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Abstract
Technology is changing the way we learn in the 21st century. It has 
found its way into schools at an increasing pace. This study seeks to 
examine the attitude of school leaders towards the use of technology for 
teaching and learning. The study was conducted in a district in Gaut-
eng. A qualitative case study involving methods such as interviews and 
document analysis containing notes was examined through the lens 
of the Technological Pedagogical and Content Knowledge model. The 
data gathered showed that school leaders supported the use of technol-
ogy. School leaders were more focused on ‘reading, writing and arith-
metic’, which are known in South Africa as the ‘3Rs’. Most leaders did 
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not see the importance and necessity of technology in the early grades. 
Managers indicated that they were reluctant to allow staff to use tech-
nology because of theft and lack of training. Many cited their schools 
did not have the infrastructure and connectivity to support the use of 
technology. It was recommended that school leaders should be capaci-
tated in the use of technology. The Department of Education should 
ensure that all schools have the necessary infrastructure in place before 
technology is introduced and that stricter security measures are put in 
place to prevent the theft of equipment from schools.

Keywords: school leaders, Technological Pedagogical and Content 
Knowledge model, digital technology, attitudes, challenges

Introduction
The introduction of technology for teaching and learning needs a 
major transformation in schools. This complex, difficult, and non-
linear process requires commitment and support from all stakehold-
ers (head teachers, heads of department (HoDs), teachers, learners, 
parents, and the Department of Education). The Department of Edu-
cation (DoE, 2004) introduced the e-Education policy intending to 
transform teaching and learning for the development of 21st-century 
skills. This policy placed an obligation on educators to use educational 
technology to deliver on the expectation for quality education for eco-
nomic growth. This caused problems across public schools in South 
Africa, with various reasons cited. Johnson et al. (2016) and Vandeyar 
(2013) agree that there is a lack of systemic support and that there is 
resistance to the implementation of technology, and this has given rise 
to differing attitudes from school leaders and teaching staff. This study 
focused on the attitude of school leaders towards the use of technology 
in the early grades as mandated in the e-Education policy. The fol-
lowing primary research question guided this study: What are school 
leaders’ attitudes towards the use of digital technology in the early 
grades? Kayalar (2016) states that our lives revolve around technology 
and its continuous use. According to Venketsamy and Wilson (2020), 
it is used daily in some form or another to simplify our daily activities, 
thus making it inevitable that digital technology has become part of 
the teaching and learning process.

Digital technology integration into the classroom can be described 
as the process by which digital technologies are used as tools to support 
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the process of teaching and learning (Sung et al., 2016; Venketsamy & 
Wilson, 2020). This process involves the construction of learning pro-
grammes that are best suited to incorporating digital technologies as 
teaching tools into the curriculum to enhance and provide a meaning-
ful learning environment for all learners (Sung et al., 2016). 

School leaders (head teachers and HoDs) are at the core of the tech-
nological shift in education systems (Richardson et al., 2013). Mahoney 
& Khwaja (2016) reiterate this by stating that school leaders play a sig-
nificant role in providing leadership and vision. Digital technology and 
the expeditious growth thereof increasingly place pressure on schools, 
school leaders, and teachers to adapt, improve, and streamline teach-
ing and learning programmes (Richardson et al., 2013). Richardson 
et al. (2013) further state that the effectiveness and efficiency of the 
use of digital technology in teaching and learning programmes depend 
solely on the adaptiveness and innovativeness of the leadership team 
in a school. Ugur & Koç (2019) indicate that it is extremely important 
that both school leaders and staff share the same vision when it comes 
to the use and implementation of digital technology.

School Leaders’ Attitudes Towards the Use of 
Digital Technology in Teaching and Learning 

Programmes
School principals hold the positions of policymaker and leader, and 
thus play a crucial role in determining to what extent digital technol-
ogy is implemented in the curriculum and in learning procedures in 
the school (Mahoney & Khwaja, 2016). Ugur & Koç (2019) support 
this by stating that the attitude school leaders have towards digital 
technology implementation plays a significant role in the attitudes of 
teachers when they have to implement and make use of digital tech-
nology in teaching and learning programmes (Venketsamy & Wil-
son, 2020). Johnson et al. (2016) and Richardson et al. (2013) both 
agree that effective school technology leadership and the navigation 
thereof by school leaders remains a field of investigation where limited 
research has been done. Still, it is perceptible that without a collec-
tive vision of how technology should be implemented in teaching and 
learning programmes—among school leaders and staff—effectiveness 
and efficiency cannot be achieved (McLeod, 2015). Creating immense 
challenges, these disruptive changes call for a reexamination of all ele-
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ments in teaching and learning programmes (Richardson et al., 2013), 
which should be led by school leaders.

As stated by Ugur & Koç (2019) and Venketsamy and Wilson 
(2020), school leaders recognise the importance of digital technology 
and its use in teaching and learning programmes, but many factors 
influence the process of integration and implementation. One such 
example is tradition and school culture. School leaders take great pride 
in upholding traditions and the fundamental culture of their school. 
In some cases, this ideology of tradition and school culture prevents 
development and adjustment in teaching and learning programmes to 
best suit the academic needs of learners (McLeod, 2015), thus prevent-
ing digital technology from being used in a transformative manner in 
future classrooms. This may result in the misconception among teach-
ers, school leaders, and parents that digital technology utilisation in 
teaching and learning in the Foundation Phase is ineffective (McLeod, 
2015).

Ugur & Koç (2019), however, have found that some leaders advo-
cate for change in their schools. This process of transformation and 
growth is sometimes restricted, as some teachers and staff are reluctant 
to change, and they resist the implementation of digital technology. 
Mahoney and Khwaja (2016) support this statement, saying school 
leaders choose not to advocate for the implementation of digital tech-
nology in their schools because of staff attitudes and lack of knowl-
edge and understanding of the use of technology. One of the chal-
lenges includes the effectiveness of teacher training, which according 
to Mahoney & Khwaja (2016) is not considered to be successful. This 
places considerable pressure on teachers when they must use digital 
technology in teaching and learning programmes. To avoid such situ-
ations, some school leaders choose not to use digital technology in 
teaching and learning (Venketsamy & Wilson, 2020), but rather focus 
time on teaching young learners the 3Rs—reading, writing, and arith-
metic.

Venketsamy and Wilson (2020) state that it is not only teachers that 
have been found to lack the relevant knowledge to successfully use 
digital technology in teaching and learning programmes. According 
to Mahoney & Khwaja (2016), this lack of knowledge is also evident 
among school leaders. Richardson et al. (2013) state that in situations 
where most school leaders lack basic competency in technology, their 
ability to understand various policies and planning issues associated 
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with the effective implementation of digital technologies in teaching 
and learning programmes is effectively impeded. Furthermore, even 
though school leaders have a positive attitude towards the use of digi-
tal technology in teaching and learning programmes (Venketsamy & 
Wilson, 2020), they are also under the impression that it is not essen-
tial for them as leaders to develop their technological skills (Ugur & 
Koç, 2019). In contrast, Yurdakul et al. (2012) stress the importance of 
both teachers and school leaders developing technological pedagogi-
cal knowledge so that they have a better understanding of learners’ 
needs and so that they can equip learners with 21st-century skills. As 
such, school administrators and leaders need proficient pedagogi-
cal content knowledge to establish a holistic view of how technology 
influences the development of learners (Richardson et al. 2013). For 
school leaders, according to McLeod (2015), the fear of the unknown 
and of being learners again impedes the process of digitalisation in 
teaching and learning programmes. McLeod (2015) further states that 
if school leaders do not pilot the implementation of digital learning 
programmes in their schools, little to no success will be effectuated in 
developing technological skills among teachers and learners.

Yurdakul et al. (2012), Venketsamy and Wilson (2020), and Wilson 
(2017) assert that the biggest barrier to technology integration is the 
lack of knowledge and competency of school leaders to implement and 
manage the use of technology in the classroom. According to Hen-
nessy et al. (2015), school leaders are often not consulted regarding 
the use of digital technology. They are given policies and requested 
to implement them. According to Wilson (2017), school leaders are 
the key component in the effective development and implementation 
of digital technologies in the 21st-century classroom (Kayalar 2016), 
making it imperative that their experiences and perspectives on the 
use of digital technologies in the classroom are considered. According 
to Hennessy et al. (2015), teacher education and professional develop-
ment have been neglected, especially in African countries. As a result, 
the focus has been diverted to the capability of a single technological 
device and not to the holistic integration of the device as a support tool 
in the education programme (Philip & Garcia, 2013; Wilson, 2017).

The use and implementation of digital technologies in learning 
programmes and classrooms can be effective in creating a success-
ful learning environment for all learners. Unfortunately, implemen-
tation is easier said than done (Philip & Garcia, 2013). The partici-
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pants’ voices in the findings and discussions highlight the challenges 
they experience in the implementation of digital technologies in their 
teaching and learning.

Technological Pedagogical and Content 
Knowledge Framework

The Technological Pedagogical and Content Knowledge (TPACK) 
conceptual framework has been introduced in the field of education 
(see Figure 10.1) and is used as a framework in this chapter (Wilson, 
2017). This model, developed by Koehler and Mishra (2006), focuses 
on Technological Knowledge (TK), Pedagogical Knowledge (PK), and 
Content Knowledge (CK) that support school leaders in the implemen-
tation of educational technology in their schools in the early grades 
(Venketsamy & Wilson, 2020; Wilson, 2017). The model encompasses 
the interaction and collaboration between the three basic building 
blocks of knowledge—technology, pedagogy and content—and inter-
connects with the basic assumptions of the application of suitable 
teaching content with appropriate pedagogical methods and technol-
ogy (Koehler & Mishra, 2008; Koehler & Mishra, 2006). Although the 
model emphasises the crucial role technology plays in teaching and 
learning, the attitudes of school leaders towards the implementation 
of technology are of concern. According to Celep and Tülübaş (2014), 
there is a significant correlation between school leaders’ attitudes and 
teachers’ enthusiasm for implementing technology. They found that 
in schools where leaders were averse to the use of technology, teach-
ers also became nonchalant. The TPACK model strongly promotes the 
use of digital technologies for teaching and learning (Archambault & 
Barnett, 2010; Chai et al., 2011).

Hannaway (2019) clearly outlines the seven components of the 
TPACK framework as shown in Figure 10.1 (Wilson, 2017). The first 
component of this model by Koehler and Mishra (2006) is Techno-
logical Knowledge (TK). According to Wilson (2017), in this study 
the focus of TK includes the school leader’s basic knowledge of the 
various technologies, from pencil and paper to interactive white-
boards and digital technologies such as computers, the internet, and 
other software. The second component is Content Knowledge (CK), 
which pertains to subject matter knowledge (Koehler & Mishra, 2006) 
—the content that school leaders need to understand so they can sup-

Figure 10.1: The TPACK model (Koehler & Mishra, 2006). Reproduced by 
permission of tpack.org. All rights reserved.

http://tpack.org
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Figure 10.1: The TPACK model (Koehler & Mishra, 2006). Reproduced by 
permission of tpack.org. All rights reserved.

port teachers to deliver the expected or prescribed content. The third 
component in this model is known as Pedagogical Knowledge (PK), 
which pertains to the strategies and techniques of teaching, learning 
assessment, lesson planning, methodologies, and classroom manage-
ment. As instructional leaders of curriculum, school leaders should be 
familiar with this aspect to provide the necessary support and guid-
ance. Pedagogical Content Knowledge (PCK) is the fourth component, 
and refers to content knowledge about the process of teaching. PCK 
differs for individual content areas, as it is a mixture of content and 
pedagogy to improve teaching practices in the different content areas 
(Howell, 2012). The fifth component of the TPACK model is Techno-
logical Content Knowledge (TCK). TCK refers to how specific content 
can be presented effectively using technology (Schmidt et al., 2009). 
School leaders need to be aware that the use of technology changes the 
way teachers can support learners to comprehend concepts with a spe-
cific knowledge content area. Technological Pedagogical Knowledge 

http://tpack.org
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(TPK) is the sixth component, and highlights the application of differ-
ent forms of technology that can be used in teaching. Wilson (2017) 
further states that school leaders should have a sound understanding 
of TPK to promote the implementation of technology in their schools. 
Finally, the seventh component of this model is known as Technologi-
cal Pedagogical Content Knowledge (TPACK). TPACK is associated 
with the knowledge that school leaders and teachers need to have for 
technology and teaching to converge in any given knowledge content 
area.

Research Methodology
The researcher applied a qualitative research approach to investi-
gate the attitude of school leaders towards the use of digital technol-
ogy in early-grade classes (Wilson, 2017). Qualitative research assists 
researchers in understanding the social phenomenon from the partici-
pants’ point of view (Mogashoa, 2014). This approach also attempted 
to unravel the school leaders’ attitudes, challenges, and personal views 
in relation to the implementation of digital technologies. The sampling 
method was purposive. Six participants were included in this study 
from two schools in Gauteng. Two head teachers and four Foundation 
Phase HoDs participated in focus group interviews. In South Africa, 
Foundation Phase refers to learners who are in Grades R–3. The age 
cohort of these learners is between five and nine years old. Separate 
interviews were held with the head teachers and HoDs. The head 
teachers each had over 20 years’ teaching experience and more than 
10 years’ management experience. The HoDs had more than 8 years’ 
management experience in the Foundation Phase. Data collection 
strategies included in-depth and focus group interviews. The unstruc-
tured questions probed the attitudes, challenges, and views of school 
leaders in relation to implementing technology for teaching and learn-
ing in the early grades.

Data analysis was inductive. This means that the researchers used 
the raw data that was collected during the interviews to identify cate-
gories and themes. To structure the process of gathering and analysing 
data, the researchers adopted a process suggested by Creswell (2008) 
that sees data analysis as a spiral, moving from a narrow perspective to 
a broader one towards the end.
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The trustworthiness of this research was addressed by posing the 
broad question of whether the researchers as inquirers would actually 
hear the meaning they thought they heard (Maree, 2020; Wilson, 2017). 
The researcher compared multiple data sources in search of common 
themes. The ethical consideration included obtaining informed con-
sent from the university and maintaining anonymity, confidentiality, 
privacy, and avoidance of betrayal and deception to meet the require-
ments of the ethical code of conduct (Wilson, 2017).

Ethics approval was granted by the ethics committee of the Univer-
sity of Pretoria (EC16/06/01) and the Gauteng Department of Edu-
cation. All participants were formally invited and signed the consent 
forms agreeing to participate in the study willingly. They were further 
informed of voluntary participation and were not obliged to remain 
throughout the study. All participants consented to participate in the 
face-to-face interview at their school. They were guaranteed anonym-
ity and confidentiality in their participation. They were also informed 
that no names would be used during the reporting phase of the study.

Findings and Discussion of the Empirical Data
The attitudes of school leaders towards the use of digital technology in 
the early grades were categorised into two broad themes:

•	 School leaders’ knowledge, skills, and attitudes towards technology 
•	 Factors that limit the use of technology

Verbatim and paraphrased quotes are used as evidence in the results. 
The codes H1 and H2 refer to the head teachers, and HoD1–4 refers to 
the heads of departments. This is to ensure the anonymity and privacy 
of all participants.

Knowledge, Skills, and Attitudes

Richardson et al. (2013) state that school leaders need to possess the 
knowledge, skills, and understanding of the use of technology if they 
are to prepare teachers for the 21st century. They need to keep abreast 
with and recognise the importance of technology for teaching and 
learning. Technology is gaining impetus in every sphere of education. 
When school leaders were asked about the importance of technol-
ogy for teaching and learning, there was agreement regarding the use 
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of technology. This is articulated in the responses of H1, HoD1 and 
HoD2 that we are moving into the 21st century and everything around 
us is about technology, with young children using laptops, iPads and 
cellphones for learning. HoD1 went on to state that ‘if we need to use 
technology for teaching and learning, then we must start immediately, 
otherwise we will be left behind.’ H1 also indicated that ‘[w]e needs 
to encourage our young children to use technology’. HoD2 shared 
her view by stating: ‘At my school we know technology is important 
and we should embrace it, but there is a big challenge. Many of us still 
don’t know how to use some of the technologies, especially interac-
tive whiteboards and desktops.’ There are teachers and HoDs who have 
technology in their classrooms that is not used or is not used as much 
as it might be because of factors such as technical problems, lack of 
training and support, or the attitude of staff towards the use of technol-
ogy. Mihai (2020) proposes that suppliers of technologies to schools 
should demonstrate to all staff how to use the technology effectively. 
Furthermore, there should be ongoing continuous support for all staff 
members.

Hennessy et al. (2010) state that many school leaders understand 
the importance of technology for teaching and learning, but that 
they lack ICT-related knowledge and understanding. Although the 
resources are available, there is inadequate knowledge of specific tech-
nology, technology-supported pedagogy, and technology-related class-
room management. This phenomenon is voiced by HoD3, who stated 
that ‘although we have all this high-tech equipment in schools most of 
the teachers do not know how to use [it]’. HoD4 and H2 also shared 
a similar view when they stated that the department has not trained 
teachers on how to use the equipment. All the participants agreed that 
resources are available; however, they believe their staff lack the appro-
priate knowledge and skills to implement the technology. 

Powers and Blubaugh (2016) agree that a vast majority of school 
leaders and teachers have some experience using computers but lack 
the knowledge, understanding, and opportunity to use them as a learn-
ing resource. Ramorola (2013) states that technology can be a fright-
ening concept and experience for many school leaders (head teachers 
and HoDs) who did not grow up with computers or the internet. When 
school leaders find technology overwhelming or frightening, it is 
unlikely that they will encourage its implementation. This view is aptly 
voiced by HoD3 and HoD4, who said that the Department of Educa-
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tion wants them to use computers in their classrooms, but that they 
(the Department) do not understand or know how scary it is for some 
of them. H1 and H2 also agreed that some of their teachers are often 
embarrassed to use technology. H2 stated: ‘One of my seasoned grade 
1 teachers told me that her learners know more about computers than 
she does. She has to ask the children how to use certain programmes 
and the children often laugh at her.’ This phenomenon is prevalent in 
most schools. Children are exposed to technology from a very young 
age, and most of them are confident and competent in using technol-
ogy. Ebner (2017) agrees that it is a daily classroom reality that stu-
dents often know more about technology than teachers do, which 
often terrifies teachers. She proposes that teachers need to change their 
attitudes and thinking about technology in order to overcome these 
fears. She states that school leaders and teachers should note that many 
technology tools are not as scary or intimidating as they might seem. 
It is not possible to know how to use every single resource available, 
and technology tools are going to come and go. When school person-
nel internalise this idea about technology, then the use of technology 
becomes much easier and less intimidating.

Ugur and Koç (2019) state that the decision on whether and how 
to use technology in the curriculum ultimately depends on school 
leaders and the attitudes they hold towards technology. According to 
the TPACK model, it is crucial that school leaders are appropriately 
capacitated with content knowledge about the use of technology and 
how to support the use of technology for teaching and learning (Ven-
ketsamy & Wilson, 2020). Shulman argues that appropriate content 
knowledge enhances a deeper understanding of the learning subject. 
Furthermore, Koehler and Mishra (2006) mention that it is crucial that 
school leaders have a firm understanding of how technological knowl-
edge relates to pedagogical and content knowledge to ensure effective 
teaching and learning. The attitude of the participants towards the use 
of digital technology in the early grades was ambivalent. Participants 
indicated that they did not mind teachers using technology in the early 
grades, and that they should at least have the knowledge and skills for 
using it. H1 stated: ‘I would like my teachers to use technology, but 
my teachers don’t have the appropriate skills to implement technology 
effectively.’

All the participants agreed that in South Africa there is a high rate 
of illiteracy and low achievement in mathematics. They agreed that 
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technology is important for the future, but as HoD1, HoD2, and HoD3 
said, they consider the 3Rs to be equally important. They stated that 
they must still teach their children how to read, write, and do arithme-
tic (mathematics), that computers cannot help their learners to form 
letters and write words properly, and that writing is a skill that has to 
be taught practically. H1 and H2 also agreed with the low literacy and 
numeracy levels. They both referred to the system evaluation, which 
showed that learners cannot read and do mathematics properly. They 
therefore feel that their teachers should spend more time teaching chil-
dren how to read and do mathematics rather than playing games on 
the computer. HoD4 mentioned: ‘Instead of spending one hour on the 
computer playing games, I want my teachers to spend that hour teach-
ing children basic computational skills.’

From the discussion above, it is evident that school leaders agree on 
the importance of technology, but that their priority is to ensure that 
learners can read, write, and do mathematics. There is an emphasis on 
strengthening the 3Rs in the early grades. HoD2 and HoD3 suggested 
that learners could start using computers when they are in grade 4, and 
that so long as they master the basic skills in the Foundation Phase, 
they can learn how to use computers later. 

Factors that Limit the Use of Technology

Lack of Resources, Maintenance and Technical Support
Data obtained from the participants revealed that their schools did 
not have sufficient computers, printers, scanners, mouses, mousepads 
and updated internet connections. According to the participants, this 
posed a major challenge to them as school leaders. Both schools have 
large class sizes and few computers. Learners are forced to sit in groups 
of five around one computer. H1 and H2 indicated that the use of digi-
tal technology in the early grades is challenging because of the lim-
ited resources. This resulted in participants facing major challenges in 
classroom management. All HoDs agreed that teachers cannot man-
age their learners in the computer lab, as there are few computers and 
children are constantly fighting with each other to use the computers. 
HoD1 said: ‘In every computer lesson, teachers are sending learners 
or calling me to maintain discipline. I have to manage the discipline 
of learners in the computer room because children are just fighting 
to gain access to the computer. Learners often become unruly and 
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bored.’ HoD2 and HoD4 both agreed that more computers and large 
computer classrooms to accommodate all the learners should be pro-
vided by the department. All participants agreed that when teachers 
take learners to the computer room there is no internet connection 
and there are software problems or vandalism. They said that teachers 
waste more time taking the learners to the computer room and that 
they should just stay in the classroom and focus on reading, writing, 
and mathematics.

Another major challenge is maintenance and technical problems. 
Many teachers are unfamiliar with the use of technology, and technical 
problems exacerbate the situation. Teachers feel helpless with a rowdy 
class of learners. Schools do not have qualified technicians to assist 
teachers in a timely manner. Schools must employ technical support 
from outside services, since the Department of Education does not 
provide this service. Because of maintenance and technical problems, 
lessons are often disrupted. HoD2 stated: ‘Every time a teacher goes to 
the computer lab, they always find computers not working. Since the 
entire school uses the same computer room, items such as the mouse 
and computer cables are often found missing. This is a big problem for 
early grade teachers.’ To minimise the loss of equipment, it is recom-
mended that schools should mark all properties, keep an inventory 
of items in the computer room, and purchase insurance against theft 
(Spracklen, 2019). The researchers believe that values in education 
play a significant role in inculcating respect for other people’s property, 
trust, and honesty among all learners. This can be done through the 
life-skills programme in the early grades. When learners internalise 
these values, there is a greater possibility of learners emulating good 
values.

Poor Support from the Department of Education
Factors outside the school are another challenge to school leaders. 
There is a lack of support from the Department of Education, and this 
is articulated by both H1 and H2, who said that they must call the dis-
trict office for support with their computers, and that while the office 
takes their calls, they don’t send anyone to help them, so their biggest 
need is to have a technical support person on site. H2 stated: ‘At least 
the department should take one staff member and train them on com-
puter support.’ HoD1, HoD2, and HoD4 said that when the Depart-
ment of Education or the circuit managers are unsupportive in rela-
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tion to their challenges, they often tend to lose interest in promoting 
the use of technology for teaching and learning. Effective technology 
planning is a process. The Department of Education did not consider 
the supportive structures that are required from the district and pro-
vincial levels. The urgency in encouraging schools to use technology 
has created a support gap in the Department. There is a lack of capac-
ity at the district level and thus many teachers do not receive adequate 
and timely support with technological issues. According to Headstart 
(n.d.), it is important to establish leadership and support teams at all 
levels of the education system. Schools should be able to access support 
and resources within a short space of time to motivate teachers.

Risks and Security Problems
Theft and vandalism are other challenges school leaders need to man-
age. Computer equipment is often stolen. HoD1 and HoD2 said that 
learners stole computer equipment such as flash drives, mouses, and 
mousepads. H2 stated that ‘most of the time our computer lab is bro-
ken into during the weekends and school holidays.’ H1 mentioned that 
‘theft is a big problem. If people in the community know you have a 
computer device in your school or classroom it gets stolen very quickly.’ 
According to Ramorola (2013), this frequent theft of equipment often 
leaves the school without any equipment. H1 and H2 agreed they serve 
as gatekeepers and safety officers of the computer centre because of 
theft and vandalism. Mbusi (2020) states that break-ins and vandal-
ism are not new in South Africa. Schools have become more vulner-
able to crime as they are increasingly equipped with ICT devices. He 
proposes that community involvement and protection of the school 
environment are pertinent. Schools should ensure that they are fitted 
with security gates and alarm systems linked to security companies. In 
this way, there would be an immediate reaction if there were any form 
of vandalism.

Teacher Development and Training
Teacher training and development in the use of technology are impor-
tant. ‘My schools do not have any qualified teachers in technology and 
this is a big challenge,’ said H2. H1 and HoD2 indicated that as school 
leaders they are not trained in computer education. They are called 
to a workshop but describe this as very theoretical. In the workshop, 
the presenter usually tells them about the importance of technology, 
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but there is very little hands-on practice. When the participants were 
asked whether they felt they were sufficiently trained to support the 
implementation of digital technology in their schools, all indicated 
that they were insufficiently trained to support the use of technology 
and therefore cannot encourage teachers to use it. Most school leaders 
leave workshops feeling incompetent because of a lack of understand-
ing and hands-on experience. This enhances their negative attitude 
towards technology implementation at the school level. According 
to Archambault and Barnett (2010), the TPACK model is helpful for 
understanding, developing, and improving the use of technology for 
teaching and learning. Koehler and Mishra (2006) emphasise the 
importance of making technology available to all teaching personnel 
and claim that as soon as teachers are familiar with the use and value 
of technology they will show enthusiasm and eagerness to implement 
it in their teaching and learning. It is therefore important that school 
leaders share equal passion and enthusiasm with their staff to promote 
technology purposefully (Powers & Blubaugh, 2016).

For the successful implementation of technology in schools, there 
should be ongoing staff development programmes for school leaders 
as indicated in the Guidelines for Teacher Training and Professional 
Development in ICT and Training (DoE, 2007). School leaders need to 
understand the value of technology for teaching and learning. Accord-
ing to Koehler and Mishra (2008), professional development in tech-
nology should take into consideration the fundamental knowledge 
fields described by the TPACK model, and facilitators should build on 
each knowledge field.

As cited by Vandeyar (2013) regarding the lack of support services, 
it is envisaged that schools should be given ongoing support from dis-
trict and technical support staff in the Department of Education. This 
support should include technical support whereby technology hard-
ware is regularly serviced and kept in working condition. Software sup-
port is also essential. Staff should be able to consult with professionals 
on technological programmes best suited for specific grades. With the 
appropriate training and capacity-building programmes, support from 
the Department, adequate infrastructure, and hardware and software 
support, it is envisaged that school leaders will develop a more positive 
attitude towards the implementation of technology in their schools. 
They will see the value of technology for teaching and learning in the 
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early grades and for preparing young learners for the 4th Industrial 
Revolution.

Conclusion
This chapter highlighted the attitudes of school leaders on the use of 
technology in early-grade classes. Given the importance of the new 
information technologies in the creation of knowledge, schools are 
seen as suitable and relevant places in which to equip learners with the 
necessary skills. Despite introducing new technologies at school, not all 
school leaders have embraced them. School leaders in the early grades 
believed that their focus is to prepare young learners to read, write, 
and do mathematics before using technology. Their learners’ perfor-
mance in international assessment and in the Department of Educa-
tion’s systemic evaluation provides key indicators to school leaders of 
the need to focus on improving learner performance in the 3Rs rather 
than focusing on technology in the early grades. They also believe that 
learners will be able to learn to use technology in later grades when 
they are competent with the basic 3Rs. To ensure that learners are com-
petent in the 3Rs, school leaders have increased teaching and learning 
time in the 3Rs, encouraged extra classes, and developed a ‘bridging 
class’ to help learners master the 3Rs.

While school leaders may be against any form of transformation, 
especially the integration of technology into teaching practices in the 
early grades, their learners are using technology wherever and when-
ever possible for learning. According to Sithole et al. (2012), learners 
whom they refer to as the Y-generation are competent with sophisti-
cated technology and media learning, are independent problem-solv-
ers, and value teamwork and engaging in multitasking.

According to Mukhari (2016), given the nature of contemporary 
social structure and the type of workforce required in the global econ-
omy, school leaders must be part of the network society and engage 
in lifelong learning. The global economy expects school leaders and 
teaching professionals to facilitate pedagogical activities to produce 
‘self-directed’ learners who will be skilled in executing ICT-related 
activities and capable of being employed in jobs that do not yet exist.
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Limitations
This study was limited to the attitudes of school leaders regarding the 
use of technology in the early grades for teaching and learning. The 
study was further limited to Gauteng Province. The researchers believe 
that the study would yield different results if it were undertaken in 
all nine provinces in the country. Further exploration of the use of 
technology in the early grades should include larger samples across 
several provinces in South Africa. As a course for further studies, the 
researchers recommend that there is a need for an in-depth investiga-
tion of the use of technology from the perspectives of teachers and 
early-grade learners within the South African context. It is believed 
that the findings may surprise researchers, considering the cadre of 
prospective teachers who have been using technology at tertiary levels. 
The COVID-19 pandemic was an eye-opener to schools, where teach-
ing had to take place online. This posed a major challenge to quality 
teaching and learning. 
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