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ABSTRACT This paper draws from a completed study that assessed the effectiveness of the current strategies for
implementing CPTD programmes in rural junior secondary schools in a rural Education District of Eastern Cape
Province. The researchers argue that the rurality of the continuing professional development of teachers resonates
from the comprehensive failures of specific education policies in addressing various historical challenges of life in
rural South Africa. Rural schools are confronted with poor schooling conditions, high levels of illiteracy, lack of
parental participation, poor transportation, non-attendance and shortage of teachers. Resulting from the introduction
of numerous new curriculums in South Africa, rural schools’ inadequacies alongside the inconsistencies in the rural-
urban education policies’ dichotomy and implementation have been significantly exposed. The paper concludes
that it would seem most plausible to suggest that the professional development needs of rural teachers should be

addressed differently in rural areas. Some recommendations have been suggested.

INTRODUCTION

The introduction of educational changes has
shown pronounced differences between schools,
rural and urban ones in particular. Inequalities
between rural and urban education indicators are
on the increase in developing countries includ-
ing South Africa. Schooling in rural contexts is
significantly different from those in the urban
and some schools have found the educational
changes more challenging than others. Accord-
ing to Lind and Stjernstrom (2015), schools in
rural places are confronted with increasing con-
straints relating to shrinking population, isola-
tion and distance. However, to understand the
facts of rural therefore, researchers are first re-
quired to identify a theoretical perspective that
encapsulates the ideals of rurality (Koziol et al.
2015). Without achieving this imperative,
knowledge of the rural would be limited if not
speculative.

The purpose of this paper is to highlight
some of the complexities of schooling in a rural
context. The paper is informed by some of the
empirical evidences from a concluded fieldwork
that assessed the effectiveness of the various
strategies for implementing programs aimed at
ensuring continuing professional teacher devel-
opment, hereafter referred to as CPTD in rural
junior secondary schools in one rural Education
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District in the Eastern Cape Province. The re-
searchers hope that by doing this, the discus-
sions would contribute to the ongoing efforts
to generate information and knowledge to facil-
itate and enhance the teaching and learning qual-
ity in rural schools in South Africa. Moreover,
Azano and Stewart (2015) argue that by doing
so, efforts to recruit teachers to work in rural
schools are sustained.

Obijectives of the Study

The purpose of the study in regards to the
larger study that influenced this paper was to
assess the effectiveness of the strategies for
the implementation of CPTD programs in junior
secondary schools in one rural Education Dis-
trict in the Eastern Cape Province. Specifically,
the study sought to:

i) Assess the effectiveness of the strate-
gies for implementing continuing profes-
sional teacher development programs in
schools in this particular Education
District.

i) Establish the strategies preferred by
teachers to make the implementation of
continuing professional development
programs effective in order to meet their
needs.

The Meaning of Rurality

The concept of rurality is one that has
brought about much controversy and differing
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sentiments among researchers as a result of its
complexity (Chikoko 2008; Carson 2009; Burton
and Johnson 2010; Caena 2011; Hlalele 2012b;
Islam 2012; Hlalele 2014; Azano and Stewart
2015). Notwithstanding such ongoing argu-
ments and perhaps any semantic controversies
persisting among writers, it is common sense
that an understandable meaning of rurality has
to bear a distinguishing feature between urban
and rural contexts. In this regard, Khau (2012)
contends rurality as an attribute that people eas-
ily attach to a place based on their perceptions
about its remoteness and how far for instance,
they are from the metropolitan areas. From these
attributes of space, the general life of an inhab-
itant constitutes agricultural practices where they
earn low wages with no future prospects of re-
tirement investments according to Hlalele (2012).
The Department of Education (DoE) (2005: 9)
notes the following features as typical of those
found in rural places to include:

Distance to town; topography; settlement
patterns; access to communication and infor-
mation technology; transport infrastructure;
access to service and facilities; the health; ed-
ucational and economic status of the commu-
nity; access to lifelong learning opportunities;
social conditions; and activities of the politi-
cal, cultural and civil society organizations.

There exists a plethora of definitions on the
subject of rurality in various studies (see Har-
mon et al. 2007; Barter 2008; Harmon and Schaft
2009; Hayes 2009; Burkett 2011; Islam et al. 2011,
Adu and Okeke 2014; Hlalele 2014). However,
the researchers of the present paper thought
that the view by the Department of Basic Educa-
tion (DBE) (2011) is the version that comprehen-
sively captures their position on the concept of
rurality within the South African context. Ac-
cording to the DBE (2011), rural areas are remote
and relatively underdeveloped with many rural
communities. Their schools are poor and disad-
vantaged, lacking basic infrastructure for sani-
tation, water, roads and transport, electricity and
information and communication technologies
(ICTs). Although this definition can be regarded
as an acceptable one from the department’s point
of view, almost all these definitions commonly
revolve around the issue of space as an isolated
one. That’s why one cannot dispute the expan-
sion of rural definition to include areas of dense
settlement created by apartheid-driven land re-
settlement policies as an emphasis on earlier

mentioned particular features of rurality (DoE
20044, 2005; Gardiner 2008). This situation nar-
rates the disparities, which exist between urban
and rural schools with the latter on the disad-
vantaged end. Hence, Chikolo (2008: 1) posits
rurality as “a multifaceted term deserving to be
deeply and contextually understood”.

Although narrower than the South African
context, defining rural by the international world
seems to depend on how different countries view
and experience it because of its bearing on their
life situations. For instance, numerous studies
contend that the international literature defines
rural as a space where human settlement and
infrastructure occupy only small patches of the
landscape, and economic activity is dominated
by primary production (McQuiggan 2007; Meg-
ginson and Whitaker 2007; Zafeirakou 2007;
Burton and Johnson 2010; Menlah and Mays
2010; Adedeji and Olaniyam 2011; Eckert and
Petrone 2013). Within this context of rurality it
would be common sense to argue that the qual-
ity of socio-economic status as well as the qual-
ity of the environment will both influence and
be influenced by the quality of the education
system. This is the situation, which normally
overruns rural livelihoods because a high level
of poverty would invariably lead to low level of
investment plus its corresponding poor school-
ing experiences for both teachers and learners.
The consequences are that poor education out-
comes reinforce poverty and inequality, which
has already been visible in South Africa for gen-
erations (DoE 2007, 2008; ECDoE 2012). The next
sub-section looks at rurality in the context of
education.

Rural Education in South African Context

According to van der Westhuizen (2012), the
spatial inequalities created by the apartheid gov-
ernment in South Africa left rural schools, as
located in the resettlement areas, confronted with
challenges that the education system was not
designed to handle. This was what du Plessis
and Conley (2007) earlier mentioned when they
argued that despite the existence of an innova-
tive and rights-based curriculum and policy
framework for the transformation of education,
the legacy of this inherited system continues to
exist. On this basis, spatiality can therefore not
be seen in isolation without referring to the peo-
ple living in it because it is the people who have



24

problems in these social spaces (DoE 2004a; Lau
2006; Marsden 2006; Lee 2011; Jacobs and Hart
2012). In other words, real life demands in the
rural settings make education activities difficult
to handle. This happens even though the new
system of education, which intended to normal-
ize learning and transform teaching, has been
introduced in South Africa (Blanton and Har-
mon 2005; DBE 2008; Davids 2009; Boaduo
2010).

Furthermore, Moletsane (2012) argues that
massive changes in the education system that
also meant to bring about social changes, have
not addressed the systemic challenges in rural
settings. The situation bears such negativity
even though there has been a great deal of en-
thusiasm about the liberalization of education
and the move towards quality learning. All the
teachers were found to be excited about the new
education system with its policies. In fact, Chiko-
lo (2008) shares the same sentiments by noting
that conditions that allow teachers to cope with
the multiple challenges and demands constant-
ly placed on them are still in existence. Hence,
Ebersohn and Ferreira (2012) stress that there
are visible disadvantages for teaching in rural
settings, which evoke countless images of bar-
riers, hardship and despair. This calls for atten-
tion to teacher professional development efforts
to invest in helping teachers become leaders of
learning for better implementation of the educa-
tion policies (Chikoko 2008). However, the situ-
ation will only become conducive when the seem-
ingly chronic low-resource environments receive
the greater attention. Feeling the same senti-
ments, Ebersohn and Ferreira (2012) call for at-
tention that should culminate towards the re-
moval of rural isolation as it hinders rural educa-
tion development in all sorts of manners. For the
conditions to remain unchanged in rural educa-
tion could be devastating because rural schools
are not set to produce desired results.

To Pillay and Saloojee (2012), teachers work-
ing in rural areas feel that they are not cared for
because they tend to define themselves accord-
ing to the context in which they work, a situa-
tion, which carries a demotivating factor in learn-
ing and teaching. When the government thinks
of positive intervention, a much better stance is
to allow for the voice of the teachers to be heard
as it can make a difference. Within the frame of
neo-liberalism, which calls for the emancipation
of the individual, the voices of the teachers ap-
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pear to be the most important factor in enabling
that the intervention strategies may be directed
appropriately to the needs of the rural teachers
that ensure gradual but steady CPTD. Thus, with
the voices of the rural teachers seen as germane
to the emancipation of rural education, the hith-
erto top-down approach to CPTD programs that
allows education outsiders with little knowledge
about the profession and often no experience in
teaching to define what is best for the teaching
profession would have been eliminated. Once
the rural teachers’ voices are pitched appropri-
ately, it is thought that further discussions and
debates around rural education as well as teach-
ing and learning will no longer exclude the par-
ticipation of teachers themselves.

Studies have shown that rural schools differ
from one another in more ways than one (Hud-
son and Hudson 2008; Marmon and Schaft 2009;
Msila 2010; Adedeji and Olaniyam 2011; Msila
and Mtshali 2011; Koziol et al. 2015). Given this
fact, it would seem invariably that organization-
al dynamics could vary dramatically from one
rural place to another. Notwithstanding these
variations, Pillay and Saloojee (2012) argue that
because of their professional engagement, rural
teachers are capable of using their experiences
to turn constraints into opportunities for change.
This is evident when some rural schools were
seen to be competing favorably well with some
urban schools in achieving the desired outcomes
(DBE 2011). Hence, all policy formulations aimed
at the emancipation of rural schools should first
engage with rural teachers themselves. It equal-
ly confirms that the expertise of rural teachers
can be used to build teacher communities of prac-
tice where teachers can be given opportunities
to develop others (Atay 2006; Armour and Yell-
ing 2007; Banks and Smyth 2010; Adu and Okeke
2014; Lind and Stjernstrom 2015).

From an empathetic perspective, the present
researchers would argue that it is the teachers
themselves who understand their conditions of
work. It would thus seem most plausible to sug-
gest that teachers themselves must be engaged
with directly in order to understand their every-
day lived experiences within the rural settings.
Pillay and Saloojee (2012) contend that allowing
the perspectives of teachers to prevail in their
school practices produces knowledge that make
new meanings and create possibilities for
change in rural schooling. In this sense, Khau
(2012) highlights that allowing teachers to par-
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ticipate in decision-making towards their pro-
fessionalism results against an education that
zealously mobilizes attachments to rurality. This
is what Pitsoe and Maila (2012) refer to as a bot-
tom-up approach where the teachers’ voice is
heard in all circles of education. They also con-
sider teacher professional development to shift
from behavioristic towards a constructivist ap-
proach. By allowing this opportunity, an intrin-
sic perception by teachers and others concerned
with education is that rural education is an at-
tribute that is attached to a rural place and as
such it can never be removed (Pennefather 2008;
Ntombela 2011; Reid and Cakwe 2011; Selemani-
Meke 2013; Selemani-Meke and Rembe 2014;
Azano and Stewart 2015).

By implication, the above concerns and sug-
gestions are a call to refrain from treating rural
education as equal to urban education until such
a time when rural education reaches an equal
status of development with the urban. But it is
equally important to note that despite numer-
ous efforts that intend to support the develop-
ment of rural schools, very few changes seem to
be occurring in this regard in rural areas (Mentz
et al. 2012). It should therefore be a priority to
improve rural education by submitting to the
call to include rural teachers in every step to-
wards change and development. Such an idea
emanates because rural schooling is unique and
it is the teachers in these schools who know
their specific needs, while they too are the ones
experiencing challenges in the rural places
(Marsden 2006; Lessing and de Witt 2007; Mbu-
nyuza et al. 2010). These sentiments reflect that
rural schools operate without the quantity and
quality of support and resources available from
the education authorities. Be that as it may, any
genuine intervention aimed at the enhancement
of the plight of rural schools and their teachers
must necessarily rely on the expertise of teach-
ers. That in itself appears to be the only way to
enable the rural schools to benefit from such
intervention programs.

However, it should be noted that the spatial
boundaries along which the past politico-legal
policies redefined South Africa still bear nega-
tive impacts on the current South African edu-
cation system (Jacobs and Hart 2012). It would
therefore seem that although post-1994 the edu-
cation development programs have endeavored
to eliminate disparities in education, many of
the differences between urban and rural schools

as well as between urban and rural teachers still
linger on. Numerous studies suggest that the
challenges resonate with the implementation of
curriculum reform policies where planning and
design do not always engage with the teachers
themselves and as a result fail to cater for the
needs of rural schools (Broad and Evans 2006;
Amedzo 2007; White and Reid 2008; Adedeji and
Olaniyam 2011; Burkett 2011; Zeelen et al. 2014;
Koziol etal. 2015). Moreover, Surty (2011) con-
cedes to this understanding when he claims that
rural areas are characterized by various factors
that negatively influence the delivery of quality
education.

The fact that rural areas are remote and rela-
tively underdeveloped under the new South
African socio-economic policies means that more
intervention and new strategies are needed to
tackle the problem. In line with this, Islam (2012)
concedes that a critical element within the
schooling system relates to how education au-
thorities are prepared to address the diverse
needs of producing teachers for changing times.
For such a cause, Islam (2012) further states that
there are concerns that traditional models of
teacher education are not fully capable of pro-
ducing teachers for changing times, and specif-
ically for the rural schools. It is these views that
led Burkett (2011) to proclaim that professional
development has come under close scrutiny
since the advent of the No Child Left Behind
Act of 2001. Such a purpose came with the un-
derstanding that rural schools and teachers are
faced with unique challenges of time, place and
distance. These are all features that isolate and
pose difficulties to rural schooling within the
South African context.

To reason on this status of the rural educa-
tion context, Ncube (2013) cites an example of
rural Zimbabwean schools where he asserts that
the challenge to understand the concept of rural
education emanates from the absence of rural
education research. In other words, what is
known about rural education from empirical ev-
idence appears limited, and much of the discus-
sions relating to rural education in the context
CPTD appear to be speculative rather than em-
pirically backed (Ncube 2013). Moreover, much
of what is currently known of rural education
appears to be inferred from research wherein
samples are predominated by the urban dwell-
ing population of teachers resulting to the fact
that limited awareness of rural teaching and learn-
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ing activities among education authorities pre-
vails. Such a situation, as stipulated by Penne-
father (2008), navigates diverse school contexts,
which constitutes a great challenge to rural
schools. This appears to be the main reason why
Wallin (2008) argues for research on rural edu-
cation that addresses a practical critique of cur-
rent trends in school improvement.

Therefore, to find a solution to rural educa-
tion challenges, Chikolo (2008) supports the
development of research endeavors that seeks
deeper understanding of rural settings from the
perspective of education, and a need to interro-
gate the notion of rural education. Without re-
search that specifically addresses the context of
rural education, Pennefather (2008) argues that
the diversities in terms of teachers, pupils and
school contexts will continue to pose great chal-
lenges for rural education. This is one of the
reasons why Moletsane (2012) claims education
in rural South Africa as an endeavor that has not
really improved the lots of the rural dwellers.
Secondly, Moletsane (2012) notes that initiatives
meant to bring about social change in rural ar-
eas, including those concerned with teacher
education and curriculum implementation have
not addressed the systemic issues of schooling
in rural places, resulting in difficulties in real
transformation for the majority of the South Af-
ricans residing in most of the rural places.

Rural Dimension of CPTD

Education transformation in South Africa has
revealed pronounced differences between
schools. Wallin (2008) perceived this context as
something usual in developing countries where
changes in the education system are taking place.
As far as Gardiner (2008) and Msila (2010) are
concerned, the diversity which shows rural
schools to be on the receiving end of inequality
has led to challenges in the implementation and
sustenance of changes. These views are ech-
oed by van der Westhuizen (2012) and Msomi et
al. (2014) who established the existence of huge
gaps inherent in the South African education
insofar as the implementation of the new pro-
grams of development are concerned.

In support of these views, Gardiner (2008)
asserts that policymakers and education author-
ities never considered how the particular needs
of rural schools can be met with the overall state
policy of a single education system. Notable is
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the fact that rural schools are attended by black
learners who are taught by black teachers. How-
ever, in the midst of all these challenges, van der
Westhuizen (2012) argues that these schools are
disadvantaged and ill resourced. Moreover, van
der Westhuizen (2012) also notes that these are
schools that work without libraries, computer
facilities and electricity. Notwithstanding these
challenges, they also work alongside some of
the well-resourced schools from the previously
advantaged schools.

Thus, having noted the real differences be-
tween urban and rural schools, Islam (2012) sup-
ports earlier concerns by Gardiner (2008), White
and Reid (2008) and Burton and Johnson (2010),
which maintain that teacher initiatives in educa-
tion remain mostly ineffective since they do not
address systemic challenges. Despite these con-
cerns, Loucks and Matsumoto (2010) consider
teacher development as central to transforming
education in South Africa. Given this fact, it is
therefore imperative that CPTD programs for ef-
fective schools need to account for place as part
of the teacher education curriculum. On the oth-
er hand, Zafeirakou (2007) argues that teacher
development needs to take place on school site
in order to equip teachers with the necessary
skills for classroom teaching. This is a view, which
has received support from many researchers like
Barter (2008), Compion et al. (2012), Steyn (2013)
and Zeelen et al. (2014) who argue that on school
site professional development is appropriate in
order to give space for self-reflection and self-
reflexivity to particular teachers within particu-
lar space.

Earlier, Steyn (2008) had indicated that teach-
er development requires building professional-
ism through collective reflection on practice and
through development of support structures at
the workplace. This workplace practice idea is a
better opportunity for rural teachers as, by def-
inition, rural is far from town where workshops
are usually being held. Itis therefore valuable to
share ideas in order to assist each other as van
der Westhuizen (2012) and Msomi et al. (2014)
claim that teachers are not clear about policy
documents. The researchers also suggest that it
is imperative for the curriculum documents to be
clear and for such documents to give a balanced
weighting across cognitive levels. Amongst
these imperatives is the fact that in the develop-
ing world, continuing professional teacher de-
velopment (CPTD) is generally rooted in the
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personal growth model (Symeou 2008; Timper-
ley 2008; Banks and Smyth 2010; Tamilenthi and
Mohanasundaram 2011). This is by far the best
CPTD shape as it recognizes the fact that needs
may be different from those of teachers in other
areas or in different contexts and times.

It is therefore not surprising that the DoE
(2004) admits that the core democratic profes-
sionalism is an emphasis on collaborative, co-
operative action between teachers and other
stakeholders. This is a school-based circle and
network of professional development, which is
also ongoing in other developing countries (DoE
2004; Broad and Evans 2006; Coolahan 2007a;
Hirsh 2012; Hlalele 2014; Koziol etal. 2015). Thus,
it is notably that the constituents for such a
model certainly exist in South Africa. Although
the clustering of schools for development and
support is taking place at the district level (DoE
2008), a fundamental principle of rural education
in South Africa is that it should be community
based (Steyn 2009).

Such community-based sentiments are a re-
sponse to the living circumstances in rural plac-
es, which differ from one another. Thus, Islam
(2012) asserts that the teachers’ professional
development with no links to ground realities
makes it difficult for teachers to teach effective-
ly in a challenging context. Gardiner (2008) also
states that the Department of Education must
not rely on higher education institutions for
CPTD, as these institutions are unable to ad-
dress the needs of rural communities in their
programs of development. The main factor here
is that the partnership between the Department
of Education and higher education institutions
does not offer solutions to the realities on the
ground. In essence, teachers in rural schools
often work under conditions that are solitary
and without much material or human support. It
should therefore be understood that improving
the professional practice of teachers requires
actions that address the unique context and con-
ditions in rural schools (Harmon et al. 2007).
Hence, DoE (2004, 2008) and Wallin (2008) uni-
laterally agree that practical training based on
the realities of the classroom and ongoing on-
the-job support is the critical factor in any suc-
cessful teacher development education.

The Context of the Study

Continuing professional teacher develop-
ment (CPTD) is a program of continuing learn-

ing and training in order to ensure high-level
expertise to enable teachers to keep their pro-
fessional skills and knowledge up-to-date (Cool-
ahan 2007a; Islam et al. 2011; Hirsh 2012; Islam
2012). CPTD has been variously defined as ac-
tivities that increase the skills, knowledge and
understanding of teachers, and their effective-
ness in schools and also promote continuous
reflection and re-examination of professional
learning (Harmon and Schaft 2009; American
Foundation of Teachers 2010; Adu and Okeke
2014; Azano and Stewart 2015; Koziol et al. 2015).

In exploring the South African context, the
implementation of CPTD in rural South Africa is
perceived as yielding no positive desired out-
comes (DoE 2005). However, this situation
seemed to be exacerbated by the absence of lines
of demarcation when designing development
programs between urban and rural schools. Such
a situation leads to the supposedly ascribed in-
ferior status to rural schools even after over 20
years of democracy. What is visible in this con-
text is that rural schools find the implementation
of CPTD programs to be more challenging than
in other contexts (Gardiner 2008) due to the lack
of level grounds for implementing such policy.

The birth of democratic South Africa in 1994
resulted in the massive transformation of the
education system with the intentions of redress-
ing the imbalances and social injustices of the
past and also to meet the global challenges of
economic development (Taylor et al. 2007; Maist-
ry 2008; Taylor 2011). With the amalgamation of
different Departments of Education, a single non-
racial Department of Education was formed re-
sulting in significant policy changes in the edu-
cation sector (Steyn 2008a; Mestry et al. 2009;
Nkambule etal. 2011; Reid and Cakwe 2011). One
of the major developments was the adoption of
the new curriculum, which lead to the develop-
ment of new curriculum policies (DBE 2011; EC-
DoE 2013). Anew curriculum known as Curricu-
lum 2005 (C2005) was ultimately introduced and
implemented (DoE 2009; DBE 2012).

The inherent flaws in the development of
C2005 became evident in situations where pu-
pils were unable to read, write and count at their
appropriate grade levels (DoE 2009). Teachers
also did not know what to prepare and what to
teach in the classrooms (Burton and Johnson
2010; Msila 2010; Pitsoe and Maila 2012). C2005
was ultimately reviewed by the Education Min-
istry resulting in new versions of the curricu-
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lum, one after the other, namely, the Revised
National Curriculum Statement (RNCS), Na-
tional Curriculum Statement (NCS) and lastly,
Curriculum Assessment Policy Statement
(CAPS) (DoE 2009; WCED 2012). Revision of
these versions came from the shortcomings in
implementation.

In the process of education reform, imple-
mentation of any curriculum is dependent on
the teachers who will implement it (Islam et al.
2011; Mentz et al. 2012; Mukeredzi 2013; Azano
and Stewart 2015). Teacher development then
became a necessity (DoE 2009). Azano and Stew-
art (2015: 2) argue that for effective transforma-
tion of the rural schools to happen, “teacher
candidates from rural backgrounds are more likely
to be successful in rural schools”. To overcome
the hindrance in the transformation process
caused by the lack of skills, knowledge and un-
derstanding therefore, the Department of Edu-
cation suggested well-coordinated Continuing
Professional Teacher Development (CPTD) pro-
grams, commonly known as the Working Paper
2010 (DoE 2010). The aim of such well coordi-
nated CPTD programs according to Padwad and
Dixit (2011: 10) involves:

Planned, continuous and lifelong process-
es whereby teachers try to develop their per-
sonal and professional qualities, and improve
their knowledge, skills and practice, leading
to their empowerment, the improvement of their
agency and the development of their organiza-
tions and their pupils.

CPTD programs are vital when built on col-
laboration, collegial interactions and the foster-
ing of relationships. This means that the forms
of models of CPTD should reflect the necessity
and importance of using both the off-school site
and on-school site CPTD programs. Engelbre-
chtetal. (2007) and Hardman (2011) outline the
CPTD models, which have been adopted in
South Africa with an attempt to change the teach-
er classroom practice. The transmissive model,
which is using the cascade CPTD model, has
been seen to take the prominent stage of CPTD
in South Africa (Hlalele 2012b; Mukeredzi 2013;
Selemani-Meke 2013). This is so although this
approach is characterized by not being a cen-
tralized CPTD as the information is cascaded
from top to bottom through the use of work-
shops. Engelbrecht et al. (2007) acknowledge
that the cascade model failed to prepare either
officials or school-based teachers for the imple-
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mentation process. For this reason, Hardman
(2011) advocates for in-service strategies and
continuing professional development that are
school based. Within this understanding, the
transitional and the transformative models of
CPTD, mentioned above, are better placed as
school-based and of great assistance in the de-
velopment of teachers.

The initial education reform in post-apart-
heid South Africa envisaged the successful im-
plementation of the new curriculum. This imple-
mentation of the new curriculum culminated to
the introduction of CPTD programs meant to
shift teachers from the old traditional classroom
practices to the suitable outcome-based (OBE)
practices in order to improve both teacher and
learner performance. The move is also meant to
equip teachers with new knowledge, skills, atti-
tudes, values, relationships, and their thinking,
understanding and maturity. The implementa-
tion of CPTD programs has been ongoing and
all the teachers in the Eastern Cape have been
trained. Strategies employed by the Eastern Cape
Department of Education (ECDoE) to implement
CPTD programs include the use of cascade mod-
el, workshops, cluster meetings, mentoring, peer
coaching and self-evaluation. Focusing on the
context in which CPTD is employed, literature
reiterates a renewed focus on teacher education
with strong connections to the local context
(Maistry 2008; Steyn 2013). Inversely, implemen-
tation of CPTD takes place on-school site and
or conversely, implementation of CPTD takes
place off-school site. Both the on- and off-school
site strategies are continuing and ongoing in
the Eastern Cape Province. Maistry (2008) fur-
ther maintains that CPTD does not only rely on
teachers learning from one another, but it relies
on the prior knowledge, wealth of potential and
experience of each other, which can be built upon
and incorporated into further initiatives.

Despite the CPTD programs in place, the
Education District where this study was con-
ducted is characterized by the underperformance
of teachers, which is evidenced by a string of
poor matric results (DoE 2011). All the strategies
for professional development of teachers in this
time of education reform seem not to be work-
ing. This is despite the assumption that there is
continuing professional teacher development in
place. It was therefore imperative to assess the
effectiveness of the strategies for implementing
Continuing Professional Teacher Development
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for rural junior secondary school teachers in one
of the rural Eastern Cape Education Districts.
The researchers through this paper aim to con-
tribute to the growing body of knowledge in the
area of CPTD that will impact the improvement
of the quality of the rural teachers as well as the
policy and practice of rural education.

METHODOLOGY

The methodology that the study leading to
this paper followed was a qualitative approach.
In this approach, the design was a case study
design, which was defined as a single-bounded
entity to be studied in detail (Blaikie 2010).
Through this kind of methodology, participants
in a particular study will have the opportunity to
interpret their daily lives. The approach also has
the ability to see people, and their interpreta-
tions, perceptions, meanings and understand-
ings, as the primary data sources. More so, the
approach allows for an in-depth understanding
and deep immersion in the environment of the
participants. It was therefore undoubtedly that
this study focused on human actions that take
place in the context-specific settings of rural
community schools and how their actions are
influenced by their settings. Within this under-
standing, interpretivism gives the researcher an
opportunity to adopt an inter-subjective episte-
mology and the ontological belief that reality is
socially constructed (Kvale 2007; Kumar 2010;
Creswell 2014).

OBSERVATIONSAND DISCUSSION

Moletsane (2012) contends that while un-
dergoing education reform changes, the new par-
adigms of change acknowledge the challenges
faced by underdeveloped communities. Such
situations would recognize that individuals and
groups in rural areas also have strengths, skills,
knowledge and resources that can be used to
develop and implement interventions for social
change. Judging by the performance of rural
schools as compared to urban schools, rural
schools are on the receiving end of mitigating
factors that lead to their underperformance
(Chikoko 2008; Burton and Johnson 2010; Ad-
edeji and Olaniyam 2011; Koziol et al. 2015; Lind
and Stjernstrom 2015).

In exploring the aims of CPTD programs for
the Department of Education, one major purpose
was to close the gap pertaining to all the desired
outcomes for schooling, but rural schools are

not in any way near growth and development
(DoE 2011). The contents for such a situation
are caused by the neglect rural schools are re-
ceiving when it comes to the planning and de-
sign of teacher development programs (du
Plessis 2007; Engelbrecht 2007; Gardiner 2008;
Azano and Stewart 2015). In fact, their way of
life, which entails their needs, has been taken
for granted when education reform changes re-
sulted to the introduction of CPTD programs.

In further exploring the current policies of
change, Pennifather (2008) has noted that in the
existence of enormous positive changes in dif-
ferent sectors of society, there are still consider-
able differences in terms of learners’ socio-eco-
nomic backgrounds, school infrastructure and
resources, qualifications of teachers and short-
age of teachers. All these challenging factors
are no exclusion to the challenge of teacher ed-
ucation faced by rural teachers. Yet, the interna-
tional world felt strongly that teacher education
should be school-based in order to increase the
strength of the awareness of the need for a clos-
er link between theory and practice (Chikolo
2008). Such an argument attests that when think-
ing about developing teachers of rural settings,
it should be realized that schools are not the
same, even though all categories of schools fall
under one education system. Chikolo (2008) fur-
ther asserts that when education contexts differ,
the challenge is to make education in rural set-
tings as competitive as current and as cutting-
edge as education anywhere else.

This is in line with Islam (2012) who noted
that time and again, teachers have advocated
the importance of linking teacher education with
the local context and have contended that many
of the current practices lack context-based re-
flective preparation for teachers. Within this
understanding, Timperly (2010) asserts that
changing practice and developing the skills of
professional inquiry require in-depth understand-
ing of the area of implementation. This is learn-
ing which resonates around the involvement of
a variety of activities that are designed to pro-
mote acquisition of the target knowledge and
skills.

CONCLUSION

A large part of the country of South Africa
remains rural with societies living a different life
compared to their urban counterparts. Follow-
ing the introduction of reform changes in edu-
cation in the post-apartheid period, the notion
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of rurality remains the same as ever before. Whist
the introduction of education reforms was meant
to redress the imbalances of the past policies in
education, research results show that the intro-
duction of the concept of continuing profes-
sional teacher development has not been thor-
oughly researched via the notion of rurality. This
reflects bias towards urban areas where research
findings seem to suit conditions other than rural
communities. It is unquestionable that rural ar-
eas have unique context, which have different
needs in unique contexts. CPTD is aimed to en-
able teachers to improve their practices in order
to improve teaching and, in turn, to achieve the
desired learner outcomes. These intentions are
being implemented through the use of short-
term transmissive models of professional devel-
opment, which are yielding no positive results
for rural schools. The education researchers
should bear in mind that CPTD is a policy, which
intends solving critical educational problems
throughout South Africa, irrespective of the geo-
graphical location. This sentiment attests to the
challenge to allow teachers to negotiate their
role in the decision-making processes of their
professional development.

POLICY AND RESEARCH IMPLICATIONS

Rural teacher perspectives had not been con-
sidered when teacher professional development
was planned and designed. Policymakers and
stakeholders within the school are challenged
to come up with a better policy that will enable
the active engagement of teachers in matters
that concern the improvement of teaching and
learning.

It is noted that high quality programs that
are very good and that actively engage rural
meanings in the context of education and
schooling rarely exist. As a result, education
policymakers are again challenged to ensure that
such policy that will guarantee the continuing
development of the professional teacher is put
in place.

Although many interventions programs
have been applied, little has changed on the
perspectives of rural schools. Further research
is therefore required to capture the views of var-
ious stakeholders in teaching and learning on
various ways to enable the improvement of the
quality of teaching and learning in the rural
communities.
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Policies to ensure that all CPTD programs
reflect the needs of both the rural schools and
the teachers in such schools should reflect the
various needs and experiences of teachers in
such local contexts.

It is also desirable that the Department of
Education makes more funds available for the
adequate financing of CPTD programs that
would be on-site based and enjoys wider cover-
age to enable many rural teachers to benefit from
such site-based programs.

RECOMMENDATIONS

Itis recommended that education policymakers
must value the fact that quality education is depen-
dent upon teacher professional development.

It is also recommended that decisions for
teacher professional development should not
be made in isolation but be in collaboration with
all the education stakeholders, including rural
communities. More so, for professional devel-
opment to be effective, it should value the
uniqueness of all societies.

Teacher professional development should
not be out of school site because such exercise
does not cater for the needs of individual schools
and teachers. This attests that professional de-
velopment belongs to a constructivist approach,
which is in the form of contextual perspective.

Finally, it is equally recommended that pro-
grams of teacher development should be seen
by all as a case of human rights that must be
accessible to all teachers.

REFERENCES

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 develop-
ment (CPD): Lecturers’ perspectives. Journal of So-
ciology and Social Anthropology, 5(3): 271-281.

Amedzo EK 2007. The Integration of Information and
Communication Technology into Rural Schools of
South Africa: A Case Study of Schools in Malamule-
le. MEd Dissertation, Unpublished. Stellenbosch: Stel-
lenbosch University.

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

Armour KM, Yelling M 2007. Effective professional
development of physical education teachers: The



RURALITY OF CONTINUING PROFESSIONAL DEVELOPMENT 31

role of informal collaborative learning. Journal of
Teaching in Physical Education, 26: 117-200.

Atay D 2006. Teachers’ professional development:
Partnerships in research. TESL- EJ, 10(2): 1-16.

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.
Dublin: The Teaching Council.

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

Blaikie N 2010. Designing Social Research: The Logic
of Anticipations. United Kingdom: Policy Press.
Blanton RE, Harmon HL 2005. Building capacity for
continuous improvement of math and science edu-
cation in rural schools. The Rural Educator, 26(2):

6-11.

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

Broad K, Evans M 2006. A Review of Literature on
Professional Development Content and Delivery
Modes for Experienced Teachers: Initial Teacher
Education Program. Ontario, Canada: Ministry of
Education of Ontario.

Burkett ElI 2011. A case study of issues concerning
professional development for rural instrumental
music teachers. Journal of Music Teacher Educa-
tion, 21(1): 51-64.

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.

Caena F 2011. Literature Review Quality in Teachers’
Continuing Professional Development. Brussels,
Belgium: European Commission.

Carson TR 2009. Re-thinking curriculum change from
the place of the teacher. Teacher identity and the
implementation of curriculum reform in China. In:
T Autio, E Repo (Eds.): Reframing Curriculum Dis-
courses: Subject, Society and Curriculum. Rotter-
dam: Sense Publishers, pp. 213-224.

Chikoko V 2008. Developing teachers for rural educa-
tion? Reflecting on the 2" KwaZulu-Natal Depart-
ment of Education teacher development conference.
Perspectives in Education, 26(4): 74-85.

Compion C, Steyn H, Wolhuter C, van der Walt H
2012. Meeting challenges in rural African educa-
tion: A Zambian case study. Acta Academica, 44(1):
159-190.

Coolahan J 2007a. A Review Paper on Thinking and
Policies Relating to Teacher Education in Ireland.
Dublin: The Teaching Council.

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

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

Department of Basic Education 2010. Improving the
Quality of Learning and Teaching. Pretoria: Gov-
ernment 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) 2005. Report of the
Ministerial Committee on Rural Education: A New
Vision for Rural Schooling. Pretoria: Government
Printer.

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

Department of Education (DoE) 2009. Report of the
Task Team for the Review of the Implementation of
the National Curriculum Statement: Final Report.
Pretoria: Government Printers.

Du Plessis P, Conley L, Loock C 2007. The right to
education: Are we facing the challenges? Education-
al Research and Review, 2(8): 198-208.

Eastern Cape Department of Education (ECDoE) 2012.
PMG Parliamentary Monitoring Group: Ministerial
and Departmental Briefings on Interventions in East-
ern Cape Department of Education. Pretoria: Gov-
ernment Printers.

Eastern Cape Department of Education (ECDoE) 2013.
Education: Programme of Teacher Development
Year Plan. Pretoria: Government Printers.

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.

Eckert L 2013. Extending the conversation: Raising
issues of rurality in English teacher education. En-
glish Education, 46(1): 68-81.

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, Haar-
lem, The Netherlands, 18-22 April 2005.

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

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

Hardman F 2011. Review: Teacher Support and Devel-
opment Interventions-Saventhchildren. From
<www.savethechildren.net.> (Retrieved on 18 No-
vember 2014).

Harmon HL, Gordinier J, Henry L, George A 2007.
Changing teaching practices in rural schools. The
Rural Educator, 28(2): 8-12.

Harmon HL, Schafft K 2009. Rural school leadership
for collaborative community development. The
Rural Educator, 30(3): 4-9.

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



32

Hlalele D 2012bh. Social justice and rural education in
South Africa. Perspectives in Education, 30(1): 111-
118.

Hlalele D 2014. Rural education in South Africa: Con-
cepts and practices. Mediterranean Journal of So-
cial Sciences, 5(4): 462-469.

Hoe N, Reinke L 2011. Characterising the Task In-
volved in Teachers’ Use of Curriculum. New Or-
leans, LA: University of Pennsylvania.

Hudson P, Hudson S 2008. Sustainable futures for rural
education: Changing pre-service teachers’ attitudes
for teaching in rural schools. Australian Journal of
Teacher Education, 33(4): 67-77.

Islam F 2012. Understanding pre-service teacher edu-
cation discourse in communities of practice: A re-
flection from an intervention in rural South Africa.
Perspectives in Education, 30(1): 19-29.

Islam F, Mitchell C, De Lange N, Balfour R, Com-
brinck M (Eds.) 2011. School-university Partner-
ships for Educational Change in Rural South Afri-
ca: Particular Challenges and Practical Cases.
Lewiston, USA: Edwin Mellen Press.

Jacobs P, Hart T 2012. Skills Development in Rural
Areas: A Brief Review of Evidence. Pretoria: Human
Science research Council.

Khau M 2012. Our culture does not allow that: Explor-
ing the challenges of sexuality education in rural
communities. Perspectives in Education, 30(1): 61-
70.

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.

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

Kvale S 2007. Doing Interviews. London: SAGE Publi-
cations.

Lau KL 2006. Implementing strategy instruction in
China language classes: A school-based Chinese read-
ing strategy instruction program. Educational Re-
search, 48(2): 195-209.

Lee | 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.

Lessing A, DE Witt M 2007. The value of continuous
professional development: teachers’ perceptions.
South African Journal of Education, 27(1): 53-67.

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.

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

Marsden T 2006. Pathways in the sociology of rural
knowledge. In: P Cloke, T Marsden, P Mooney
(Eds.): Handbook of Rural Studies. London, En-
gland: Sage, pp. 3-17.

N. E. MPAHLA AND C.1.0. OKEKE

Mbunyuza N, Menlah de Heer, Mays T 2010. Support-
ing rural teacher development. Commonwealth Youth
and Development, 8(1): 20-36.

McQuiggan CA 2007. The Role of Faculty Develop-
ment in Online Teaching’s Potential to Question
Teaching Beliefs and Assumptions. Middletown, CA:
The Pennsylvania State University-Harrisburg.

Megginson D, Whitaker VV 2007. Exploring Continu-
ing Professional Development. United Kingdom:
CIPD.

Menlah NM, Mays T 2010. Supporting rural teacher
development. Commonwealth Youth and Develop-
ment, 8(1): 20-36.

Mentz E, Bailey R, Havenga M, Breed, B, Govender D,
Govender |, Dignum F, Dignum V 2012. The diversi-
ty of educational needs and challenges of informa-
tion technology in two black rural schools. Perspec-
tives in Education, 30(1): 70-78.

Mestry R, Hendricks I, Bisschof T 2009. Perceptions
of teachers on the benefits of teacher development
programmes in one Province of South Africa. South
African Journal of Education, 29: 475-490.

Moletsane R 2012. Repositioning educational research
on rurality and rural education in South Africa: Be-
yond deficit paradigms. Perspectives in Education,
30(1): 1-8.

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.

Msomi WN, van der Westhuizen GJ, Steenekamp K
2014. Teacher professional learning in the context
of policy implementation. South African Journal of
Higher Education, 28(3A): 798-815.

Mukeredzi TG 2013. Professional development
through teacher roles: Conceptions of professional-
ly unqualified teachers in rural South Africa and Zim-
babwe. Journal of Research in Rural Education,
28(11): 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.

Nkambule T, Balfour RJ, Pillay G, Moletsane R 2011.
Rurality and rural education: Discourses underpin-
ning rurality and rural education research in South
African postgraduate education research 1994-2004.
South African Journal of Higher Education, 25(2):
341-357.

Ntombela S 2011. Improving Schools. KwaZulu-Na-
tal, South Africa: SAGE Publications.

Padwad A, Dixit K 2011. Continuing Professional De-
velopment: An Annotated Bibliography. India: Brit-
ish Council.

Pennefather J 2008. Rural schools and universities:
The use of partnerships as a teaching strategy in
enhancing a positive response to rurality. Perspec-
tives in Education, 26(2): 81-94.

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 So-
cial Sciences, 8(3): 318-324.



RURALITY OF CONTINUING PROFESSIONAL DEVELOPMENT 33

Reid SJ, Cakwe M 2011. The contribution of South
African curricula to prepare health professionals for
working in rural or under-served areas in South Afri-
ca: A peer review evaluation. South African Medical
Journal, 101(1): 34-38.

Selemani-Meke E 2013. Teacher motivation and im-
plementation of continuing professional develop-
ment programme in Malawi. Anthropologist, 15(1):
107-115.

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.

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 2009. Effective implementation of con-
tinuing professional development for South African
teachers. Acta Academica, 41(2): 256-279.

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

Symeou L 2008. From-family links to social capital:
Urban and rural distinctions in teacher and parent
networks in Cyprus. Urban Education, 43(6): 696-
722.

Tamilenthi S, Mohanasundaram K 2011. An analysis
of perceptions and perspectives of geography teach-

ers with reference to professional development.
World Journal of Science and Technology, 1(5): 96-
104.

Taylor B, Kermode S, Roberts K 2007. Research in
Nursing and Health Care: Evidence for Practice.
Sydney, Australia; Thomson Publishers.

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

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

Van der Westhuizen GJ 2012. Learning equity in a uni-
versity classroom. South African Journal of Higher
Education, 26(3): 623-637.

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

White S, Reid J 2008. Planning teachers? Sustaining
rural schooling through place-consciousness in teach-
er education. Journal of Research in Rural Educa-
tion, 23(7): 1-11.

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

Zeelen J, Rampedi M, van der Linden J 2014. Ground-
ing adult education research in rural areas: Reflec-
tions on the development of a research program at
the University of Limpopo in South Africa. Adult
Education Quarterly, 64(1): 20-38.



