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ABSTRACT This study assessed the effectiveness of the current strategies for implementing continuing professional
teacher development (CPTD) programs in rural junior secondary schools in one Eastern Cape Education District
in South Africa. An interpretive paradigm that allowed the use of a qualitative research design was adopted.
Eighteen participants took part in the study. Qualitative data was collected through semi-structured interviews and
the data was analyzed qualitatively. Findings suggest that strategies for implementing CPTD programs did not
impact the teachers’ classroom practices. Results also indicate that teachers were not motivated to attend out-of-
school CPTD programs as they felt not rewarded by such programs. Teachers preferred professional development
that was within the school. Moreover, findings indicate that teachers had already started engaging in communities
of practice in their schools on their own. Lastly, findings equally show that district officials were not visiting
schools. This study concludes that CPTD programs must continue to exist with the intentions to finding lasting
solutions to implement effective strategies. Some recommendations have been made.
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INTRODUCTION

The area of Continuing Professional Teach-
er Development (CPTD) is currently receiving
great attention locally and internationally
(Boaduo 2010; Banks and Smyth 2010; Doige
and Grooves 2011; Adu and Okeke 2014; Glover
et al. 2014; Koziol et al. 2015). Literature attributes
this recognition to the wider policy agenda of a
lifelong learning provision and to the view of a
CPD strategy as designed to ensure that teach-
ers are given more opportunities for relevant,
focused and effective professional development
being placed at the heart of the schooling sys-
tem (DoE 2008; Davids 2009; Singh 2011; Smith
and Harrison 2013; Steyn 2013; Selemani-Meke
and Rembe 2014; Taylor 2015; Taylor and Mayet
2015). Numerous studies, for instance, Dadds
(2006), DoE (2010), Adedeji and Olaniyam (2011),
Hlalele (2012) and Lazarus et al. (2014) suggest
that teachers require continuing support in the
form of professional development activities that
will enhance their beliefs in their power to make
a difference to their pupils’ learning. More re-
search supports the above argument by high-
lighting that highly skilled teachers can make a
difference to the quality of teaching in order to
sustain the schooling system (Barter 2008; Epp-

ley 2009; Burton and Johnson 2010; Gulston
2010; Edwards and Li 2010; Steyn 2011; Eber-
sohn and Ferreira 2012; Koziol et al. 2015).

The response to the above understanding
was that the National Ministry of Education con-
sidered CPTD as an essential component of a
comprehensive teacher education of high qual-
ity (DoE 2008, 2010; DBE 2011). Such an innova-
tion on teacher professional development activ-
ities is aimed at improving learner achievements,
particularly in poorer and disadvantaged rural
communities. Du Perez and Roux (2008) and
Abrahams (2015) note that the CPTD bears the
need for more attention to be given to the pro-
fessional development needs of teachers in ru-
ral South Africa imperative.

Problem Statement

Evidences abound to suggest that the Gov-
ernment of South Africa is well aware of the role
and value of CPTD in the overall improvement
of the quality of teachers as well as that of learn-
ing (Maistry 2008; DBE 2012; Steyn 2013; Ngco-
za and Southwood 2015). Various approaches
and models of CPTD are also in place in most of
the schools in the country (DoE 2010; DBE 2012;
Taylor 2011). Although CPTD programs are in
place in the Education District where the present
study was conducted, it is regrettable that the
implementation of such programs has to deal
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with the major task of attitudes of the people.
Despite numerous interventions, research stud-
ies indicate that teachers have not improved
(Burton and Johnson 2010; DoE 2010; Ridley
2011; Pillay and Saloojee 2012; Pitsoe and Maila
2012; Steyn 2013; Adu and Okeke 2014). Against
this background, the current study was conduct-
ed to assess the effectiveness of the strategies
for implementing Continuing Professional
Teacher Development for rural junior secondary
school teachers in one Education District in the
Eastern Cape Province.

Main and Sub-research Questions

The main research question that guided this
study was:

How effective are the strategies for imple-
menting continuing professional teacher de-
velopment programs for rural junior second-
ary school teachers?

Two sub-research questions were developed
to ensure that the objectives of the study were
accomplished as follows:

1. How do teachers assess the effectiveness
of the strategies for implementing continu-
ing professional development programs in
the Butterworth Education District?

2. What are the strategies preferred by teach-
ers to make the implementation of continu-
ing professional development programs ef-
fective in order to meet their needs?

Continuing Professional Teacher Development
(CPTD)

CPTD is an ongoing education for practic-
ing teachers, with a view to assist them in keep-
ing up to date with the rapid and numerous
changes taking place in the school environment
(Engelbrecht et al. 2006; Ofojebe and Chukwu-
ma 2015). CPTD is driven by the need to both
extend and renew teacher practice, skills and
beliefs (Doige and Grooves 2011). In general,
teachers require continuing support in the form
of professional development activities in order
to implement and maintain reform-oriented prac-
tices that promote learner performances in the
school. In line with this understanding, teach-
ers are attracted to professional development
activities because of the belief that such activi-
ties and programs will expand their knowledge
and skills, contribute to their growth, and en-

hance their effectiveness with students (Guth-
rie and Shackleton 2006; Hayes 2009; Hlalele
2012; Adu and Okeke 2014; Ngcoza and South-
wood 2015). As a tool for change, CPTD carries
an aspect that change knowledge can be very
powerful in informing education strategies and
in turn, getting results (Fullan 2006; Azano and
Stewart 2015).

This appears to be the reason why Doige
and Grooves (2011) state that CPTD should be
school-based and organized by teachers them-
selves, with teachers researching their own prac-
tice in school-based communities of enquiry. This
is the reason why Wenger’s (2007) social theory
of learning postulates the idea of adult learning
as involving participation in a community of prac-
tice. Earlier, in analyzing the community of prac-
tice, Lave and Wenger (1991) referred to it as
groups of people who share a concern or pas-
sion for something they do and learn how to do
better as they interact regularly. Such a view
articulates that the quality of an education sys-
tem cannot exceed the quality of its teachers
and that the only way to improve outcomes is to
improve instruction (Barber and Mourshed
2007). Hence, Reeves (2010) notes that irrespec-
tive of the existence of the various models of
professional development, educational profes-
sional development should be used to enhance
the teaching and learning process. Similarly, Lee
(2011) also calls for CPTD on the basis that it
needs to change the mindset of teachers. He
stressed that the context in which teachers are
working must be considered and let teachers
not be deskilled, overregulated and over-
managed.

Despite the general acceptance of profes-
sional development as essential in education,
reviews of professional development consistent-
ly point out the ineffectiveness of most programs
(Loxley et al. 2007; Msila 2010; Msila and Mt-
shali 2011; Ncube 2013). It is understood that
many programs fail because they do not specif-
ically take into account the factors that motivate
teachers to engage in professional development,
and the process by which change in teachers
typically occurs (Guskey 2002a). Bearing these
factors in mind, policy developers should un-
derstand that what teachers hope to gain
through professional development is specific,
concrete, and practical ideas that directly relate
to the day-to-day operation of their classroom
(Kirsten and Clive 2012; Lind and Stjernstrom
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2015). These arguments imply that across all lev-
els of the education system, planners and imple-
menters of professional development must learn
how to critically assess and evaluate the effec-
tiveness of what they do. Discussions about
specific goals of professional development must
be achievable goals irrespective of the hiccups
on the way. CPTD is one major crucial element
of education reform policies in South Africa and
as such, policies are implemented to attempt to
make schools function effectively (DBE 2008).

Continuing Professional Teacher Development
in Rural Areas

Continuing professional teacher develop-
ment has been viewed by many countries as
central to education reform with particular refer-
ence to the sustainability of rural schooling
(Kriek and Grayson 2009; Loucks and Matsu-
moto 2010; Kirsten and Clive 2012). Most impor-
tantly, countries such as Ireland, Scotland and
China view professional development of teach-
ers as a part of teacher management and is in-
creasingly linked to the requirements of the knowl-
edge-based society and lifelong learning
(Zafeirakou 2007). Based on these sentiments,
studies such as DoE (2004a; 2008) and Wallin
(2008) unilaterally agree that practical training,
based on the realities of the classroom and on-
going on-the-job support is the critical factor
for any successful teacher education. Similarly,
Harmon et al. (2007) argue that improving the
professional practice of teachers requires actions
that address the unique context and conditions
in rural schools. These views seemingly reveal
that improving teacher practices is little more
than rhetoric, unless realities surrounding these
challenges are addressed.

One other critical challenge is the changing
of teachers’ attitudes and community leaders.
Teachers had to be assisted to refrain from the
accepted norm that seldom rewards high
achievement for their classroom practices. What
is noticeable in this regard is that after several
years of experience in the classroom, teachers
get set in their ways of thinking about teaching
and learning. To avoid such a situation, it is im-
perative that retraining takes place over time,
and that it is both theoretical and practical.
School reform is therefore challenging as it un-
derpins a change in thinking, a paradigm shift.
In this instance, the teachers’ professional

development needs to focus on giving them ap-
propriate attitudes, knowledge, skills and val-
ues to perform their tasks well and resourceful-
ly. As for Boyer (2006) reflecting on profession-
al development, education reform cannot suc-
ceed if it arrives pre-packaged from the outside.
He insists that teacher communities, local edu-
cational leaders, parents and business leaders,
must locally lead these reform efforts. These ideas
are supported by Steyn (2013) who adds that
more meaningful teacher development occurs
when teachers collaborate in on-going and in-
tensive interactions with their colleagues.

What is significantly understandable from
these views is that the South African schooling
model, developed in an urban context, is not so
relevant to the rural setting. It is important to
understand the distinctive characteristics of ru-
ral settings, to which schools must be respon-
sive, and to support interventions that enhance
rural schools and their grounding in a rural en-
vironment (Gardiner 2008). Such an understand-
ing goes with how rural communities experience
education. These views may perhaps help over-
come the problem facing rural education, which
is its lack of definition because “defining rural is
a critical task for rural education researchers, as
it has implications for all phases of a study”
(Koziol et al. 2015: 1).

Sustaining Professional Development

Darling-Hammond (2006b) argues that the
key to sustaining teacher effectiveness and pro-
moting continuous growth is through high qual-
ity in-service professional development. Timper-
ly (2008) mentions that sustainability of such
CPTD programs depends both on what happens
during the professional learning experience and
on the school conditions that are in place when
external support is withdrawn. It appears that
sustained improvement depends on teachers
developing strong theoretical frameworks that
provide them with a basis for making principled
changes to practice in response to student
needs. Basically, these changes must be about
developing teachers’ knowledge and skills, build-
ing teacher professionalism and improving the
teaching and learning environments in which
they work (American Foundation of Teachers
2010).

Sustainability therefore exposes a culture of
learning that is different than that of traditional



CONTINUING PROFESSIONAL DEVELOPMENT 13

schools as there is a culture of continuing learn-
ing among all staff members. Such innovations
of the continuity of changes had to be pursued
through staff development becoming routine,
school culture supporting innovation, collabo-
ration focusing on achieving goals, consistent
leadership, district structures and political con-
text supporting reform ideals. All these attempts
significantly remove the traditional understand-
ing that teaching is an isolated profession. In
effect, Hlalele (2012) concedes that the best
learning occurs through collaboration with oth-
ers, which must be a new model of school cul-
ture and organization that actively supports ed-
ucational change and improvement.

It has now become imperative to comment
on the importance of the notion of community
of practice to the sustainability of CPTD. The
usefulness of the communities of practice most-
ly refers to the fact that teachers are grounded
in the concrete, empirical realities of their com-
munities (Gray 2004; Barter 2008). With most
teachers drawn primarily from the local popula-
tion, they often have strong attachments to their
communities. These views led Smith and Gillespie
(2007) as well as Kirsten and Clive (2012) to be-
lieve that strong local attachments can sustain
the teachers’ and principals’ dedication to fos-
tering an education that will contribute to the
quality of local life. Thus, CPTD embedded in
the communities of practice serves as a platform
where teachers can share their experiences and
contribute to one another’s understanding of
the meaningfulness of their work as teachers.

Sargent and Hannum (2009) argue that the
effectiveness of CPD can be sustained through
connections between professional learning and
the immediate needs of teachers. This notion
relates to the understanding that participation
in professional learning communities has an im-
pact on school professional culture. This means
that participation leads to increased involvement,
ownership, innovation, and leadership among
teachers. A vital point is that teachers must reg-
ularly interact about teaching and learning, most-
ly through activities of joint study and discus-
sion about teaching or through activities of peer
observation. This collaboration is what led to
Hord (2004) bringing teacher workforce factors
into discussion of teaching quality, maintaining
that teachers who felt supported in their own
ongoing learning and classroom practice were
more committed and effective than those who

did not. Similarly, Sargent and Hannum (2009)
also contend that professional learning commu-
nities are able to play an important role in the
integration of formal knowledge of teaching, on
the one hand, and practical knowledge, on the
other.

In the understanding of the present research-
ers, all these collaborative efforts are new CPTD
initiatives, which are aimed at moving away from
the traditional learning of the top-down view-
point. This position also appears to be support-
ed by Pitsoe and Maila (2012). These are in-ser-
vice education and training programs offered in
the form of one-short approaches, which are in-
appropriate in the context of the current educa-
tion reform efforts where teachers have little or
no input in their organization. To this reason,
Msila and Mtshali (2011) postulate that profes-
sional development cannot be limited to single
workshops; professional development should
be a well-planned process. A career-long pro-
fessional development therefore empowers
teachers who have been developed to develop
others, as they would know what it is that is
required for effective teaching.

Looking at the underperformance in most
schools in the rural areas (Nelson Mandela Foun-
dation 2005), the strategies used in delivering
CPTD among teachers are doubtful in their use-
fulness in bringing the desired outcomes. It is in
this instance that Kilbane Jr. (2010) portrays com-
munities of practice as sustaining teacher de-
velopment in order to overcome the challeng-
es in their teaching practices. The major signifi-
cance about these learning communities is en-
hancement of ongoing teacher development in
the workplace. Such a situation benefits the ru-
ral schools as teachers in the far away outskirts
of the rural areas had to be developed on on-site
basis. To support these notions, Msila and Mt-
shali (2011), Pitsoe and Maila (2012) posit that
communities of practice, as they are a bottom-
up approach, provide space for teachers to or-
ganize themselves in their development accord-
ing to their needs and the needs of their working
fields. In effect, this is a constructivist approach,
which is diverse in nature as it caters for all the
practices of the teachers in their real world.

Guskey and Professional Development of
Teachers

This study was conceptualized in terms of
Guskey’s (2002a) theory of teacher change. Gus-
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key (2002b) notes that professional development
programs entail systemic efforts to bring about
change in the classroom practices of teachers,
their attitudes, beliefs, and in the learning out-
comes of students. This theory implies that
teachers should approach their work with a
change orientation: an orientation that suggests
that constant reflection, evaluation, and experi-
mentation are integral elements of teaching role.
Teachers are expected to implement or review
particular curriculum on the basis of new knowl-
edge and ways of knowing, to change styles of
teacher-student interaction depending on needs
of the student population. Notably, Guskey
(2002a) and Guskey and Yoon (2009) suggest
that high-quality professional development is
central to improving education and bears the
acceptance that professional development is
central to improvement in education. However,
enhancing student-learning outcomes is a re-
sult of becoming a better teacher, which comes
through professional development.

According to Guskey (2002b), teachers tend
to be pragmatic in that, through professional
development, they hope to gain specific, con-
crete, and practical ideas that directly relate to
the day-to-day operation of their classrooms.
This is the reason why Warren (2008) posits that
for teacher change to occur, teachers need to
implement new ideas presented at staff devel-
opment in their own classrooms and evaluate
student learning. Thus, the most significant
changes in teacher attitudes and beliefs occur
after teachers begin implementing a new prac-
tice successfully and can see changes in the
students’ learning outcomes. A major element
from Guskey’s (2002a) model of teacher change
is that teachers must have a positive reaction to
a professional development experience before
policymakers, facilitators, developers and imple-
menters can expect them to learn anything from
it. In this regard, teachers must form the plan-
ning stage where they will be made to view pro-
fessional development as a purposeful and in-
tentional endeavor that should be designed with
specific goals in mind. Teachers should have an
input in the planning and development of new
programs according to Guskey (2002a).

RESEARCH  METHODOLOGY

An interpretive paradigm was adopted be-
cause of its assumption that reality is socially
constructed by every unique individual from
within his or her own unique contextual inter-

pretation (Kumar 2010; Marshall and Rossman
2011). The study was then conceptualized in
terms of the qualitative research. Qualitative re-
search uses a naturalistic approach that seeks
to understand phenomenon in context-specific
settings (McLeod 2008). The study then fol-
lowed a qualitative case study design. By adopt-
ing this approach, the researchers encountered
and understood the social interaction expressed
in the daily lives of teachers in the context of
CPD and the meaning that the participants them-
selves attributed to their interactions (Blaikie
2010; Marshall and Rossman 2011).

Eighteen participants participated in the
study comprising 9 post level one teachers, 3
heads of department (HODs), 3 principals, 2 of-
fice-based subject advisors and one head of
curriculum (Chief Education Specialist) were
purposively selected for the study. It is impor-
tant to note that purposive sampling involves
selecting individuals known to meet certain clear
criteria. This is what Punch (2005) regards as
sampling in a deliberate way, with some purpose
or focus in mind. Data was obtained through the
semi-structured interview technique. According
to Gray (2004), semi-structured interviews are
non-standardized, and are often used in obtain-
ing qualitative data. Being semi-structured, the
researchers developed four separate interview
guides to cater for the different four categories
of participants in the study. To ensure data trust-
worthiness, various interview guides used dur-
ing the interview sections with participants, were
face-validated by a panel of experts.

Data collected was analyzed in a step-by-
step process, which began with an intensive and
repeated reading of the material in order to re-
flect on the data records. As the reading pro-
gressed, the researchers attempted to see across
the data, and above the individual documents,
in an attempt to establish the general themes
and ideas in the various data obtained. By so
doing, a general sense of the information ob-
tained was reached, while it accorded the op-
portunity to reflect on its overall meaning such
as the impression of the overall depth, credibili-
ty and use of the information (Creswell 2014).
Reading data also enabled the researchers to
discover topics and individual aspects, which
were then used to formulate various analytical
categories as would be seen in the section on
findings. The process involved assembling of
all the data on a topic, thinking and rethinking
about all the data. In this process, various ana-
lytical categories were then assembled into a
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guide of analysis and coding. In almost all cas-
es, qualitative research involves coding in order
to reduce what otherwise would be voluminous
qualitative data into a more meaningful and man-
ageable piece (Richards 2009; Creswell 2014).

Ethical Issues

For criteria of ethics, Marshall and Rossman
(2011) assert that reasoning must move beyond
the procedural to focus on matters of relation-
ships with participants, with peers and with the
larger community of discourse. According to
Marshall and Rossman (2011), ethics exist in the
researchers’ actions and in the ways of doing
and practicing research. The researchers were
mindful, and observed all ethical issues relating
to gaining entry to the research sites, partici-
pants’ rights, informed consent, confidentiality,
protection from harm, anonymity, and maintain-
ing professionalism during the course of the
study as well as when disseminating any infor-
mation from the study.

In keeping with these ethical commitments,
the researchers identified participants with the
following conventions:

CES: Head of Curriculum Section
SA1: Subject Advisor 1
SA2: Subject Advisor 2
SP1: School Principal 1
SP2: School Principal 2
SP3: School Principal 3
HoD1: Head of Department 1
HoD2: Head of Department 2
HoD3: Head of Department3
ST1 to ST3: School Teachers from School
A
ST4 to ST6: School Teachers from School
B
ST7 to ST9: School Teachers from School
C.

The above convention reflects ethical con-
venience that enabled the researchers to observe
all ethical issues and ensured that the research-
ers refrained from using the participants’ real
names when reporting on the data.

FINDINGS

The following briefly represent the main find-
ings of the study partly reported in this paper.
Findings of the study indicate that the strate-
gies for CPTD implementation in junior second-
ary schools in the Education District that partic-
ipated in the study were challenged by teach-

ers, as they yielded no positive results for teacher
classroom practices.

Secondly, teachers were not motivated to
attend off-site CPTD programs. The reason that
participants gave for their lack of motivation was
that they considered attending such programs
to bear no changes in their classroom practices.

Findings also indicate that district officials
did not envisage any other strategy for imple-
menting CPTD programs that could consider the
context of rural schools even though there was
no improvement in the learner results.

There were no consultations from the dis-
trict officials in the design and planning of CPTD
programs. As such, teachers were just instruct-
ed to attend one-day or three-day workshops.
Such a situation did not allow any opportunity
for CPTD programs to cater to the needs and
experiences of rural teachers.

Fifth, participant teachers noted that short-
term workshops needed to be done away with in
the context of the current reform changes, as
they were not committed to the career of a life-
long learner. Teacher preferences in this context
were that teacher professional development must
be job-embedded.

The capacity of district officials as facilita-
tors of CPTD programs was noted to be far be-
low standard as facilitators were unable to de-
liver to the expectations of the teachers. Teach-
ers found it unacceptable to work with unpre-
pared subject advisors whose roles were also
taken up by untrained teachers.

Findings also showed that teachers were al-
ready engaged in communities of practice in their
schools but received no support from the dis-
trict officials. This attested to the fact that sub-
ject advisors were not visiting schools.

Finally, the absence of school visits by dis-
trict officials placed rural teachers in isolation,
as they did not receive the expected support
and monitoring as required by the education
system. The themes that emerged from the data
analysis have been followed through in the dis-
cussions in the subsequent section.

DISCUSSION

Strategies for Implementing CPTD
Programmes

An Off-site CPTD Programme

Teachers interviewed found out-of-school
CPTD strategy ineffective as it took them away
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from their schools to a neutral venue in town
and/or district office halls. Information at these
workshops was cascaded down from the top to
the bottom, a situation reflecting that the needs
and experiences of rural teachers were not con-
sidered. Engelbrecht et al. (2006), Steyn (2013)
and Ngcoza and Southwood (2015) regard the
cascade model as a training program in which
large numbers of teachers from different schools
were involved and trained during centralized
CPTD program. However, teachers who partici-
pated in the study regarded moving them away
from their schools as the rejection of an inner
resource, which was a supportive resource in
the development of informed and sensitive in-
ner judgment among them.

Teacher Involvement in CPTD Programs

Teachers found themselves left in the wil-
derness by not being involved in the design,
planning and organization of CPTD programs.
The teachers believed that the introduction of
CPTD programs was meant to address the need
for suitable qualified teachers in South Africa
with the aim of improving classroom practices
(Steyn 2008). Such an initiative goes with the
potential to inform and influence the policy and
its implementation wherein teachers become key
agents for such a scenario. There is no way there-
fore, that teachers can be left behind in the plan-
ning, design and implementation of CPTD pro-
grams as its implementation has the ultimate aim
of improving teacher classroom practices and
thereby improving learner performance. To em-
phasize this understanding, Steyn (2008: 16)
concedes, “teachers have the most direct, sus-
tained contact with students, as well as consid-
erable control over what is taught and the cli-
mate of learning”.

Teacher involvement at any stage of CPTD
programs leads to the professional growth of
teachers when such programs acknowledge a
teacher’s personal and professional needs (Lee
2011; Steyn 2013; Ngcoza and Southwood 2015).
Teacher involvement in the planned stages of
CPTD programs is therefore very crucial, while
lack of teacher involvement will result in demoti-
vation amongst such categories of teachers, as
was the case with the participants in the present
study. As such, Steyn (2011) believes that se-
lecting suitable CPTD programs that align with
the teachers’ beliefs and experiences so that

teachers have the desired attitudes both before
and after PD programs is an important challenge
for District officials.

On-site CPTD Programs

Teachers interviewed pointed out that their
professional development should primarily be
on school site and be part of the daily school
operations. In support of this view, Steyn (2013)
argues that teacher learning is a dynamic pro-
cess and cannot be understood by separating
the professional development from the environ-
ment in which teachers undertake their learning.
From this stance, there emanates three princi-
ples that must be followed when undergoing
professional development. These include the
fact that learning must be situated, requires open
and sustained dialog among members of the or-
ganization, and depends upon the propensity
to reflect on data about organizational perfor-
mance (Howley and Howley 2004; Abrahams
2015).

Without any hindrances, such actions pro-
mote the individual professional growth of teach-
ers, and ongoing support for teachers and the
school. The teachers believed that it was at
school where they were able to practically dem-
onstrate to the learners if possible, using avail-
able resources. As changes continually take
place in educational policy and curriculum,
CPTD is therefore essential to addressing the
gaps in the training that arise through time and
change (Singh 2011; Taylor 2015). Also, Kennedy
(2005) advances a transitional and transforma-
tive model of CPTD implementation that locates
teacher development within the school program.
Having these two models well planned, they will
undoubtedly replace the ineffectiveness of
transmissive models, which appeared to form
the strategies of CPTD implementation in the
participating Education District in this study.

Communities of Practice

Wenger’s (1998) social learning theory and
adult learning commands that communities of
practice are formed by people engaged in a pro-
cess of collective learning in a shared domain of
human endeavor. In this state, teachers will en-
gage in conversations about their teaching prac-
tices (Steyn 2013). Hence, DoE (2008) espoused
communities of practice that provide the setting
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and necessary support for groups of classroom
teachers to collectively participate in determin-
ing their own developmental trajectories, and to
set up activities which will drive their develop-
ment. According to Sargent and Hannum (2009)
and Koziol et al. (2015), teachers must regularly
interact about teaching and learning as is the
case with teacher collaboration in lesson plan-
ning or through activities of peer observation.
This is the very same concern shared by the
teachers who were interviewed during the
present study.

Participants voiced that the more preferred
strategy for implementing CPTD programs was
that of communities of practice within their
schools and/or surrounding schools of the very
same circuit. Such a stance emanates from the
fact that the teachers considered themselves not
being capacitated through participation in out-
of-school CPTD programs. This was because
the teachers were unable to implement the infor-
mation and knowledge they received from an
off-site CPTD programs. Thus, organization of
the programs did not cater for the needs and
experiences of rural teachers. Steyn (2013) as-
serts that the implementation of CPTD can be
enhanced through teacher professional learn-
ing communities. Hirsh (2012) therefore consid-
ers that successful professional learning com-
munities enhance the sharing of effective prac-
tices between teachers and are more likely to
lead to improved student performance. This is
why communities of practice are regarded as an
ongoing teacher-directed learning, which re-
moves teacher isolation as a barrier to effective
professional development and quality teaching
(Chappuis et al. 2009).

Duration of the CPTD Programs

Participants were not contented with the time
allocated to conducting CPTD programs. Teach-
ers generally felt that the duration for implement-
ing CPTD programs should be more than the
usual one or three day workshops. The limited
time, as workshops mostly started late because
of differing reasons such as teachers arriving
late from faraway places or subject advisors com-
ing late; all contributed to make programs inef-
fective. In this regard, the DoE (2008) and Maist-
ry (2008) considered that the teacher profession-
al development is a continuous practice that lasts
for the duration of the career of a committed
teacher.

Facilitators of the CPTD Programs

District officials interviewed revealed that
they did not have any qualifications as SAQA
accredited professional development facilitators.
In such an instance, as District officials were
not delivering any quality information or not
delivering at all, teachers lacked confidence and
preferred to pursue their own development in
their respective schools. The fact that subject
advisors have no qualifications for facilitating
CPTD programs needs a serious consideration.
The National Policy Framework (DoE 2008) sug-
gested the establishment of a dedicated CPTD
project that will try to ensure that the substan-
tial resources currently devoted to the profes-
sional development of teachers are effectively
utilized in contributing to the lasting improve-
ment of the quality of teaching. For such rea-
sons, it is unacceptable that District officials are
being groomed by their colleagues who also had
no qualifications on how to facilitate CPTD pro-
grams. This raises a question if the employment
requirements had been followed in order to em-
ploy suitable candidates that are meant to de-
velop and capacitate teachers during such a cru-
cial transition period.

Feedback and Monitoring of CPTD Programs

Guskey (2002a) posits that teacher educa-
tion has been designed to initiate change in the
classroom practices, change in teacher attitudes
and beliefs, and change in learner performance
outcomes. But to get positive results from those
objectives, teachers need feedback and moni-
toring. The most important finding pertaining to
these issues was that subject advisors were not
visiting schools. Moreover, schools did not re-
ceive support even from the Education Devel-
opment Officers (EDOs) as they only dealt with
management and governance issues when they
visited the schools. According to Smith and
Gillespie (2007), professional development is
more effective when it includes opportunities
for follow-up activities that make a strong con-
nection between what is learned and how to
apply it in the teachers’ own context.

CONCLUSION

As the efforts to transform rural education
take place through CPTD programs, this study
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finds that teacher preferences pertaining to their
development had to be considered by the edu-
cation authorities. Teacher change must be sus-
tained through organizational processes. This
entails that short-term programs of teacher pro-
fessional development must be done away with.
Instead, sustained and intensive professional
development is more likely to make impact as
evidenced through various data obtained from
the teachers who took part in the study. To this
end and following various sentiments as extrap-
olated through sources reviewed in the course
of this study, the researchers conclude that ru-
ral teachers can and do develop alternative iden-
tities to sustain them in unique challenges asso-
ciated with teaching in rural schools.

IMPLICATIONS  OF  THE  STUDY

The findings of this study suggest that dis-
cussions and debates around the context of
teaching should not exclude the participation of
teachers. Findings also indicate that systems
placed to transform education require well-co-
ordinated CPTD programs that must involve the
participation of teachers in rural schools with-
out which much progress may not be recorded.
The involvement of teachers is imperative given
that evidence from the participants in the study
suggests that most of the facilitators of the pro-
grams were not qualified to perform the given
task. Rural schools will continue to be marginal-
ized as long as the District officials are not aware
of the value of the communities of practice. The
same situation will also prevail leading to the
fact that CPTD programs that are not job-em-
bedded may not yield the expected changes of
teacher practices and learner performance.
School visits by District officials are not taking
place and as such teachers do not receive the
required monitoring and support to improve their
practices.

RECOMMENDATIONS

It is recommended for CPTD program design-
ers and officials in the Department of Basic Edu-
cation to take into account the spatial allocation
of rural schools as against the urban and sub-
urban schools that are less constrained by the
challenging factors for implementing the program.

School-based CPTD models must be encour-
aged, as they tend to drive professional devel-
opment of teachers better. Such programs are

also built on collaboration, collegial interactions
and the fostering of relationships.

It is a fact that teachers complained about
traveling expenses as central venues were far
away from their schools. This emanates from
the fact that there was no policy for funding
travelling expenses to the out-of-school teacher
development programs in South Africa. This
should be taken into consideration by the edu-
cation authorities as a way of correcting its sys-
tems for CPTD implementation.

CPTD facilitators have no qualifications to
facilitate CPTD programs. As subject advisors
had been trained through the cascade model, it
required a skill for them to train the cluster lead-
ers who would then pass the third-hand infor-
mation to the teachers who had to produce the
required outcomes of CPTD programs. Such
strategy needed to be changed, as there were
no positive outcomes coming out of it.

Teachers prefer on-site CPTD programs in
the form of communities of practice. The teach-
ers have already undertaken such an account.
Communities of practices must therefore be en-
trenched in schools as a regulated strategy for
implementing CPTD. This recommendation
comes as teachers claim to be demoralized by
the out-of-school CPTD implementation through
short-term workshops.

LIMITATIONS  OF  THE  STUDY

Amongst the limitations, the researchers had
to conduct this study after the official working
hours in order to avoid interrupting programs of
the official working hours. This meant that the
researchers had to negotiate the available time
with the participants. In most cases, the research-
ers had to visit the participants in their different
living places. Such situations placed some de-
lays in the investigation as some appointments
had to be postponed at the request of individual
participants.

Some of the teacher participants expressed
fears about the consequences of their involve-
ment in the study as they felt the outcome might
compromise their job security. It was therefore
probable that such categories of participants
were not as open as the researchers would have
expected.

Finally, there were also financial costs asso-
ciated with traveling to the participants’ conve-
nient places for the investigation.



CONTINUING PROFESSIONAL DEVELOPMENT 19

REFERENCES

Abrahams L 2015. Union Support in Teacher Profes-
sionalisation. JET Bulletin, February Edition.

Adedeji SO, Olaniyam O 2011. Fundamental of Teach-
er Education Development 2: Improving the Condi-
tions of Teachers and Teaching in Rural Schools
Across African Countries. Addis Ababa: UNESCO.

Adu EO, Okeke CIO 2014. Factors affecting teachers’
participation in continuing professional development
(CPD): Lecturers’ perspectives. Journal of Sociolo-
gy and Social Anthropology, 5(3): 271-281.

American Foundation of Teachers (AFT) 2010. A Con-
tinuous Improvement for Teacher Development and
Evaluation: Working Paper. Washington, DC: Amer-
ican Foundation of Teachers.

Azano AP, Stewart TT 2015. Exploring place and prac-
tice justice: Preparing pre-service teachers for suc-
cess in rural schools. Journal of Research in Rural
Education, 30(9): 1-12.

Banks J, Smyth E 2010. Continuous Professional De-
velopment among Primary Teachers in Ireland. Dub-
lin: The Teaching Council.

Barber M, Mourshed M 2007. How the World’s Best
Performing School System Comes Out on Top. From
<http://www.smhc-cpre.org/wp-content/.> (Retrieved
on 11 October 2013).

Barter B 2008. Rural education: Learning to be rural teach-
ers. Journal of Workplace Learning, 20(7): 468-479.

Blaikie N 2010. Designing Social Research: The Logic
of Anticipations. United Kingdom: Policy Press.

Boaduo NA 2010. School-based continuing profession-
al teacher development: A study of alternative teacher
development initiative in the Eastern Cape. The Af-
rican Symposium, 10(2): 75-83.

Boyer P 2006. Community Building: Reforming Math
and Science Education. Alaska, USA: Center for
Cross-Cultural Studies.

Burton M, Johnson S 2010. “Where else we teach?”
Portraits of two teachers in the rural South. Journal
of Teacher Education, 61(4): 376-386.

Chappuis S, Chappuis J, Stiggins R 2009. Supporting
teacher learning teams. Educational Leadership,
66(5): 56-60.

Creswell JW 2014. Research Design, Qualitative, Quan-
titative, and Mixed Methods Approaches. 4th Edi-
tion. New York: Sage Publications.

Dadds M 2006. Continuing professional development:
Nurturing the expert within. In: J Soler, A Craft, H
Burgess (Eds.): Teacher Development: Exploring Our
Own Practice London: Paul Chapman Publishing, pp.
50-56.

Darling-Hammond L 2006b. Securing the right to learn:
Policy and practice for powerful teaching and learn-
ing. Educational Researcher, 35(7): 13-24.

Davids B 2009. The teacher development summit:
Addressing teacher development in South Africa. The
New Negotiator, 3(1): 1-15.

Department of Basic Education 2008. Manage Law,
Policy, Planning, School Development and Gover-
nance. Pretoria: Government Printer.

Department of Basic Education 2011. Integrated Stra-
tegic Framework for Teacher Education and Devel-
opment in South Africa. Pretoria: Pretoria: Govern-
ment Printer.

Department of Basic Education 2012. Continuing Pro-
fessional Teacher Development, SABC’s Education-
al Programmes: Council of Educators and SABC
Briefings. Pretoria: Government Printer.

Department of Education (DoE) 2004a. An Assess-
ment of Ten Years of Education and Training in South
Africa. Pretoria: Government Printers.

Department of Education (DoE) 2008. The Designing
of Continuing Professional Teacher Development
(CPTD) System. Pretoria: Government Printers.

Department of Education (DoE) 2010. Report of the
Task Team for the Review of the Implementation of
the National Curriculum Statement. Final Report.
Pretoria: Government Printers.

Doige B, Groves S 2011. Japanese lesson study: Teach-
er professional development through communities
of inquiry. Mathematics Teacher Education and De-
velopment, 13(11): 77-93.

Du Perez P, Roux C 2008. Participative intervention
research: The development of professional pro-
grammes for in-service teachers. Education as
Change, 12(2): 77-90.

Ebersohn L, Ferreira R 2012. Rurality and resilience in
education: Place-based partnerships and agency to
moderate time and space constraints. Perspectives in
Education, 30(1): 30-42.

Edwards V, Li D 2011. Confucius, Constructivism and
the Impact of Continuing Professional Development
of Teachers of English in China. London: British
Council.

Engelbrecht W, Ankiewecz P, de Swardt E 2006. Tech-
nology Education in South Africa Since 1998: A Shift
to Decentralised Continuous Professional Teacher
Development. PATT-15 Conference, Haarlem, The
Netherlands, 18–22 April 2005. From <https://www.
academia. edu/2103123/.> (Retrieved on 01 April
2014).

Engelbrecht W, Ankiewecz P, de Swardt E 2007. An
industrial sponsored school focussed model for con-
tinuing professional development of technology
teachers. South African Journal of Education, 27:
579-595.

Eppley K 2009. Rural schools and the highly qualified
teacher provision of no child is left behind: A critical
policy analysis. Journal of Research in Rural Edu-
cation, 24(4): 1-11.

Fullan M 2006. Change Theory: A Force for School
Improvement. Victoria: Centre for Strategic Educa-
tion.

Gardiner M 2008. Education in Rural Areas: Issues in
Education Policy Number 4. Bloemfontein, South
Africa: Centre for Education Policy Development.

Glover TA, Ihlo T, Nugent GC, Trainin G, Shapiro ES
2014. The Influence of Rural Professional Develop-
ment Characteristics on Teacher Perceived Knowl-
edge And Practice. Lincoln: National Center for Re-
search on Rural Education.

Gray A 2004. Constructivist Teaching and Learning.
Regina, SK: Saskatchewan School Trustees Associa-
tion.

Gulston K 2010. The Challenges Experienced by Edu-
cators in Primary Schools Regarding Continuous
Professional Development. Pretoria: University of
Pretoria.

Guskey TR 2002a. Does it make a difference? Evaluat-
ing professional development. Educational Leader-
ship, 59(6): 45-51.



20 N. E. MPAHLA AND C.I.O. OKEKE

Guskey TR 2002b. Professional development and
teacher change. Teachers and Teaching: Theory and
Practice, 8(3): 381-391.

Guskey TR, Yoon KS 2009. What works in profession-
al development? Phi Delta Kappan, 90(7): 495-500.

Guthrie G, Shackleton CM 2006. Urban-rural contrasts
in Arbor Week in South Africa. South African Jour-
nal of Science, 102: 14-18.

Harmon HL, Gordinier J, Henry L, George A 2007.
Changing teaching practices in rural schools. The Ru-
ral Educator, 8-12.

Hayes K 2009. Recruiting Teachers for Urban and
Rural Schools. Washington, DC: National Compre-
hensive Center for Teacher Quality.

Hirsh S 2012. A professional learning community’s
power lies in its intentions. Journal of Staff Develop-
ment, 33(3): 64-65.

Hlalele D 2012. Exploring rural high school learners’
experiences of mathematics anxiety in academic set-
tings. South African Journal of Education, 32: 267-
278.

Hord S M 2004. Learning Together, Leading Together:
Changing Schools Professional Learning Commu-
nities. Austin, Texas: SEDL.

Howley A, Howley CB 2004. High-quality teaching:
providing for rural teachers’ professional develop-
ment. AEL Policy Briefs, 12: 1- 8.

Kennedy A 2005. Models of Continuing Professional
Development: A framework for analysis. Journal of
In-service Education, 31(2): 235-250.

Kilbane Jr. JF 2010. Factors in Sustaining Professional
Learning Community. London: SAGE.

Kirsten P, Clive M 2012. Teacher professional devel-
opment: Who is the learner? Australian Journal of
Teacher Education, 37(2): 59-72.

Koziol NA, Arthur AM, Hawley LR, Bovaird JA, Bash
KL, McCormick C, Welch GW, 2015. Identifying,
analysing and communicating rural: A quantitative
perspective. Journal of Research in Rural Educa-
tion, 30(4): 1-14.

Kriek J, Grayson D 2009. A holistic professional devel-
opment model for South African physical science
teachers. South African Journal of Education, 29:
185-203.

Kumar R 2010. Research Methodology: A Step-by-
Step Guide for Beginners. New York: Sage Publica-
tions.

Lave J, Wenger E 1991. Situated Learning: Legitimate
Peripheral Participation. Cambridge: University of
Cambridge Press.

Lazarus S, Naidoo AV, May B, Williams L, Demas G,
Filander FJ 2014. Lessons learnt from a community-
based participatory research project in a South Afri-
can rural context. South African Journal of Psychol-
ogy, 44(2): 149-161.

Lee I 2011. Teachers as presenters of continuing pro-
fessional development seminars in the English-as-a-
foreign-language context. The Australian Journal of
Teacher Education, 36(2): 30-42.

Lind T, Stjernstrom O 2015. Organisational challenges
for schools in rural municipalities: Cross-national
comparison in a Nordic context. Journal of Research
in Rural Education, 30(6): 1-14.

Loucks S, Matsumoto C 2010. Research on profes-
sional development for teachers of mathematics and

science: The state of the scene. School Science and
Mathematics, 99(5): 258-271.

Loxley A, Johnston K, Murchan D, Fitzgerald H, Quinn
M 2007. The role of whole-school contexts in shap-
ing the experiences and outcomes associated with
professional development. Journal of In-service Ed-
ucation, 33(3):  265-285.

Maistry SM 2008. Transformation through the curric-
ulum: Engaging a process of unlearning in economics
education pedagogy. Alternation, 18(2): 115-134.

Marshall C, Rossman G 2011. Designing Qualitative
Research. Washington DC: SAGE Publications.

McLeod S 2008 Qualitative Quantitative: Simply Psy-
chology. From <http://www.simplypsychology.org/
qualitative-quantitative.html.> (Retrieved on 11 Oc-
tober 2013).

Msila V 2010. Rural school principal’s quest for effec-
tiveness: Lessons from the field. Journal of Educa-
tion, 48: 169-189.

Msila V, Mtshali J 2011. Professional development of
principals: A recipe for future schools? British Jour-
nal of Education Research, 191: 1-17.

Ncube AC 2013. Barriers to learner achievement in
rural secondary schools in developing countries: The
case of rural Zimbabwe. Journal of Emerging Trends
in Educational Research and Policy Studies, 5(1):
1-5.

Nelson Mandela Foundation 2005. Emerging Voices:
A Report on Education in South African Rural Com-
munities. Cape Town: HSRC and the EPC.

Ngcoza K, Southwood S 2015. Professional develop-
ment networks: From transmission to co-construc-
tion. Perspectives in Education, 33(1): 1-11.

Ofojebe WN, Chukwuma TC 2015. An imperative for
promoting quality education in Anambra State sec-
ondary schools. Journal of Emerging Trends in Edu-
cational Research and Policy Studies, 6(2): 189-
197.

Pillay D, Saloojee S 2012. Revisiting rurality and school-
ing: A teacher’s story. Perspectives in Education,
30(1): 43-52.

Pitsoe VJ, Maila WM 2012. Towards constructive
teacher professional development. Journal of Social
Sciences, 8(3): 318-324.

Punch K 2006. Developing Effective Research Pro-
posals. London: SAGE Publications.

Reeves DB 2010. Transforming Professional Develop-
ment into Student Results. Alexandria, VA: ASCD.

Richards L 2009. Handling Qualitative Data: A Prac-
tical Guide. London: SAGE.

Ridley JM 2011. Teachers’ Continuing Professional
Development within Two Clusters of Small Rural Pri-
mary Schools. North Yorkshire, UK: National Col-
lege for School Leadership.

Sargent TC, Hannum E 2009. Doing more with less:
Teacher professional learning communities in re-
source-constrained primary schools in rural China.
Journal of Teacher Education, 60: 258-276.

Selemani-Meke E, Rembe S 2014. Primary school teach-
ers’ preferences on the implementation of continu-
ing professional development programmes in Malawi.
Anthropologist, 17(2): 607-616.

Singh SK 2011. Teacher education and development: A
case study. South African Journal of Higher Educa-
tion, 25(8): 1626-1638.



CONTINUING PROFESSIONAL DEVELOPMENT 21

Smith C, Gillespie M 2007. Research on professional
development and teacher change: Implications for
Adult Basic Education. In: J Comings, B Garner, C
Smith (Eds.): Review of Adult Literacy and Learning
Mahwah, NJ: Lawrence Erlbaum, pp. 205-244.

Smith KA, Harrison A 2013. Teachers’ attitudes to-
wards adolescent sexuality and life skills education in
rural South Africa. Sex Education, 13(1): 68-81.

Steyn GM 2008. Continuing professional development
of teachers in South Africa and social learning sys-
tems: Conflicting conceptual frameworks of learn-
ing. Koers-Bulletin for Christian Scholarship, 73(1):
15-32.

Steyn GM 2013. Building professional learning com-
munities to enhance continuing professional devel-
opment in South African Schools. Anthropologist,
15(3): 277-289.

Steyn T 2011. Implementation of continuing profes-
sional teacher development: Policy and practice. Acta
Academica, 43(1): 211-233.

Taylor N 2011. Priorities for Addressing South Afri-
ca’s Education and Training Crisis. Pretoria: Jet
Education Services.

Taylor N 2015. How Can Teaching Become More Pro-
fessional? JET Bulletin, February Edition.

Taylor N, Mayet A 2015. A closer look at teacher
Education. JET Bulletin, February Edition.

Timperley H 2008. Teacher Professional Learning and
Development. Brussels, Belgium: International Acad-
emy of Education.

Wallin D 2008.  A comparative analysis of the educa-
tional priorities and capacity of rural school districts.
Educational Management Administration and Lead-
ership, 36(4): 566-587.

Warren E 2008. Early childhood teacher’s profession-
al learning in early algebraic thinking: A model that
supports new knowledge and pedagogy. Mathematic
Education Journal, 9: 30-45.

Wenger E 1998. Communities of Practice: Learning,
Meaning and Identity. Cambridge: Cambridge Uni-
versity Press.

Wenger E 2007. Seven Principles for Cultivating Com-
munities of Practice. From <http://hbswk.hbs.edu/ar-
chive/2855.html.> (Retrieved on 11 October 2013).

Zafeirakou A 2007. Teacher Policies for Understand-
ing Populations: A Synthesis of Lesson Learned and
Bet Practices. Washington D.C: The World Bank.


