham, 2003) and are increasingly moving 

towards instructional models of blended learning (Dziuban et al., 2005).  This shift can largely be 

ascribed to the fact that universities and teacher-training institutions have witnessed rapid 

technological and socio-economic changes, leading them to rethink their educational practices 

(Garrison & Kanuka, 2004).  Blended learning does not only offer increased flexibility to students 

but can also potentially offer students a wider variety of quality learning experiences compared to 

pure face-to-face instruction (George‐Walker & Keeffe, 2010) and engages them in active 

collaborative learning (Garrison & Vaughan, 2013).  Furthermore, blended learning also offers 
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significant advantages over pure online learning, as blended learning still allows for face-to-face 

engagement with the instructor and therefore does not lead to as much estrangement as pure 

online teaching (Hew & Cheung, 2014).  Similarly, Garrison and Kanuka (2004) pose that blended 

learning is an effective and low-risk strategy in overcoming challenges caused by transformational 

changes that technological developments bring to higher education institutions. Furthermore, they 

highlight how blended learning offers students the opportunity to form communities without having 

to be at the same place simultaneously. 

 

However, while being widely lauded for the possibilities it offers, there is little consensus on a 

precise definition of blended learning (Driscoll, 2002; Graham, 2006; Launer, 2011; Picciano, 

2009).  According to Clark (2003, p. 4), “[l]ike many learning terms, ‘blended learning’ has the 

illusion of being a concrete concept. In practice it is a flexible term that means different things to 

different people”.  Generally, it seems that definitions of, or rather approaches towards, blended 

learning can be classified into three categories (Graham et al., 2003; Kim, 2013) (of which the 

third category is the most widely followed), namely: blending instructional modalities (Driscoll, 

2002; Singh & Reed, 2001); blending instructional methods (Clark & Mayer, 2016); and blending 

face-to-face instruction with computer-mediated instruction (Garrison & Kanuka, 2004; Graham, 

2006; Sahare & Thampi, 2010; Staker & Horn, 2012).  The latter approach applies to this article.  

 

For the purposes of this article, however, it is imperative that blended learning is seen as more 

than a mere combination of face-to-face and digital instruction and that the above-mentioned 

approach is not deemed to be a definition in itself.  Various, more concrete definitions of blended 

learning exist, of which the most important pedagogical principles will be highlighted.  Vaughan 

(2007, p. 82) stresses that blended learning is about more than “bolting” technology to a traditional 

course.  Instead, he emphasises the concept of hybridization, as part of which online and face-

to-face classroom segments are merged in order to encourage active learning, reduce classroom 

time and create an environment that is highly conducive to student learning (Garrison & Vaughan, 

2008).  Being conducive to student learning would entail that the environment is highly 

transformative in order for students to develop critical thinking and complex learning skills 

(Garrison & Kanuka, 2004). Singh and Reed (2001, p. 2) place similar value on pedagogical 

principles in their definition: “Blended learning focuses on optimizing achievement of learning 

objectives by applying the ‘right’ learning technologies to match the ‘right’ personal learning style 

to transfer the ‘right’ skills to the ‘right’ person at the ‘right’ time.” Poon (2013) adds to existing 

definitions that the aim of the delivery methods should always be to complement each other.  She 

is of the opinion that blended learning should significantly “influence students' perceptions of the 
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learning environment and, subsequently, their study approach and learning outcomes.” (Poon, 

2013, p. 271). She, therefore, sees a strong correlation between blended learning, student 

learning experience and, ultimately, achievement (Poon, 2013).  Staker and Horn (2012, p. 3), on 

the other hand, define blended learning as follows: “a formal education program in which a student 

learns at least in part through online delivery of content and instruction with some elements of 

student control over time, place, path, and/or pace and at least in part at a supervised brick-and-

mortar location away from home”. 

 

The above definitions are undoubtedly valid and complement each other to a large extent, and 

they are very focused on the teacher (Oliver & Trigwell, 2005).  Oliver and Trigwell recognise that 

many definitions of blended learning rather refer to blended teaching and suggest a shift in focus 

from the teacher to the student, content to the experience, and technologies to pedagogy.  As 

part of the student-centeredness, advocated by Oliver and Trigwell (2005), this article focuses on 

how fostering the characteristics of self-directed learning could not only achieve a truly student-

centred blended learning model, but, in line with South African government regulations requiring 

teachers to be lifelong learners (DHET, 2014, p. 58), could assist teachers to develop 

characteristics of self-directed learners, which they, in turn, can foster in their own students. 

Before considering how blended learning could support student-centeredness and lifelong self-

directed learning, certain classifications of blended learning are considered. 

 

3.5 Classification of blended learning models 

As much as definitions of blended learning differ, so do their presentation models and forms.  

There are various forms of blended learning, which Staker and Horn (2012) categorise into four 

models, namely the” rotation model, the flex model, the self-blend model, and the enriched virtual 

model” (Staker & Horn, 2012, p. 2).  Rotation models are characterised by the fact that participants 

rotate between learning modalities, either at the teacher’s discretion or by following a fixed 

schedule (Staker & Horn, 2012).  At least one of these modalities should be online learning, while 

other examples of modalities include individual paper-based assignments, conventional 

instruction, either in small groups or as a full class, and individual tutoring.  Examples of rotation 

models include the “station-rotation model, the lab-rotation model, the flipped-classroom model, 

and the individual-rotation model” (Staker & Horn, 2012, p. 2). 

 

In comparison to rotation models, flex models offer the participant more individual freedom.  The 

content and instruction are delivered online, while students follow an individually-customised, 
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flexible schedule between learning modalities.  The instructor stays on site (Staker & Horn, 2012).  

Similarly, self-blend models offer students a large amount of personal choice and freedom in that 

students follow one or more online courses to supplement their traditional courses (Staker & Horn, 

2012).  This category of models was renamed by Christensen et al. (2013) as the a la carte model.  

This name change is ascribed to the fact that the term self-blend might be misleading, as it could 

be interpreted to mean that students have the authority to blend the methods of instruction 

themselves.  Consequently, the definition has been amended.  The a la carte model, therefore, is 

“a program in which students take one or more courses entirely online with an online teacher of 

record and at the same time continue to have brick-and-mortar educational experiences.  

Students may take the online courses either on the brick-and-mortar campus or off-site” 

(Christensen et al., 2013, p. 3). 

 

Finally, the enriched virtual model offers students the highest amount of autonomy by allowing 

them to divide their own time between face-to-face and online learning (Staker & Horn, 2012).  

Time division between online and face-to-face instruction is dependent on the course and vary 

greatly.  When conceptualising a blended learning teacher development programme focusing on 

fostering the characteristics of self-directed learning, it would thus make sense to employ a model 

falling into the enriched virtual model category.  However, the pedagogical approach used in 

conceptualising the model must be considered separately. 

3.6 Pedagogical approaches towards and models of blended learning 

In Staker and Horn’ s (2012), classification of blended learning models, the authors attach a 

certain value to students’ self-directedness by expressly mentioning that each student has a 

certain amount of control over his or her learning (time, place, path, pace), their definition remains 

rather teacher-centred. While accepting their classification, models and pedagogical approaches 

that do fall into Staker and Horn’s (2012) classification are investigated and proposed in this article 

and more depth is added to the mere classification.  From an extensive literature review of 

published and unpublished research on blended learning, it was found that, in this context, both 

Staker and Horn’s (2012) enriched virtual model and Picciano’s (2009) multimodal model are 

regarded as highly relevant and appropriate within the context relevant to this article. If the 

enriched virtual model is chosen, teachers would have the benefit of mostly working online and 

at their own pace, having supplementary face-to-face encounters with the instructor. 

 

Several blended learning environment models exist, which all fall at a certain point of the 

continuum between pure online and pure face-to-face instruction.  Mishra and Koehler (2006), for 
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example, have developed the so-called “technological pedagogical content knowledge model” 

(TPCK model). This model assumes that TPCK is an emerging form of knowledge that goes 

beyond its components, content, pedagogy and technology.  Therefore, to develop good and 

meaningful content, one should carefully interweave these three key sources of knowledge 

(Mishra & Koehler, 2006). In comparison, Puentedura (2012) has developed the SAMR model, 

which consists of four levels of technology integration: “substitution, augmentation, modification 

and redefinition”.  This model provides a framework for educators to create learning experiences 

using mobile devices.  The model has been suggested as a framework especially suitable for 

evaluating m-learning, which Romrell et al. (2014, p. 2) understand as “learning that is 

personalized, situated, and connected through the use of a mobile device”. 

 

While scholars deem both of the above models as useful, Picciano’s (2009) multimodal model 

seems to offer an added dimension, which might be particularly useful in fostering the 

characteristics of self-directed learning, as in his model, he introduces pedagogical objectives and 

activities that should drive the approaches used in instruction.  In comparison to the above-

mentioned models, Picciano (2009) places less emphasis on the content of teaching and more 

on the emotional and social support participants should receive, be it through dialectics or 

questioning, through which students can refine their own knowledge, or through collaborative 

learning. By blending objectives, activities and approaches within multiple modalities, instructors 

should be able to satisfy most students’ learning needs. 

 

By focusing on the multimodal model, while drawing from the TPCK and SAMR models, a blended 

learning model for teacher professional development to foster the characteristics of self-directed 

learning is subsequently suggested. 

3.7 Blended learning in support of self-directed learning 

Even though the relevance of blended learning for SDL has been shown in literature (Olivier, 

2019), merely establishing blended learning environments for teacher professional development 

opportunities will not in itself promote self-directedness in participants, or, as put by Wang (2010, 

p. 189), “the meaning of ICTs depends entirely on how they are used within any cultural setting”.  

The blended learning model should not only be designed around the preparation of the content 

but should essentially be based on insights relating to students’ character and nature (Bosch & 

Pool, 2019). The success or failure of a professional development activity in fostering 

characteristics of SDL would therefore be largely dependent on the approach and content used 

in the activity.  
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Following a learner-centred approach to blended learning, as suggested by Picciano (2009), 

corresponds with Bonk et al.’s (2005, p. 13) prediction that blended learning will be increasingly 

determined by participants themselves as blended learning options proliferate.  Reinmann et al. 

(2009) view the great potential of blended learning to encourage self-directed learning as one of 

its main benefits.  Oliver and Trigwell’s (2005, p. 22) demands towards blended learning to focus 

on students’ experiences, in comparison, tie in closely with andragogy as postulated by Knowles 

(1973). The underlying basic assumptions of andragogy are: as persons grow and mature, their 

self-concept changes; their experiences play a greater role in their learning; and their readiness 

to learn is increasingly determined by the developmental tasks necessary to fulfil their social role 

(Knowles, 1973, p. 45-46).  Similarly, Ranieri et al. (2019) published a study, in which their 

investigated educators’ professional learning ecologies in a blended learning environment. They 

concluded that formal education seems to play a less significant role in shaping their participants’ 

professional identity compared to factors such as personal experiences, colleagues, or work 

experiences (Ranieri et al., 2019). In addition, according to Knowles (1973), an adult has a more 

problem-centred approach to learning than a child.  Therefore, when thinking about a blended 

learning teacher-development model, it would make sense to choose a blended learning model 

that takes the experiences and the individual differences and learning needs of teachers into 

account.  Following this approach, one would have participants who learn because they genuinely 

want to develop an understanding and mastery of the material (Ross et al., 2002).  Although 

motivation has been found to be a central aspect of learner autonomy in distance learning, it 

remains imperative to enhance those components of motivation that actually contribute to 

autonomy – most notably the participants’ belief in their own personal ability and their personal 

goals (Lynch & Dembo, 2004).  

 

In adaptive learning theory, which holds as an underlying principle that personalising instruction 

improves learning (Murray & Pérez, 2015), participants with a strong belief in their own abilities 

and goals would be classified as being motivated by task or achievement goal orientation (Ross 

et al., 2002).  It seems significant that these participants have been found to display high levels 

of self-efficacy (Anderman & Young, 1994), attach a high intrinsic value to their learning and are 

more likely to make attributions to effort (Ames, 1992).  Masie (2006, p. 25) furthermore describes 

how learners naturally add learning elements: “They add what is missing, they mix it with what 

they need, and they subtract what is not valuable. They socialise it.  They find context.  And they 

transform training and instruction into learning.” Therefore, it would make sense to develop a 

blended learning teacher professional development programme that focuses on learning and 
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dialogue rather than on teaching content. In this case, there would be a continual shift of 

dependence and control.  The participant would have to be neither dependent nor independent.  

The interdependence of the participant will dynamically shift in balance between the facilitator and 

fellow learners (Garrison, 1992).  To achieve fostering achievement goal orientation as part of a 

blended learning professional development programme, one should carefully consider the most 

appropriate model and strategy. 

 

Bath and Bourke (2010) have focused on the blended learning design process and suggest that 

designing a blended learning environment should be done systematically by planning for 

integrated learning, then designing and developing the blended learning elements, followed by 

the implementation of the blended learning design, reviewing (evaluating) the effectiveness of the 

blended learning design, and improving the said design for the next course (Bath & Bourke, 2010).  

While designing the model, close cooperation with the participants is required to ensure that it is 

set in a community of inquiry (CoI) framework as postulated by Garrison and Vaughan (2008). A 

community of inquiry is a collaborative-constructivist process model, that integrates three 

elements, or so-called presences, which are required for successful online learning: cognitive 

presence (CP), social presence (SP), and teaching presence (TP) (Castellanos-Reyes, 2020, p. 

557; Garrison & Vaughan, 2008) The model proposed in this article will, however, go beyond the 

social, cognitive and teaching presence traditionally associated with the CoI framework and focus 

on participants’ self-directed learning skills as demanded by Bosch and Pool (2019). Expanding 

on the CoI framework in this manner should not only assist participants to influence their own 

learning outcomes but will also encourage them to “reflect on the effectiveness of their current 

learning strategy, as well as to interpret and reflect on their achievement (Lubbe & Mentz, 2019, 

p. 351). Ensuring that emphasis is placed on the participants and their experiences will situate 

the activity well within adaptive learning, as described by Howard et al. (2006, p. 1):  “the use of 

what is known about learners, a priori or through interactions, to alter how a learning experience 

unfolds, with the aim of improving each learner’s success and satisfaction”.  By not only having 

self-determination in influencing their own learning aims but also a space where they can shape 

their practice and reflect on their learning, participants should be highly motivated to master their 

goals (Ross et al., 2002). However, as demonstrated by Hofmann (2006), blended learning 

designs have to be carefully crafted so that true curricula are weaved to facilitate effective 

learning.  

 

Keeping in mind the above-mentioned importance of pedagogically-sound, carefully-interwoven 

blended learning designs, suggestions are made in the next subsection regarding the 
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opportunities to foster characteristics of self-directed learners in teacher professional 

development programmes. 

3.8 Blended learning to enhance self-directedness in teacher professional development 

programmes 

When designing and developing a blended learning professional development activity13 focusing 

on self-directed learning for South African Second Additional Language teachers, it is imperative 

to place emphasis on participant experience and individual differences between participants’ 

learning needs, preferences and styles. Situated within Staker and Horn’s (2012, p. 15) enriched 

virtual model, participants divide their own time between face-to-face and online instruction.  While 

all material is made available online, participants have an initial and a closing face-to-face meeting 

with the instructor in order to plan and structure the online phase initially, and to reflect upon it 

afterwards.  Participants are also encouraged to activate and assess their pre-existing knowledge, 

not only on content but also on learning processes (Bolhuis, 2003) in order to develop their 

metacognitive thinking.  Throughout the online phase, participants can schedule further face-to-

face meetings.  The professional development activity itself should be based on Picciano’s (2009, 

p. 11) multimodal model and can be represented by Figure 3-1 below: 

 

13 As this article related to South African teachers, the phrase professional development activity as 
used in the Department of Basic Education policies like the “White Paper on e-Education 
Transforming Learning and Teaching through ICT” as well as the “Guidelines for Teacher Training 
and Professional Development in ICT” will be used when referring to any programme or course 
designed to further South African teachers’ education. 
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Figure 3-1: Teacher professional-development opportunity in the ‘virtually enriched’ 

spectrum of Staker and Horn (2012) 

During the initial face-to-face meeting, the participants collaboratively determine their overarching 

group learning goals while setting smaller individual goals within this setting.  The facilitator 

assumes responsibility to design a learning environment that enables participants to take active 

responsibility (Bosch et al., 2019).  In this context, it is important to note that participants will not 

be left to their own devices when making their choices but will be assisted to make appropriate 

choices, as MacDonald (2008) warns that certain participants arrive equipped to make their own 

choices, while others may be overwhelmed by the possibilities.  Group decisions and goals are 

also set, as collaborative learning is not only one of the pillars of Picciano’s (2009) multimodal 
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model but also one of the key elements of self-directed learning (Garrison, 1997). Learning is 

treated as a social phenomenon, thereby creating positive interdependence (Bolhuis, 2003).  After 

the learning goals have been set, the instructor and participant cooperate in assessing the 

participant’s learning aims and the content to be covered.  In line with Picciano’s multimodal 

model, multiple technologies and media are utilised (Picciano, 2009).  The instructor therefore 

supports the participant in establishing his or her learning goals and the choices he or she has 

when learning.  Setting such a collaborative learning environment in which the participants have 

an input in shaping their own and collaborative learning goals will be conducive to constructing 

meaningful knowledge (Garrison, 1997).  Furthermore, throughout the learning process, the 

participant is supported in developing “the necessary skills of reflection, self-direction and self-

management” (George‐Walker & Keeffe, 2010, p. 5) by journaling and constant course and 

learning evaluation.  Developing these skills would ensure that not only the external contextual 

elements but also internal cognitive processes that precipitate and shape the participant’s thinking 

are taken into account, thereby assisting each participant to develop a cognitive presence, which 

Garrison (2003, p. 4) defines as “the process of both reflection and discourse in the initiation, 

construction and confirmation of meaningful learning outcomes”. 

 

After the initial meetings, the instructor designs a learning environment focusing on collaboration 

(Picciano, 2009) online, in which participants work on achieving their individual learning 

outcomes, but simultaneously form part of a community that is united by its academic purpose 

and interest. In said community, group members work collaboratively. All actions are directed 

towards achieving communal learning outcomes (Garrison & Vaughan, 2008).  A CoI is 

established in which participants are cognitively engaged and ideas are supported and critically 

analysed and meanings negotiated (Garrison, 2003). Furthermore, positive interdependence is 

established between participants by means of group goals in order to encourage them to display 

appropriate behaviour and to engage and achieve group outcomes (Bosch & Pool, 2019).  

Discussions and questioning form a large part of the group activities, as they allow the instructor 

to follow the participants’ progress and assist them in refining their knowledge (Picciano, 2009).  

Participants are encouraged to complete regular reflections, both individually in journals and as a 

group in discussion forums, and they are requested to share their reflections with the instructor 

and the group to further enrich their reflections (Picciano, 2009).  By modelling reflective enquiry, 

students develop the ability to manage and monitor their own learning.  Hereby they develop the 

ability, as well as the confidence to be self-directed learners (Garrison, 2003).  Conceptualising 

these interactions is imperative, as Garrison and Kanuka (2004, p. 97) regard one of blended 

learning’s most promising opportunities to be the “quality and quantity of the interaction and the 



 

69 
 

sense of engagement in a community of inquiry and learning, achieved through the effective 

integration of Internet communication technology”.  Moreover, participant reflections and 

feedback enable the instructor to respond to the individual learner’s situation as the learner 

progresses through a learning activity and to adapt either the activity itself or the technology to 

be used in order to support the participant’s learning if necessary (Howard et al., 2006). 

 

Towards the end of the programme, students submit an assignment that synthesises and 

assesses (Picciano, 2009) their learning. Learners evaluating their learning outcomes is another 

cornerstone of self-directed learning (Merriam, 2001).  In the second face-to-face meeting, 

participants can evaluate both the programme and their own learning.  They then formulate new 

goals, based on the achievement of the goals set in the first face-to-face meeting as well as their 

own continuous and summative reflections and, in cooperation with the instructor, develop new 

strategies to attain these new learning goals. 

3.9 Conclusion 

When developing a blended learning teacher development programme, it is important to not only 

focus on the content to be taught, but much rather on the skills to be learned in order for 

participants to develop into lifelong self-directed learners.  By fostering the skills of the self-

directed learner in participants, one would hope that participants would gradually learn to identify 

their own learning needs and make appropriate choices to satisfy their needs by being 

encouraged to set and assess their learning aims, initially mostly collaboratively but increasingly 

individually.  

 

It is important to note in terms of limitations, that this article has not and does not intend to cover 

all the possible scholarship around blended learning, self-directed learning and teacher 

professional development. From the extensive literature review the authors then had to be 

selective in terms of specific literature in order to answer the posed research question.  

 

The aim of this article was to fill a gap in the scholarly discourse by focusing on teacher 

professional development – an area currently under-researched in South Africa.  A professional 

development model strongly aligned with Picciano’s (2009) multimodal model was proposed and 

firmly placed within the enriched virtual model of Staker and Horn (2012), focusing primarily on 

fostering the skills of self-directed learners and on participants improving their pedagogical 

knowledge, in contrast to the more traditional teacher professional development models focusing 

on content knowledge.  Should this model be implemented in practice, it is hoped that participants 
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would improve their pedagogical and technical knowledge of digital media while simultaneously 

improving their self-directed learning skills and being able to assist their own learners in doing the 

same. 

 

Chapters 2 and 3 provided a discussion of the SDL and BL, which were proposed to serve as a 

theoretical basis for a professional development programme for teachers of German SAL in South 

Africa. The subsequent Chapters will be marked by a distinct shift in focus towards the practical 

implementation of the theory. In Chapter 4, the exact professional needs of the teachers of 

German SAL will be established, where after the instructional design of the professional 

development programme will be discussed in Chapter 5. In Chapter 6, the implementation and 

evaluation of said programme will be presented. 
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CHAPTER 4  PROFESSIONAL DEVELOPMENT NEEDS OF TEACHERS 

OF GERMAN SECOND ADDITIONAL LANGUAGE IN SOUTH AFRICA  

4.1 Abstract 

While various studies have been undertaken on the teaching and learning of German in South 

Africa, this article aims to fill a research gap by conducting a thorough analysis of the professional 

development needs of teachers of German Second Additional Language (SAL) in South Africa. 

The mixed-method investigation that was used involved interviews with experts in the field as well 

as a questionnaire administered to teachers of German. Results of the research indicated that 

while these teachers do receive support from German institutions, there is a lack of support 

focused specifically on the situation of these teachers in South Africa. Various sources were 

consulted and triangulated to formulate recommendations as to what a professional development 

programme, based on the needs of German SAL teachers in South Africa, should entail. 

4.2 Keywords 

Expectations of teachers, German SAL, teacher professional development, needs 
analysis, teaching and learning, teaching situations. 

 
Keywords 

 
Erwartungen, German SAL, Lehrerfort- und -weiterbildung, Bedarfsanalyse, Erwartungen, 
Lehren und Lernen, Lehrvorraussetzungen. 

4.3 Introduction 

This article explores the needs of teachers of German Second Additional Language (SAL) in the 

context of teacher development, and as such, should be regarded within the context of a number 

of studies on the teaching and learning of German in South Africa that have been conducted in 

the past. (Annas, 2016:9; Augart, 2012; Mbohwa-Pagels & Rode, 2014; Von Maltzan, 2009; 

Weber, 2018) In an attempt to gain an overview of the teaching and learning of German, as well 

as the challenges that teachers of German face in South Africa, the Goethe- Institut Johannesburg 

conducted a nation-wide survey amongst teachers of German in South Africa in 2013. (Mbohwa-

Pagels & Rode, 2014) Similarly, Annas (2016) investigated the development of German as a 

subject at South African universities since 2003, while Laurien (2006) described the subject 

German at South African universities in post-Apartheid South Africa, and von Maltzan (2009) 

examined South African language politics and the role German plays as a foreign language in 

South Africa. However, the above-mentioned studies were of a descriptive nature, focusing mainly 
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on German as a foreign language at universities, and German in South African society in general, 

or merely describing German SAL in the schooling sector. More recently, Wittmann and Olivier 

(2019) proposed professional development opportunities to foster the self-directed learning of 

German SAL teachers in South Africa, but this study was of a theoretical nature. Therefore, there 

has thus far been no recent comprehensive research conducted on teachers of German SAL in 

South Africa and their professional development needs.14 This article15 seeks to remedy the 

situation by presenting a comprehensive analysis of the professional development needs of 

German SAL teachers in South Africa, not only by taking into account both relevant policies 

published by the Department of Basic Education and recent developments in teacher professional 

development activities worldwide, but also by giving teachers a voice in expressing their own 

perceived professional development needs. 

4.4 Research design 

When seeking to determine the professional development needs of German SAL teachers in 

South Africa, it is important to conduct a thorough needs analysis. West (1994) traces the concept 

of needs analysis in language teaching back to the 1920s in India, where it referred not only to 

what learners would be required to do with the foreign language in a target situation, but also to 

how the target language might best be mastered. Since then, needs analyses have developed 

significantly to become empirical processes whereby necessary information is accumulated and 

analysed (Hong 2019) in order to draw conclusions for the curriculum development of foreign 

language teaching. (Brown, 2009; Funk, 2010; Long, 2015) Research on needs analyses and 

definitions, and approaches to needs analyses in German as a Foreign Language (Deutsch als 

Fremdsprache / DaF) are still largely based on ESP (English for Specific Purposes) and English 

literature. (Hong, 2019) However, even though research involving needs analyses in ESP and 

English literature has been published, little attention has been paid to needs analysis theories and 

approaches. (Long, 2005b; Serafini et al., 2015) Similarly, with regard to German as a Foreign 

Language, research involving needs analyses tends to be an account of the results yielded by 

the analysis, with little regard paid to theory development and the approach itself. (Hong, 2019) 

This article, therefore, seeks to present a detailed analysis of the needs of German SAL teachers 

 

14 The nature of university training falls outside of the focus of this article and the wider project. Some 
of the recommendations made from the study will have implications for university training, but the 
focus here has been deliberately on teacher professional development as a specific need exists in 
this regard. 
15 This article is part of PhD research focussing on the professional teacher development of German 
SAL teachers in South Africa. (cf. Wittmann & Olivier 2019) 
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in South Africa underlined by a solid theoretical foundation, thereby addressing a shortcoming in 

existing research.  

Apart from the fact that in research in this field, little attention has been paid to the theory of needs 

analyses, Long (2005a) also criticises the fact that in many foreign and second language settings, 

needs analyses are conducted in the form of semi-structured interviews or questionnaires, to be 

completed by learners. While he concedes that learners wish to be consulted and are often well-

informed (Long, 2005a), he questions the sufficiency of learners as the sole source of information 

for a needs analysis and suggests that information rather be collected from five different sources: 

“Published and unpublished literature, learners, teachers and applied linguists, domain experts 

and triangulated sources” (Long, 2005a: p. 25). An effective needs analysis should, therefore, 

draw on multiple sources within and outside of the field of German SAL teaching, and a variety of 

quantitative and qualitative methods, to determine course content. (Serafini et al., 2015) 

This article will follow the recommendations mentioned above by Serafini et al. (2015) in an 

attempt to identify the professional development needs of German SAL teachers in South Africa, 

a variety of knowledge sources were consulted, using a combination of methods. However, as 

this article is framed around professional development programmes for teachers, the latter will 

take on the role of learners as the participants in Long’s model, while teachers and applied 

linguists will be assumed to include information-rich participants and teacher professional 

development experts. Relevant scientific research in this field will also be included.  

4.4.1 Published and unpublished literature: scholarly research 

Similar to needs analyses, empirical research on second and foreign language teacher education 

and professional development has been conducted predominantly by researchers in the field of 

TEFL (Teaching English as a Foreign Language). (Singh & Richards, 2006) However, as is the 

case with research on needs analyses, Legutke and Schart (2016) bemoan the fact that the 

discourse is still dominated by research on TEFL and that little work exists concerning the 

professionalisation of German as a Foreign Language. However, training for teachers of German 

as a Foreign Language seems to follow a trend set by Freeman and Johnson (1998), who argued 

that in second and foreign language teacher education, there should be a shift from the 

transmission view (where the teacher is seen to be a bridge between the learner and the subject 

matter) towards a comprehensive model based on three domains. These are represented by the 

“teacher-learner”, the “Social Context: Schools and Schooling”, and “The Pedagogical Process: 

Language Teaching and Learning”. (Freeman & Johnson, 1998, pp. 407-409) Legutke and Schart 

(2016, p. 18) expand on Freeman and Johnson’s model by proposing closely interwoven 
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dimensions: “Sprache und Kultur” (language and culture), “Lehren und Lernen” (teaching and 

learning), “Identität und Rolle” (identity and role), and “Kooperation und Entwicklung” (cooperation 

and development), all of which are strongly influenced by the local context and institutional 

conditions. Freeman and Johnson (1998) and Legutke and Schart (2016) call for a teacher 

training concept that does not focus on the mere transmission of knowledge, but rather on 

teachers and the contexts in which they operate. 

 

In the training and professional development of teachers of German, an international trend 

towards this more reflective, practice-based approach can be detected (Abendroth-Timmer, 2011; 

Benitt, 2019; Puljić, 2010). A number of studies on professional development for teachers of 

German as a Foreign Language16 have been conducted, of which only a few cursory examples 

will be mentioned. Enns (1996) reports on a new teacher professional development programme 

in Canada that has been modelled around Canadian German teachers’ need for a development 

model that offers more support to teachers than previous models, while simultaneously requiring 

fewer resources. The programme also takes into account the relative isolation of Canadian 

German teachers due to long distances between schools, under the heading “Hilfe zur 

Selbsthilfe.”17 This model focuses strongly on a paradigm shift in Canadian German teachers’ 

conferences from a transmission model with isolated events towards an interaction model with 

continual learning processes (Enns, 1996). Similarly, Esteve (2011, p. 100) gives an account of 

developments in the teacher training methodology in Spain, known as “Learning from practice”, 

which is based on exploratory practice and reflective teaching. Furthermore, Dos Santos et al. 

(2019) give insights into a teacher training programme in Brazil, in which participants use the 

principles of action-research to reflect on their own teaching. A recent study in Japan by Schart 

and Ohta (2018) follows the same trend by emphasising the participation of teachers, their views 

of their profession and themselves, as well as their working conditions, and using these aspects 

as a basis for in-service training. 

 

 

16 In this study, the term “German as a Foreign Language” applies to the general teaching of this 
discipline worldwide. “German Second Additional Language” (SAL) refers to the school subject as it 
exists in South Africa. 
17 Authors’ own translation: “Assistance for self-assistance”. 
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4.4.2 Published and unpublished literature: Expectations of German SAL teachers 

regarding professional development 

In the public and private sector, most employers maintain detailed job descriptions for their 

employees. These job descriptions usually take the form of lists of tasks that a job entails, 

sometimes accompanied by minimum performance standards (Long, 2005a). A similar practice 

applies to teachers of German SAL in South Africa, whose minimum performance standards are 

regulated by South African legislation and policies.  

The Constitution of the Republic of South Africa (1996), in Section 6(5)(b)(i), calls for the 

establishment of a Pan South African Language Board to promote and ensure respect for “all 

languages commonly used by communities in South Africa, including German, Greek, Gujarati, 

Hindi, Portuguese, Tamil, Telegu and Urdu”. Therefore, even though German is not one of South 

Africa’s official languages, it is protected by the Constitution. In the South African schooling 

system, the subject German Second Additional Language is currently regulated by the Language 

in Education Policy (Department of Basic Education (DBE), 1997, p. 1) as a Second Additional 

Language (SAL). The Second Additional Language level is defined in the Curriculum and 

Assessment Policy Statement (CAPS) of 2011. While theoretically allowing for SALs to be taught 

from Grade 4,  

 

[s]chools offering an optional language or at least Second Additional Language level may 

do so [only] if they can make an arrangement for the allocation of additional time to the 

allocated 27.5 hours (DBE, 2011b, p.8),  

 

The CAPS (DBE, 2011b, p. 7) further instructs that  

[t]he allocated time per week may be utilised only for the minimum required NCS18 

subjects as specified above, and may not be used for any additional subjects added to the 

list of minimum subjects. Should a learner wish to offer [sic] additional subjects, additional 

time must be allocated for the offering of these subjects.”19  

 

In practice, this translates to teachers having to offer SAL outside of regular school hours. 

Therefore, teaching SAL presents a considerable challenge for teachers, due not only to the time 

 

18 National Curriculum Statement. 
19 In the reading of this excerpt, the interpretation of Mbohwa-Pagels and Rode (2014) will be 
followed. It will be assumed that schools are allowed to offer additional subjects outside regular 
school hours only.  
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constraints, but also to the fact that the content and assessment requirements provided in the 

CAPS (DBE, 2011b) for all SALs have been conceptualised for English, allowing this language to 

shape curricula for all other languages (Murray, 2013). As South African pupils are often exposed 

to English in their natural environment, it seems like a daunting task for teachers of other SALs 

to have to cover the same content as is covered in English, but then in languages that learners 

are not exposed to outside of the classroom.  

In its National Curriculum Statement Grades 10 – 12 (General) Languages German Second 

Additional Language, the Department of Education describes the kind of teacher that is envisaged 

(DoE, 2003, p. 5):  

All teachers and other educators are key contributors to the transformation of education 

in South Africa. The National Curriculum Statement Grades 10–12 (General) visualises 

teachers who are qualified, competent, dedicated and caring. They will be able to fulfil the 

various roles outlined in the Norms and Standards for Educators. These include being 

mediators of learning, interpreters and designers of Learning Programmes and materials, 

leaders, administrators and managers, scholars, researchers and lifelong learners, 

community members, citizens and pastors, assessors, and subject specialists. 

When reading the above description of the ‘ideal’ German SAL teacher, it becomes clear how 

much emphasis the Department of Education puts on life-long learning. This emphasis is repeated 

in the same statement’s description of the ideal learner (DoE, 2003, p.5): 

In addition to the above, learners emerging from the Further Education and Training band 

must: 

• have access to, and succeed in, lifelong education and training of good quality; 

• demonstrate an ability to think logically and analytically, as well as holistically and 

laterally; and 

• be able to transfer skills from familiar to unfamiliar situations. 

As is the case with other school subjects, professional development for teachers of German 

Second Additional Language is managed by the South African Council for Educators (SACE), 

which received this mandate in the National Policy Framework for Teacher Education and 

Development in South Africa (NPFTED) (DoE, 2006, p. 16): 

[…] the South African Council for Educators (SACE), as a statutory body for professional 

educators will have overall responsibility for the implementation, management and quality 
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assurance of the CPTD system. SACE will be provided with the necessary resources and 

support to undertake that role. 

The SACE, in turn, reiterates on its webpage the requirement for teachers to remain lifelong 

learners: 

An educator: 

[…]  

3. keeps abreast of educational trends and developments; 

4. promotes the ongoing development of teaching as a profession; 

5. accepts that he or she has a professional obligation towards the education and 

induction into the profession of new members of the teaching profession.  […] 

(SACE, 2019) 

In its Continuing Professional Teacher Development (CPTD) Management Handbook for 

teachers, principals and school management teams, district coordinating committees, provincial 

coordinating committees, professional development providers, and others who support continuing 

professional teacher development (SACE, 2013, p.4), the SACE once again reiterates the need 

for teachers to remain life-long learners. Furthermore, it states that teachers are required to gain 

150 points in their Personal Professional Development Points Account (PPDPA) in a three-year 

cycle by means of a combination of activities: Type 1 Activities (initiated by the teacher), Type 2 

Activities (initiated by the school) and Type 3 Activities (initiated externally) (SACE, 2013, p.9). 

However, little information is provided on the specific skills teachers are expected to gain and the 

activities they are expected to participate in. 

4.4.3 Research methodology 

In order to collect information scientifically and ethically, this research followed a survey design 

(Kothari 2004) with two groups of participants. Initially, three e-mail interviews with information-

rich participants were conducted. Based on these interviews, a questionnaire including both 

closed and open-ended questions was set up in consultation with the Statistical Consultation 

Service at North-West University (NWU) and approved by the NWU Faculty of Education 

Research Ethics Committee. This questionnaire was distributed to German SAL teachers in South 

Africa. The two participant groups and the research results will be discussed separately, with the 

research findings to be compared and triangulated towards the end of this article. 
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4.4.3.1 Sampling 

Three participants were selected by means of purposeful sampling on the grounds that they were 

“especially knowledgeable about or experienced with a phenomenon of interest” (Palinkas et al., 

2015, p. 534). Due to the researcher’s prolonged engagement with and familiarity in the field, it 

was possible to identify three particularly knowledgeable and influential interviewees, as was 

deemed acceptable in terms of the requirements set by Shenton (2004, p. 65). 

While this study is based on Long’s (2005b) work on needs analysis, it has to be considered that 

his work is focused on language acquisition, while this study focuses on teacher development. 

Therefore, teachers in Long’s context are here conceived as participants, rather than teachers. 

4.4.3.2 Data Collection 

Responses from the e-mail interviews were coded inductively by the researcher herself. Three 

senior academics confirmed the accuracy of the codes. 

 

The first interviewee was a former Curriculum Advisor from a South African Provincial 

Department, who also had been involved in teacher training, while the second was a former 

university lecturer, who shared insights into the development of teacher training at universities in 

the country. In addition, an experienced teacher at a highly-ranked school, who is well known in 

the field of German SAL, holds various high-ranking board positions and has vast teaching and 

teacher training expertise, provided a perspective on German SAL teaching in South Africa, and 

the challenges it poses to teachers. 

4.4.3.3 Data Analysis 

The analysis focused on the experiences of the information-rich participants in relation to German 

SAL teacher development, as well as German SAL teaching in South Africa. All qualitative data 

was analysed by inductive coding (Corbin & Strauss, 2014). As the amount of data gathered was 

fairly limited, coding was done manually. Initial coding, which refers to the separation of data into 

smaller parts and the close examination and comparison thereof (Corbin & Strauss, 2014), was 

undertaken. To ensure trustworthiness of the data analysis, the researcher was assisted by 

additional coders (Turner & Daniel, 2010, p. 759), and “thick descriptions” (Merriam, 1985, p. 206) 

were employed. 
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In the coding, seven themes emerged, and these were subsequently labelled as “Support”, 

“Threats”, “Teachers”, “Trends and development”, “Respondents’ personal opinions”, 

“Professional experience” and “Opportunities for the learners.” The first four themes were 

identified as being the most relevant to the need analysis itself and will be described in more detail 

below. 

 

All interviewees stated clearly that the main support received by German SAL teachers in South 

Africa is from the Goethe-Institut, in the form of teaching and learning material or professional 

development opportunities. Interviewee 1 saw the Goethe-Institut as the only opportunity for 

teacher professional development:  

 

Other than the opportunities provided by the Goethe-Institute, there is no other in-service 

training for German teachers. We do not even have subject advisors to support us – all 

other subjects have. [1: 64-65]  

 

While Interviewees 2 and 3 agreed that the Goethe-Institut plays a major role in teachers’ 

professional development, they also mentioned other institutions such as the Central Agency for 

German Schools Abroad (Zentralstelle fürs Ausslandsschulwesen / ZfA)20[2: 27], the German 

Academic Exchange Service (Deutscher Akademischer Austaschdienst / DAAD) [3: 21] and 

German departments at universities. [2: 29–31] Whilst not designating it in those terms, 

Interviewee 2 agreed with Wittmann and Olivier (2019, p. 133) on the importance of self-directed 

learning for German SAL teachers and stressed the importance of teachers taking responsibility 

for their own learning:  

 

But they [the teachers] must also be made aware that they simply have to switch to 

German on their smart phones to begin with and secondly that they have German 

podcasts to pick and choose at their disposal in order to keep up with the language and 

the “Landeskunde.” They must realise that they can simply download an app such as 

“Simple Radio” onto their smart phones in order to listen to German radio broadcasts 24 

hours a day and that telephone conversations via Skype and WhatsApp cost next to 

 

20 Note by researcher: While the ZFA does offer training opportunities and bursaries, these are strictly 
limited to schools within its network. 
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nothing. (For those who can afford it – DEUKOM brings German television into your living 

room. And then there is such a thing as Netflix and streaming!) [2: 60– 69]21 

 

The main threats that were identified as facing German SAL teachers and teaching could be 

classified according to several themes. One of these, namely “time constraints / teaching load,” 

was already identified as a threat to German SAL in South Africa by Mbohwa-Pagels and Rode 

(2014, p. 16). Other themes were “lack of subject advisors,” “lack of in-service training 

opportunities,” “cost of professional development opportunities” and “isolation / distance between 

schools.” The attitude of the headmaster and/or school governing body was seen as both a 

potential threat and a source of support, as Interviewee 1 states:  

 

Unfortunately the schools that still offer German as a subject are mostly those schools 

where headmasters and government bodies are well-informed about the global and 

academic opportunities that a foreign language offers. If a headmaster does not believe 

in this cause, the subject is doomed. [1:53-55]  

 

Interviewee 2 agreed, saying that:  

 

In those cases where a highly skilled and motivated teacher is teaching German SAL this 

subject is on a sound footing, provided that she / he has the full support of the headmaster. 

[2:21-23]  

 

Interviewee 3 concurred, but elaborated by mentioning the importance of parents:  

 

In my opinion these are schools, where both management and parents are interested in 

the promotion of foreign languages, as these contribute to a broader general knowledge 

and they are convinced that these offer their children better chances of future 

employment”. [3:3-7] 

 

Regarding the role of teachers themselves, interviewees stressed the importance of teachers 

showing initiative regarding their teaching and learning. While this might put an additional strain 

on teachers, who are already overwhelmed by their workloads, it would be achievable for self-

 

2121 Quotes from participants do not appear in the bibliography, as all data was coded anonymously. 
However, quotes are referenced in the text as [Number assigned to participant: Lines in participant’s 
answer]. 
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directed life-long learners (Merriam, 2001), which the Department of Basic Education (DoE, 2003) 

expects teachers to be (Wittmann & Olivier 2019). 

 

The interviewees were furthermore concerned about teachers’ lack of knowledge regarding digital 

media, their language skills, and the fact that many are of an older age, which Mbohwa-Pagels 

and Rode (2014) already remarked upon in 2014. However, the information-rich participants also 

commented on teachers' attributes and personality traits, and mentioned their high motivation 

levels. Interviewee 2 said,  

 

However, the teachers of German SAL still remaining in South Africa are generally highly 

motivated and display far better linguistic skills in German than the teachers of yesteryear. 

I get the impression that they enjoy teaching German in spite of all the bureaucracy 

imposed upon them. They are special!” [2:58-53]  

 

These motivation levels are corroborated by Mbohwa-Pagels and Rode (2014). 

 

While the positive feeling towards German SAL teachers seems to be a trend in the interviews, 

interviewees were concerned about trends like dwindling learner numbers, the closing of German 

departments at secondary and tertiary levels, and the financial situations of schools, as well as 

the apparently doubtful future of the teaching of German in South Africa. The support of the 

headmaster/headmistress was seen as crucial in regard to the future of the subject at a school. 

4.4.4 German SAL Teachers 

Once the data collected from the information-rich participants was analysed, the data gathered 

during these interviews was used to develop a basic non-standardised profiling questionnaire, 

which will be elaborated on in the following section. Whereas Long (2005b) refers to “learners,” 

in this case, German SAL teachers take on the role of participants in the professional development 

programme. 

4.4.4.1 Sampling 

Based on the qualitative data gathered in the interviews with information-rich participants, a basic 

non-standardised profiling questionnaire was set up and approved by the NWU Faculty of 

Education Research Ethics Committee. After permission to conduct the research at schools within 

the different provinces had been obtained from the relevant provincial departments, the 

questionnaire was sent to headmasters with a request for permission to send these 
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questionnaires to their teachers. The questionnaire was sent to all German SAL teachers in South 

Africa whose headmasters had granted such permission, although only those German SAL 

teachers (N=14) who had given full informed consent completed the questionnaires. As not all 

German SAL teachers were assumed to have the appropriate technology for submission via 

Google Forms, special provision was made to distribute the questionnaire through postal services 

as well. However, teachers did not express a need for this avenue of communication. German 

SAL teachers working at private German schools funded by the German Government (Deutsche 

Auslandsschulen) were excluded, as these schools operate under different circumstances to 

schools not funded by the German Government.  

4.4.4.2 Data collection 

The content and nature of the open and closed questions in the questionnaire ranged from 

questions that were asked merely to provide an overview of the German SAL teacher population 

(age, qualification) to more open-ended questions which were determined by the interviews with 

the information-rich participants. Questions in the questionnaire were formulated so as to gather 

comprehensive data on: 

 

• Where and how German is taught in South African schools, and under what conditions; 

• The language profiles of South African German teachers, as well as the level of education 

of these teachers and the technology available to them; 

• Developmental needs as perceived by the German SAL teachers. 

 

Based on the collected data, German SAL teachers were profiled according to their educational 

background, their home language, their teaching environment and their access to and knowledge 

about technology. 

4.4.4.3 Data analysis 

Participants ranged in age from 25 to 65 years, with nine teachers reporting to be older than 40 

years, while five teachers reported that they were younger than 40. Only 15.4% of the teachers 

spoke German as a first language, while the biggest group comprised first language speakers of 

Afrikaans (76.9%). Similarly, Afrikaans was reported to be spoken by 84.6% of the learners taught 

by these teachers. All teachers stated that they were teaching at a high school. While all teachers 

had at least a bachelor’s degree, the highest qualification was a master’s degree. Two teachers 

reported that they had no teaching qualification. While overall teaching experience ranged from 0 

to 42 years, German SAL teaching experience ranged from 0 to 37 years. Teachers reported 
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either that they received no additional funding and resources from any institution, or that they 

received support from the Goethe-Institut Johannesburg if they were PASCH-schools,22 or from 

the ZfA23 if they were DSD-schools24. Twelve of the fourteen teachers reported that they had been 

able to attend training opportunities in German-speaking countries (Germany, Austria, 

Switzerland or Liechtenstein) in the last five years. 

 

Only one teacher reported that additional teaching materials were not readily available, while 

nine teachers stated that these were readily available. However, participants commented on 

the suitability of the material, or on their insecurities with regard to selecting appropriate material 

and content:25  

 

Finding resources + not knowing what to teach Scaffolding in grade 8. The book that I 

am using expects learners to construct sentences / responses without giving them the 

tools to do so. [3:9]  

 

Eleven teachers reported that it was possible to use digital media in their classrooms. However, 

only three teachers reported that they confidently used digital media in their classrooms.  

 

The greatest needs for functioning optimally as teachers were identified to be teaching 

materials, time, own classrooms, digital know-how, guidelines on what and how to teach, and 

contact with other teachers. One respondent, for example, reported:  

 

I would like each learner to have a textbook but it is to (sic) expensive for them. Because 

the subject has so few learners, the school does not supply German textbooks. The 

 

22 PASCH refers to “Schools: Partners for the Future” and is an initiative coordinated by the Federal 
Foreign Office and implemented in cooperation with the Central Agency for Schools Abroad (ZfA), 
the Goethe-Institut, the German Academic Exchange Service and the Educational Exchange Service 
of the Standing Conference of the Ministers of Education and Cultural Affairs of the Länder in the 
Federal Republic of Germany. This initiative creates a network of schools with particular ties to 
Germany. PASCH schools receive additional funding, bursaries for teachers and exchange 
opportunities for learners.  
23 The Zentralstelle für Auslandschulwesen is an agency in the Federal Republic of Germany tasked 
with overseeing German teachers at German schools worldwide 
24 DSD –schools receive special support from the ZfA, but it is expected of them to conduct a certain 
number of DSD (Deutsches Sprachdiplom) examinations yearly. 
25 All responses given by participants in Google forms were directly quoted in this article without any 
language editing 
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fact that we do not have a specific curriculum for German is sometimes frustrating when 

you don’t have specific outcomes and dates like other subjects. [6:8]  

 

Another respondent mentioned:  

 

Clearer guidelines on what I expected to teach / what can be expected of the learners 

in each grade. Good + clear grammar resources with explanations that make sense to 

SAL learners / relate it to their home language. [3:8] 

 

In describing their challenges, teachers again reported a lack of time and funds.  

 

Although the schools recognice (sic) German as a SAL, I have to do everything after 

school and need to “find” learners to learn the subject. The interested learners are often 

the all-rounders and it is very difficult to have a timetable that suits everyone. Money is 

often a problem. Schoolfees [sic] are high and to pay for additional for an extra subject 

(German language), for many impossible. [2:9]  

 

A lack of support from their schools or respective education departments was furthermore 

mentioned. 

 

Obtaining prescribed material, the fact that the […] education department doesn’t 

always understand how assessment is done by the IEB. [4: 9] 

 

The uncertainty of what we have to do exactly in grade 10 and 11. Each school do as 

they wish. In the end it is only grade 12 that matters. In grade 12 there is still a lot of 

discrepancies between what the IEB and the [Department of Education] wants in 

connection with mark sheets. [6:9] 

 

When participants were asked to describe their biggest developmental need, the most pressing 

concern seemed to be knowing how to keep up to date with recent developments in teaching 

and learning, and incorporating history, music and new trends into teaching. Methodology and 

the selection of learning material were also mentioned: “The textbooks are good, but move to 

fast [sic]. There are not enough reading and listening exercises and grammar exercises…and 

grammar notes and vocabulary lists.” [10:8]  
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On the other hand, one participant did mention the opportunities available, but made it clear 

that it was up to teachers themselves to make use of them: 

 

I don’t have a specific need regarding development because we get such a lot of 

opportunities from the Goethe Institut to develop ourselves. If you go to these 

workshops you develop yourself each time. [6:10] 

 

In this case, the amount of emphasis the participant placed on the responsibility of “self” to 

develop himself or herself seems remarkable. Life-long self-directed learning did seem to be a 

matter of interest, as one teacher described his/her biggest need as being: “to know what is 

happening in the field of second language teaching––new text books, interesting websites, 

etc.” [4:10]. Another participant expanded on this need in the sense of wanting to be able to 

pass it on to his or her learners “[s]kills in getting the kids to work more on their own.” [11:10] 

4.4.5 Existing teacher development programmes 

As has been mentioned, the main contributor to the professional development of German SAL 

teachers is the Goethe-Institut Johannesburg. The Institute organises and funds one three-day 

National German Teacher’s Conference (Nationale Deutschlehrertagung [NDLT]) every two 

years, which alternates with one one-day teachers’ professional development training in the Free 

State, Gauteng, Western Cape and KwaZulu-Natal provinces in those years that the NDLT does 

not take place. These professional development opportunities are not aimed specifically at 

German SAL teachers in high schools, however, but have a general approach in an endeavour 

to include German educators from primary school level up to university level. 

 

Should a teacher wish to follow a more comprehensive professional development model, he or 

she has the opportunity to take up an offer from the Goethe-Institut. The most influential recent 

teacher development programme, which is employed by Goethe-Institutes worldwide, is known 

as Deutsch Lehren Lernen (Learning the Teaching of German), or DLL (Legutke & Rotberg 2018, 

p. 606). The programme comprises six basic modules, each of which is an independent unit that 

could be presented either in a blended learning environment or fully online (Legutke & Rotberg, 

2018, p. 606). The first of these modules is Lehrkompetenz und Unterrichtsgestaltung.26 (Schart 

& Legutke, 2012) The second module is Wie lernt man die Fremdsprache Deutsch? (Ballweg et 

 

26 Teaching Skills and Planning Lessons. 
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al., 2013),27 which is followed by Deutsch als fremde Sprache28 (Barkowski et al., 2014), 

Aufgaben, Übungen, Interaktion29 (Funk et al., 2014), Lernmaterialien und Medien30 (Rösler & 

Würffel, 2014), and finally Curriculare Vorgaben und Unterrichtsplanung.31 (Ende et al., 2013) 

While these six modules form the foundation of DLL, further modules are continually being 

developed.  

 

The DLL units are based on the quality criteria for professional development programmes for 

foreign language teachers as laid down by Legutke (2010): 

 

• Teacher professional development activities should not be planned around scientific and 

didactical theories, but rather concrete teaching requirements. 

• Teacher development activities should create conditions which encourage teachers to 

bring their views and experiences into the developmental activity discourse, as these are 

to be developed and strengthened. 

• Teacher development activities must provide new learning experiences for the 

participants. 

• Participants must be able to study the learning processes of other colleagues and be able 

to analyse them with the necessary documentation. 

• Reflective experiential learning must be developed. 

• Participants must have the opportunity to view the known from a new perspective, without 

discrediting their current practice. 

• Participants must be able to use their own experiences to gain access to didactical or 

scientific knowledge. 

• Teacher development activities should always be in the target language, as they can also 

act as language training opportunities. 

 

The units were developed, moreover, to be directly related to participants’ own teaching, to 

encourage cooperative dialogical learning, to be based on reflective experiential learning, to have 

solid theoretical and didactical foundations, to be certifiable, and to generate a database for 

 

27 How is German Learned as a Foreign Language? 
28 German as a Foreign Language. 
29 Assignments, Exercises and Interactions. 
30 Learning Materials and Media. 
31 Curriculum Standards and Lesson Planning. 
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teachers to which they have access after completion of the module (Legutke & Rotberg, 2018, p. 

610-611). 

 

In spite of what DLL offers to German SAL teachers, the programme remains unattainable to most 

teachers. This is partly due to the fact that the Goethe-Institut Johannesburg runs only two of the 

six modules per year in their blended learning programme. Sixteen teachers representing the 

whole of Sub-Saharan Africa receive bursaries to participate in the programme, significantly 

limiting South African teachers’ chances for participation. Furthermore, should a teacher receive 

a bursary, the six modules take three years to complete, and the Goethe-Institute requires that 

teachers should allow for about eight hours per week for a period of ten weeks, to complete a 

module. As both information-rich participants and teachers reported in their questionnaire 

responses that they had a severe lack of time, the completion of this programme seems 

unattainable for the broader German SAL teacher population. This is aggravated by the fact that 

German SAL teachers in South Africa receive no recognition for the completion of this 

programme, which is recognised by the Jena University in Germany as the basis of a master’s 

programme. 

4.5 Results 

From the literature and the policies reviewed, it seems as if teachers are expected to be life-long 

learners, and that a trend towards reflective, experience-based learning exists. This is further 

mirrored in the content of DLL, the current global market leader in the professional development 

of German teachers (Legutke & Rotberg, 2018, p. 611). This was reflected in the responses of 

teachers in the questionnaires, with all but one of the 14 participants stating a desire to extend 

their knowledge and to keep up with trends in German teaching. The one teacher who expressed 

no such interest motivated this answer by stating that he or she was semi-retired and only wanted 

to finish the current year of teaching. From the responses of the teachers, it became clear that 

they perceived it as necessary to learn how to distinguish more clearly between suitable and 

unsuitable material, and that they wanted to learn how to assist their learners to work more 

independently. 

Information-rich participants and teachers alike seemed to agree that German SAL teachers are 

greatly supported by the Goethe-Institut Johannesburg and the ZfA, but that little support exists 

from South African partners. Teachers have access to additional teaching material as well as 

digital media, but are unsure of how to use the material at their disposal efficiently. As enough 

additional teaching material seems to be available, and as most teachers report having completed 
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development opportunities in German-speaking countries during the previous five years, the 

biggest need of teachers seems to relate to the ability to adapt the material to their own needs, 

to strategize and plan their own teaching and learning, and to use digital media with more 

confidence. 

While a programme is available that would address these needs, due to a variety of reasons this 

programme remains inaccessible to the majority of the teaching population. Therefore, teachers 

have no choice but to take responsibility for their own learning, as was suggested by an 

information-rich participant. Fostering the self-directed learning of German SAL teachers might 

assist them in reaching their learning goals (cf. Wittmann & Olivier, 2019). 

4.6 Conclusion 

In this study, the policy outlining German SAL teacher development expectations, relevant 

scholarly research, and information collected from both information-rich participants and 

practising German SAL teachers were collated in an endeavour to construct a thorough needs 

analysis. 

 

Based on the needs analysis, it became clear that the most pressing professional development 

needs were the following: 

• knowing what to teach at which grade level (clear learning outcomes are given only for 

matric); 

• knowing how to identify suitable teaching material; 

• being able to adapt partly suitable material; 

• being able to generate own teaching material; 

• keeping up to date regarding teaching approaches and material used in class; and 

• more cooperation between teachers, to reduce the feeling of isolation experienced by 

them. 

Given the fact that teachers reported a lack of time to prepare for classes (but also to further their 

own learning) as one of their main constraints, a teacher development programme such as DLL 

(Deutsch Lehren Lernen), which currently is regarded internationally as the market leader in 

professional development programmes for German Foreign Language (the term SAL is used only 

in South Africa), is not fully suited to the needs of German SAL teachers. This can be ascribed to 
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participants in the programme being advised to set aside eight hours per week for a total of 10 

weeks, in addition to the necessary reading time, in order to complete one module. 

For these reasons, a teacher development programme for South African German SAL would have 

to be brief, cooperative in nature and leave sufficient room for a heterogeneous group of teachers 

to work on fulfilling their own learning outcomes. An efficient professional development 

programme for German SAL teachers would not only have to encourage reflection and life-long 

learning, but would also have to be strongly adapted to both the real needs and the working and 

learning environments of these teachers. This could be achieved through a strong focus on 

fostering the characteristics of self-directed learners in German SAL teachers by developing a 

programme that accommodates the heterogeneity of the population, that is strongly 

individualised, but that still assists teachers to overcome their isolation through the 

encouragement of cooperative learning. 

Abovementioned needs, as well as the theoretical considerations regarding SDL served as the 

basis towards the design of a professional development programme, which would be suited to 

the specific context and needs of teachers of German SAL in South Africa. Chapter 5 will present 

the practical and theoretical considerations in the instructional design of said professional 

development programme. 
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4.9 Addendum A: Questionnaire 

1. Please complete the table. 

Email address  

Cell phone number  

Age  

Province  

First Language  

Other languages spoken by you and 

language Level 

(Beginner/Intermediate/Advanced) 

 

Highest qualifications  

Do you teach at a primary school or high 

school? 

 

Teaching experience (years)  

German Second Additional Language 

(SAL) teaching experience (years) 

 

Number of learners learning German Grade 8  

Grade 9  
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Grade 10  

Grade 11  

Grade 12  

First language(s) of learners  

Other subjects taught by you  

Extramural activities offered by you  

Number of other German SAL teachers 

within a 100km radius 

 

 

2. Do you receive any additional funding for your German SAL classes, either by the Goethe-

Institut Johannesburg or by another organisation? Please elaborate. 

 

 

3. Have you been able to attend any training opportunities in the German-speaking countries 

(Germany, Austria, Switzerland or Liechtenstein) within the last 5 years? If so, please elaborate. 

Yes No 
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4. Which textbook do you use in your class? 

 

 

5. Which other media and teaching material do you use in class? 

 

 

6. On a scale of 1 – 5 (one being the least likely and 5 being the most likely), please indicate the 

extent to which you would agree with the following statements. 

6.1 Additional teaching material for German SAL is readily available to me. 

1 2 3 4 5 

 

6.2 It is possible to use digital media in my classroom. 

1 2 3 4 5 

 

6.3 My learners have access to digital media outside the classroom. 

1 2 3 4 5 

 

6.4 I confidently use digital media in my classroom. 

1 2 3 4 5 
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6.5 I have experience with digital media in the classroom. 

1 2 3 4 5 

 

7. Do you have a degree or qualification in teaching? If yes, please provide details. 

Yes No 

 

 

8. To function optimally as a German SAL teacher, what would you view to be your biggest needs? 

 

 

9. In terms of teaching German SAL, what are the biggest of the other challenges that you face? 

 

 

10. What would you describe as your own biggest developmental need? Please explain your 

answer. 

 

 

 

11. Please explain how it came about that you started teaching German SAL at your school. 
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CHAPTER 5  COLLABORATIVE SELF-DIRECTED LEARNING FOR 
TEACHERS OF GERMAN SECOND ADDITIONAL LANGUAGE 
TEACHER PROFESSIONAL DEVELOPMENT IN SOUTH AFRICA: 
PUTTING THEORY INTO PRACTICE  

5.1 Abstract 

As part of a wider study on professional development for teachers of German Second Additional 

Language (SAL), this article integrates theories on self-directed and collaborative learning with 

principles of instructional design and gives an empirical overview of an evaluation of a created 

learning platform. The Four-Component Instructional Design (4C/ID) model is suggested as a 

suitable model for a professional development opportunity for teachers of German SAL. By 

combining the 4C/ID model with principles of self-directed learning and collaborative learning, a 

three-cycle cycle model is proposed for a professional development opportunity for teachers of 

German SAL in South Africa. An initial cycle was developed on the Moodle learning management 

system. Independent experts positively evaluated the initial cycle and judged it as highly relevant 

to teachers of German SAL due to its support for individual learning needs, the high level of 

collaboration between participants, and its reliance on participants’ own experiences. 

5.2 Keywords 

Collaborative learning, 4C/ID, German SAL, instructional design, self-directed learning, teacher 

professional development;  

5.3 Introduction 

In the South African context, teachers – in this case, specifically teachers of German Second 

Additional Language (SAL) – require continued professional development in order to meet the 

needs of an ever-changing educational landscape. Consequently, this article is part of the 

scholarship around the instructional design (Colpaert, 2014; Morrison et al., 2011; Seel et al., 

2017; Susilo et al., 2013; Van Merriënboer, 2020) for teacher professional development, with 

specific emphasis on self-directed learning (SDL) (Bolhuis, 2003; Knowles, 1975; Mentz & Bailey, 

2019; Merriam & Brockett, 2011; Van Zyl & Mentz, 2019) and cooperative learning (CL) (Davidson 

& Major, 2014; Johnson & Johnson, 2015; 2019; Mentz & Bailey, 2019; Van Zyl & Mentz, 2019).  

 

In this article, principles of SDL and CL as well as the results of a needs analysis are applied to 

principles of instructional design in order to provide a professional development concept as well 

as guidelines towards the actual instructional design of the suggested programme. The 
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preliminary content and guidelines will focus on fulfilling the needs of teachers of German SAL as 

mentioned above and discussed by Wittmann and Olivier (2020).  

 

This article forms part of a wider study that seeks to identify remedies for the lack of professional 

development support for teachers of German. It integrates theoretical research on SDL and CL – 

which are proposed as possible foundations for German SAL teachers' development programmes 

(Wittmann & Olivier 2019) – with the results of a needs analysis conducted among German SAL 

teachers and other stakeholders (Wittmann & Olivier, 2020). As part of the aforementioned 

ongoing study on the professional development needs of teachers of German SAL in South Africa, 

Wittmann and Olivier (2019) proposed the fostering of the characteristics of self-directed learners 

as a possible approach to designing a professional development programme. 

 

The article builds upon existing findings to suggest a model for a professional development 

programme for teachers of German SAL that focusses on fostering the characteristics of self-

directed learners. Recommendations are made for certain principles to be applied in an 

intervention, and expert opinions (in the form of qualitative data) are presented on the first cycle 

of the intervention which was developed in cooperation with teachers of German SAL. Due to the 

nature of SDL, as is explicated in this article, participants will have a strong influence on the 

content of the programme. At a later stage, a section of the proposed programme will be 

developed and tested by German SAL teachers in order to make extrapolations to be used as a 

basis for recommendations for a more comprehensive professional development programme. 

 

In the design and development of the programme, a strong methodological focus will be placed 

on online learning, which has enjoyed increasing popularity in recent years, giving rise to an 

increased need for well-trained, proficient online teachers (Moore-Adams et al., 2016). In 2020, 

this need has been exacerbated worldwide by the COVID-19 pandemic (Donitsa-Schmidt & 

Ramot, 2020; Kerres, 2020).  

 

Although there are several challenges inherent in online learning (Kim et al., 2014), it is argued 

that several intrinsic factors play a role in determining participant success. These include 

discipline (Allen & Seaman, 2005), emotional engagement and motivation (Özhan & Kocadere, 

2020), initiative and cognitive strategies (Schrum & Hong, 2002), and time-management and 

organisational skills (Song et al., 2004). These skills and factors overlap with attributes of self-

directed learners, as identified by Guglielmino (1978) in her Delphi survey of experts. 
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5.4 Theoretical/pedagogical principles 

5.4.1 Collaborative learning 

Learning in small groups is by no means a new idea, having already been mentioned in 1980 by 

Slavin (1991). Indeed, the concept can be traced as far back as the origins of social constructivism 

as proposed by Lev Vygotsky (Powell & Kalina, 2009). Vygotsky believed that knowledge is 

created in interaction with others (Vygotsky, 1978) and that meaning is constructed through social 

interaction. However, as Churcher et al. (2014) point out, a distinction needs to be made between 

knowledge creation and learning: while knowledge is created through the interaction with others 

and learning may take place in the process, learning remains an internal mechanism in the 

individual and is thereby experienced individually. Learning is therefore seen as a product of 

knowledge creation. As meaning is negotiated in groups, not only do individual learning processes 

take place but these also have an impact on group processes (John-Steiner & Mahn, 1996).  

 

Vygotsky (1978) (as quoted in Marsh & Ketterer, 2005, p. 2) proposed that learning takes place 

in the area in which intellectual development is in progress, or what he termed the Zone of 

Proximal Development (ZPD), while already learnt knowledge, or what he termed the Zone of 

Actual Development (ZAD), represents merely the “fruits” of earlier development.  Learning is 

therefore a move from the ZAD to the ZPD. 

 

Due to strong evidence that learners who learn in small groups outperform their counterparts who 

work individually in areas like “knowledge development,” “thinking skills,” “social skills” and 

“course satisfaction” (Davidson & Major, 2014, p. 7), group learning has remained relevant and 

has grown in popularity, both in theory and practice. The three main areas of small group learning 

that emerged over the past decades are “collaborative learning,” “cooperative learning” and 

“problem-based learning (PBL)” (Davidson & Major, 2014, p. 8).  

 

Cooperation is clearly a major factor in group learning and, according to Johnson and Johnson, 

five conditions must exist for cooperation to take place, namely: “positive interdependence, 

individual accountability, promotive interaction, social skills and group processing” (Johnson & 

Johnson, 2019, p. 47). 

 

In this context, positive interdependence is defined as “the perception that one is linked with 

others in a way so that one cannot succeed unless they do (and vice versa) and, therefore, 

groupmates’ work benefits one and one’s work benefits them” (Johnson & Johnson, 2019, p. 47). 
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Positive interdependence can be subdivided into outcome interdependence, means 

interdependence and boundary interdependence. Phrased differently, positive interdependence 

can only occur if it exists when individuals perceive that reaching their personal goal is directly 

linked to and dependent on other individuals, with whom they are cooperatively linked, also 

reaching their goals (Johnson & Johnson, 2019). 

 

The second condition, individual accountability (Johnson & Johnson, 2019, p. 47–48), exists when 

feedback on individual performance is given to both the individual group members and the group 

as a whole. Individuals remain aware of the fact that they are responsible for individual as well as 

group performance. Promotive interaction refers to the requirement that participants assist, 

support and encourage each other, with the result that participants set higher group goals as they 

feel confident that the group can achieve these aims through mutual support (Johnson & Johnson, 

2019, p. 48). The fourth condition, social skills, refers to skills such as “leadership, decision-

making, trust-building, communication and conflict management” (Johnson & Johnson, 2019, p. 

48). Lastly, group processing refers to the requirement for group members to “focus periodically 

on the continuous improvement of the quality of the processes they are using to achieve their 

goals” (Johnson & Johnson, 2019, p. 49).  

 

While the authors of this article focus on collaborative learning (CL), cooperative learning and 

problem-based learning (PBL) are briefly explained here for the sake of completeness. 

Cooperative learning is deemed to be an approach to learning in which a small number of students 

work together as a team. Teamwork is therefore essential to solve a problem, complete a task, or 

accomplish a common goal (Wessner & Pfister, 2000). In comparison, PBL – which is also an 

approach centred around small group work – focusses on the problem, which drives the learning 

(Davidson & Major, 2014).  

 

In contrast to cooperative learning and PBL – which focus on students working together in small 

groups – CL focusses on knowledge as “something people construct by talking together and 

reaching agreement” (Bruffee, 1993, p. 3) and occurs when a group of participants cooperate to 

reach a shared learning goal (Labonté & Smith, 2019). CL can therefore be seen as a “social 

negotiation process in which students engage for the purpose of gaining deeper understanding” 

(Lee et al., 2014, p. 426). 

  

As Mentz and Bailey (2019) point out, a major difference between cooperative and CL learning 

lies in the role of the instructor. In cooperative learning the instructor has to carefully plan the 
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learning environment to include the five conditions for cooperation (Johnson & Johnson, 2019), 

whereas these conditions are not necessarily included in collaborative learning environments 

(Mentz & Bailey, 2019). CL focusses not only on student knowledge but also instructor knowledge: 

 

Collaborative learning occurs when students and faculty work together to create 

knowledge. […] It is a pedagogy that has at its center the assumption that people make 

meaning together and that the process enriches and enlarges them. (Matthews, 1996, p. 

101) 

 

Furthermore, CL yields the additional benefit that the workload on the individual participant is 

reduced, as the intrinsic load on working memory is shared between all group members (Van Zyl 

& Mentz, 2019). As collaborative teaching entails students and instructors being put on a more 

equal footing and knowledge for both groups is created together, the authors chose to follow the 

aforementioned approach to devising guidelines for the development of a German SAL teacher 

professional development programme that focusses on fostering SDL. 

5.5 Collaborative learning and its interplay with SDL 

In attempting to devise guidelines for a teacher professional development programme, one is 

faced with the paradox that, in existing teacher professional development programmes, there is 

a strong focus on knowledge about teaching and learning, while teachers’ existing knowledge is 

often individualised based on their personal experiences and activities. Therefore, this lived 

knowledge cannot be transferred to experiences of their participants in such programmes (Berry, 

2009; Wittmann & Olivier, 2019). The notion of andragogy, or adult learning, as postulated by 

Knowles (1968) and on which SDL is based, might provide a bridge to overcome this paradox in 

that Knowles emphasises that adult learners have preconceived ideas about what and how they 

need to learn based on existing knowledge and previous experiences (Merriam & Brockett, 2011).  

 

Although the authors agree with Dehnad et al. (2014) that SDL is a complex concept with a 

multitude of definitions, Knowles’ definition seems to remain the most widely accepted and is also 

relevant to this study. He defines SDL as follows: 

 

[...] a process in which individuals take initiative, with or without the help of others, in 

diagnosing their learning needs, formulating learner goals, identifying human and material 

resources for learning, choosing and implementing appropriate learning strategies, and 

evaluating learning outcomes. (Knowles, 1975, p. 18)  
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Furthermore, as posited by Bosch et al. (2019, p. 30), SDL requires a collaborative relationship 

between the facilitator and the participants, while participants are considered as central figures of 

their own learning. 

 

Lee et al. (2014) postulate that fostering SDL should be the major educational goal if one wishes 

to cultivate lifelong learning in learners in the 21st century. Bolhuis (2003) agrees that developing 

SDL increases participants’ capacity for educational growth throughout their lives. Wittmann and 

Olivier (2019) suggest that, due to the unique nature of the challenges German SAL teachers 

face in meeting the professional development demands placed on them by government policy 

(Wittmann & Olivier, 2019), developing SDL through teacher development programmes would be 

particularly helpful to these teachers. By improving their SDL skills, teachers of German SAL 

would not only recognise that they are role players in their own development, but they would also 

acknowledge the value of their pre-existing skills (Grow, 1991). Furthermore, they would be able 

to critically evaluate their own learning (Patterson et al., 2002; Thornton, 2010) and manage the 

tools and processes at their disposal to achieve their learning outcomes (Warburton & Volet, 

2013). However, to achieve these goals, pertinent principles of instructional design would first 

have to be carefully established and an appropriate instructional design model would have to be 

considered. 

5.6 Instructional design 

5.6.1 Underlying principles of instructional design for this study 

Instructional design can be defined as “a systematic procedure in which educational and training 

programs are developed and composed aiming at a substantial improvement of learning” (Seel 

et al., 2017, p. 9). This procedure includes the study of “how to optimize the acquisition, 

organization, and retrieval of new knowledge” (Reigeluth,1983, p. 197). The ultimate purpose of 

instructional design should therefore be to make learning “more efficient and effective and less 

difficult” (Morrison et al., 2011, p. 2). The authors of this article also apply Smith and Ragan’s 

(2005, p. 4) definition of instructional design: “the systematic and reflective process of translating 

principles of learning and instruction into plans for instructional materials, activities, information 

resources, and evaluation.” 

 

Colpaert (2014, p. 6) suggests a typology for instructional design models, which is considered by 

the authors of this article. He divides these models into three categories: design process-oriented 
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models relate to the “making of educational artefacts, from course materials to entire learning 

environments”; product feature-oriented models “focus on the requirements educational artefacts 

should meet in order to comply with psychological (motivational), technological and pragmatical 

findings”; and teaching-learning process-oriented models “focus more on the specific process of 

learning and instruction designers should chose in function of a specific context” (Colpaert, 2014, 

p. 7). The third category draws on the Nine Events of Instruction (Gagné, 1985), Experiential 

Learning (Kolb, 1984), Elaboration Theory (Reigeluth, 1992), Component Display Theory (Merrill, 

1983) and Four-Component Instructional Design (Van Merriënboer, 1997; Van Merriënboer et al., 

2002). 

 

Four-Component Instructional Design (4C/ID) is a model used to plan educational interventions 

for teaching complex tasks (Susilo et al., 2013) and is based on tasks that are designed to imitate 

real-life situations that participants may face in their professional lives (Susilo et al., 2013). While 

all five models mentioned in the third category above focus on the teaching and learning 

processes of both the instructor and the participants, the 4C/ID design offers the advantage that 

it does not focus on the knowledge types themselves but rather on the integration and 

performance of task-specific constituent skills. This design consists of the following four 

components: learning tasks, supportive information, procedural information, and part-task 

practice (Van Merriënboer et al., 2002). It offers a distinction between supportive and required 

just-in-time information, and it recommends a mixture between “part/task” and complex “whole-

task” learning (Van Merriënboer et al., 2002, p. 39-40). For further explication, the following 

description of the function of the 4C/ID model by Van Merriënboer et al. is relevant: 

 

The 4C/ID-model should be used to develop training programs for complex skills and when 

transfer is the overarching learning outcome. […] The model is not developed for teaching 

conceptual knowledge or procedural skills per se.” (Van Merriënboer et al., 2002, p. 55) 

 

Taking the above description into consideration, 4C/ID seems especially suitable for a teacher 

professional development programme focusing on self-directed collaborative learning, as it places 

so much emphasis on complex skills and their transfer. There is a strong focus on tasks that 

participants should solve both individually and collaboratively with the help of supportive 

information that is constantly at their disposal. Instead of the instructor conveying knowledge, 

participants work on discovering new knowledge and building skills, not only individually but also 

as a group. Therefore, the model is especially suited to a programme focusing on self-

directedness and CL, as is demonstrated later in the article. 
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5.6.2 Applying 4C/ID to SDL and CL 

Before the design process was implemented, a multi-tiered needs analysis was conducted 

(Wittmann & Olivier, 2020). The qualitative data gathered in interviews with information-rich 

participants were used to develop a basic, non-standardised profiling questionnaire to gather 

descriptive data. This questionnaire was completed by practicing German SAL teachers using 

Google Forms. Questions in the questionnaire were formulated to gather comprehensive data on: 

• where and how German is taught in South African schools and under what conditions; 

• the language profiles of South African German teachers as well as their level of education 

and the technology available to them; and 

• developmental needs as perceived by German SAL teachers. 

 

Based on the collected data, German SAL teachers were profiled in terms of their educational 

backgrounds, their home languages, teaching environments, and their access to and knowledge 

about technology. 

Due to the heterogeneity of the German SAL teacher population (cf. Mbohwa-Pagels & Rode, 

2014) and the need to foster SDL in teachers of German SAL (Wittmann & Olivier, 2019), it was 

first necessary to determine the individual learning needs of the participants.  

5.6.3 Applying the three-cycle model in practice 

An initial virtual meeting would be held to determine the most pressing individual developmental 

needs, which might be more specific than the needs established in the group, the desired overall 

training outcomes for the group, as well as the specific learning aims of individual participants. 

Working collaboratively on individual learning goals but also on group goals would give 

participants “the chance to analyze and exchange information, and engage in the learning 

material in a way not offered during individual learning, fostering students’ critical thinking skills, 

and greater conceptual understanding of course material” (Labonté & Smith 2019, p. 2). 

 

In addition to the overarching group goals (whole tasks), participants also set their own individual 

learning goals (Bosch et al., 2019), which, in this study, formed the part-tasks, as explicated by 

Van Merriënboer et al. (2002). 
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While the details of the professional development opportunity will be determined by the teachers’ 

individual learning needs, the broad content will be based on the needs established by Wittmann 

and Olivier (2020), these being most notably: 

• knowing what to teach and on which grade level (clear learning outcomes are only given 

for matric); 

• knowing how to identify suitable teaching material; 

• being able to adapt partly suitable material; 

• being able to generate own teaching material; 

• keeping up to date regarding teaching approaches and material used in class; 

• more cooperation between teachers to reduce their feeling of isolation. 

 

The focus will therefore be on achieving improved applied teaching competence, defined by 

Richter et al. (2011, p. 116) as the “uptake of formal and informal learning opportunities that 

deepen and extend teachers’ professional competence, including knowledge, beliefs, motivation 

and self-regulatory skills.” Further focus will fall on developing metaliteracy, which, according to 

Mackey and Jacobson (2011, p. 64), “expands the scope of information literacy as more than a 

set of discrete skills, challenging us to rethink information literacy as active knowledge production 

and distribution in collaborative online communities.” Moreover, metaliteracy prepares 

participants “to engage as critical and adaptive participants in an expanding landscape of socially 

constructed and technology-mediated information environments” (O’Brien et al., 2017, p. 268). In 

the context of a teacher professional development programme, metaliteracy would address the 

need of teachers of German SAL to be able to identify, adapt and generate suitable teaching 

material and to critically evaluate material at their disposal.  Aforementioned focus on metaliteracy 

enabled the researchers to include the selection and adaptation of existing teaching, as well as 

the generating of new materials. Within this broad focus area, participants determined the topic, 

language level and type of material they wished to work with themselves. 

 

The instructor’s role would thus be in agreement with the role Bosch et al. (2019) propose, namely 

guiding participants to achieve higher levels of self-directedness. The development programme 

would be designed from a socio-constructivist approach. Constructivism places focus on the 

individual by asserting that “an individual generates his own mental models, which he uses to 

make sense of his experiences” (Brown & Green, 2015, p. 29). Brooks and Brooks explain the 

learning process as essentially self-directed: 
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Each of us makes sense of our world by synthesizing new experiences into what we have 

previously come to understand. Often, we encounter an object, an idea, a relationship, or 

a phenomenon that doesn’t quite make sense to us. When confronted with such initially 

discrepant data or perceptions, we either interpret what we see to conform to our present 

set of rules for explaining and ordering our work, or we generate a new set of rules that 

better accounts for what we perceive to be occurring. Either way, our perceptions and 

rules are constantly engaged in a grand dance that shapes our understandings. (Brooks 

& Brooks, 1999, p. 4) 

 

The instructor would therefore be responsible for setting up a physical or virtual environment in 

which participants can work on acquiring the ability to meet their own developmental goals 

(Garrett, 1991). 

 

Throughout the programme, as suggested by Breed and Bailey (2018), the instructor would put 

emphasis on intentionally fostering and developing participants’ SDL skills. The developmental 

goals will be established in an initial contact phase, after which the researcher will develop the 

tools necessary to reach the set aims. While the instructor can initiate the learning process, create 

a conducive learning environment and negotiate a learning aim, the participants need to be self-

motivated to acquire new knowledge (Ballweg et al., 2013). All teachers participating in the study 

will therefore be seen as individuals who influence their own learning by drawing on their interests, 

needs and prior learning experiences. 

 

As the most urgent needs mentioned by teachers of German SAL (Wittmann & Olivier, 2020) 

were related to the identification and adaption of suitable teaching material, a first module could 

be developed focusing on metaliteracy and working with texts. After completion of the three cycles 

(i.e. one module), participants would have: 

• formulated their specific needs regarding text work; 

• critiqued and selected suitable texts; 

• adapted and generated suitable teaching and learning materials; 

• assisted their peers in achieving their own outcomes; 

• received and integrated feedback in order to enhance the achievement of their own 

learning outcomes; and 

• reflected on their learning process and evaluated the achievement of their own learning 

goals as well as those of the programme itself. 

 



 

117 
 

While further details as to the exact nature of the tasks are supplied in Chapter 6, the following 

paragraph provides a short overview of a possible approach to be used in the setting of the exact 

tasks. An initial learning task, the first component of the 4C/ID model (Van Merriënboer et al., 

2002), modelled on the participants’ learning goals, would be set. In this instance, the whole task 

would be to identify, adapt and develop three suitable texts the participants would be able to use 

immediately in the classroom. Allowing participants to select texts, which are relevant to their 

individual contexts, would allow for a certain degree of individualisation from the onset. This whole 

task would be subdivided into several part tasks. 

 

The learning platform itself would be populated with a combination of learning strategies and 

methods, allowing for sufficient individualisation to meet each participant’s unique learning needs 

(Schart & Legutke, 2012). This information would form the second component of 4C/ID, 

supportive information (Van Merriënboer et al., 2002, p. 43). During the learning process, 

however, participants would work on group outcomes by synthesising their different learning 

styles and preferences. These group outcomes would only be achievable by mastering scaffolded 

“part-tasks” (Van Merriënboer et al., 2002, p. 53). In the context of the programme in question, 

part-tasks consisted of individual and collaborative assignments. In a first cycle of three steps, 

participants were asked to individually present an existing text, which participants had found to 

be useful to their own teaching context, and to explain the relevance of said text to their context. 

This presentation was followed by the formulation of needs in regard to a further text, participants 

deemed to be missing their own pool of resources. All participants then worked collaboratively in 

advising their fellow participants on possibly suitable or partly suitable texts. The collaborative 

working stage was followed by a reflection of participants’ experiences on their role of experts 

(Step 1), formulating needs (Step 2) and assisting each other to meet said needs (Step 3). 

 

The first cycle was followed by a second cycle, which focused on establishing a shared 

understanding as to criteria used in text selection, followed by a third cycle on the selection of and 

categorisation into suitable and partly suitable texts. These three cycles constituted the first 

learning task, which was followed by a second learning task, which was constituted of several 

part-tasks, which were, once again, grouped into cycles. The second learning task focused on 

the adaptation of partly suitable texts. 

 

 In order to achieve abovementioned “part-tasks,” which together build up to the mastering of the 

“learning tasks,” participants would collaboratively need to discover sufficient just-in-time (JIT) 
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information, the third component of 4C/ID. The underlying assumption is that participants work 

together to learn but they remain responsible for their own learning (Slavin, 1991). 

 

Schematically, the envisaged process can be depicted as is shown in Figure 5-1. 
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Figure 5-1: Learning task model 
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Only the content for the first cycle will have been developed beforehand (see Figure 5-1). The 

second- and third cycle’s content will be determined by the participants’ reflections and needs at 

the end of the preceding cycle. The instructor will therefore gradually move into the background, 

giving less input and prescribing less structure. This approach will facilitate collaborative learning, 

as part of which interactions should be structured by the participants (Mentz & Bailey, 2019). The 

approach described above will be informed by Vygotsky’s (1978) socio-constructivism, which 

emphasises the relevance of interaction in learning. Learning will be assumed to take place as a 

result of the social interactions and students’ experiences both within and outside of the 

classroom, as well as their personal critical thinking process, as advocated by Powell and Kalina 

(2009). Through collaborative activities, which will be given as part-tasks, interaction between 

course participants will play a central role in the learning phase. This aspect “[emphasises] the 

interdependence of social and individual processes in learning, and attributes the quality of the 

conversations in which participants engage a central role in education” (Escobar Urmeneta, 2013, 

p. 336). 

 

The first cycle was developed on the Moodle learning platform and was evaluated by seven 

independent experts. These experts were selected by means of purposeful sampling, as they 

were “especially knowledgeable about or experienced with a phenomenon of interest” (Palinkas 

et al., 2015, p. 534). Ethical clearance was obtained to conduct this research from a research 

ethics committee at a South African higher education institution. The experts indicated that they 

would be willing to participate and provided informed consent to participate in this research. They 

were requested to rate, on a scale of one to five, the technical difficulty, language use, relevance 

and the extent to which the cycle encouraged self-directed and collaborative learning. Their 

responses were analysed inductively and the trustworthiness was ensured through thick 

descriptions. A summary of the findings is presented below. 

 

While the experts agreed that the Moodle platform was easy to navigate, Expert 1 – who had in-

depth knowledge of the population of teachers of German SAL in South Africa – stressed that 

teachers would have to master a rather high level of German to be able to understand the 

programme instructions. However, the expert maintained that the instructions would lose clarity 

should their language level be made easier. 

 

All the experts agreed that the content was highly relevant to the teachers of German SAL in 

South Africa. The high relevance was ascribed to the fact that the questions were kept open and 

consistently referred to participants’ own needs and experiences. Furthermore, the experts 
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commented positively on the fact that teachers were made aware of online resources but were 

asked to select and critique relevant texts themselves. They found the strongest points of the 

programme to be the collaboration and exchange of ideas between participants and the fact that 

participants had been asked to make own choices based on their personal needs and 

experiences. The programme was therefore endorsed by these experts. Although teachers of 

German SAL will in future have to evaluate the programme on its relevance, the guidelines laid 

out in the next section can already be applied. 

5.7 Guidelines for the instructional design of a teacher professional development 

programme focusing on self-direction and CL 

In addition to their professional development needs, teachers reported that a lack of time to 

prepare for classes (as well as for furthering their own learning) was one of the main constraints 

on achieving their developmental goals (Wittmann & Olivier, 2020). Therefore, a teacher 

development programme like DLL (Deutsch Lehren Lernen) – which is currently regarded 

internationally as the market leader in professional development programmes for German Foreign 

Language (the term SAL is used only in South Africa) – is not entirely suitable for German SAL 

teachers. Most notably, this sentiment can be ascribed to the fact that participants in the 

programme are advised to calculate eight hours per week for a total of 10 weeks, in addition to 

reading time, in order to complete one module (of the six basic modules to be completed in total). 

As such, German SAL teachers report that, while they do receive material and development 

(including online) support from European institutions, there is a grave lack of support that focusses 

on their specific needs and circumstances within the South African context (Wittmann & Olivier, 

2020). In light of the time constraints, a South African German SAL teacher development 

programme should offer teachers of German SAL the possibility to achieve their individual 

learning goals in a manner that is not too time consuming. It will also have to allow sufficient 

opportunity for a heterogonous group of teachers to work on fulfilling their own learning outcomes 

collaboratively. 

5.8 Conclusion 

Based on the above discussion and findings, the authors recommend that developers of a teacher 

professional development model for teachers of German SAL keep in mind that the participants’ 

development is dependent on the possibilities and experiences afforded by interactions with 

others. Ballweg et al. (2013) illustrate how interactionism can aid language learning by increasing 

the motivation of participants who want to speak, write and read increasingly complex texts. 

Through immediate feedback given in interactions with others, participants realise that they are 
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understood, which gives them the self-confidence to attempt increasingly complex interactions 

(Ballweg et al., 2013). 

 

In this article, theories on self-directed and collaborative learning were applied to principles of 

instructional design in order to devise a teacher professional development model based on 4C/ID. 

Due to the fact that the content should essentially be adaptable to participants’ needs, only the 

first cycle was fully developed. However, this first cycle was deemed by national and international 

experts to be highly relevant to teachers of German SAL in South Africa because of its focus on 

self-directed and collaborative learning.  

 

After being evaluated, changes as suggested by expert evaluators were effected to the first cycle. 

All participants of the needs analysis as presented in Chapter 4, were invited to participate in the 

trial implementation and evaluation of the professional development programme itself. The results 

of the evaluation, as well as participant experiences with the programme will be presented in 

Chapter 6. 
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CHAPTER 6  IMPLEMENTING AN ONLINE COLLABORATIVE 
LEARNING TEACHER PROFESSIONAL DEVELOPMENT PROGRAMME 
FOR TEACHERS OF GERMAN SAL IN SOUTH AFRICA 

6.1 Abstract 

Teachers of German Second Additional Language (SAL) in South Africa face a number of 

obstacles in teaching, as well as in their own professional development, mostly due to their 

working environment and official policies. After a comprehensive needs assessment, which was 

the focus of a previous article, a professional development model was designed focusing on 

collaborative learning and self-directed learning. In the design, close attention was paid to 

overcoming the obstacles to teacher professional development, while allowing for sufficient 

individualisation of learning aims. The design was based on the Four-Component Instructional 

Design (4C/ID). A first phase of the model was evaluated by local and international subject and 

instructional design experts, after which the model was implemented and evaluated by teachers 

of German SAL in South Africa. Participants in the trial implementation judged the programme to 

be relevant to their needs. Their ratings indicated that there was a high likelihood that they would 

use the model themselves in future. However, a need was identified for the model to be revised 

in order to facilitate asynchronous collaborative learning more effectively. In this article, which 

forms part of a larger study, insights gained from the design, testing and evaluation of the model 

are highlighted. 

6.2 Keywords 

Collaborative learning, evaluation, German SAL, professional development 

6.3 Introduction 

Regardless of the education system employed in a country, the nature and quality of what 

teachers bring to education could arguably be considered as key to that educational system 

(Misra, 2018). The teaching competence of individual teachers is said to have a significant 

influence not only on their teaching but also on students’ success (Krille, 2020). As demands for 

deeper and more complex student learning intensify (Darling-Hammond et al., 2017), so do the 

demands on teachers and teacher professional development programmes. In addition to the 

existing demands, Darling-Hammond et al. (2017) propose that: 
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[s]sophisticated forms of teaching are needed to develop 21st century student 

competencies, such as deep mastery of challenging content, critical thinking, complex 

problem-solving, effective communication and collaboration, and self-direction. (p. 1) 

While professional development opportunities afford teachers the opportunity to keep abreast of 

changes regarding subject content, regulations, standards and teaching methods, and are 

intended to assist teachers to bring positive change to their professional behaviour, certain 

barriers do exist that prevent teachers from participating in professional development 

opportunities (Krille 2020). While not limiting the barriers to their own examples, Yoon et al. (2020) 

identify a number of major barriers to learning in professional development activities, namely, 

professional development opportunities’ lack of usefulness in teachers’ real-life working contexts, 

the quality of delivery, and the lack of customisation to teachers’ needs. Teachers of German 

Second Additional Language (SAL)32 face additional barriers and challenges to those already 

mentioned due to their professional contexts and lack of specialised professional development 

opportunities (Wittmann & Olivier, in press). 

 

This article forms part of a larger study which is intended to provide a basis for recommendations 

to expand professional development opportunities for teachers of German SAL in South Africa. 

As was shown in a comprehensive analysis of the professional development needs of teachers 

of German SAL in South Africa (Wittmann & Olivier, in press), not only is there a lack of 

opportunities for teachers of German SAL to participate in relevant development programmes, 

but the entire field of professional development of these teachers remains under-researched in 

the South African context (Wittmann & Olivier, 2019; Wittmann & Olivier, in press). This study 

aims to address these shortcomings by making recommendations for developing online 

development programmes for teachers of German SAL. The researcher seeks to answer the 

question of what a context-specific professional development programme designed to equip 

teachers of German SAL to become self-directed learners through collaborative and 

individualised learning should entail.  

 

In order to address the question above, a brief contextualisation of the teaching and learning of 

German SAL in South Africa, the design and theory behind an online professional development 

model focusing on self-directed and collaborative learning are presented. Furthermore, national 

 

32 In this study, the term “German as a Foreign Language” applies to the general teaching of this 
discipline worldwide. “German Second Additional Language” (SAL) refers to the school subject as it 
exists in South Africa. 
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and international expert evaluations of the proposed model, as well as teachers’ responses from 

testing the model and their resulting evaluations, have been analysed. This article concludes with 

recommendations as to how the model could be improved, as well as discussion on the role of 

collaborative learning in the process. 

6.4 Background: German SAL teaching in South Africa 

This article is part of the wider discourse of German language teaching. According to a report 

published by the German Federal Foreign Office every five years, 7 330 learners in South Africa 

are currently learning German, and German as a Foreign Language is taught at 74 South African 

schools. Compared to 2015, the number of learners of German in schools in South Africa has 

therefore decreased by 578 (Auswärtiges Amt, 2020). According to Von Maltzan (2009), a decline 

in the number of learners of German could already be noted by 2009. She ascribes the growing 

decline in the number of learners of German SALs and other SALs partially to the fact that the 

National Education Policy Act 27 of 1996 (Von Maltzan, 2009, p. 208) requires learners to study 

only their home language33 and one of the official languages. As a result, learners tend not to opt 

for an additional language (Von Maltzan, 2009).  

 

German as a Foreign Language is classified as an SAL in terms of the South African National 

Curriculum Statement Grades 10 – 12 (General) Languages: German Second Additional 

Language (DoE, 2003). As is the case with all SALs, the teaching of German SAL is further 

complicated by the Curriculum and Assessment Policy Statement, English34 as a Second 

Additional Language (CAPS) of 2011 (DBE, 2011), which stipulates that schools may offer 

additional languages at SAL level but must do so outside the allocated 27.5 school hours per 

week  (DBE, 2011, p. 8), which may only be used for the minimum required NCS35 subjects. 

  

German SAL is therefore limited to being taught outside of school hours. Mbohwa-Pagels and 

Rode (2014) identified the time constraints as engendered by CAPS as a major threat to German 

SAL. Wittmann and Olivier (in press) concurred; however, in a comprehensive needs analysis, 

they identified further factors, namely, “a lack of subject advisors”, “a lack of in-service training 

opportunities”, “the cost of professional development opportunities”, “isolation / distance between 

schools”, and “the attitude of the headmaster / school governing body” as threats to the teaching 

 

33 Provided that the home language is a South African language. 
34 Although the title states English, the body of the policy statement also covers non-official 
languages such as German. 
35 National Curriculum Statement. 
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of German SAL. It is within this context, that this article explores a professional development 

model for German SAL teachers. 

6.5 Design and Theory Underpinning a Professional Development Model: Self-directed 

and Collaborative Learning 

The above-mentioned in-depth needs analysis was conducted amongst a variety of stakeholders 

(Wittmann and Olivier, forthcoming). It was established that teachers of German SAL faced 

pressing challenges and that the most critical professional development needs were as follows: 

• knowing what to teach at which grade level (clear learning outcomes are given only for 

Grade 12);  

• knowing how to identify suitable teaching materials; 

• being able to adapt partly suitable material; 

• being able to generate own teaching material; 

• keeping up to date with teaching approaches and material used in class; and 

• more cooperation between teachers to reduce their feeling of isolation (Wittmann & 

Olivier, in press). 

 

Taking into consideration the time constraints under which teachers of German SAL work 

(Mbohwa-Pagels & Rode, 2014; Wittmann & Olivier, in press; Wittmann & Olivier, forthcoming) 

and the considerable heterogeneity reported amongst teachers of German SAL (Mbowha-Pagels 

& Rode, 2014; Wittmann & Olivier, 2019), a model focusing on self-directed learning (SDL) 

through cooperative and collaborative learning was designed (Wittmann & Olivier, in press). SDL 

is an educational approach where participants assume responsibility for their own learning (Bosch 

2017; Bosch et al., 2019). 

 

Initially, a blended learning approach was identified as an appropriate means to implement the 

programme (Wittmann & Olivier, forthcoming). However, this became impractical when, on 15 

March 2020, the President of South Africa, Cyril Ramaphosa, declared a state of national disaster 

in South Africa due to the World Health Organization’s announcement of the coronavirus (COVID-

19) pandemic. The pandemic crisis led to schools closing down (Manderson & Levine, 2020) and 

tertiary institutions implementing measures to ensure social isolation while still continuing with 

their core business (Motala & Menin, 2020). Under these circumstances, a decision was made to 

implement the entire testing phase for this study online. 



 

133 
 

6.6 The Design Process 

Van Merriënboer’s (1997) Four-Component Instructional Design (4C/ID) was selected as the 

underlying instructional design model (Wittmann & Olivier, in press) for this study. The 4C/ID 

model focuses on complex tasks and is used to plan educational interventions (Susilo et al., 2013; 

Van Merriënboer, 2020). As it is based on tasks that are designed to imitate real-life situations 

that participants may face in their professional lives (Susilo et al., 2013), 4C/ID was deemed 

particularly suitable for the purposes of this research. There are several examples of how this 

model has been applied elsewhere: In the Netherlands, Frerejean et al. (2019) developed a 

course at the Amsterdam University of Applied Sciences, which focused on the development of 

mobile apps. At the Iselinge University of Professional Teacher Education, a course was 

developed, which focuses on the integration of information problem‐solving skills (Frerejean et 

al., 2019). Furthermore, 4C/ID was successfully implemented in Belgium in the development of a 

general practice education course at the KU Leuven (Frerejean et al., 2019). Similarly, Kolcu et 

al. (2019) demonstrated the use of 4C/ID and the subsequent evaluation of the course in 

continuing endodontics education. 

 

Since the professional development opportunity in the current study was intended to foster the 

skills of SDL in participating teachers of German SAL and enhance individualised learning through 

collaborative learning, only the first cycle was fully developed; the SDL aspect of the study 

required that subsequent cycles be based on the participants’ reflections after each cycle. Based 

on the above-mentioned needs analysis, the first cycle of the programme was developed to focus 

on the aspect of working with texts in teaching but allowed individual participants to consider their 

own contexts and to formulate their individual aims. 

 

The collaborative learning element was integrated in this design in that participants could view 

each other as collaborators and could build on each other’s knowledge, use one another as 

resources, and increase their personal confidence through their peer relationships (Yoon et al., 

2020). While Yoon et al. refer to collaborative learning, the concept is not new; the technique of 

assisting students to exploit their own experiences as valuable resources was identified as far 

back as 1973 as being one of the key concepts of SDL (Knowles, 1973). Both SDL and 

collaborative learning emphasise the idea that knowledge is constructed through interaction with 

others (Boyer et al., 2014). Similarly, SDL and collaborative learning alike advocate that the 

instructor should not be the main source of information as is the case in more traditional teaching 
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concepts (Bosch et al., 2019). The theory underlying these processes is discussed in the next 

section. 

6.7 The Underlying Learning Theory 

The terms collaborative learning and cooperative learning are often used interchangeably 

(Bruffee, 1995; Jacobs, 2015). However, as Bruffee (1995) elucidates, there are certain marked 

differences between the two methods, even though their goals might overlap. According to Bruffee 

(1995), the main difference between the two methods lies in the fact that they were originally 

developed for people of differing age groups and levels of experience and interdependence, but 

it also lies in the assumption teachers make about the nature and authority of knowledge when 

selecting one method or the other. While Kyndt et al. (2013) concur that the terms were initially 

used to distinguish between age groups and types of knowledge, they add that collaboration could 

be described as a philosophy of interaction, while cooperation should rather be interpreted as the 

structure of an interaction.  

In cooperative learning, individual students are collectively held accountable for the whole group 

reaching the group goal (Davidson & Major, 2014; Jolliffe & Snaith, 2017). Individuals are further 

expected to accept accountability for the entire content of the task (Felder & Brent, 2007), which 

ties in with the aim of SDL (Knowles, 1975). In comparison, collaborative learning focuses on 

shifting the authority from the instructor to the student group, leading to a greater sense of student 

agency. It therefore renegotiates relationships between students themselves and between 

students and teachers (Bruffee, 1995). Johnson and Johnson (2018) emphasise the cooperative 

foundation of collaborative learning and propose that students work together to optimise not only 

their own but also each other’s learning. However, Bruffee (1995) argues that, whereas 

cooperative learning attempts to eliminate competition between students, dissent may be aroused 

in collaborative learning (Bruffee, 1995), since the individuals in a group may disagree on the best 

way to achieve their goals in a task. Bruffee also posits that "trying to account for dissent – what 

may be motivating a group member to dissent against the prevailing opinion – is an especially 

powerful tool of understanding". (p. 17) 

 

Davidson and Major (2014) furthermore underscore that the focus in collaborative learning is not 

on interdependence as is the case in cooperative learning; the focus is rather on working together 

(interdependently) “toward the discovering, understanding, or production of knowledge” 

(Davidson & Major, 2014, p. 21).  
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In the design of the model for this study, emphasis was placed on both SDL and collaborative 

learning. Morris (2019) drew attention to the fact that SDL does not take place in a societal 

vacuum and that there is a need to balance personal learning goals with societal needs. Morris 

(2018) thus highlighted the importance of factors inherent in the individual’s context, while Tough 

(1971) mentioned practical reasons, a personal interest and curiosity as motivating factors for 

adult learning. Matsuo (2015), on the other hand, explicated the importance of a developmental 

network in participants’ workplaces.  

 

SDL and collaborative learning have also been found to be mutually enhancing (Mawas & 

Muntean, 2018). In the design and development of the professional development programme for 

teachers of German SAL in this study, activities set up for participants on the learning platform 

were therefore designed to serve a dual purpose. Individualisation has its roots in constructivism 

and professional development refers to one-on-on instruction through which individual 

participants’ specific learning needs are addressed (McDonald 2016). Linder and Schwab (2020) 

emphasise that individualisation respects the individual learning aims and needs of participants 

at the microlevel. In addition to individualisation, activities were also structured to give participants 

the feeling of belonging to a community of practice. This was done by encouraging them to 

comment on each other’s activities and, more especially, to give advice on problems reported by 

other participants, thus building on each other’s experiences. This focus on participants’ 

experiences is a key component of andragogy (Knowles, 1973), which serves as a basis for SDL.  

 

The aim was that the community of practice developed would include “groups of people who share 

a concern, a set of problems, or a passion about a topic, and who deepen their knowledge and 

expertise in this area by interacting on an ongoing basis” (Wenger et al., 2002). A community of 

practice is characterised by “mutual engagement”, “joint enterprise” and a “shared repertoire” 

(Wenger, 2011). Feick (2016) explains how, in contrast to other groups and networks, 

membership in a community of practice arises from a connection to said community. As a result, 

members share an identity derived from a common field of interest. In contrast to outsiders, 

members therefore share a specific competence. Establishing a community of practice seemed 

especially relevant for teachers of German SAL in light of one of the professional development 

needs established by Wittmann and Olivier (2020), namely, the need for more collaboration 

between teachers in order to reduce their feeling of isolation. 
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6.8 Implementing and Evaluating the Model in Practice: Methodology 

This research article forms part of a study on the professional development needs of teachers of 

German SAL in South Africa. An in-depth needs analysis was conducted, after which a theoretical 

model based on the needs analysis was designed. An embedded mixed-method design was 

used, based mainly on qualitative data but with quantitative data playing a supportive, secondary 

role (Creswell 2009; Creswell & Plano Clark, 2011; Ziegler, 2014). More details on the sampling 

strategy, data collection and data analysis follow below. 

6.8.1 Sampling Strategy 

Before the model was presented to the participants themselves, seven expert participants were 

selected by means of purposeful sampling on the grounds that they were “especially 

knowledgeable about, or experienced with a phenomenon of interest” (Palinkas et al., 2015, p. 

534). The group of experts consisted of local and international experts in the field of professional 

development of teachers of either DaF (German as a Foreign Language) or SAL (as the school 

subject is known in South Africa). An effort was made to include speakers of German as a first 

language, as well as speakers of German as a foreign language. Furthermore, experts with 

varying degrees of knowledge concerning the use of digital media were also included. Due to the 

researcher’s prolonged engagement with and familiarity in the field of professional development 

of teachers of German as a Foreign Language or SAL, it was possible to identify particularly 

knowledgeable and influential interviewees, as deemed acceptable in terms of the requirements 

set by Shenton (2004). All experts gave full informed consent.  

After the expert evaluation, all participants who had participated in the original needs analysis 

(N=14) (Wittmann & Olivier, forthcoming) were invited to evaluate the programme in order to 

determine whether the professional needs identified during the needs analysis were, in fact, met. 

All participants who evaluated the programme were practising teachers of German SAL.  

6.8.2 Data Collection 

As the focus in this study was not only on the academic value of the devised model, but also on 

its usefulness as perceived by participants themselves, two different evaluation forms were 

created. The information-rich participants (experts) were asked to complete a more objective, 

non-standardised evaluation form (see Addendum A) to offer their professional opinions, while in 

the second evaluation form, participants in the programme itself were encouraged to convey their 

subjective opinions and experiences, especially as to whether they would be likely to use the 
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programme in future. This evaluation form (see Addendum B) was informed by the Technology 

Acceptance Model 2 (TAM 2). Like its predecessor, Davis’ original Technology Acceptance Model 

(TAM) (Putra, 2018), TAM 2 determines the likelihood of users’ adoption of new information 

technologies based on perceived usefulness and ease of use (Putra, 2018; Venkatesh & Bala, 

2008); however, it also introduces the additional concepts of “social influence” and “cognitive 

instrumental processes” (Putra, 2018, p. 27). A basic questionnaire (see Addendum B) consisting 

of short and longer questions measuring the above-mentioned factors was therefore created, and 

participants were asked to complete the questionnaire after testing the model.  

 

The main focus of the qualitative data analysis section was on the experiences of the participants36 

themselves, while reference was also made to the expert evaluations. In line with the regulations 

of the provincial Departments of Education, as well as with established research practice in South 

Africa, permission to conduct research at schools was obtained from the relevant provincial 

departments. Similarly, the headmasters of the relevant schools granted permission for their 

teachers to participate in the research. Of the original 14 participants, six participants gave full 

informed consent to participate in the programme evaluation. When the study commenced, two 

of the original 14 participants had since retired, while others had either given up teaching German 

SAL (n=2) or had left the country (n=1). Two further participants felt so overwhelmed by their 

current workload that they declined to participate in the programme evaluation.  

The participants tested the programme and gave input on it for three consecutive weeks. As the 

programme was intended to be a collaborative learning opportunity, only Cycle 1 was set up 

before commencement of the programme in order to allow for participants to provide input 

concerning the content of the programme based on their learning needs. After the three weeks 

had elapsed, participants completed a basic, non-standardised evaluation questionnaire, which 

was approved by the North-West University (NWU) Faculty of Education Research Ethics 

Committee. The questionnaires were submitted via Google Forms, as all participants had 

previously indicated that they would have access to this avenue of submission. 

6.8.3 Data Analysis 

In order to determine experts’ and participants’ level of satisfaction with various aspects of the 

programme (see Addenda A and B), average Likert-scale responses were analysed. Open-ended 

 

36 For the sake of clarity, information-rich participants are hereafter referred to as experts, while 
teachers are referred to as participants. 
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qualitative questions were included in the questionnaire, not only to supplement the quantitative 

data but also to collect more detailed information about the participant group’s perceptions as well 

as their suggestions for the improvement of the programme. As the quantitative data collected on 

the experts’ evaluations have already been submitted for publication in a separate article and 

were also utilised to improve on the initial programme design, previously unpublished qualitative 

data and quotes by the experts are used to supplement participant data in this case. 

6.9 Discussion and Findings 

Questions were posed to the participants to determine their general impressions of the model, its 

perceived relevance, the impact participants predicted participation in the programme could have 

on their own teaching, the model’s perceived usefulness and its ease of use, as well as the 

likelihood of their using the programme should it be developed further.  

Quantitative ratings were on a range of one to five, and average rating are given below in Table 

6-1. 

 

Table 6-1: Summary of quantitative ratings 

Indicator Range Average rating 

 From To  

General impression 1 extremely negative   5 very positive 4.5 

Relevance 1 completely irrelevant 5 highly relevant 4.67 

Impact on teaching 1 no influence 5 very high influences 4.3 

Usefulness 1 useless 5 very useful 4.67 

Ease of use 1 very easy 5 extremely difficult 2.8 
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Likelihood of future 

use 

1 highly unlikely 5 very likely 4.5 

 

While the ratings in the quantitative section seem very positive, the limited number of participants 

may have hindered the purely quantitative data from being completely reliable. Much emphasis 

was therefore placed on the qualitative data and statements by participants. While participants 

gave relatively short answers to questions regarding their general impressions and the 

programme’s relevance and usefulness, they were somewhat critical of its impact on their 

teaching, its ease of use and its usefulness. In the coding of the qualitative responses to the open-

ended questions, time constraints, collaboration and ease of access emerged as dominant 

themes. Each of these themes are discussed in greater detail below. Verbatim responses of 

participants are also included to support the findings. The quotation references are provided in 

square brackets. Participant quotations are referenced as [Participant number: Question number: 

Line number], while an “E” in front denotes an expert participant versus the rest of the teacher 

participants. 

 

6.9.1 Time Constraints 

The words “time”, “time constraints”, “flexibility” and “pressure” were mentioned in the responses 

to several questions, most notably regarding the programme’s ease of use and the likelihood of 

participants using the programme in future. One participant, when asked about her general 

impression of the programme, found the flexibility that the programme offers to be the most 

notable aspect: 

I found it good that the program (sic) was flexible enough to make room for users to 

work independently. [1:2: 1]. 

 

Another participant, when asked how the programme should be changed to have a greater 

influence on teaching, mentioned that 

 …one should be able to use it in a short period of time [4:6:6]. 

 

When asked what changes could be made to make the programme easier to use, another 

participant commented: 

 As a teacher you are under constant pressure for time [6:9:10]. 
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These answers were indicative of the fact that, while participants regarded the programme as 

being relevant, they would prefer that the programme consumes as little time as possible. In 

comparison, the experts referred to the time factor less often, their comments on this aspect 

being related to enabling participants to plan and structure their learning: 

In order to allow for orientation, one could also give an estimate of the expected time 

it would take to complete the entire cycle [E6:1.2:7–8] 

 

Even when participants were asked about the extent to which the programme had served its 

purpose of fostering self-directed and collaborative learning, the time factor was mentioned: 

 Time is always of the essence [6:12:14]. 

 

Although this response did not directly answer the question, it did give a clear indication as to 

how relevant the time factor was to participants. Data collected from participants and experts 

alike confirmed Mbohwa-Pagels and Rode’s (2014) and Wittmann and Olivier’s (in press) 

findings that time constraints are a major factor in the professional development of teachers of 

German SAL. While participants expressed a preference that professional opportunities take 

up as little time as possible, experts advised that participants be informed about the estimated 

time that completion of an activity or cycle would take. This information might indeed be of 

assistance to participants in enabling them to plan their learning more efficiently. Another 

theme that emerged dominantly, and that may have an impact on the time it takes participants 

to complete activities, was ease of access. This aspect is discussed in the next subsection.  

6.9.2 Ease of Access 

Ease of access, which, as mentioned above, may in some cases be linked to time constraints, 

was a major theme for participants and was mentioned as a limiting factor affecting how likely 

they were to use the programme again. Similarly, participants were somewhat critical of the 

ease of use of the programme. 

I must admit that I had some trouble navigating the Moodle site. I was able to find my 

way, but would suggest an introduction for first time users. [1: 8: 1–2] 

 

The programme should not require more than basic computer skills from its users. 

[2:8:3] 

Perhaps a workshop on the programme could make it even more accessible. [5:8:9] 
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As a teacher you are under constant pressure for time. Easy instructions and access 

will make it easier. [6:8:10] 

 

As mentioned under subsection 4.4, participants rated the ease of use of the programme as 

2.8, with 1 being extremely easy and 5 being extremely difficult. While the participants were 

asked only about the ease of use in general, experts were asked about the ease related to 

language use and the ease of technological navigation. As was the case with the participants’ 

questionnaire, 1 referred to access being very easy, while 5 referred to a high level of difficulty. 

Ease of use regarding the technology scored 1.83, while ease of use relating to language 

scored 2.0.  

 

Where experts made recommendations on how to make the programme easier to use, these 

recommendations focused on language use (an aspect which none of the participants 

commented on in their suggestions): 

One hopes that all participants have reached at least language level C1, our German as 

Foreign Language teachers are seldomly Germans, they are South-Africans (sic). 

[E2:4:2–3] 

Similarly, experts’ recommendations focused largely on the clarity of the instructions and 

navigational details, while participants’ comments were at a more macro-level and related to 

the programme as a whole. For example, where participants recommended an introductory 

meeting (see above), experts recommended changes to specific activities and settings: 

“Meine persönliche Schatzsuche”37 starts a bit abruptly. Perhaps add an introduction 

(scenario/setting the scene). Schritt 1: upload material only as attachment or possibly 

as text in the text box also possible? [E1:2.2:1–2]. 

Ease of use was the only theme in which the opinions and approaches of the participants and 

the experts differed significantly.38 This variance was of value to the researchers, as it stressed 

the relevance of keeping participants’ needs, experiences and opinions in focus when planning 

a professional development opportunity. Unfortunately, this is often neglected in practice (Yoon 

et al. 2020, p. 353). 

 

37 “Meine persönliche Schatztruhe’ is translated as “My personal treasure chest”. In this activity, 
participants were requested to upload a text or a resource of their choice which they had found to be 
exceptionally useful in their own teaching, and then to establish criteria for useful texts and 
resources, based on their own personal ‘treasures’. 
38 In spite of the fact that participants and experts were given different questionnaires, certain 
questions were purposefully kept the same in order to facilitate the comparison between opinions. 
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A further need, which was emphasised by participants and experts alike, forms the third theme, 

collaboration, which is discussed next. 

6.9.3 Collaboration 

The opportunity for collaboration was seen by participants as both a strong and a weak point 

of the programme. As explained under §4.1, only a limited number of participants could be 

included. In spite of the limited number, the heterogeneity of the participant population – which 

Wittmann and Olivier (forthcoming) and Mbohwa-Pagels and Rode (2014) observed amongst 

teachers of German SAL in general – once again became apparent in relation to participants’ 

teaching and learning needs. One activity comprised two parts: one part was designed to assist 

participants in identifying and formulating their needs; the second part was aimed at allowing 

participants to find solutions to individual needs collaboratively. When asked to describe what 

kind of text participants still needed for use in their own classroom, one participant expressed a 

need for a text suited to Level B2 of the Common European Framework of Reference for 

Languages: Learning, Teaching, Assessment, while another participant was looking for a text 

suited to Level A1.39 

 

Furthermore, not only the language level taught but also the themes of the texts sought differed 

greatly. The participant looking for a text on B2 level needed a crime story to serve as an example 

to her learners for composing their own texts, while the participant needing a text on A1 level 

wanted to teach her learners basic facts about Germany. 

 

A possible explanation for this great variance in teaching and learning needs might be found in 

the fact that CAPS of 2011 allows for, but does not require, SALs to be taught as from Grade 4 

(DBE, 2011, p. 9). This guideline results in schools starting with SAL instruction in different grades 

(usually Grade 4, 8 or 10), and teachers are therefore faced with highly diverse classroom 

contexts and setups. This creates a further challenge, since all learners of German SAL must 

write the same Grade 12 examinations. 

 

In facing the challenges of widely differing contexts and populations, collaboration with others 

facing the same obstacles could be of great benefit. Collaboration and exchange of information 

 

39 Level B2 of the CEFL is defined as “Vantage” stage for independent users, while A1 is the 
“Breakthrough” stage for beginners (CoE, 2001, p. 23).  
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emerged as being among the greatest needs in relation to the programme, and participants 

commented on the possibilities for collaboration the programme offers. However, they saw the 

small number of participants as a limiting factor: 

There is no improvement necessary. The relevance of the content of the program will 

increase as the number of participants increase. [1:4:1] 

I can see how exchanging information with other teachers of German SAL would 

contribute directly to my own teaching and I would be excited if more teachers/lecturers 

would participate. [2:6:2–3]. 

One participant further suggested what could, in essence, be the start of a community of 

practice: 

The programme will be very helpful if teachers can upload texts they found and the 

added questions they have created for the text. If the programme can then make those 

texts available for other teachers to use it will be great. [6: 4: 9–11] 

A similar sentiment was echoed by another participant. 

I would like a [d]atabase of worksheets and texts that are easy to access. Relevant key 

words should be added to each document for ease of access. [1:10: 1–2]. 

One of the experts made a similar suggestion regarding a shared database: 

 

Whoever has a computer and WiFi connection has various Cloud-options, regardless 

of where s/he is. A self-help door is opened. Documents can even be made available 

for cooperation (engagement/ support) in a text processing programme like Pages . 

[E5:4:19–21]. 

This expert furthermore placed emphasis on participants’ willingness to access the available 

offer. The metaphor of a self-help door was deemed relevant by the researcher, as it 

established a connection to SDL, requiring learners to take responsibility for their own learning 

(Bolhuis, 2003; Bosch et al., 2019). 

 

The connection between collaboration and SDL was evident in other responses, too. When 

participants were asked about whether they felt that the programme had fulfilled its purpose of 

fostering the characteristics of SDL and promoting collaborative learning, one participant 

emphasised the aspect of reflection, which is an element of SDL (Kruger, 2019). 
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Yes. I had to think about my teaching methods as well as the material that I use. In the 

process I evaluated myself and was able to step back and look at my teaching from a 

different angle. [1:11 1–2] 

Moreover, both an expert and participant and commented on heightened confidence and a 

sense of taking personal action, further elements of SDL (Kruger, 2019). 

 

The proposed tasks enable teachers to reflect on central aspects of their own teaching 

(in this case the criteria for the choice of teaching texts). They identify concrete 

problems in their own teaching practice and are encouraged, by means of a variety of  

different tasks, to find possible solutions. In addition to this, they receive (meta) 

cognitive strategies which are directly related to their teaching practice, and which can 

immediately be applied. [E4:4:11–14]. 

It encourages the user not only to search for texts and possible solutions to one's 

teaching problems but to be bold enough to change existing material when necessary. 

By facilitating e-contact between teachers of German SAL the programme definitely 

promotes collaboration among them. [2: 11: 3-7] 

The aforementioned participant’s comment on the facilitation of e-contact and the promotion 

of collaboration was echoed by another participant. 

 

It allowed one to see and learn from other teachers. You see what they see as useful 

for text selection. You learn a lot from the contribution of other teachers. [6: 11: 13–14] 

While participants mentioned certain aspects of SDL which they had discovered for 

themselves, an international expert commended the programme for its focus on participants’ 

own experiences and the contexts they work in: 

 

The proposed activities enable teachers to reflect about central aspects of their own 

teaching […]. They identify concrete problems from their own teaching practice and are 

encouraged to find possible solutions through a variety of activities. In addition to this, they 

learn (meta) cognitive skills, which are directly related to their teaching practice, which 

they can apply immediately. [E4: 7: 1–4] 

Similarly, another expert highlighted the important interplay between personal reflection and 

collaborative efforts: 
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I think the activities combine reflective exercises with collaborative exercises quite 

effectively. I like that the emphasis is on helping one another come up with solutions 

for problems. I particularly like the “Mein Wunschtext” exercise, through which 

educators can benefit by receiving help as well as demonstrating their own expertise 

[E2: 4: 4–7]. 

While the participants would have wished for the inclusion of more participants, participants 

and experts agreed that collaboration and SDL were encouraged in the programme. A 

synthesis of the information relating to SDL, individualised learning and collaborative learning, 

as garnered from the responses above, are presented in the next section. 

6.10 Synthesis 

Participants found that, in principle, the professional development opportunity embodied in the 

study programme was highly relevant and useful. They commended the programme’s flexibility 

and the fact that much emphasis was put on their personal experiences and needs. Responses 

from both participants and experts indicated that the programme facilitated SDL in that it put 

emphasis on participants’ individual agency. While broad learning outcomes were given, 

participants were able to work on texts of their choice, suited to their own teaching contexts. 

Furthermore, participants reported a heightened sense of confidence in their ability to adapt 

learning material according to their own needs. 

 

A definite need for increased collaboration between teachers of German SAL emerged in this 

research. In spite of the heterogeneity of the study population, participants found it rewarding to 

discuss and exchange ideas and experiences with each other. Participants further indicated that 

they would welcome the formation of an online community in which resources could be shared 

and solutions to challenges found collaboratively. 

6.11 Recommendations 

The professional development programme in this study was designed and implemented only after 

an in-depth needs analysis in which participants were encouraged to formulate their personal 

learning needs. The fact that the programme consequently scored so highly regarding its 

relevance and usefulness supports Yoon et al.’s (2020) finding that lack of usefulness of training 

programmes, failure to address challenges in teachers’ real-life working contexts and lack of 

customisation to teachers’ needs may act as major barriers to teacher professional development. 
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Flexibility, which a participant mentioned as one of the study programme’s strongest points, might 

also be essential. After evaluation of the programme by participants, as well as by experts in the 

field of teacher professional development and/or the teaching of German as a Foreign Language, 

the following recommendations are made relating to individualisation, self-directed learning and 

collaborative learning in the professional development of teachers of German SAL in South Africa. 

6.11.1 Recommendations for Individualisation 

During the initial needs analysis, as described earlier, only the first cycle of a programme was 

developed. This open-ended approach allowed for flexibility, which was welcomed by participants. 

In this regard, it is important to be mindful of the fact that participants’ needs develop and change 

with time. A programme allowing for individualisation should therefore not only allow participants 

to formulate their own learning aims relevant to the contexts in which they teach but should also 

allow for individual differences regarding time constraints, language level and familiarity with 

technology. 

 

Furthermore, while providing an overarching framework, such a programme would need to be 

easily adaptable. It would need to allow for the inclusion of new learning aims that might arise at 

short notice and might not only be directly related to the planned content (for example, a short 

information session or activity on the use of an online platform; adapting to sudden changes in 

the teaching context during a pandemic) but should also allow for the heterogeneity of 

participants’ learner populations.  

6.11.2 Recommendations for SDL 

As mentioned in the introduction, a lack of usefulness of professional development opportunities 

to participants’ working contexts is a major obstacle to their learning. Therefore, professional 

development should build on participants’ experiences and allow them to formulate learning aims 

based on these experiences. Through regular reflection, participants should remain aware of their 

learning progress and possible changes in their learning needs, and adapt accordingly, as 

proposed by Lin and Hong (2020). 

 

Furthermore, there should be a focus on improving participants’ self-confidence. As Expert 4 

mentioned, by identifying concrete problems in their teaching contexts and by finding the 

solutions themselves through various activities, participants gain metacognitive skills which 

they can transfer to their students. Reinforcement of participants’ ability to solve their own 
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problems and manage their own learning results in their becoming increasingly confident to 

adapt and change material according to their own needs.  

 

By sharing their knowledge and experience with other participants and exchanging ideas with 

their peers during collaborative activities, participants gain further confidence to take 

responsibility for their own learning, as is discussed in the next section. 

6.11.3 Recommendations for CL 

The sharing and exchange of ideas, the collaborative efforts at problem-solving and the sharing 

of resources were welcomed by participants in the programme. However, the flexibility that 

was identified regarding individualisation and SDL would likewise be advisable in the choice 

of collaborative activities. Furthermore, since time constraints are a major limiting factor in the 

professional development of teachers of German SAL in South Africa, greater focus should be 

placed on facilitating asynchronous collaborative learning (cf. Yoon et al., 2020).  

 

A further suggestion from participants was the establishment of a communal database of texts 

and questions through which they would be able to share their knowledge and experience. It might 

thus be appropriate to establish such a platform and to allow that platform to grow as the number 

and experience of participants increase. Such a database would ideally be shared as an open 

educational resource (Olivier, 2019) and would foster collaborative learning in that it would 

challenge the view of the instructor as the absolute authority on the subject matter (Ponti, 2014). 

In addition, proper use and maintenance of such an open educational resource would reinforce 

the need for SDL, as agued by Olivier (2019).  

 

Moreover, instead of requiring participants to log onto a learning platform and to work solely on 

that platform during the professional development activity, other media that are easier to access 

might be utilised to supplement the tools on the learning platform. In this regard, La Hanisi et al.  

(2018) have investigated the use of WhatsApp in collaborative learning. Kukulska-Hulme and 

Viberg (2018) have investigated how mobile technologies may support collaborative learning; and 

Sun et al. (2018) conducted a study on discussion forums and mobile instant messaging apps in 

collaborative learning. While a learning platform like Moodle might serve as a basis, WhatsApp, 

mobile technologies and instant messaging apps could additionally facilitate collaboration and 

collaborative learning.  
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6.12 Conclusion 

It was established that a context-specific professional development programme for teachers of 

German SAL should be brief, easily accessible and collaborative. This article briefly 

contextualised the real-life situation regarding the teaching and professional development of 

teachers of German SAL. The design and implementation of a context-specific professional 

development programme customised to the participants’ needs was described, and opinions of 

and recommendations from participants as well as experts were analysed in order to make 

specific recommendations towards the development of a professional development programme 

for a heterogeneous group of participants, focusing on SDL and collaborative learning. 

Collaborative learning was seen by participants as being essential, while flexibility was highly 

recommended in the design and execution of the programme. Recommendations as to the 

inclusion of individualisation, SDL and collaborative learning in the design of such a programme 

were made. Since collaborative learning is characterised by the renegotiation of relationships 

between participants and also of the relationships between participants and instructors, as argued 

by Bruffee (1995), it remains imperative to keep in mind the constant need to renegotiate such 

relationships in addition to the content and the mode of delivery of any professional development 

activity.  
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6.17 Addendum A: Expert Evaluation Questionnaire 

Dear Participant, 

 

Thank you for your willingness to complete the following questionnaire. Your input as an information-rich participant 

is highly appreciated. Please answer the following questions in either German, English or Afrikaans 

 

1. 1. On a scale of 1 to 5 (one being very easy and 5 being extremely difficult), please indicate how easy it was to 

navigate through the course with regard to the technology used. 

 

1 2 3 4 5 

 

1.2 What can you recommend to make navigation easier? 

 

 

 

 

 

 

 

2. 1. On a scale of 1 to 5 (1 being very easy and 5 being extremely difficult), please indicate how easy it was to 

understand the instructions, based purely on language use? 

 

1 2 3 4 5 
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2.2 What can you recommend to make instructions clearer? 

 

 

 

 

 

 

 

3. 1. On a scale of 1 to 5 (1 being very relevant and 5 being completely irrelevant), please indicate how relevant you 

deem the content of the course for teachers of German SAL or Deutsch als Fremdsprache? 

 

1 2 3 4 5 

 

 

3.2 What can you recommend to make the content more relevant? 
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4. The aim of the course is to foster self-directed learning40, partly through collaborative learning,41 in teachers of 

German SAL. To what extent do you regard this course to have fulfilled its purpose? Please elaborate. 

 

 

 

 

 

 

5. Do you have any further suggestions on how to make the course more relevant or more user-friendly for teachers 

of German SAL? 

 

 

 

 

 

 

40 As defined by Malcolm Knowles (1975, p. 18) as “[...] a process in which individuals take initiative, 
with or without the help of others, in diagnosing their learning needs, formulating learner goals, 
identifying human and material resources for learning, choosing and implementing appropriate 
learning strategies, and evaluating learning outcomes”. 

41 Collaborative learning, as defined by Matthews (1996, p. 101) “occurs when students and faculty work together to 

create knowledge. […] It is a pedagogy that has at its centre the assumption that people make meaning together and 

that the process enriches and enlarges them. In order for cooperative learning to take place, Johnson & Johnson 

mention the need for five conditions, being  

• positive interdependence,  

• individual accountability,  

• promotive interaction, 

• social skills and 

• group processing” (2019, p. 47)  
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6. What did you find to be the strongest aspects of the course? 
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6.18 Addendum B: Participant Evaluation Questionnaire 

Dear Participant, 

 

Thank you for your willingness to complete the following questionnaire. Your input as participant is highly 

appreciated. Please answer the following questions in either German, English or Afrikaans 

 

1. 1. On a scale of 1 to 5 (one being very negative and 5 being extremely positive), please indicate your general 

impression of the programme. 

 

1 2 3 4 5 

 

1.2 What can you recommend to improve on the programme?  

 

 

 

 

 

 

 

2.1. On a scale of 1 to 5 (one being irrelevant and 5 being very relevant), please indicate how relevant this programme 

is for your own teaching.  

 

1 2 3 4 5 
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2.2 What can you recommend to improve the programme’s relevance? 

 

 

 

 

 

 

 

3.1 On a scale of 1 to 5 (one being no influence and 5 being a very high influence), please indicate how influential 

this programme will be on your own teaching. 

 

1 2 3 4 5 

 

3.2 What can you recommend for the programme to have a more direct influence on your own teaching and learning? 

 

 

 

 

 

 

 

4.1 On a scale of 1 to 5 (one being completely useless and 5 being extremely useful), please indicate how useful the 

programme seems to your work life? 
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1 2 3 4 5 

 

4.2 What can you recommend to make the programme more useful? 

 

 

 

 

 

 

 

5.1 On a scale of 1 to 5 (1 being very easy and 5 being extremely difficult), please indicate how easy it was to use the 

programme? 

 

1 2 3 4 5 

 

5.2 What can you recommend to make the programme easier to use? 
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6.1 If the programme was to be developed further, how likely would you be to use it? On a scale of 1 to 5 (1 being 

highly unlikely and 5 being very likely), please indicate how likely you would choose to continue using this 

programme? 

 

1 2 3 4 5 

 

6.2 What can you recommend to increase the likeliness of your use of this programme? 

 

 

 

 

 

 

 

7. The aim of the programme is to foster self-directed learning42 the characteristics of self-directed learners, partly 

through collaborative learning,43 in teachers of German SAL. To what extent do you regard this programme to have 

fulfilled its purpose? Please elaborate. 

 

42 As defined by Malcolm Knowles (1975, p. 18) as “[...] a process in which individuals take initiative, with or without the help of 
others, in diagnosing their learning needs, formulating learner goals, identifying human and material resources for learning, 
choosing and implementing appropriate learning strategies, and evaluating learning outcomes”. 

43 Collaborative learning, as defined by Matthews (1996, p. 101) “occurs when students and faculty work together to create knowledge. 
[…] It is a pedagogy that has at its centre the assumption that people make meaning together and that the process enriches and 
enlarges them. In order for cooperative learning to take place, Johnson & Johnson mention the need for five conditions, being  

• positive interdependence,  

• individual accountability,  

• promotive interaction, 

• social skills and 

•  group processing” (2019, p. 47)  
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CHAPTER 7  SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 

7.1 Introduction 

The aim of this study was to make a practical and theoretical contribution towards the professional 

development of teachers of German SAL in South Africa. Due to the researcher’s prolonged 

involvement in this field, she was aware of these teachers’ frustrations arising from the 

expectations placed on them by policies that required teachers to remain lifelong learners, which 

stood in stark contrast to the limited number of professional development opportunities available 

to teachers of German SAL. Where professional development opportunities for teachers of 

German SAL existed, they were offered by European institutions such as the Goethe-Institut 

Johannesburg or the Central Agency for German Schools Abroad (ZfA) and were informed by the 

mandates of these institutions. A specialised professional development programme for teachers 

of German SAL focusing on the South African context, as well as on teachers’ context-specific 

needs, was therefore lacking.  

 

Moreover, existing research on the teaching and learning of German as a Foreign Language 

(DaF) remains largely descriptive (Annas, 2016; Groenewald, 2019a; Groenewald, 2019b; Von 

Maltzan, 2009) or is located firmly in the tertiary education sector (Engelbrecht, 2020). 

Furthermore, this descriptive research (Annas, 2016; Groenewald, 2019a; Groenewald, 2019b; 

Von Maltzan, 2009) focuses on the teaching and learning of DaF in South Africa in general, with 

only one article on the teaching and learning of German SAL (Mbohwa-Pagels & Rode, 2014), 

which is specific to schools, published in 2014.  

 

This study therefore aimed to contribute to the field of teachers of German SAL education, as well 

as to the field of DaF, by proposing a pertinent staff development programme. This entailed 

establishing the needs of teachers of German SAL in South Africa by means of a comprehensive 

needs analysis and designing a trial programme. This programme was implemented and then 

evaluated by experts and the participants who participated in the needs analysis. With a strong 

focus on SDL, blended learning (BL) and collaborative learning (CL), the study also aimed to 

make a contribution to these fields by highlighting opportunities they offered to designers of such 

programmes and participants in the field of teacher professional development. Although the 

programme was implemented and evaluated only by teachers of German SAL, it is hoped that 

the recommendations may be applied to the professional development of teachers of all SALs in 

South Africa. 
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To achieve these aims, the overall question that guided the study was as follows: 

• How can the principles of blended learning, collaborative learning and self-directed 

learning be applied so as to enable and promote individualised learning in the professional 

development of teachers of German SAL? 

Moreover, the following subquestions were addressed: 

• How can SDL benefit the professional development of teachers of German SAL? 

• How can BL enhance SDL in teachers of German SAL? 

• What are the most pressing developmental needs for German SAL teachers? 

• How can CL address existing needs within a teacher professional development 

programme focusing on SDL, taking into consideration existing German SAL teacher 

support structures as well as internal and external limitations on German SAL teacher 

development? 

• What content and skills should be focused on in a professional development programme 

designed to equip teachers of German SAL to become self-directed learners? 

This chapter provides an overview of how these questions were answered. After an explanation 

of the article-model approach, which was followed in this PhD process, a brief summary of each 

chapter/article is provided. Thereafter, two sets of conclusions are presented. The conclusions 

drawn from the literature study (Chapter 2/Article 1 and Chapter 3/Article 2) are presented first, 

followed by the conclusions drawn from the empirical study (Chapter 4/Article 3, Chapter 5/Article 

4, and Chapter 6/Article 5). Recommendations for the development of a professional development 

opportunity for teachers of German SAL in South Africa are then made based on both sets of 

conclusions. 

 

The recommendations are followed by a discussion of the significance and implications of the 

research. The limitations of the study are discussed, and suggestions are made for future 

research, followed by the conclusion of the study. 

7.2 Chapter / article overview 

The content of the chapters/articles – which were submitted to accredited peer-reviewed journals 

as part of the article-model PhD process (cf. §1.8) – is summarised below. 
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7.2.1 Chapter 2/ Article 1: “Professional development in fostering self-directed learning 

in German Second Additional Language teachers” 

In Chapter 2/Article 1, literature on SDL was reviewed. First, SDL was defined, and its underlying 

principles were discussed. This was followed by a brief reflection on the nature of teaching as a 

profession and the demands of lifelong learning experienced by teachers worldwide. After 

presenting a broader view of expectations placed on teachers internationally, the focus was 

narrowed down to the specific context of South African teachers. A critical consideration was 

presented of requirements relating to teaching qualifications and professional development for 

South African teachers. These requirements are set out by the National Qualifications Framework 

Act (67/2008), as well as the Revised Policy on the Minimum Requirements for Teacher Education 

Qualifications (DHET, 2015) and the Continuing Professional Teacher Development (CPTD) 

Management System Handbook of the South African Council for Educators (SACE) (2013). 

 

The critical consideration was followed by a brief discussion of the matter that teachers, especially 

teachers of German SAL, struggle to meet said requirements as stipulated in aforementioned 

policies and by SACE. A shift in focus towards individualised, participant-centred professional 

development opportunities was recommended. After a discussion of relevant theories of SDL, it 

was recommended that teacher professional development programmes, particularly those aimed 

at teachers of German SAL, focus on fostering SDL. Hereby, teachers would be enabled to 

actively participate in planning and taking responsibility for their own learning. By means of a 

strong focus on SDL, participants might develop individual strategies to overcome potential 

developmental shortcomings. Recommendations were made as to how SDL could be fostered in 

teacher professional development programmes to empower teachers to gradually develop into 

self-directed life-long learners.  

 

While international research has been on fostering SDL in teachers of German as a Foreign 

Language, teachers of German SAL and their specific working and professional development 

conditions have this far remained largely under-researched. The article in question addressed a 

particular research gap by proposing SDL as a real means to overcome certain obstacles to 

professional development in specifically the context of teachers of German SAL. 
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7.2.2 Chapter 3 /Article 2: “Blended learning as an approach to fostering self-directed 

learning in teacher professional development programmes” 

This article provided the second part of the literature review and focused on BL and the 

affordances it could offer teachers of German SAL in their professional development. The article 

started by noting how trends in research on teacher development in recent years have shown a 

shift away from studying merely what teachers learn to how they learn, how they improve their 

learning, and how they transform their skills and knowledge into practice in order to offer their 

own learners an improved educational experience. The article highlighted the fact that, although 

BL has been proposed as a means to enhance student learning and engagement, little research 

has been done on BL in teacher professional development programmes, especially in the context 

of teachers of German SAL in South Africa. 

 

While existing research on BL generally relates to higher education settings, the focus in this 

article shifted to teacher professional development programmes for teachers of German SAL, and 

BL was proposed as an approach to fostering SDL in such programmes. After existing definitions 

and models on BL were considered, a synthesis of models was proposed which could be adjusted 

to the South African teaching context. The new model offered certain opportunities for fostering 

the characteristics of SDL, which were subsequently highlighted in the article. 

 

Blended learning and SDL have already been widely researched nationally and internationally, 

as was proposed in Chapters 2 and 3. However, aforementioned new model synthesises the 

benefits of SDL and BL, specifically for the South African context. While said model was designed 

for teachers of German SAL in South Africa, it could be adapted for teachers of other SALs in 

South Africa, therefore addressing a need beyond the admittedly small population of teachers of 

German SAL. 

 

Chapters 2 and 3 provided the literature review of this study. In Chapter 4 there was a shift to the 

partial implementation of the theory discussed in Chapters 2 and 3. 

 

7.2.3 Chapter 4/ Article 3: “Professional development needs of teachers of German 

Second Additional Language in South Africa” 

The third article in this study marked a shift from the literature reviews discussed in the first two 

articles to empirical research that was described in the remaining three articles. After the 
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theoretical applicability of SDL and BL to the professional development of teachers of German 

SAL was established, the exact nature of the professional development needs of teachers of 

German SAL in South Africa was discussed. 

 

The article initially highlighted various studies that had been undertaken on the teaching and 

learning of German in South Africa (cf. Annas, 2016; Augart, 2012; Groenewald, 2019a). 

However, it demonstrated that these studies had been descriptive and more focused on the 

tertiary education sector. Of the studies mentioned, only one study focused on the teaching and 

learning of German SAL in schools in South Africa as well as on teachers of German SAL 

(Mbohwa-Pagels & Rode, 2014). However, while said study gave a concise overview of the 

teaching of German SAL in South Africa in 2014, it was already several years old at the time of 

conclusion of this research, and the existing work remained largely descriptive. 

 

Furthermore, this third article aimed to fill a research gap in the field of DaF and teacher 

professional development by presenting a thorough analysis of the professional development 

needs of teachers of German SAL in South Africa. The mixed-methods research involved 

interviews with experts in the field as well as a questionnaire administered to teachers of German 

SAL. Results of the research indicated that, while teachers of German SAL in South Africa do 

receive support from German institutions, there is a lack of support focused specifically on the 

context of these teachers in South Africa. Various sources were consulted and triangulated to 

formulate recommendations as to what a professional development programme based on the 

needs of German SAL teachers in South Africa should entail.  

7.2.4 Chapter 5/ Article 4: “Collaborative self-directed learning for teachers of German 

Second Additional Language teacher professional development in South Africa: 

Putting theory into practice” 

In Chapter 5/Article 4, the recommendations made in Chapter 4/Article 3 served as a basis for 

the design of a professional development programme for teachers of German SAL. In Article 4, 

theory of CL and SDL was integrated with principles of instructional design. After a short overview 

of the typology of instructional design models as suggested by Colpaert (2014, p. 6), the Four-

Component Instructional Design (4C/ID) model was proposed as a suitable model to form the 

basis of a professional development programme for teachers of German SAL and was applied to 

principles of CL and SDL. Based on this model, an initial cycle of the programme was developed 

on the Moodle learning management system.  
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Independent experts were then invited to evaluate the first cycle based on their expertise in the 

teaching of DaF or teacher professional development for teachers of DaF and SAL. These experts 

included both national and international experts in various relevant fields. The experts deemed 

the content of the cycle, as well as the model itself, highly relevant to teachers of German SAL. 

They based their positive evaluation of the model on its support for individual learning needs, the 

high level of collaboration between participants, and its reliance on participants’ own experiences. 

Chapter 4/Article 3 thus presented an empirical overview of the design and evaluation of a 

professional development programme for teachers of German SAL in the South African context. 

7.2.5 Chapter 6/ Article 5: “Implementing a collaborative online teacher professional 

development programme for teachers of German SAL in South Africa” 

Chapter 6/Article 5 described the implementation and evaluation of the model mentioned in the 

previous section. As the researcher did not want to expose participants to possible COVID-19 

infection, a decision was made to adapt the programme to an online mode for the implementation 

and evaluation phase, while keeping BL in mind as an approach to be considered during the 

development of the entire programme, an aspect which exceeds the scope of this study. 

  

This article started with a brief overview of the obstacles that teachers of German SAL 

experienced in their teaching contexts and in their own professional development. It seemed that 

most of these obstacles were a product of their working environment and of official policies 

relevant to the teaching of German SAL. Based on the comprehensive needs assessment (cf. 

§7.2.3) and the insights gained during the design of a professional development model focusing 

on CL and SDL (cf. §7.2.4), the programme was implemented. It was then evaluated by those 

teachers of German SAL who had participated in the aforementioned needs analysis in order to 

establish whether this programme did in fact meet their professional development needs. In the 

design of the model and the subsequent programme, close attention was paid to overcoming the 

obstacles to teacher professional development, while also allowing for sufficient individualisation 

of learning aims.  

 

Participants in the trial implementation and evaluation judged the programme to be relevant to 

their needs and rated as high the likelihood of their using the model themselves. Participant 

evaluations were compared with expert evaluations to gain a balanced view. Recommendations 

were then made with regard to individualised learning, CL and SDL, based on certain themes 

established during the coding of the predominantly qualitative data collected as part of the 

implementation and evaluation processes. 
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7.3 Conclusions 

Next, conclusions from the literature study (Chapter 2/Article 3 and Chapter 3/Article 2) are drawn 

(§7.3.1), followed by conclusions from the empirical study (§7.3.2). A synthesis of both sets of 

conclusions is provided in the form of recommendations (§7.4). 

7.3.1 Conclusions from the literature review 

This section focuses on the first two research subquestions (see §7.1): 

• How can SDL benefit the professional development of teachers of German SAL? 

• How can BL enhance SDL in teachers of German SAL? 

A brief definition of SDL and the core principles thereof were presented. It was suggested that 

specific values of SDL form the foundation of a professional development programme. These 

values would include, but would not be limited to, participants being expected to play an active 

role in planning their own learning (Beavers, 2009); a strong focus on the participants’ existing 

knowledge and experiences; and consideration of the experience that practising teachers, as 

participants, can contribute to the educational discourse (Smith, 2017). Participants would also 

be encouraged to apply these to relevant teaching and learning situations (Trotter, 2006). 

  

Furthermore, the literature suggested that fostering SDL could benefit the professional 

development of teachers of German SAL by enabling participants to define their own learning 

needs and then collaborate with each other and the facilitator in finding ways to meet those needs. 

Moreover, individual reflection would remain highly relevant throughout the programme, as this 

would allow both the participants and instructor to make adaptations where necessary. Ideally, 

this approach would turn participants into empowered learners who are inquisitive, enthusiastic, 

reflective and increasingly autonomous, and able to translate their new-found skills in their 

classroom (Cannella & Reiff, 1994). The researcher deemed such a programme especially 

suitable for German SAL teachers. While many challenges exist for effective teacher development 

(Aldridge et al., 2004), fostering SDL could possibly, or at least partly, be a way for teachers to 

overcome challenges by assisting them to recognise and develop their own problem-solving skills 

as well as by encouraging peer education and support (Mushayikwa & Lubben, 2009).  

 

Chapter 3/Article 2 built on the above-mentioned findings on SDL and suggested that BL might 

be a suitable approach for fostering SDL in teachers of German SAL. If one chose BL as an 

approach to deliver the professional development programme described above, it would be 
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imperative to focus not only on the content to be taught but also particularly on the skills to be 

learnt in order for participants to develop into lifelong self-directed learners. A professional 

development model strongly aligned with Picciano’s (2009) multimodal model was proposed and 

was firmly situated in the enriched virtual model of Staker and Horn (2012). This model focused 

primarily on fostering the skills of self-directed learners and on participants improving their 

pedagogical knowledge in contrast to the more traditional teacher professional development 

models focusing on content knowledge. If this model were to be implemented in practice, BL could 

enhance SDL in teachers of German SAL by enabling participants to simultaneously improve their 

pedagogical and technical knowledge of digital media while improving their SDL skills. They would 

also be able to assist their own learners in doing the same. 

7.3.2 Conclusions from the empirical chapters 

From the literature review, it was established that SDL and BL might be appropriate approaches 

in designing a professional development programme for teachers of German SAL. This section 

focuses on the third, fourth and fifth research subquestions: 

• What are the most pressing developmental needs for German SAL teachers? 

• How can CL address existing needs within a teacher professional development 

programme focusing on SDL, taking into consideration existing German SAL teacher 

support structures, as well as internal and external limitations on German SAL teacher 

development? 

• What content and skills should be focused on in a professional development programme 

designed to equip teachers of German SAL to become self-directed learners? 

In light of the theoretical foundation discussed in §7.3.1, it was necessary to establish the nature 

of the required participant population as well as the participants’ learning needs. 

 

Relevant scholarly research and information collected from both information-rich participants and 

the general German SAL teacher population were collated to provide the basis for a thorough 

needs analysis, as described in Chapter 4 (Article 3). The needs analysis highlighted the following 

most pressing professional development needs: 

• knowing what to teach at which grade level (clear learning outcomes are given only for 

Grade 12); 

• knowing how to identify suitable teaching material; 

• being able to adapt partly suitable material; 
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• being able to generate own teaching material; 

• keeping up to date with teaching approaches and material used in class;  

• more cooperation between teachers to reduce the feeling of isolation they experience. 

As teachers reported a lack of time to prepare for classes (but also to further their own learning) 

as one of their main constraints, a teacher development programme such as DLL (Deutsch 

Lehren Lernen) – which is currently regarded internationally as the market leader in professional 

development programmes for German Foreign Language – was found not to be fully suited to the 

needs of German SAL teachers. This can be ascribed to the challenging requirement that, to 

complete one module, participants in the programme should set aside eight hours per week for a 

total of 10 weeks in addition to the necessary reading time. 

Based on the results of the needs analysis, the theoretical scholarship of CL and SDL was applied 

to principles of instructional design in order to devise a teacher professional development model 

based on 4C/ID, as discussed in Chapter 5/Article 4. As 4C/ID places emphasis on complex skills 

and their transfer, this model was deemed especially suitable for the teacher professional 

development programme with a strong emphasis on SDL and CL. Due to the programme’s 

intended strong focus on SDL, it seemed sensible to develop only the first cycle of the programme 

based on the results of aforementioned needs analysis. Participants’ feedback and reflections on 

the first cycle and changing learning needs could inform the development of further cycles. 

Hereby, CL could address existing needs in a teacher professional development programme 

focusing on SDL, taking into consideration existing German SAL teacher support structures as 

well as internal and external limitations on German SAL teacher development. 

 

After expert consultants had evaluated the first cycle of the professional development programme, 

adaptations were made based on their recommendations, after which the programme was 

implemented. It was then evaluated by those teachers who had participated in the needs analysis 

and were still able and willing to participate in the study. The design and implementation of a 

context-specific professional development programme customised to the participants’ needs were 

described in Chapter 6/Article 5. The opinions and suggestions from participants and experts 

were then analysed in order to make specific recommendations for the development of a 

professional development programme for a heterogeneous group of participants, focusing on CL 

and SDL. CL was seen by participants as being essential to their needs, while flexibility was highly 

recommended as an element in the design and execution of the programme. In this article, it was 

found that a strong emphasis on individual development, CL and the emphasis on participants’ 

learning needs and experiences, as well as the mastering of learning strategies, which would 
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enable participants to fulfil their individual learning needs, should be the focal point of a 

professional development programme designed to equip teachers of German SAL to become 

self-directed learners. 

7.4 Recommendations for the development of a teacher professional development 

programme for teachers of German SAL 

In light of the conclusions drawn in §7.3.1 and §7.3.2, in this section, recommendations are made 

for the development of a full professional development programme for teachers of German SAL, 

which might also be adapted for teachers of other SALs. 

 

Firstly, it is recommended that a teacher development programme for South African teachers of 

German SAL be brief, collaborative in nature, and leave sufficient room for a heterogeneous group 

of teachers to work on reaching their own learning outcomes. An efficient professional 

development programme for this target group should not only encourage reflection and lifelong 

learning but should be strongly adapted to both the real needs and the working and learning 

environments of teachers of German SAL. While such a professional development programme 

should provide an overarching framework, it should remain easily adaptable throughout the entire 

course. It should also allow for teacher agency through the inclusion of new learning aims that 

might arise at short notice and might not be directly related to the planned content. Furthermore, 

it should remain responsive to changes in the participant group as well as to changing 

circumstances in the participants’ living and working lives. 

 

A further recommendation for future developers of a teacher professional development model for 

teachers of German SAL is to keep in mind that the participants’ development is dependent on 

the possibilities and experiences afforded in interactions with others. Hence, opportunities should 

be created for such interactions. 

 

Since CL is characterised by the renegotiation of relationships between participants and also 

between participants and instructors (Bruffee, 1995), it remains imperative to keep in mind the 

constant need to renegotiate such relationships in addition to the content and the mode of delivery 

of any professional development activity. Instructors should, in this context, fulfil a supportive 

facilitation role. 

 

In order to ensure continued collaboration after the programme has ended, it is recommended 

that a communal database of texts and questions be established through which not only 
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participants in the programme itself but also other teachers of German SAL would be able to 

share their knowledge and experience. Such a platform would grow as the number and 

experience of participants increase. If such a database could be made available as an open 

educational resource (Olivier, 2019), it would be possible to foster CL in teachers of German SAL 

in the long term, thus not limiting their learning opportunities to the programme itself. Furthermore, 

the establishment of said database would challenge the view of the instructor as the absolute 

authority on the subject matter (Ponti, 2014). This would be in line with Bruffee’s (1995) 

recommendations to constantly renegotiate relations not only among participants but also 

between participants and the instructor. Proper use and maintenance of such an open educational 

resource would furthermore promote SDL, as argued by Olivier (2019), once participants take 

ownership of and responsibility for the database. 

 

A further aspect to be addressed, was that of improving ease of access to the programme and 

taking into account the time constraints that were established to be an important factor limiting 

the professional development of teachers of German SAL. To this end, instead of participants 

being constantly required to log on to a learning platform and work solely on that platform during 

the course of the professional development programme, other media which are easier to access 

might be utilised to supplement the tools on the learning platform. While a learning platform like 

Moodle might serve as a basis, WhatsApp, mobile technologies and other instant messaging apps 

could additionally facilitate additional collaboration and CL. 

7.5 Significance and implications of the research  

An important contribution of this study is that during the course of this research, principles of SDL, 

BL and CL were applied to the planning, design, implementation and evaluation of a professional 

development opportunity for teachers of German SAL in the South African context. Next, 

conclusions were drawn and applied to make recommendations for the development of a 

professional development programme for teachers of German SAL in South-Africa. 

 

Although there is well-established research on professional development for teachers of DaF 

internationally, at the time of this study, no research could be found on teachers of German SAL 

in South Africa other than descriptive articles on German in South Africa (cf. Annas, 2016; Von 

Maltzan, 2009) and a similarly descriptive article on German SAL in South African schools 

(Mbohwa-Pagels & Rode, 2014). Hence this study addressed the empirical content gap in this 

context. 
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This study also contributes to the discourse on professional development of teachers of German 

SAL by making recommendations for the development of a programme based on the context-

specific needs of those teachers. Furthermore, it contributes to the body of knowledge on DaF, 

teacher professional development, SDL, BL and CL by combing principles from these learning 

fields and applying them to a specific South African context. 

7.6 Limitations of the study 

After the literature study, empirical research and results of the investigation had been taken into 

consideration, the following limitations were identified:  

• The population of teachers of German SAL in South Africa is very small, and due to time 

constraints and a high workload on the side of teachers, a number of teachers of German 

SAL were unable to participate in the study. This resulted in a small number of participants 

in the initial needs analysis. 

• The number of participants in the implementation and evaluation phase was further 

reduced because initial participants had retired, had discontinued teaching German SAL, 

or had left the county. 

• Even though blended learning was found to be a suitable approach in theory, the approach 

to implementing and evaluating the concept of professional development opportunity was 

adapted to full online learning in order to adhere to governmental regulations on COVID-

19. While the researcher would have liked to implement and evaluate a complete blended 

learning programme, a decision was made to ensure the safety of the participants, even 

after government regulations allowed for travel between provinces again. An 

implementation and evaluation of a blended learning teacher professional development 

programme might be sensible and yield interesting results in either confirming or refuting 

the theoretical findings on BL in this study. 

• It should be taken into account that the researcher was also the facilitator during the 

implementation of the professional development programme. However, care was taken to 

avoid any bias or undue influence or coercion. 

• The lack of existing research on professional development for teachers of German SAL in 

South Africa made it difficult to draw comparisons between existing teacher professional 

development programmes for and pertinent research on these teachers. 



 

177 
 

7.7 Suggestions for future research 

While the needs analysis was conducted only on teachers of German SAL, a similar needs 

analysis and profiling of teachers of other SALs in South Africa could yield valuable results, 

enabling other researchers to evaluate whether the recommendations made in this study would 

be equally relevant to the development of professional development programmes for those 

teachers.  

 

Moreover, it may be relevant to conduct a longitudinal study in which the recommendations made 

in this study are applied to the development of a complete professional development programme 

for teachers of German SAL. Conducting such a study would enable a researcher to gain insights 

into how a more comprehensive professional development programme might be received by 

teachers of German SAL. Similarly, researchers could repeat the study and compare results 

between a BL approach and an online learning approach in relation to the programmes’ reception 

among participants. A further longitudinal study aimed at the establishment of the suggested 

database could similarly yield insights into whether the establishment of said database as an open 

educational resource for teachers of German SAL in South Africa would be feasible in the long 

term. Similarly, an investigation into whether the establishment and maintenance of such a 

database does indeed promote SDL, could provide valuable information. 

 

The research design and methodology implemented in this study could also be used as a 

roadmap for studies on the development of professional development programmes for teachers 

of other SALs in South Africa as well as for teachers of DaF in other countries. Such studies would 

allow researchers to draw comparisons between participant populations and identify difficulties 

encountered when designing a professional development programme for a different target group. 

A comparison of the design processes and difficulties encountered would allow researchers to 

draw conclusions about the broader validity of the methodology in this study.  

 

Finally, repeating this study using only open educational resources, social media and tools and 

applications that participants are familiar with could yield valuable data on whether ease of access 

would be improved by incorporating media that participants are more confident in using, as they 

use these technologies in their daily lives. 
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7.8 Conclusion 

This chapter concluded the study. It started with an introduction in which a brief overview of the 

context, the methodology and the research questions were provided. Each chapter/article was 

subsequently summarised. Two sets of conclusions were drawn: the first set focused on the 

literature review, and the second set focused on the empirical part of the study. Based on the 

conclusions, recommendations for the development of a professional development programme 

for teachers of German SAL were made. These recommendations were followed by a summary 

of the significance and contribution of this study. Limitations of the study were discussed, followed 

by suggestions for future research. 

 

In conclusion, this study has reached its aim of making recommendations towards the 

development of a teacher professional development programme for teachers of German SAL 

which fosters SDL. These recommendations were based on a literature overview, a needs 

analysis involving various stakeholders, and the design, development, implementation and 

evaluation of a model for a professional development model. Hopefully, the recommendations 

made in this study will assist developers of teacher professional development programmes for 

teachers of German SAL or others SALs to develop relevant, context-specific programmes for the 

participant groups in question.  
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ADDENDUM A: INTERVIEW SCHEDULE 

 

INTERVIEW SCHEDULE 

RESEARCH PROJECT TITLE: Recommendations towards a self-directed blended-learning 

programme for German Second Additional Language teachers 

 

Thank you for your willingness to answer a few questions. The purpose of this short interview is 

to determine what your views are on the contexts and needs. There are no right or wrong answers. 

Your real name will not be revealed when we report on the findings.  

Name/ pseudonym:  

1. For how long have you been involved in German SAL teaching or German teacher 

training? 

2. Describe your involvement in German SAL teaching in South Africa. 

3. In your opinion, describe the schools still offering German SAL as a subject (e.g. are 

they economically stronger or weaker, which resources do teachers have at their 

disposal)? 

4. Which opportunities do German SAL teachers have to develop their own skills in South 

Africa? 

5. Would you say that the existing German SAL teacher development opportunities are 

sufficient? Motivate your answer. 

6. Which difficulties do German SAL teachers typically experience in fulfilling their 

functions? 

7. How would you describe the typical German SAL teacher in South Africa? 

8. In which developmental areas do you think German SAL teachers would particularly 

benefit? 
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9. Based on your experiences, would you recommend a blended learning German SAL 

teacher development programme? Please motivate your answer. 

(Any other questions relevant to the research questions, based on the feedback by the 

respondent, may be asked at this point).  

Thank you for making the time to be interviewed. I greatly appreciate your feedback. 
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ADDENDUM B CONSENT FORM AND QUESTIONNAIRE: NEEDS 

ANALYSIS 

 

 

PARTICIPANT INFORMATION AND CONSENT FORM 

I herewith wish to request your consent to participate in this research, which involves German 

Second Additional Language (SAL) teachers at secondary schools.  Before you give consent, 

please acquaint yourself with the information below. After reading the information, I hope that you 

will positively consider participating, in which case you please need to sign the consent form. 

 

 

1. RESEARCH PROJECT 

 

Title: Recommendations towards a self-directed blended learning programme for German Second 

Additional Language teachers 

 

PROJECT SUPERVISOR: Prof. JAK Olivier 

CO-SUPERVISOR: Dr Louise Strydom 

ADDRESS: NWU, Private Bag x6001, Potchefstroom, 2520 

CONTACT NUMBER: 018 285 2078 

 

Private Bag X6001, Potchefstroom 

South Africa 2520 

Tel: 018 299-1111/2222 

Web: http://www.nwu.ac.za 

 

Project leader, Faculty of Education:  

Prof. Jako Olivier, jako.olivier@nwu.ac.za 

 

Research Focus Area: Self-directed Learning 

Director: Prof. Elsa Mentz, elsa.mentz@nwu.ac.za 

28 February 2018 

DDear German SAL teacher 
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MEMBER OF PROJECT TEAM PhD Student: Gerda Wittmann 

ADDRESS: School of Languages, NWU, Private Bag x6001, Potchefstroom, 2520 

CONTACT NUMBER: 018 299 1560 

 

2. ETHICAL CLEARANCE  

 

This study has been approved by the Ethics committee of the Faculty of Education of the North-

West University and will be conducted according to the ethical guidelines of this committee. 

Permission was also asked from the Department of Basic Education as well as the school 

principal. 

 

The ethical clearance number for this project is: NWU-00471-16-S2 

 

3. FOCUS OF THE RESEARCH 

This research focuses on German SAL professional development needs in a South African context.  

 

4. PARTICIPANTS 

 

All German SAL language teaching at government schools will be invited to participate in this 

project. 

 

5. EXPECTATIONS TO PARTICIPANTS 

 

You are invited to take part in a needs analysis, by means of which these needs will be 

established. There are no right or wrong answers or views, and it would appreciated it if you could 

share your views openly and freely. Based on the needs analysis and subsequent focus group 

interviews, a self-directed blended learning programme will be conceptualised, developed and 

tested. Should you be willing, you are invited to take part in the programme at no cost to you. You 

will also be invited to participate (in a blended learning mode) on Moodle and to evaluate the 

programme after completion. During the course of the programme you will be requested to 

perform observations and to complete a reflective journal on the programme. 

 

6. BENEFITS TO PARTICIPANTS 

 

Participants will be able to voice their German SAL teaching needs in a safe environment. They 

will have the opportunity to participate in a teacher development programme at no charge to them. 

No financial compensation will be made to participants in the study. 
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7. RISKS INVOLVED FOR PARTICIPANTS 

 

The study to be conducted will not cause any discomfort or expose participants to any risks.  

 

8. CONFIDENTIALITY AND PROTECTION OF IDENTITY 

 

By agreeing to take part in the research, you are also giving consent that the data may be used 

for publication purposes.  However, you are assured of confidentiality, and your name will not be 

used at all (pseudonyms will be used) 

 

9. DISSEMINATION OF FINDINGS 

 

All knowledge generated in the conceptualisation and running of the programme will be made 

available to all German SAL teachers, regardless of their participation in the research project. 

 

10. PARTAKING AND WITHDRAWAL 

Participation in this research is completely voluntary and no pressure, however subtle, will be 

placed on you to take part. You may withdraw from this research at any stage, and there will be 

no consequences in doing so. 

 

Yours sincerely 

Gerda-Elisabeth Wittmann 

Subject Chairperson: German 
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CONSENT LETTER 

Research project: Recommendations towards a self-directed blended learning programme 

for German Second Additional Language teachers 

Name of researcher: Ms G-E Wittmann ([Office] (018) 299 1560; gerda.wittmann@nwu.ac.za 

 

I, the undersigned .............................................................(full names & surname of participant) 

have read the preceding premises in connection with the research and have also heard the oral 

version thereof and I declare that I understand it. 

 

With this declaration I give my voluntarily consent to take part in the research. I also take note of 

the fact that I may withdraw from this research at any point, without any consequences for me. I 

understand that my participation in this research will mean that I will be asked to complete a needs 

analysis questionnaire. If I choose to participate in the second phase of this research, I understand 

that I will be asked to participate in a focus group interview and to follow a self-directed blended 

learning programme German SAL teacher development programme. Furthermore, I understand 

that I will be requested to evaluate said programme orally and by means of an evaluation 

questionnaire. 

SIGNATURE OF PARTICIPANT 

Information found above in English, Afrikaans and/or German was presented to me by Gerda 

Wittmann.  I am able to interpret and comprehend what is said or written to me in this language.  

The researcher allowed questions with regard to the study and I am pleased with the responses. 

 

I hereby give consent to be part of this study.  I was provided a copy of this document. 

 

_____________________________________ Name of participant 

 

_____________________________________ Signature of participant 

 

 _____________________________________ Name of witness 

 

_____________________________________ Signature of witness 

 

Gerda Wittmann_________________________ Name of researcher 

 

mailto:gerda.wittmann@nwu.ac.za
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_____________________________________ Signature of the researcher 

CONSENT TO PARTICIPATE IN RESEARCH 

Signature ______________________  Date _________________ 

Please tick the appropriate box 

Participation in needs analysis Participation in second phase 
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Dear German SAL teacher, 

 

Thank you for your willingness to complete the following questionnaire. Your input is highly 

appreciated. Please answer the following questions: 

 

1. Please complete the table. 

Email address  

Cell phone number  

Age  

Province  

First Language  

Other languages spoken by you and language 

level (Beginner / Intermediate / Advanced) 

 

Highest qualifications  

Do you teach at a primary school or high 

school? 

 

Teaching experience (years)  

German Second Additional Language (SAL) 

teaching experience (years) 

 

Number of learners learning German Grade 8  
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Grade 9  

Grade 10  

Grade 11  

Grade 12  

First language(s) of learners  

Other subjects taught by you  

Extramural activities offered by you  

Number of other German SAL teachers in a 

100km radius 

 

 

2. Do you receive any additional funding for your German SAL classes, either by the Goethe-

Institut Johannesburg or another organization? Please elaborate. 

 

 

 

 

 

 

3. Have you been able to attend any training opportunities in the German-speaking countries 

(Germany, Austria, Switzerland or Liechtenstein) in the last 5 years?  If so, please elaborate. 
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Yes No 

 

 

 

 

 

 

4. Which textbook do you use in your class? 

 

 

5. Which other media and teaching material do you use in class? 
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6. On a scale of 1 – 5 (one being the least likely and 5 being the most likely), please indicate the 

extent to which you would agree with the following statements. 

6.1 Additional teaching material for German SAL is readily available to me. 

1 2 3 4 5 

 

6.2 It is possible to use digital media in my classroom. 

1 2 3 4 5 

 

6.3 My learners have access to digital media outside the classroom. 

1 2 3 4 5 

 

6.4 I confidently use digital media in my classroom. 

1 2 3 4 5 

 

6.5 I have experience with digital media in the classroom. 

1 2 3 4 5 

 

7. Do you have a degree or qualification in teaching? If yes, please provide details. 

Yes No 
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8. To function optimally as a German SAL teacher, what would you view to be your biggest needs? 

 

 

 

 

 

 

9. In terms of teaching German SAL, what are the biggest other challenges you face? 

 

 

 

 

 

 

10. What would you describe as your own biggest developmental need? Please explain your 

answer. 
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11. Please explain how it came about that you started teaching German SAL at your school. 
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ADDENDUM C: EVALUATION FORM: EXPERT PARTICIPANTS 

Dear Participant, 

 

Thank you for your willingness to complete the following questionnaire. Your input as an 

information-rich participant is highly appreciated. Please answer the following questions in either 

German, English or Afrikaans 

 

1. 1. On a scale of 1 to 5 (one being very easy and 5 being extremely difficult), please indicate 

how easy it was to navigate through the course with regard to the technology used. 

 

1 2 3 4 5 

 

1.2 What can you recommend to make navigation easier? 

 

 

 

 

 

 

 

2. 1. On a scale of 1 to 5 (1 being very easy and 5 being extremely difficult), please indicate how 

easy it was to understand the instructions, based purely on language use? 
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1 2 3 4 5 

 

2.2 What can you recommend to make instructions clearer? 

 

 

 

 

 

 

 

3. 1. On a scale of 1 to 5 (1 being very relevant and 5 being completely irrelevant), please indicate 

how relevant you deem the content of the course for teachers of German SAL or Deutsch als 

Fremdsprache? 

 

1 2 3 4 5 

 

 

3.2 What can you recommend to make the content more relevant? 
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4. The aim of the course is to foster self-directed learning44, partly through collaborative learning45, 

in teachers of German SAL. To what extent do you regard this course to have fulfilled its purpose? 

Please elaborate. 

 

 

 

 

 

44 As defined by Malcolm Knowles (1975: 18) as ‘[...] a process in which individuals take initiative, 
with or without the help of others, in diagnosing their learning needs, formulating learner goals, 
identifying human and material resources for learning, choosing and implementing appropriate 
learning strategies, and evaluating learning outcomes’ 

45 Collaborative learning, as defined by Matthews (1996: 101) “occurs when students and faculty work together to create knowledge. […] It is a 

pedagogy that has at its center the assumption that people make meaning together and that the process enriches and enlarges them. In order 

for cooperative learning to take place, Johnson & Johnson mention the need for five conditions, being  

• positive interdependence,  

• individual accountability,  

• promotive interaction, 

• social skills and 

•  group processing” (2019: 47)  
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5. Do you have any further suggestions on how to make the course more relevant or more user-

friendly for teachers of German SAL? 

 

 

 

 

 

 

6. What did you find to be the strongest aspects of the course? 
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ADDENDUM D: PARTICIPANT EVALUATION FORM 

Dear Participant, 

 

Thank you for your willingness to complete the following questionnaire. Your input as participant 

is highly appreciated. Please answer the following questions in either German, English or 

Afrikaans 

 

1. 1. On a scale of 1 – 5 (one being very negative and 5 being extremely positive), please indicate 

your general impression of the programme. 

 

1 2 3 4 5 

 

1.2 What could you recommend to improve on the programme? 

 

 

 

 

 

 

 

2.1. On a scale of 1 – 5 (one being irrelevant and 5 being very relevant), please indicate how 

relevant this programme is for your own teaching.  
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1 2 3 4 5 

 

2.2 What could you recommend to improve on the programme’s relevance? 

 

 

 

 

 

 

 

3.1 On a scale of 1 – 5 (one being no influence and 5 being a very high influence), please indicate 

how influential this programme will be on your own teaching. 

 

1 2 3 4 5 

 

3.2 What could you recommend for the programme to have a more direct influence on your own 

teaching and learning? 

 

 



 

234 
 

 

 

 

 

 

4. 1. On a scale of 1 – 5 (one being very easy and 5 being extremely difficult), please indicate 

how useful the programme seems to your work life? 

1 2 3 4 5 

 

4.2 What could you recommend to make the programme more useful? 

 

 

 

 

 

 

 

5. 1. On a scale of 1 to 5 (1 being very easy and 5 being extremely difficult), please indicate how 

easy it was to use the programme? 
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1 2 3 4 5 

 

5.2 What could you recommend to make the programme easier to use? 

 

 

 

 

 

 

 

6. 1. If the programme was to be developed further, how likely would you be to use it? On a scale 

of 1 to 5 (1 being highly unlikely and 5 being very likely), please indicate how likely you would 

choose to continue using this programme? 

 

1 2 3 4 5 

 

3.2 What could you recommend to increase the likeliness of your use of this programme? 
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ADDENDUM E: ETHICAL CLEARANCE 
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ADDENDUM F: DEPARTMENTAL PERMISSION FREE STATE 
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ADDENDUM G: DEPARTMENTAL PERMISSION GAUTENG 
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ADDENDUM H: DEPARTMENTAL PERMISSION WESTERN CAPE 
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ADDENDUM I: PERMISSION FORM PRINCIPALS 

 

 

 

Dear School Principal 

 

PERMISSION TO CONDUCT RESEARCH WITH YOUR EMPLOYEE 

Your school is one of a few select schools in South Africa that still offers German Second 

Additional Language as a subject. As part of research for a PhD I am investigating the unique 

teaching and learning situation of German SAL teachers in the country and would like to obtain 

permission to involve your employee. 

 

The following general principles, which are applicable to the research project, are described 

below. After reading the information, I hope that you will positively consider giving Mr/s …consent 

to participate. 

 

1. RESEARCH PROJECT 

 

Title: Recommendations towards a self-directed blended learning programme for German Second 

Additional Language teachers 

 

Private Bag X6001, Potchefstroom 

South Africa 2520 

Tel: 018 299-1111/2222 

Web: http://www.nwu.ac.za 

 

Project leader, Faculty of Education:  

Prof. Jako Olivier, jako.olivier@nwu.ac.za 

 

Research Focus Area: Self-directed Learning 

Director: Prof. Elsa Mentz, elsa.mentz@nwu.ac.za 

1 March 2018 
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PROJECT PROMOTER: Prof JAK Olivier 

CO-PROMOTER: Dr Louise Strydom 

ADDRESS: NWU, Private Bag X6001, Potchefstroom, 2520 

CONTACT NUMBER: 018 285 2078 

 

MEMBER OF PROJECT TEAM – PhD Student: Gerda Wittmann 

ADDRESS: School of Languages, NWU, Private Bag X6001, Potchefstroom, 2520 

CONTACT NUMBER: 018 299 1560 

 

2. ETHICAL CLEARANCE  

 

This study has been approved by the Ethics Committee of the Faculty of Education of the North-

West University and will be conducted according to the ethical guidelines of this committee. 

Permission was also asked from the Provincial Department of Education and permission will also 

be obtained from the German SAL teachers. 

 

The ethical clearance number for this project is NWU-00471-16-S2. 

 

3. FOCUS OF THE RESEARCH 

 

This research focuses on German SAL teachers’ professional development needs in a South 

African context.  

 

4. PARTICIPANTS 

 

All German SAL language teachers at government schools will be invited to participate in this 

project. 

 

5. EXPECTATIONS TO PARTICIPANTS 

 

German SAL teachers are invited to take part in a needs analysis, by means of which their profiles 

and teaching needs will be established. There are no right or wrong answers or views, and it 

would be appreciated it if they could share their views openly and freely. Based on the needs 

analysis and subsequent focus group interviews, a self-directed blended learning programme will 

be conceptualised, developed and tested. Should teachers be willing, they are invited to take part 

in the programme at no cost. They will also be invited to participate (in a blended learning mode) 

on Moodle and to evaluate the programme after completion. During the course of the programme 

they will be requested to perform observations and to complete a reflective journal on the 

programme. 
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6. BENEFITS TO PARTICIPANTS 

 

German SAL teachers will be able to voice their teaching needs in a safe environment. 

Furthermore, they will have the opportunity to participate in a teacher development programme 

at no charge. They will receive no financial compensation for taking part in this study. 

 

 

7. RISKS INVOLVED FOR PARTICIPANTS 

 

The study to be conducted will not cause any discomfort or expose teachers to any risks.  

 

8. CONFIDENTIALITY AND PROTECTION OF IDENTITY 

 

By agreeing to take part in the research, you are also giving consent that the data may be used 

for publication purposes. However, you are assured of confidentiality, and neither your name, nor 

the teacher’s name will be used (pseudonyms will be used). 

 

9. DISSEMINATION OF FINDINGS 

 

All knowledge generated in the conceptualisation and running of the programme will be made 

available to all German SAL teachers, regardless of their participation in the research project. 

 

10. PARTAKING AND WITHDRAWAL 

Participation in this research is completely voluntary and no pressure will be placed on teachers 

to take part. Teachers may withdraw from this research at any stage, and there will be no 

consequences in doing so. 

 

Yours sincerely 

Gerda-Elisabeth Wittmann 

Subject Chairperson: German 
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PERMISSION LETTER 

Research project: Recommendations towards a self-directed blended learning programme 

for German Second Additional Language teachers 

 

Name of researcher: Ms G-E Wittmann; Office: 018 299 1560; E-mail: 

gerda.wittmann@nwu.ac.za 

 

I, the undersigned .............................................................(full names & surname of principal) have 

read the preceding information in connection with the research and have also heard the oral 

version thereof and I declare that I understand it. 

With this declaration I give my voluntarily permission for my employee to take part in the research. 

I also take note of the fact that he / she may withdraw from this research at any point, without any 

consequences for him / her. I understand that his / her participation in this research will mean that 

he / she will be asked to complete a needs analysis questionnaire. If he / she chooses to 

participate in the second phase of this research, I understand that he / she will be asked to 

participate in a focus group interview and to follow a self-directed blended learning programme 

German SAL teacher development programme. Furthermore, I understand that he / she will be 

requested to evaluate said programme orally and by means of an evaluation questionnaire. 

SIGNATURE OF PRINCIPAL 

Information found above in English and / or Afrikaans was presented to me by Gerda Wittmann.  

I am able to interpret and comprehend what is said or written to me in this language.  The 

researcher allowed questions with regard to the study and I am satisfied with the responses. 

 

I hereby give permission for my employee to be part of this study.  I was provided a copy of this 

document. 

 

_____________________________________ Name of principal 

 

_____________________________________ Signature of principal 

 

 _____________________________________ Name of witness 

 

_____________________________________ Signature of witness 

 

mailto:gerda.wittmann@nwu.ac.za
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Gerda Wittmann_________________________ Name of researcher 

 

_____________________________________ Signature of the researcher 
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ADDENDUM J: PROOF OF ACCEPTANCE: ARTICLE 2 
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ADDENDUM K: PROOF OF ACCEPTANCE: ARTICLE 3 
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ADDENDUM L: PROOF OF SUBMISSION: ARTICLE 4 
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ADDENDUM M: PROOF OF SUBMISSION: ARTICLE 5 
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ADDENDUM N: PROOF OF TEXT EDITING 
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ADDENDUM O: PROOF OF QUALITY CONTROL OF REFERENCING 

 


