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Abstract 
Based on Wenger’s social learning model, this study aimed at 

investigating teacher collaboration in a community of practice in a 

South African primary school. A qualitative study nested in the social 

constructivist paradigm was most appropriate for the study. Data 

collection included a focus group interview with teachers from the 

Mathematics Department, a qualitative questionnaire and semi-

structured interviews with the principal. The data analysis employed a 

hybrid method based on Wenger’s social learning model. The findings 

revealed a contextualized experience of a community of practice, which 

contributed to the theory of the phenomenon ‘community of practice’ in 

schools. 
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I. Introduction 
 The phenomenon ‘teacher collaboration’ has been the focus in numerous studies 

and has shown many positive benefits for learning in schools (Brouwer 2011; Cha and 

Ham 2012; Poulos, Culberston, Piazza and D’entremont 2014; Watson 2014; Wells 

2014). The extensive body of literature shows that teacher collaboration has significant 

potential to enhance both teacher and student learning by offering opportunities to 

improve teachers’ practice (Cha and Ham 2012; Darling-Hammond, Wei, Andree, 

Richardson and Orphanos 2009; Forte and Flores 2014; Watson 2014). This view is also 

confirmed by Williams (2010), who believes that a well-structured model of teacher 

collaboration fills the gap left by traditional professional development programmes and 

enhances teachers’ professional learning, which has a profound influence on their 

classroom practice. Moreover, collaborative learning emphasizes the learning of 

professionals and not merely the inactive didactic development of teachers (Wells 2014). 

 

 Pedder and Opfer (2011) and Wells (2014) maintain that teacher collaboration 

occurs predominantly as an outcome from teachers’ communication of their collective 

beliefs and experiences of teaching practices which have had a significant impact on their 

individual and collective learning. This is why developing and sustaining teacher 

collaboration is considered to be the most important strategy for school improvement 

(Cha and Ham 2012; Poulos et al. 2014).  
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Meaningful professional learning opportunities for teacher effectiveness 

necessitate an in-depth understanding of teachers’ experiences of their collaboration 

(Dadds 2014). Although the positive impact of teacher learning communities on schools 

has been widely acknowledged, few empirical studies that focus on learning communities 

in schools (Brouwer 2011). Moreover, not much research has been done to determine 

how teachers participate in communities of practice (Admiraal, Lockhorst and Van der 

Pol 2012; Brouwer 2011; Cha and Ham 2012). Watson (2014: 2 therefore ‘holistically 

invites an examination of professional practices’ in schools.  

 

To assist South Africa’s ability to compete internationally, some initiatives have 

been directed to improving the quality in schools (Republic of South Africa 2007; 2011). 

Of particular interest is the compulsory implementation of the professional learning 

community model in 2017, as proposed in the Integrated Strategic Planning Framework 

for Teacher Education and Development (Republic of South Africa 2011).   

 

This study, which formed part of a larger project, was intended to build on 

findings from previous studies that focused on a school’s learning community (Steyn 

2009; 2010; 2013; 2014a; 2014b; 2014c).  The research question that was posed 

developed from Wenger’s characteristics of a community of practice: ‘To what degree is 

the social practice learning theory of Wenger (1998a; 1998b) useful in explaining the 

nature of teacher learning in a community of practice?’ The notion of a teacher 

community was well worth investigating since it has benefits for both school and system-

wide improvement and ultimately has the potential to improve both teacher and student 

learning.  

 

II. Literature Review  
This study draws on recent developments in theorizing continuing professional 

learning to explore teachers’ experience in a Mathematics teaching community of 

practice in a school (cf. Green, Hibbins, Houghton and Ruutz 2013). Compared to 

previous models on teachers’ professional development, recent models focus on 

professional learning at work with its emphasis on long-term and interactive, 

collaborative participation (Dadds 2014; Green et al. 2013).  

 

Given this paradigmatic shift, collaborative learning models such as Wenger’s 

communities of practice (1998a; 1998b) have increasingly been used in studies (Admiraal 

et al. 2012; Borg 2012; Mason 2012). Theoretical constructions of communities of 

practice have originated from a social perspective of learning, including teachers’ 

professional learning in the context of individuals’ lived experiences in their world (Borg 

2012). Wenger’s social learning theory (1998a; 1998b), which focuses on relational 

aspects of communities for learning, was considered an appropriate lens through for the 

study on teacher collaboration.  According to Wenger (2012) the concept ‘community of 

practice’ is perceived as a social learning system, which develops when individuals 

participate in ‘a process of collective learning in a shared domain of human endeavor’ 

(Wenger, 2007). In line with this view, social learning scholars believe that learning 

communities create a foundation for members to explore critique and share (Dadds 

2014).  In the social learning context Wenger (1998a; 1998b) identifies three elements 

that define a community of practice.  
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A. Mutual Engagement 

 It refers to the way in which the community of practice functions and binds team 

members into a social entity (Brouwer et al. 2012; Mason 2012; Admiraal et al. 2012). 

Team members engage in various learning processes and develop by means of shared 

engagement in discussions (Forte and Assunção 2014; Gau 2014; Mills 2011). It is in 

particular the passion, commitment and identification with the community’s expertise 

that hold the members together (Wenger 2001). 

 

B. A Shared Repertoire 

 It includes a shared set of resources such as language, ways of doing and 

understanding that serves as a resource for facilitating learning among members (Wenger, 

1998a; Admiraal et al. 2012). 

 

C. A Shared repertoire 

 It gives a Sense of belonging develops when team members create resources to 

negotiate meaning (Mills 2011).  

 

D. Joint Enterprise  

 It is a collective process of negotiation in which team members work towards a 

common goal and in which they collectively develop an understanding of what the 

particular community is about in order to create a community of practice (Admiraal et al. 

2012; Mason 2012; Wenger 1998a).  

 

The choice to employ the lens of a social practice perspective of learning for this 

study, however,  does not imply that other perspectives that focus on the relationship 

between social and cognitive aspects of learning are negated (Graven 2004).  

 

III. School Context 
The South African primary school in the study is located in a large, urban 

setting. It had approximately 1 850 students and 129 staff members at the time of the 

study. The teacher community structure became dominant in the second year after the 

new principal’s appointment in 2010. Compared to Poulos et al.’s study (2014), the 

school also extended a team arrangement among Mathematics teachers of subject-area 

and grade-level teams by including vertical teams in the different grades.  

 

Team leadership and composition were determined by the School Management 

Team. Teachers in the different departments of the school met once a term, while staff 

meetings occurred weekly. Grade-level teams met once a week, where teachers worked 

together on aspects of teaching the subject. Informal discussions also occurred daily 

between grade teachers. The principal succeeded in reducing the number of students in 

Grade 5, 6, and 7 Mathematics classes to only 15 students per class (Steyn 2013).  

 

Table 1 shows the average of the Annual National Assessment results for 

Mathematics in all the schools in South Africa, in Gauteng and in the case study school. 

The school shows significantly higher averages than the average in the country and in 

Gauteng province.  
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Table 1:  Annual National Assessment Results (2014) for Mathematics in South 

Africa, Gauteng and the school (in percentages) 
 South Africa Gauteng Case study school 

Grade 4 37.3 44.4 68 

Grade 5 37.3 45.7 68 

Grade 6 43.0 50.0 80 

 

IV. Methodological Issues  
A qualitative, single-case study was selected for this study (Mason, 2014) which 

explored a bounded system, a learning community in a primary school (Creswell, 2013). 

It explored staff’s experiences of their collaboration in the Mathematics Department with 

a view to understanding the phenomenon ‘community of practice’.  Purposeful sampling 

was used for the study (Mason, 2014) since previous studies in the school had shown that 

the school had moved towards a learning community model (Steyn 2009; 2010; 2013; 

2014a; 2014b; 2014c). There were two criteria for the selection of the Mathematics team 

of teachers for the study:   

 

(1) The Department of Mathematics was the largest in the school and consisted of eight 

Grade 5 classes, seven Grade 6 classes and seven Grade 7 classes.  

(2) The larger number of staff per grade also required a form of interdependence among 

teachers in the learning community to ensure horizontal and vertical collaboration among 

the different grade teachers.  

 

 The study was embedded in the social constructivist paradigm that primarily 

concerns itself with the way in which people actively construct, understand and interpret 

reality in the life-world (Creswell 2103; Ritchie, Lewis, Nicholls and Ormston 2013).  

Data were collected for approximately three months by means of (1) focus groups with 

staff members in the Department of Mathematics; (2) an open-ended qualitative 

questionnaire for these staff members and the principal; and (3) personal interviews with 

the principal. Data from previous studies in the school also served as a valuable source of 

information (Steyn 2013; 2014a; 2014b). These different methods assisted in the 

triangulation of data. The interview schedule and the open-ended questions in the 

questionnaire were based on the theoretical framework (Gau 2014). The following 

questions, among others, were posed in the focus group: ‘What is the nature of 

collaboration among team members within teacher teams?’; ‘What are the goals of your 

team?’ and ‘What systems, resources and relationships support collaboration?’ The 

questionnaire served to capture the main features of each individual’s experience of 

collective learning.   

 

 Audio-recordings and transcriptions of recordings were used to identify categories 

(Gau, 2014). The main focus when analyzing data was on teachers’ perceptions of their 

collaboration in the Mathematics Department (Rosnida and Malakolunthu 2013). A 

hybrid method of thematic analysis was used for the data analysis that included an 

inductive approach to data management and a deductive approach to coding, which was 

based on the conceptual framework of the study (Fereday and Muir-Cochrane 2006). The 

data management that described the phenomenon (Pedder and Opfer 2010) included the 

following steps:   
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(1)  Familiarization, where the researcher immersed herself in data to get an overview of 

the content;  

(2) Constructing an initial thematic framework where the researcher refined the topics 

into a set of themes;  

(3) Indexing and sorting parts of data that belonged together; and  

(4) Reviewing data extracts to further refine the data.  

 

 In the deductive analysis a priori codes (Nieuwenhuis 2010) were used to reach 

the second level of understanding, which were essentially clustered around the three 

major themes of a community of practice; mutual engagement, shared repertoire and joint 

enterprise. Moreover, in vivo coding was used to ensure that participants’ own words 

were honored (Creswell 2013). Member checking was done with participants to ensure 

that the interview findings were accurate and give them the opportunity to correct and 

make additions to the data.  

 

 Participation in the study was voluntary and the study was explained to all 

participants and participants were assured that their identities would not be disclosed in 

the presentation of the findings. Ethical clearance for the study was obtained from the 

Department of Education and the University of South Africa. 

 

V. Results and Discussion 
 The following main themes were identified:  mutual engagement, shared repertoire 

and joint enterprise. In the inductive thematic analysis, different categories under each of 

these themes were identified as indicated in Figure 1.  

 

Figure 1:  The main themes in the study and their contextualization of a community 

of practice 
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A. Mutual Engagement: ‘We work pleasantly together – everyone does his part’  

 It was clear from the findings that participants were committed to team work, that 

they made contributions to their learning teams and that they worked and learnt 

collaboratively as a team.  

 

Structuring team engagement: ‘Teamwork is very important for effective learning’ 

 Collaboration in the school was arranged departmentally and included both 

horizontal teams among the different grades and vertical teams in the departments that 

involved various grade levels. The Head of Department explained that since Grades 5 to 

7 had four to five Mathematics teachers in each grade, team work was indispensable in 

realizing the set goals in their teams. Participants believed that it was necessary for team 

members to meet regularly to discuss curricular matters, to give advice and to get to 

know each other better. Team members also sincerely indicated a strong commitment to 

collaboration. In this regard the principal succinctly explained:  I sense a very prevalent 

sense of pride in our school amongst our teachers. They feel they are valued, trusted, 

respected, and supported by the whole of the school community – starting with the school 

management, right through to the parents and the learners.  

  

 A participant in the focus group believed that she could not think of ‘any other 

school that provided such support’ and that every day she was ‘grateful’ to belong to the 

school. Their regular meetings ensured that outcomes were met that they shared goals and 

developed new insights in teams.  The Head of Department explained the functioning of 

teams: In each grade is a teacher who takes the lead. That person ensures that lessons 

and tests and assignments are ready on time and that all people involved receive them. 

They arrange short meetings on certain times to confirm that all staff members are on the 

same place. Because there are so many activities after school, we plan to meet on a 

regular basis on Wednesday mornings in 2015 as subject team, grade team or as the 

whole department.  

 

 Participants acknowledged the different contributions and also the individual 

competencies that team members brought to the team. One teacher in the focus group 

explained: When someone is better technologically, we use that person for technology. 

Another one is perhaps better with working out worksheets. Or it also happens that we 

divide it [the work] in half…  So it also depends on members’ character, their 

personality.  

 

Valuing their professional relationship 

 You are not on an island’: Participants respected the good team spirit and they felt 

proud to be a team member. They shared a ‘passion’ for Mathematics which provided the 

underpinning of a sense of belongingness that was ‘unbelievable’. A teacher expressed 

this as follows: ‘You get the feeling of belongingness among other teachers, in other 

words, you do not feel on an island.’  Two participants nevertheless suggested more 

team-building sessions to make collaboration ‘more effective’.  

 

 Team members felt comfortable when making suggestions and were never ‘scared 

to ask questions or for assistance’. Some participants felt strongly that it was the 

responsibility of an individual teacher to ask for assistance when it was required. Their 

professional collaboration also resulted in a ‘positive relationship’ among team members. 

Moreover, the ‘caring for each another was unbelievable, not only on school level, but 
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also personally’. What amazed the principal was the sense of ‘brotherhood’ that emerged 

as a result of teacher collaboration (Steyn 2014c).  

 

 Participants believed that their professional relationships were based on ‘respect’ 

and ‘trust’. Steyn’s study (2014b) confirmed that respect and trust among staff members 

in the school was prominent (82.36%), while 92.16% of all staff members experienced 

caring, productive and collaborative relationships with other staff.  

 

 Mutual engagement binds the team members into a social entity (Brouwer 2011; 

Wenger 2000), which participants supported.  This implied that team members knew how 

to complement one another without losing their own professional identity. It builds 

relationships among team members and ‘connects them in ways that can become deeper 

than more superficial similarities’ (Brouwer 2011), which was also supported by the 

findings.  As in the case of Gau’s (2014), and Forte and Assunção’s (2014) studies, 

participants in the study experienced a sense of belonging that promoted a culture of 

sharing their expertise. Moreover, participants experienced their communities as safe 

environments in which to engage (Wells 2014). 

 

 Another aspect of the findings was the importance of respect and trust that existed 

among team members (Forte and Assunção 2014). They knew each other well enough to 

interact productively (Cranston 2009; Wenger 2000). Considering the findings, it may be 

deduced that there was mutual engagement among team members and that they supported 

Wenger’s social learning theory. Mutual engagement implies that there should be a 

means that a level of goal and task interdependence exists among team members 

(Brouwer 2011), which is briefly outlined in section 2:  ‘Shared repertoire’. 

 

B. Shared Repertoire:  ‘The whole is more than the parts’ 

 The findings revealed evidence of a shared repertoire among staff members, as is 

briefly outlined in the following sub-sections.  

 

Engaging in continuous, interactive professional dialogue: ‘We all need to be on the 

same page’ 

 The principal believed that without collaboration there could be ‘no growth, no 

advancement, no development, no refinement and no synergy… The whole is more than 

the parts, and the system cannot function if all the parts do not work together’. 

Participants confirmed that they engaged in continuous dialogue and indicated that a high 

level of collective learning occurred, particularly at grade-team level. During such 

meetings teachers focused on particular Mathematics topics that were meaningful to their 

teaching practice. Participants believed that teachers in a particular grade had to work 

together to ensure that they were ‘all on the same page’.   

 

 Participants valued the idea of well-structured avenues for continuity among the 

different grades in the school in particular. It was important for each grade to know 

exactly what the next grade required from students in order to prepare them effectively.  

The principal believed that the next grade was then less ‘traumatic’ for students. This 

idea of continuity was so effective that one teacher expressed her need to meet with 

neighboring high schools to enquire about the progress of the primary school’s students 

to prepare them more effectively for high school. 
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 Although a previous study among staff members revealed that 93.87% agreed that 

time was scheduled for staff interactions (Steyn 2014b), their interdependence led to their 

desire to have even more scheduled opportunities within the timetable for dialogue. This 

was supported by the Head of Department, who acknowledged that time was an 

inhibiting factor, but indicated that it would receive the necessary attention for more 

formal collaboration among teams in future.  

  

Sharing the responsibility for teaching:  ‘You take ownership of the process’ 

 Participants supported the idea of being collectively responsible for teacher and 

student learning. The principal explained participants’ stance:  ‘When you share 

responsibilities … you take ownership of the process which you are part of’. In achieving 

the same goal, one teacher expressed her view as follows:  The Mathematics panel needs 

each other and that it is necessary to have an open communication relationship with each 

other … A team that works together focuses on each other’s needs by ensuring that the 

team is on track and seeing that team members have the right equipment to attain the 

goal. 

 

 In their collaboration team members constantly needed to address challenges and 

implement new policies. For the Head of Department the intention to ‘[find] solutions 

that occurred in the teaching process collectively’ in teams was crucial.  Fortunately 

classroom proximity of teachers facilitated interaction among participants, which was 

also supported by a previous study (Steyn 2014b). Participants used also used other 

means for interactions, such as daily informal discussions, text messages on their cell 

phones and e-mails to collaborate. They even created a group on Whatsapp where all 

members in the team could participate, share ideas or ask for advice.   

 

 The good performance of the school compared to that of the rest of South Africa in 

the Annual National Assessment Results (2014) for Mathematics (Table 1) is evidence of 

the positive impact of the teachers’ collaboration in the Mathematics Department in the 

school.  The findings show the presence of the second element of Wenger’s social 

learning theory, a shared repertoire. Participants developed opportunities in their grade 

teams that would support more effective teaching practice (Green et al. 2013). Staff also 

developed communication patterns and they established various ways of interacting to 

ensure effective collaboration (Brouwer 2011).  This shared repertoire, as indicated in the 

findings, included physical resources such as e-mails, textbooks and text messages on cell 

phones or intangible resources such as a shared discourse for accomplishing tasks (Mason 

2012). Through these shared resources the community of practice team members engaged 

in continuous professional dialogue and problem-solving (Wells 2014). Their 

collaboration broke down barriers of isolation (Pedder and Opfer 2011) although 

participants had the desire for more scheduled time to collaborate.  

 

 According to Wenger (1998b) the ideal context for mutual engagement and shared 

repertoire around a joint enterprise ‘requires a strong bond of communal competence’, 

which are outlined in the next section. 
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C.  Joint Enterprise:  ‘There is not a single entity in the school that can stand on its 

own’ 

 One teacher succinctly summarized the joint enterprise in their team: ‘The nature 

of our collaboration is based on communication, good planning, support, recognition of 

differences, and advice to each other’.   

 

Working and learning collaboratively: ‘They [teachers] have to understand the goals; 

they have to support the vision’ 

 Although participants had various views on their collaboration, they had a clear 

goal about what they had to accomplish. They focused on ‘teaching and learning 

outcomes that would lead to the success of learners, academically and emotionally’. This 

implied that all efforts should be orchestrated and that the different grades should not 

function as ‘islands of excellence’ (Steyn 2014c). The principal explained his stance in 

this regard:  There is not a single entity in the school that can stand on its own. 

Everything is interconnected, and thrives and succeeds when in collaboration with other 

systems within the school.  

 

 To ensure their interconnectedness, the principal believed that teachers had to buy 

in to the ‘bigger picture’, and understand the goals, support the vision and trust their 

leaders for leading them honestly towards quality teaching and learning.  Participants 

agreed that they ‘bought into the idea of collaboration’.  In their collaboration, team 

members often sought assistance from other teachers and they often felt ‘forced’ to work 

together, for example in implementing the new curriculum, Curriculum Assessment 

Policy Statement (CAPS,) that was introduced in 2014. Sharing each other’s approaches 

led to new insights; as one teacher wrote: team work ‘taught me to see something in 

another way – in a way that one had not even thought about’. A teacher in the focus 

group confirmed this as follows: The ideas of other colleagues, how they explain certain 

sums help one to change your approach… The outcome is that we improve our 

performance in class. 

  

A fair distribution of tasks: ‘Work is divided, which greatly lessens the pressure and 

therefore gives more time for other responsibilities’ 

 Team members usually met at the beginning of semesters to plan and to allocate 

responsibilities. The idea was that everyone ‘gets the same amount of work … Some do 

the worksheets … and others do the planning and tests.’ The principal’s perspective 

explained the participants’ stance:  ‘When you share responsibilities … you take 

ownership of the process which you are part of.’ Another teacher believed that the fair 

distribution meant that there was ‘so much less pressure’ on them, which allowed ‘more 

time for other responsibilities’.  For her this approach created opportunities to ‘learn new 

things from each other and to learn new teacher strategies’. By sharing responsibilities 

and practices, participants felt that they grew professionally.  

 

Valuing support: ‘The support if of inestimable value’ 

 The support provided by team members was highly appreciated by participants and 

considered it to be of ‘inestimable value’. Not only was the support highly valued, but 

also the way in which members ‘protected’ one another; as one teacher in the focus group 

said: ‘Colleagues in our team protect each other’. In this regard another teacher referred 

to her experience during a parents’ evening when parents complained about the difficult 
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paper she had set.  ‘My colleagues accepted responsibility for my paper … they did not 

turn their backs on me and said that I set that difficult paper.’  

 

Embracing individual differences: ‘Acknowledge and respect differences by listening 

to suggestions and ideas of others’ 

  Participants believed that they succeeded in establishing a positive 

interdependence. They acknowledged differences in their competencies, personalities and 

views which they viewed as ‘complementary’. As professionals with both 

complementary and conflicting views, disagreements sometimes occurred in teams. For 

teachers it was crucial that these differences should be respected and addressed in ‘a 

decent manner’ by being calm, understanding, tolerant, open and willing to listen to the 

reasoning of other colleagues.  Participants believed that by acknowledging and even 

embracing these differences, team members built constructively on one another’s 

knowledge and skills.  They attributed the differences to the differences in age and 

experience of team members. However, their differences were often to the advantage of 

the team, since older teachers learnt from the younger ones and vice versa.  

 

 Joint enterprise is considered to be the ‘collectively developed understanding’ of 

what a community of practice entails (Brouwer 2011). In a joint enterprise the team 

processes comprise the acquisition of knowledge which creates a mutual accountability 

among team members (Forte and Assunção, 2014; Mills 2011). The joint repertoire of 

Wenger’s social learning theory (1998a; 1998b), as discussed in the findings, indicates 

that the Mathematics Department showed evidence of this element in their community of 

practice. Staff members identified a clear goal and shared responsibility for quality 

teaching and learning (Brouwer et al.2012; Greer 2012; Williams 2010). Wenger (1998a) 

indicates that interrelations within a community may sometimes arise from disagreements 

(Mills 2011). The findings, however, showed that participants acknowledged their 

differences, but that these were not viewed as negative since they respected the 

contributions of others (Green et al.2013). Moreover, Brouwer (2011) considers the joint 

enterprise more productive when there is diversity among team members. In this regard 

Williams (2010) states: ‘A known benefit of collaboration lies in the concept of pooled 

intelligence … thus increasing the knowledge and skill of all members of the group’.  

 

VI. Conclusion and Implications 
 Wenger’s community of practice perspective provided an opportunity to discover 

how teachers’ experiences related to the elements of Wenger’s model. Although they 

acknowledged individual differences they also expressed their willingness to engage in 

continuous formal and informal dialogue and valued their relationships. Trust and mutual 

respect served as the glue binding them together and teachers were driven by a shared 

goal within communities of practice.  

 

 Based on the findings, forming communities of practice can be considered a 

powerful instrument to promote teachers’ and students’ learning. The following 

conclusions can be drawn from the study:   

 

 Teachers experienced professional growth as a result of their collective 

engagement and acknowledged the positive impact on their own learning and 

practice.  
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 Teachers valued their professional relationships, even though there was diversity 

among them. 

 Successful collaboration in communities of practice needs to function both 

vertically and horizontally in a school. 

 There is no ‘one-size-fits-all’ model for an effective community of practice. The 

grade-level teams showed how they particularized the way in which they 

developed a shared repertoire in their particular grades. 

 The idea of a community of practice is well worth pursuing since it is considered 

to promote both teacher and student learning, as well as school-wide capacity 

building for sustainable improvement.  

 

 A few implications can be drawn from the study. First, this study contributes to an 

understanding of the potential of a community of practice within a school context, since it 

has the potential to benefit the particular school and also to contribute to the field of 

school management. Second, it is recommended that longitudinal studies should be done 

on the development of communities of practice in schools, since such studies could allow 

for comparisons as well as continued theory development on communities of practice. 

Third, studies to investigate the way in which communities of practice impact on the 

development of teachers’ professional identity as part of their professional growth are 

recommended.  

 

 The findings of the study are somewhat limited since a small-case qualitative study 

was employed. The first limitation is the generalisability of the findings. The researcher 

nevertheless deliberately selected a case in which the criteria for selection were clearly 

outlined. The second limitation is the relative short period of time in which the study was 

undertaken. Teacher teams are dynamic and the interaction patterns and diversity among 

them can change, which may affect the findings of further studies of this nature. 

However, the findings of the study may serve as a guide to developing communities of 

practice in other South African schools.  
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