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ABSTRACT 

 

Conditions in rural schools regarding learner academic performance are still 

categorized as below the expected level of performance based on national and 

international standards. Learners and teachers continue to underperform as 

evidenced by poor results in schools. The aim of this study was to investigate the 

extent to which teachers are professionally developed to promote teaching and 

learning in rural primary schools. The study was conducted through mixed methods 

approach. Simple random sampling was used to select teachers from twenty-four 

public primary schools. Purposive sampling procedure was followed to select 

participants who were interviewed face-to-face. Results showed that teachers find 

that teacher’s professional development programmes are too demanding. The 

training of teachers who are at work should be conducted during school holidays to 

avoid disruption of classes. The study concludes that if teachers are well developed, 

teaching and learning would be effective. The study recommends that the 

department should organise workshops for teachers in rural areas and train them 

taking into consideration the conditions in the rural areas. 

 

KEYWORDS 

Professional development; teachers; promoting; teaching and learning; rural primary 

schools  
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CHAPTER 1 

 

ORIENTATION TO THE STUDY 

 

1.1  INTRODUCTION 

 

Education is a never-ending process. It does not stop after obtaining a degree and 

starting a career, so more attention must be paid to teachers’ professional 

development. This study investigates professional development of teachers for 

promoting teaching and learning in rural primary schools of Tshinane Circuit. In this 

chapter, I present the background of this study, followed by the statement of the 

problem, aim and objectives of the study, research questions, research design and 

methodology, ethical considerations and significance of this study, organisation of 

chapters and theoretical framework of this study. 

 

Currently, poor learner academic performance is a major problem in South African 

public schools. A considerable number of primary schools in the Vhembe District are 

performing poorly. The Department of Basic Education (DBE) is developing 

intervention strategies to address this challenge. However, the interventions and turn 

around strategies have not been sustainable (Mbulaheni, 2015). Teachers have 

undergone some in-service training to equip themselves, but this has been 

inadequate for promotion of teaching and learning in primary schools. Due to lack of 

capacity in provinces, in most schools to implement major changes as proposed, the 

government scaled down its plans to implement the new curriculum to Grade 1 from 

the outset (Badugela, 2012). 
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1.2  BACKGROUND OF THE STUDY 

 

According to Legari (2004), vast disparities existed between Blacks and Whites 

pertaining to access educational opportunities, before 1994. The extent of exclusion 

of Blacks was great in the learning and teaching of some subjects, including 

Mathematics and Science (Department of Education 2001). To this day, conditions in 

most black rural schools are still the same. One of the reasons is that the pace of 

educational development in South Africa is not as fast as most people expect. Due to 

effects of apartheid, teachers were not trained enough for quality teaching and 

learning. Engineering of educational policies along the lines of ethnicity and 

language within ‘homelands’ was preceded by poorly managed authorities tasked for 

providing education for disempowerment (Naidoo, 1997). 

 

In order for educators to fulfil their roles effectively, they needed to have the required 

knowledge and skills based on their roles as per the Norms and Standards for 

educators (DoE 1996). These roles were  (1) learning mediator, (2) interpreter and 

designer of learning programs and materials, (3) administrator and manager, (4) 

scholar, researcher and lifelong learner, (5) community, citizenship and pastoral role, 

(6) assessor and (7) learning phase specialist. Therefore, if teachers were not well 

equipped, it is most likely that they were going to face several challenges in their 

classes (Killen, 2007). 

 

Since 1994, the Department of Education has developed policies and legislation 

such as the South African Schools Act no.84 of 1996, Curriculum 2005 and whole 

School Evaluation aimed at transforming the education system. The emphasis of 

these polices and legislations is on achieving equitable access to education, 

encouraging the involvement of different stakeholders (especially learners and 

parents) in the running of school (Potgieter, Visser, Van der Bank, Mothata, Squelch, 

1997) and Mathonzi (2011). While polices have changed, and much has been done, 

the general pass rate for grade 12 learners in rural areas, for example, has remained 

low, especially in Mathematics and Science (DoE, 2001). 
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According to Muremela (2014), the induction of novice educators has not received 

the priority it deserves in the Limpopo Province and many induction programs also 

failed to guide and help beginner educators in their transition to the profession. 

Teachers seem to have been poorly trained to cope with changes in the education 

system for them to promote quality of teaching and learning. Allie (2014) states that 

training and development available to principals during the apartheid era was 

inadequate; head teachers were often appointed to the role without any preparation, 

having to rely on common sense and character. This had a negative impact on the 

culture of teaching and learning in the majority of South African schools. 

 

According to Sinyosi (2015), the quality of education in South Africa has increasingly 

come under scrutiny for various reasons. For example, learners’ performance in 

some subjects, including Mathematics and Science, did not seem to improve and 

were thus areas of concern in the quest to improve the quality of teaching and 

learning. Learners who wanted to pursue careers such as civil engineering, medicine 

and other qualifications where Mathematics was a pre-requisite, found it difficult to 

follow these careers. 

 

The transition from apartheid to democracy involved massive changes to the 

education system of South Africa. Fullan (1991) states that thousands of workshops 

and conferences led to no significant change in practice when the teachers returned 

to their classrooms. Leu (2004) adds that professional development of teachers has 

been neglected in many developing countries. According to Hlalele (2012), there is 

no “one size fits all” approach to policy and its implementation because the realities 

faced by people in rural areas cannot always be addressed by policy made 

elsewhere and for everyone. Excellence in teaching and learning in rural contexts 

remains a challenge. 

 

Ntapo (2009) indicates that the educational service provided by a community 

depends on the quality of its teachers. Ntapo further indicates that professional 

development is important to improve teachers’ skills, knowledge and attitudes for 

quality teaching and learning.  
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1.3  PROBLEM STATEMENT 

 

South Africa has undergone numerous changes especially in the education system, 

since the end of Apartheid in 1994. The OBE methodology was introduced in 1997. 

OBE, as expressed in Curriculum 2005, was planned to ensure that the process and 

content of education are emphasized by “mapping” the learning process from the 

outcomes. Its aim was to ensure that all learners are able to achieve to their 

maximum ability and are equipped for lifelong learning in the then new democratic 

society of South Africa, irrespective of where they are in society. Rural schools were 

marginalized during the apartheid era, a situation that has presently not changed. 

Conditions in these rural schools and learner performance are still categorized as 

below the expected level of performance based on national and international 

standards. Learners and teachers continue to underperform as evidenced by poor 

results in schools. While there are efforts by the department to improve teachers’ 

teaching skills, presently, there is no scientific evidence on ways of developing 

teachers for promoting teaching and learning in rural schools. Furthermore, there is 

dearth of literature regarding the development of primary school teachers to cope 

with situations in rural contexts.  Therefore, the question this study asks is: How are 

teachers professionally developed for them to promote teaching and learning in rural 

primary schools? 

 

1.4  AIM AND OBJECTIVES OF THE STUDY 

 

The aim of this study is to investigate professional development of teachers for 

promoting teaching and learning in rural primary schools of Tshinane Circuit. 

 

1.5  OBJECTIVES 

 

The study was guided by the following research objectives: 
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 To explore how professional development of teachers in rural primary schools 

is affecting the promotion of teaching and learning; 

 To assess critical aspects of professional development of teachers in rural 

primary schools taking into account the contextual factors for them to promote 

teaching and learning. 

 To investigate how primary school teachers can be developed to cope with 

teaching and learning realities in rural contexts. 

 

1.6  RESEARCH QUESTIONS 

 

This study was guided by the following research questions: 

 How is professional development of teachers in rural primary schools affecting 

the promotion of teaching and learning? 

 What are the critical aspects of professional development of teachers in rural 

primary schools taking into account the contextual factors for them to promote 

teaching and learning? 

 How can primary school teachers be developed to cope with teaching and 

learning realities in rural contexts? 

 

1.7  RESEARCH DESIGN 

 

Research design refers to the detailed plan of how research will be conducted. It 

provides a plan for assembling, organizing and integrating data (De Vos, Strydom, 

Fouche ’& Delport 2011).  It also provides the framework for collecting the data to 

investigate the research topic. 

 

The research design of this study was based on the pragmatic research paradigm. 

The study followed the mixed method (quantitative and qualitative) research 

approach. The design was adapted in order to acquire a complete understanding of 
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professional development of teachers for promoting teaching and learning in rural 

primary schools. 

1.7.1 Quantitative research design 

 

Stage 1 of the study applied quantitative survey questionnaires in order to obtain a 

large quantity of data from a large population. A survey questionnaire was 

administered to a sample of principals and teachers to establish professional 

development of teachers for promoting teaching and learning in rural primary 

schools. 

 

1.7.2 Qualitative research design 

 

Stage 2 of this study used qualitative research through face-face interviews in order 

to obtain a deeper understating of professional development of teachers for 

promoting teaching and learning in rural primary schools. 

 

1.7.3 Research methodology 

 

The following sub-section provides methodology on how I conducted my study 

during two different stages of the study. 

 

 Population of the study 

The population in this study were teachers and principals from the rural primary 

schools of Tshinane circuit under Vhembe District of Limpopo province in South 

Africa. In the Tshinane circuit, there are a total of 200 teachers and 24 principals in 

the 24 public primary schools. 
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The populations in this study were teachers and principals from the rural primary 

schools of Tshinane circuit under Vhembe District. Only teachers and principals from 

public schools formed the target population of this study. 

 

1.8. RESEARCH METHODOLOGY 

 

In this sub-section, the methodology used during the first stage of the study is 

presented. The quantitative research methodology will be presented first followed by 

the qualitative methodology. These are presented in the section that follows: 

 

1.8.1 Quantitative methodology 

 

The quantitative methodology followed in this study is briefly presented and 

discussed in full in Chapter 3. 

 

1.8.1.1 Sampling procedure 

 

Payne (2004) refers to sampling as the process of selecting a sub-set of people or 

social phenomenon to the studies from a large universe to which they belong.  

During the quantitative stage of the study, simple random sampling was applied to 

select a total of 150 teachers and principals from the 24 public rural primary schools 

in the Tshinane circuit. Random sampling allows anyone in the population to have an 

equal chance of being selected in the study, thus minimising biasness of the study 

findings (Babbie & Mutton, 2009). In this study, I requested a list of teachers and 

principals from each school in order to have a composite list from which the sample 

was selected. 
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1.8.1.2 Instruments 

 

In the first stage of this study, I administered self-constructed and pre-tested survey 

questionnaires. Questionnaire consisted of three sections. Section A contained four 

close-ended items which required demographic data from the respondents. Section 

B of the survey questionnaire sourced responses on effects of professional 

development in rural areas and had 20 close-ended items. Section C of the survey 

questionnaire contained critical aspects of development for rural teachers with 10 

close-ended items. Detailed discussion of the instrument is given in Chapter 3. 

 

1.8.1.3 Data collection procedure 

 

In consultation with the District manager, Circuit manager and principals of twenty-

four primary schools of Tshinane circuit, a total of 150 survey questionnaires were 

distributed and received after two weeks. The details and procedures followed in the 

collection process are presented in Chapter 3 of this study. 

 

1.8.1.4 Data analysis  

 

I captured the results through the statistical package for social Sciences (SPSS) 

from where analyses of attached schools were collected. Frequency percentages 

were established and the confidence levels of the results obtained. 

 

1.8.2  Qualitative research methodologies 

 

In this sub-section, the methodology used during the second qualitative face-to face 

interview stage of the study is discussed.  
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Sampling procedure   

 

A sample for this stage of the study was drawn from twenty four primary schools 

where this study was undertaken. A purposive sampling technique was applied to 

select the most experienced teachers, novice teachers and principals. These 

participants were interviewed through a face-to-face interview.  

 

Instruments 

 

Semi-structured and unstructured interview questions were used. The questions 

were outlined as follows: Section D was about development of teachers for rural 

schools. Objective 1 had two questions, Objective 2 had three questions and 

objective 3 also had three questions.  

I asked eight questions guided by the following main research questions:  

1 How can professional development of teachers in rural primary schools affect 

the promotion of teaching and learning? 

2 What are the critical aspects of professional development of teachers in rural 

primary schools taking into account the contextual factors for them to promote 

teaching and learning? 

3 How can primary school teachers be developed to cope with teaching and 

learning realities in rural contexts? 

 

Data collection procedure 

 

A face-to-face in-depth interview was utilized for experienced teachers, novice 

teachers and principals in English in order to get a deeper understanding on 

professional development of teachers in rural primary schools. A Samsung Galaxy 7 

cellular phone was used to record all the information without video recording during 

interviews. During the process, an interview schedule was used as a guide finalizes 

the whole procedure for producing a report.        
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Data analysis 

 

In this study, data was transcribed and presented within themes that arose from the 

first quantitative stage of the study. Themes that arose from the texts were presented 

in support of the interpretations of stage 1 and are documented in Chapter 4. 

 

1.9  DELIMITATION OF THE STUDY 

 

This study was delimited to primary schools in the Tshinane Circuit of Vhembe 

District in the Limpopo Province. I identified Tshinane Circuit as one of the areas 

which contains most rural communities. I purposefully selected the schools because 

these have the most experienced teachers, novice teachers and principals. 

 

1.10  ETHICAL AND SAFETY ISSUES 

 

Ethics is defined as the branch of philosophy dealing with values that relates to 

human conduct, with respect to the rightness or wrongness of specific actions, and 

to the goodness or badness of the motives and ends actions (Chandler & Plano, 

1998). 

I wrote letters to obtain permission from provincial department of education, district 

office, circuit office and schools. I informed the participants about the overall purpose 

of the investigations and that they are free to participate or withdraw from the study. 

Data was kept confidential and anonymous. 

 

1.11  SIGNIFICANCE OF THE STUDY 

 

The study was projected in adding up the contemporary and relevant knowledge in 

the existing methods on understanding the perceptions of teachers about their 

training and development for future scholars. The findings of the study will be shared 
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with schools where data will have been collected. They will be made available in the 

form of a dissertation placed in the community library together with 

recommendations; these will hopefully reach the National Department of Basic 

Education for consideration. 

 

1.12  ORGANISATION OF THE RESEARCH CHAPTERS 

 

The data of this study was organised into five chapters. Each of the chapters dealt 

with specific aspect of investigation; however, some aspects are interrelated. 

Chapter 1 presents the background of this study, followed by the statement of the 

problem, aim and objectives of the study, research questions, research design and 

methodology and ethical considerations and significance of this study, organisation 

of chapters and theoretical framework of this study.  

Chapter 2: Literature review on professional development of teachers 

 

Related literature relevant to professional development of teachers for promoting 

teaching and learning in rural primary schools is presented in this chapter. This 

chapter was concerned with the theoretical framework that has informed the 

phenomenon under study on professional development of teachers. A literature 

review on professional development of teachers for promoting teaching and learning 

in rural primary schools of Tshinane Circuit is presented later in this chapter.  

Professional development of teachers for promoting teaching and learning in rural 

primary schools are outlined in this chapter. 

 

Chapter 3 Research design and Methodology  

 

This chapter provides details with regards to methodology applied to investigate   

professional development of teachers for promoting teaching and learning in rural 

primary schools of Tshinane Circuit. Quantitative and qualitative research paradigms 

are discussed in this chapter. Data collection strategies, description of research 
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plan’s instruments, ethical considerations, recording and transcribing of data are also 

provided in this section. 

 

Chapter 4 Presentation, analysis and interpretation 

 

In this chapter, presentation, analysis, and interpretation of both data obtained from 

the first stage of quantitative and second stage of qualitative of the study is made. 

Data is presented the form of tables followed by discussions of interpretations. The 

chapter concludes with the provision of a summary of the main ideas discussed in 

sections. 

 

Chapter 5 Synthesis, findings, recommendations and conclusion 

 

In this chapter, documented synthesis and discussions of findings, recommendations 

contribution to the body of knowledge is done. A summary of the main findings from 

both quantitative approach and qualitative approach of the study is also presented. 

 

1.13.  SUMMARY 

 

In this chapter, an introduction of the study was presented. The problem of the 

research project was provided and explained. The aims of the research are clearly 

specified to indicate what the study aimed to achieve with the establishment of 

participative study on professional development of teachers for promoting teaching 

and learning in rural primary schools. The aims were followed by research questions. 

The research design and methodology were explicitly stated so that the reader is 

clear of all the procedures to be followed through the process, of the study, and 

finally the plan of the study was provided. The introduction of the study provided in 

this chapter serves as a point of departure for the presentation of literature in the 

next chapter.  
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CHAPTER 2 

 
LITERATURE REVIEW 

 

2.1  INTRODUCTION 

 

Chapter 1 presented the introduction and background to this study. This chapter 

presents a literature review on professional development of teachers for promoting 

teaching and learning in rural primary schools of Tshinane Circuit. It also presents 

the theoretical framework and literature on how researchers provide insight into the 

teaching strategies used by primary school teachers in under-resourced rural areas. 

This encompasses their ways of dealing with different under-resourced 

environments, including teachers as human resources in the field of teaching. This 

was guided by the following research objectives: 

 To explore how professional development of teachers in rural primary schools 

is affecting the promotion of teaching and learning; 

 To assess critical aspects of professional development of teachers in rural 

primary schools taking into account the contextual factors for them to promote 

teaching and learning. 

 To investigate how primary school teachers can be developed to cope with 

teaching and learning realities in rural contexts. 

2.2  THEORATICAL FRAMEWORK 

 

A theoretical framework is a set of terms and relationships within which the problem 

is formulated and solved. It is a description of the major variables operating within 

the arena of the problem to be pursued together with the researcher’s overarching 

view of how the variables interact to produce a more powerful or comprehensive 

model of relevant phenomena that has not been available for shedding light on the 

problem. Eisenhart (1991) defines a theoretical framework as a structure that guides 

research by relying on a formal theory, constructed by using an established, 

coherent explanation of certain phenomena and relationships. 
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This study was guided by the Teacher Driven Theory as postulated by Colbert, 

Brown, Choi and Thomas (2008). Colbert et al. (2008) postulate that effective 

professional development that appears the most in literature are methods that help 

teachers to deeply understand academic content and the ways students learn. 

Professional learning of schools should be based on improvement of learners, 

teachers’ and leaders’ development (Timperley, Wilson, Barrar & Fung, 2007). There 

can be no “one size fits all” approach to effective teacher professional development. 

Differences in communities and contexts, school administrators, teachers, and 

learners uniquely affect professional development processes and can strongly 

influence the characteristics that contribute to professional development’s 

effectiveness (Guskey, 2003). 

 

There are a number of collaborative models that demonstrate effective professional 

development and create a culture of inquiry (Zeichner, 2003; Bonner, 2006; Colbert 

et al. 2008). A culture of inquiry supports the use of data to evidence success, 

identify strengths and weaknesses and measure progress toward goals. Cultures of 

inquiry can provide teachers with opportunities to dialogue about learning as learning 

relates to lesson planning, learner achievement and their class activities (Garmston, 

2005; Bonner, 2006). Cultures of inquiry are characteristic of effective professional 

development because teachers have the opportunity to give and receive feedback 

about learning amongst their colleagues (Danielson, 2005).  

Teacher driven professional development theory purports that there are three core 

features significant for teacher professional development activities: focus on content 

knowledge, active learning, and coherence with other learning activities (Garet, 

Porter, Desimone, Birman & Yoon, 2001). The implications of conducting 

professional development within the realm of the first one suggest that traditional 

structural features of professional development (second), such as workshops, 

seminars, and so on should be supplanted by new models such as mentoring, peer 

observation and coaching, networking and collaborative work.   
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When teachers collaborate, there is an increase in their academic content 

knowledge and increased direct communication about student performance 

(Badugela, 2012). Improving teacher quality depends on improving professional 

development, and improving professional development depends on creating 

meaningful learning experiences for teachers in the environments they find 

themselves. Building professional learning communities among teachers, which 

encourage the assumption of leadership roles and continuously assess the teachers, 

has been supported by an increasing number of studies that identify the importance 

of collaboration as a key characteristic of effective professional development. 

Several studies that investigated the role of collaboration in professional 

development found that collaborative activities amongst teachers were an effective 

method of professional development to improve teacher efficacy (Holloway, 2003; 

Zeichner, 2003). Collaboration should include groups within the same community, 

the same school, same grade, or department so that teachers can work together in a 

focused environment while dealing with issues of common interest. Collaboration 

should take into consideration the contextual and environmental factors for teacher 

development to succeed. 

 

Guskey (1995) concurs that to have the greatest impact, professional development 

must be designed, implemented, and evaluated to meet the needs of particular 

teachers in particular settings. The Teacher-driven development theory proposes 

that professional development should respond to teacher’s self-identified needs and 

interests in order to support individual and organizational improvements (King & 

Newmann, 2000). King and Newmann (2000) further indicate that professional 

development is more meaningful to teachers when they exercise ownership of its 

content context and process. Bonner (2006) agrees that teachers should be provided 

with the autonomy to exercise professional judgment about their professional needs 

so that they can have ability to choose the problem and identify the best solution to 

the problem.  

 

The current study was based on the Teacher Driven Theory on which teachers’ 

development disciplines are the pillars used to develop teachers across the country. 
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The theory behind these teachers’ development programs assisted in establishing 

gaps in teachers’ development at the Tshinane circuit. 

 

2.3  PROFESSIONAL DEVELOPMENT OF TEACHERS IN RURAL PRIMARY 

SCHOOLS  IS AFFECTING THE PROMOTION OF TEACHING AND LEARNING 

 

South Africa is facing both teacher quantity and quality issues (Truter, 2015). The 

shortage of high quality and highly qualified teachers is a challenge facing education 

system in rural areas.  White teachers plan to leave the country to teach abroad, and 

about half of new teachers have recently considered leaving the profession (OECD 

2013, 68). Human resource serves as one of the most vital parties in the driving of 

any process, including the education system (Legari, 2004). Reference is made to 

Physical Science teachers because they serve as the actual human resource factor. 

Swell and Buirski–Burger (1998) affirmed that the role played by resources includes 

better qualified teachers. Roles played by communities in the process of educating 

the learners in schools are also critical because teachers cannot be expected to 

know everything. The low level of output due to differing aspects (including the 

society as one aspect) has a direct impact on the capacity of the system to produce 

qualified educators who are relevant and can promote teaching and learning 

(Department of Education, 2001). 

 

This section presents literature reviewed on professional development of teachers in 

rural primary schools, which is affecting the promotion of teaching and learning. This 

discussion is guided by sub-headings informed by the objectives of this study. 

 

2.4  TEACHER PROFESSIONAL DEVELOPMENT IN RURAL SCHOOLS 

 

Schools and administrators have difficulties in finding qualified teachers who are 

appropriate and prepared to work in rural schools and communities, and who are 

willing to keep jobs in rural areas (Adedeji & Olanrewaju, 2011). Mukeredzi (2013) 

suggests that if teacher learning and professional development are to be supported 
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in rural schools, particularly in South Africa, then schools’ support should be built into 

structures that continuously and purposefully bring teachers together to enhance 

their professional development as determined by the context.  

 

Conditions in rural contexts require specialized training and development of teachers 

to cope with situations for them to promote the quality of teaching and learning. 

Kedzior (2004) adds that research on learning and effective teacher development 

discovered that today’s teacher development is not designed to develop the teacher 

expertise needed to bring about improved student learning. Therefore, teachers 

trained would not optimally promote the quality of teaching and learning particularly 

in rural areas. Furthermore, Guskey (2003) states that differences in communities of 

school administrators, teachers and students strongly influence characteristics that 

contribute to professional development’s effectiveness. Therefore, professional 

development must be designed to meet the needs of particular teachers in a 

particular setting.  

 

The Association for Supervision and Curriculum Development (2003) indicates that 

professional development should be continuous and include follow-up and support 

for further learning. The post-1994 democratic government in South Africa has paid 

less attention to rural education (Masinire, Maringe & Nkambule, 2014). Masinire et 

al., 2014) added that specific needs of rural schools have been given low priority in 

terms of both policy and the level of governance that prevail in rural areas. While 

quality teachers are the cornerstone for sustainable education and rural 

development, rural areas experience both quantitative and qualitative teacher 

shortages, and the majority of South African learners are condemned to substandard 

education (DoE, 2005). 

 

Letsatsi (2010) states that the key purpose of teacher professional development is 

about empowering teachers to enhance their efficiency in their teaching while 

developing them in their professional career cycle as a whole. Geldenhys, Lizette 

and Oosthuizen (2015) concur with Letsatsi (2010) on the different forms of teacher 
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professional development programmes in South Africa such as workshops, 

conferences, consultation and peer appraisal. Geldenhys et al. (2015) suggest that 

the form of teacher professional development should be continuous throughout the 

year. This form of practice will be assisting teachers on the evaluation and 

monitoring or the effectiveness of the training and development programmes. 

 

Teachers need extensive learning opportunities in order to meet the current 

education challenges (Ogbonnaya, 2007). Louks- Horsley Hewson, Love and Stiles 

(1998) confirm that practicing teachers can receive professional development 

through their interactions with other teachers by being taught by other teachers 

during meetings of professional associations and through numerous workshops and 

presentations. Ogbonnaya (2007) indicates that professional development rooted in 

the subject matter and focused on the students’ learning can have a significant 

impact on students’ achievement. This type of development enables teachers to 

have an in-depth understanding of content of particular learning areas to help 

students to grasp everything being taught by the teacher. Mastering the subject 

matter also helps the teacher to develop certain skills that can assist in dealing with 

different types of learners with regard to their level of intelligence.   

 

Rural spaces have abundant cultural and indigenous knowledge systems that have 

to find space in educational discourses and teacher educational programmes 

(Moletsane, 2012). This suggests that the teachers in those areas need specialized 

training to cope with conditions in the rural areas. Atchoarena and Gasperini (2002) 

add that education and training are considered two of the most powerful strategies 

for rural development whereas Seroto (2004) believes that those are the most 

neglected aspects of rural development by the governments and the donor 

community. 

 

The movement of well-educated or skilled members of rural areas who move to 

urban areas confronts rural schools, rural graduates as well as rural development 

and sustainability, and this has led to the current notion of rural education not being 
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aligned with rural development (Corbett, 2007). Corbett further indicates that teacher 

education development programmes should include training in the core courses 

about education for rural development. Masinire, Maringe and Nkambule (2014) add 

that in South Africa, learning and teaching challenges in rural schools are tied to the 

sustainability of rural education and rural communed.  

 

These studies suggest that the notion of poor culture of teaching and learning in rural 

schools is caused by a lack of teachers’ content knowledge (Masinire et al., 2014). 

The studies do not, however, indicate how these conditions can be improved. There 

is no mention of how such lack of teacher professional development affects teaching 

and learning.  

 

2.4.1 The effects of teacher professional development on student learning 

 

The programs that focus on subject matter knowledge and on student learning of 

particular subject-matter are likely to have positive effects on student learning 

(Kennedy, 1998). When teachers meet during these workshops, they share 

experiences. These programmes have the greatest effect on students’ basic skills, 

reasoning and problem-solving performance because of these collaborations. 

Furthermore, Carpenter, Fennema, Franke and Levi (2001) indicate that when 

teachers collaborate, they learn from their mistakes and share successful strategies. 

Birman, Desimore, Garet, Porter and Yoon (2001) confirm that incorporating active 

learning in professional development increases knowledge and skills and changes 

teachers’ classroom practices. These changes would have a positive effect on 

teaching and learning. 

 

Effective use of collaboration to improve teaching and learning has been found to be 

successful. Successful classroom practice is underpinned by professional 

collaboration because teachers and leaders plan together and discuss instructional 

learning (Tshikululu, 2016). Furthermore, Tshikululu indicates that by so doing, 

professional development is shared. Tshikululu indicates further that teamwork and 
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getting stakeholders together is a useful strategy to improve teaching and learning. 

In addition, collaboration is not yet a practiced culture in schools; teachers remain 

vulnerable and fail to meet the requirements for effective teaching (Botha, 2015). 

Botha further indicates that collaboration and information-sharing enables teachers 

to improve teaching and learning and a collaborative work environment enables 

teachers and school leaders to engage with each other to improve teaching practice 

(Schmoker 2004; Harris & Hopkins, 2008; Botha, 2015).  

 

Teacher improvement can be attained by frequent discussions and activities centred 

on teaching practice. Collaboration provides an opportunity to create professional 

learning communities that share and learn together. Botha concludes that lack of 

professional development for school leaders and teachers can be a hindrance to the 

improvement of learner performance.   

 

2.4.2  Teachers’ perceptions on their professional development 

 

Professional development improves student learning and makes effective teaching to 

be practical, thus giving new knowledge and encouraging participation through 

sharing ideas (Mohan, Lingam & Chand, 2017). Smith and Gillespie (2007) state that 

productivity of teachers comes from pre-service training and continuous professional 

development. Teachers develop better content knowledge and become more 

confident in their practice through participation in professional development 

programme (Harris, Cale & Musson, 2011). 

 

Mohan (2016) found that rural teachers are more in need of professional 

development relating to student learning and teaching, community partnership, 

school culture and how to manage with minimum teaching resources. Teachers think 

that novice teachers have different professional development priorities when 

compared to experienced teachers. Professional development of teachers should 

address their specific needs so that the experience becomes more meaningful. 

Teachers’ professional development experience should allow them to keep up with 
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the changes taking place in the education system; it ensures that their teaching 

practice remains relevant to their students’ needs (Aminudin, 2012). Teachers think 

that these professional development activities should be planned to determine needs 

of novice, experienced, rural and urban teachers (Mohan et al., 2017). 

 

2.4.3  Teacher’s recruitment and qualifications 

 

 By contrast, schools in rural areas face major problems in attracting and retaining 

adequately qualified and experienced teachers duly trained to teach in these areas. 

Qualified and more experienced teachers are concentrated in urban schools, which 

tend to be overstaffed. Teachers should take a leading role in developing strong 

university-school-department of education partnerships to create university 

awareness of the realities in rural schools. Azano and Steward (2016) agree that 

recruitment and retention of highly qualified teachers is one of the challenges faced 

by rural communities.  

 

Collins (1999) adds that recruiting teachers to rural areas needs more emphasis on 

the benefits of teaching and benefits of small schools in rural areas. There should be 

financial incentives, providing land for homes in exchange for time commitment 

(Osterholm, Horn & Johnson 2006). Additionally, Osterholm et al. (2006) emphasize 

the sense of community, peace and quiet of rural community with lower crime rates, 

less stress, increased personal connections both in the school and community as a 

recruitment strategy. McLean and Saqlain (2017) add that a loan forgiveness 

program for a contractual commitment to stay in a rural community could be more 

enticing to current pre-service teachers.  

 

Considerable issues should be considered when recruiting teachers for rural 

schools; these include training needs for rural schools and recruitment of teachers   

trained to meet these specific contextual needs. Moreover, in recruiting teachers for 

rural schools, it has been recommended that candidates be recruited from the 

regions where schools are situated, with the hope that personality history and family 

connections may entice them to return to teach in their home area after certification 
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(Craig, Kraft & Plessis, 1998). They should be provided with incentives to return to 

teach in rural schools, if not in their own communities. 

 

Heeralal (2014) suggests that schools should target candidates with rural 

background or those who have personal characteristics that predispose them to live 

in rural areas, in order to attract good quality teachers. Students that have a rural 

background should be encouraged to consider returning to their rural home 

communities once they qualify. The presumption is that those individuals have family 

roots in these rural areas and can be willing to return and remain in these rural 

settings. 

 

Collins (1999) found that once qualified teachers have been recruited to teach in 

rural areas, the challenge is to retain them in those schools. The degree to which a 

rural teacher becomes involved in community, educational and cultural programs 

influence their decision to remain at a rural school. Therefore, retention requires a 

co-ordinated school community effort that assists the new rural teacher to overcome 

feelings of isolation, acquire a sense of community security and develop professional 

competence. These studies suggest that teachers who teach in rural schools should 

receive specialized training for them to cope with conditions prevailing there. Collins 

(1999) further argues that a teacher with emotional support and good mentoring can 

also assist in increasing retention rates significantly. Institutions should consider 

developing teachers and put in place appropriate monitoring strategies to ensure 

learner success in rural areas.  

 

Unqualified and under-qualified teachers bring a negative impact in the performance 

of rural learners (Mitchell De Lange, Balfour & Islam, 2011; Majongwe, 2013). It is 

very rare these days to find unqualified teachers, but there are these government 

grant holders who have been granted scholarships by the Department of Education 

to train as teachers. Even though they are given four years of training, it seems as if 

they are not trained enough. They seem inexperienced and find themselves 
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struggling with teaching learners and not knowing how to handle them in a 

classroom situation. 

 

Under-qualified teachers are those that may have both academic and professional 

teaching qualifications, but their qualifications can be viewed as inadequate at a 

given point due to curriculum or policy changes. Most African countries embark on 

massification of educational provision across all levels. On the other hand, this is 

creating severe teacher demand that exceeds supply (Kapfunde, Wolhuter, Lemmer 

and de Wet, 2007). Mukeredzi (2009) observes that governments recruit 

professionally unqualified and under-qualified teachers into the teaching profession 

to address teacher shortages in Mathematics and Science. Mukeredzi indicates 

further that these are university graduates, practicing as experienced teachers 

whereas they are professionally unqualified.  

 

Chikoko (2006) agrees that recruitment of professionally unqualified and under-

qualified teachers into teaching to address teacher shortage particularly in rural 

schools has become an international strategy. Conditions in rural areas are varied 

and different from those in other areas and need special attention. Kruijer (2010) in 

Togo discovered that students taught by qualified teachers perform better than those 

who are taught by unqualified teachers. 

 

Majongwe (2013) in Zimbabwe adds that rural schools, mainly staffed with 

professional unqualified teachers, performed badly in 2011 and 2012 whereas from 

South Africa, Mitchell, de Lange, Balfour and Islam (2011) confirm that rural children 

receive poorer education due to many unqualified teachers and other complexities in 

rural schools. Despite recruitment of unqualified teachers, the deployment of 

teachers across African countries is neither efficient nor equitable (Heeralal, 2014). 

Heeralal states that the primary reason why teachers leave rural areas is isolation-

social, cultural and professional. 
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Anderson, Horton and Orwick (2004) suggest that teacher training schools should 

prepare pre-service teachers with the knowledge of rural people and their culture. 

However, when teachers leave a school, they take all the cultural and organizational 

knowledge they have gained with them and destroy any pedagogic partnerships 

previously established with other teachers (McLean & Saqlain 2017). Although 

teachers are recruited and professionally developed in rural schools, it is not easy to 

retain them.  

 

2.5     FACTORS AFFECTING TEACHER PROFESSIONAL DEVELOPMENT 

 

Teacher professional development is a sum total of formal and informal learning 

experiences throughout one’s career from pre-service teacher education to 

retirement (Linnemanstons & Jordan, (2017). Professional development helps 

teachers to gain the skills necessary to enhance their teaching methods. 

Comprehensive and well-executed professional development programs are 

necessary to assist and support teachers throughout placed-based education 

process (University Maryland Survey Research Centre, 2000; Linnemanstons & 

Jordan, 2017). Linnemanstons and Jordan (2017) indicate further that training 

provided curriculum development support and interaction with a variety of education 

and interpretive professionals. These professional development programs are often 

measured based on the impact they have on the teacher participants and should 

therefore be contextualised (Meichtry & Smith, 2007).           

 

2.5.1  Teachers’ continuing professional development 

 

The importance of continuing professional development for teachers is to improve 

their teaching practice. Van Veen, Zwart and Meirink (2012) believe that integrating 

new knowledge, learning together with colleagues and being fully involved in 

meaningful discussion is very helpful in developing continuing professional 

development programmes. Opfer and Pedder (2011) further indicate that 

professional development activities must build on teachers’ own knowledge and 

beliefs, perceived problems and classroom practices.  
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Vermunt and Endedijk (2011) discovered that teachers’ learning processes within the 

context of a continuing professional development may vary considerably. Therefore, 

it must be taken into consideration that teachers learn differently and have different 

learning needs when conducting a continuing professional development programme. 

Teachers in rural areas have different needs compared to those in urban areas and 

therefore have different training needs. 

 

 Furthermore, Ingvarson, Meiers and Beavis (2005) illustrate that the role of the 

trainer is to give feedback tailored to the concerns, practices and learning 

characteristics of each individual teacher and in different contexts. According to 

Lekome (2006), the idea of developing a new appraisal system as a component of 

Integrated Quality Management System (IQMS) is to improve the quality of 

education in South African Schools. Lekome further indicates that this idea was 

developed to address the competency and incompetency of teachers. The purpose 

of Developmental Appraisal System (DAS) is to evaluate the strength and weakness 

of individual teachers and draw up developmental programmes (Rambuda, 2006). 

 

Teachers from different contexts would need to be evaluated and trained based on 

their needs. Rambuda (2006) confirms that it is imperative that teachers 

conceptualise developmental appraisal as a tool for self-empowerment, 

advancement, accountability and improvement of staff performance (Gallie, 2006; 

Hammonds, 2002). Some teachers perceived developmental appraisal as non-

developmental and biased (Kolobe, 2017). Kolobe adds that a monetary reward is a 

source of conflict and senior staff detests being evaluated by junior staff. Therefore, 

evaluators should strive to add any new ideas about how the developmental 

appraisal can be done to empower teachers. 

 

2.5.2  Teacher professional development in ICT  

 

Alexander (1999) indicates that information and communication technology (ICT) is 

increasingly becoming part of everyday lives and a major aspect of organizational 
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life. Alexander highlights the powerful impact ICT can have on the teaching and 

learning process. Teachers need mastery of and access to information and 

communication technology to manage the learning of their students through teacher 

training and professional development (Nyambane and Nzuki 2014). According to 

Pachler (1999), teacher training and development is a critical success factor in 

deploying ICT in education. Furthermore, Alexander (1999) concurs with Pachler 

(1999) on the fact that on-going teacher support and training is critical to the 

successful utilization and integration of ICT in education. Alexander (1999) views on-

going teacher development activities as highly effective compared to once-off 

training activities. 

 

Professional development refers to skills and knowledge attained for both personal 

development and career advancement. Professional development encompasses all 

types of facilitated learning opportunities, ranging from college degrees to formal 

coursework, conferences and informal learning opportunities situated in practice 

(Amadi, 2010). Amadi indicates that through teacher professional development, 

teachers learn new teaching strategies to improve the quality of instruction. This 

allows them to make changes in the way they teach their students and incorporating 

innovative teaching methods in the classroom. It teaches them how to work with a 

variety of learning styles since not all students learn the same way. Amadi further 

indicates that it also helps teachers change their day-to-day teaching methods, thus 

encouraging them to accept new methods based on accurate education research. 

 

Additionally, Ikram (2017) adds that teachers are trained to use learning media in 

their nursery classrooms in rural areas of Pakistan. He points out teachers’ 

frustration and motivation towards learning technology in those areas. Furthermore, 

Tatum and Morote (2007) agree with Ikram (2017) that teachers face more 

challenges to incorporate media technologies into instruction that include technical 

support and professional training. Ikram further indicates that lack of funds and 

technology training was the biggest frustration for teachers. He also states that it 

provided an opportunity for teachers to replace their traditional teaching 

methodologies such as lecture into more interactive and student engaged activities.    
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The issue of teachers’ professional development has become necessary because of 

the introduction of the use of computers in teaching and learning processes in 

Science classrooms (Ogunkola & Olatoye, 2008). Kadijevick (2002) suggests that 

teachers should develop knowledge and skills in learning technologies to be able to 

use the tools, resources, processes, systems and to be able to retrieve, assess and 

evaluate information from various media.  

 

Yushau (2003) adds that teachers need to be competent to use Information and 

Communication Technology (ICT) in order to make use of ICT as a tool of teaching. 

A competent Science teacher will use the knowledge, skills and information to assist 

learners in solving problems and constructing new knowledge in diverse learning 

environments. However, these conditions do not exist in marginalized rural schools. 

Dawadi and Shakya (2016) and Rana (2018) confirm that it is not easy to equip rural 

schools with ICT. There are major challenges such as lack of skilled workforce, 

unreliable and costly internet facilities, low level of ICT literacy in rural communities, 

high hills and mountains, lack of hydropower in the countryside, lower power solar 

energy and lack of security for ICT infrastructure.  

 

Rana (2018) suggests equipping rural primary schools with computer lab and ICT 

training for teachers as significant initiatives to change traditional pedagogies to 

modern teaching and learning strategies. Rana further suggests that government 

training programmes should align with ICT training to transform teachers’ traditional 

teaching strategies to modern learning methods so that teachers could explore the 

potential of digital technologies. Additionally, Ogunkola and Olatoye (2008) 

recommend that it is necessary to make regular seminars and workshops available 

for Science teachers in order to improve their computer skills. Ogunkola and Olatoye 

further recommend that Science teachers should be motivated to own their 

computers for the purpose of improvement in using computer for educational 

purposes. These studies are, however, silent on how teachers in rural areas where 

such facilities are not available, can be skilled or even developed. 
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2.6  TEACHER PREPARATION FOR QUALITY TEACHING AND LEARNING 

 

Teachers must have a firm grasp of the subject matter that the National Curriculum 

requires, an understanding of how children learn, and the ability to deploy a wide 

range of teaching skills (Alexander, Rose & Woodhead, 1992). Alexander, Rose and 

Woodhead (1992) indicate further that every primary school, regardless of size, 

needs access to subject knowledge in all nine National Curriculum subjects. This 

expertise needs to inform curriculum planning and teaching based on context. Since 

these are programmes introduced at a later stage of a teacher’s career, teachers 

should be developed further for them to promote teaching and learning. 

 

According to Kirkpatrick’s (1994) model of learning and training evaluation, four 

levels of evaluation should always be followed to evaluate the effectiveness of the 

training programme, namely: reactions, learning, transfer and results. By reactions 

Kirkpatrick implies the measurement of how participations in a training programme 

react to it. Kirkpatrick (1994) argues that every programme should be evaluated at 

this level to provide for the improvement of the training programme. He further 

explains that assessing at the level of ‘learning’ means moving beyond learner 

satisfaction and attempting to assess the extent to which students have advanced in 

skills, knowledge and attitude. Transfer measures whether the learning programme 

has changed the learners’ behaviour. The fourth level of Kirkpatrick’s model is 

results, and this measures the success of the programme in terms of improved 

quality training programme. 

 

2.7  CRITICAL ASPECTS OF PROFESSIONAL DEVELOPMENT OF 

TEACHERS IN RURAL PRIMARY SCHOOLS 

 

To assess critical aspects of professional development of teachers in rural primary 

schools taking into account the contextual factors for them to promote teaching and 

learning. 
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2.7.1  Impact of teaching and learning resources on the professional 

development  

 

Schools in South Africa differ greatly in terms of resources. Some schools are well-

resourced while others are poorly resourced, particularly those which serve poor 

communities. This hinders strategies for promoting teaching and learning. Insufficient 

teaching and learning resources are regarded as critical for teachers in implementing 

competence based curriculum with variations from one school to another (Makunja, 

(2016).  

 

Schools are arranged in terms of quintiles, with the poorest 20% of schools in 

Quintiles 1, 2, 3 and located in rural areas and townships (Blease & Condy, 2014; 

2015). The study puts focus on the different teaching strategies that the teachers use 

to overcome the realities of teaching in an under-resourced environment. This 

includes different aspects that affect the teaching and learning process, both directly 

and indirectly. The allocation and distribution of resources by the department of 

education might be one of the problems that cause poor learner performance. 

Literature is silent on how under-resourcing of schools affects professional 

development of teachers and learner performance. What is remarkably common in 

most South African rural schools is that they lack instructional resources, basic 

services and facilities to implement the curriculum design, unlike in urban schools 

(Hassan, 2015). 

 

2.7.2  Challenges faced by rural primary school teachers 

 

Schools in rural areas that are far from the district office are not receiving enough 

supervision as the inspectors find it difficult to visit such schools regularly due to 

logistical problems. Some teachers with only two months’ teaching experience are 

allocated a class of more than 80 learners in a rural school with socio-economic 

challenges (Chuunga, 2013). Chuunga indicates that some teachers receive relevant 

support in relation to their needs, others receive only verbal encouragement yet 

others receive no support at all. According to Ingersoll and Smith (2003), teachers 



30 
 

that are not supported in terms of learning materials and induction may leave the 

teaching profession in their first few years of service. 

 

Teachers from rural schools are put under very difficult conditions due to lack of 

learning and teaching materials and over-enrolment; some parents cannot provide 

such necessities to their children (Mclntyre, Hulan & Layne, 2011). Chuunga (2013) 

explains that the class size has some effects on literacy acquisition, class 

management and organization, teaching and learning resources and giving 

differentiated activities to learners. Some teachers are losing hope while others are 

developing some amount of resilience because of these challenges. The above 

researcher adds that another challenge is lack of continuity as teachers are regularly 

transferred from one school to another. This affects learners negatively because they 

have to start getting used to another teacher, and it takes long for teachers and 

learners to develop mutual relationship that can result in learning.       

 

 2.7.3  Lack of resources to promote teaching and learning 

 

One of the most significant barriers to learning is the inability of learners to access 

educational provision and other services which contribute to the learning process 

(DoE, 1997). Therefore, school facilities need proper attention as they have great 

value in the support of teachers and students. The students’ morale and motivation 

play a significant role to improve the quality of education. DoE (1997) suggests that 

in most instances, the inability of learners to access education provision results from 

inadequate or non-existent services and facilities key to participation in the learning 

process.  

 

There is also lack of access to information and telecommunication in most 

educational institutions. Furthermore, there is also a huge gap in terms of 

infrastructure development between the urban and rural areas (Farrel & Isaacs, 

2008). For example, poor access to reliable electricity supply is a general problem in 

most countries across the continent (Eberhard, Foster, BriceñoGarmendia, 
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Ouedraogo, Camos & Shkaratan, 2008). However, the situation is far worse in rural 

areas due to challenges of connecting to national electric grids (Bernard & Torero, 

2009)   

 

2.8  TEACHERS’ MOTIVATION 

 

It is the role of the Department of Education to motivate teachers. Motivation can be 

in the form of incentives and allowances that can encourage teachers to perform 

well. Teachers feel good and motivated, and their mental health is promoted when 

they are involved in the conception and implementation of their own professional 

development initiatives while being supported by the school management and seeing 

professional development linked to additional financial rewards and salary 

progression (Ravhuhali, Kutame, Mutshaeni & Maluleke, 2014). In addition, Andrew 

(2004) points out that reward system and recognition affects teacher motivation as 

the pay given to teachers is not worth the services they render.   

 

 Badugela (2012) agrees that teachers do well in curriculum implementation where 

they are motivated. However, Badugela confirms that teachers feel that they are not 

supported by department and community, their efforts are not recognized, and 

incentives and rewards for outstanding achievements are limited financially by the 

Department of Education. Nyakundi (2012) adds that teacher motivation plays an 

important role to promote teaching and learning because motivated teachers can 

motivate learners to learn in the classroom. Nyakundi indicates that the work 

environment plays an important role in teachers’ motivation. Ngidi and Sibaya (2002) 

concur with Nyakundi that in disadvantaged schools, working conditions are often 

not conducive to teaching and learning. It was found that workplace arrangement 

and availability of teaching and learning resources affect teachers’ motivation.  
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2.8.1  Relationships of reciprocity 

 

Professionally trained teachers often believe that what they know is superior to what 

students’ families know and encourage young people to use education to escape 

their communities, which drives a wedge between students and their families. 

Cochran-Smith (2004) believes in developing relationships of reciprocity with 

students, families and communities. Cochran-smith defines reciprocal relationships 

as working with individuals, families and communities. Gorski (2013) adds that 

developing such relationships requires work and suggests starting by building 

relationships of trust and reciprocity with students.  

 

Prospective teachers have low expectations for learners from lower income groups 

and further add that teachers assume that these children would need extra academic 

support and would be less likely to experience academic success (Lampert & 

Burnett, 2014). Sleeter, Montecinos and Jiménez (2013) recommend preparing 

teachers to work productively with learners in poverty and collaborate with their 

parents. Sleeter et al. (2013) recommend development of productive family-school 

relationships to boost students’ academic success. 

 

2.9  INCLUSIVE EDUCATION 

 

Mutshaeni, Denhere and Mudhovozi (2010) confirm that in the Apartheid era, South 

African people with disabilities endured a history of rejection and segregation in the 

disability society and in education. Mutshaeni et al. further indicate that after 

apartheid era, the new democratic government sought to remove all barriers to 

education, and a number of initiatives and policies have been put in the place with 

regard to the introduction of inclusive education in the schools. Engelbrecht (2006) 

shows negative attitudes of teachers as the main barrier to inclusive education. 

Whiting and Young (1995) add that teachers perceive inclusion of learners with 

disabilities into mainstream settings as difficult and stressful. Moon, Todd, Morton & 

Ivey (2012) conclude that disabled learners may not be comfortable in the 

mainstream due to a system that is not supportive and that rejects learners with 

disabilities. In conclusion, Mutshaeni et al. (2010) recommended that teachers need 
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continuous training to enable them to handle inclusive classes to promote teaching 

and learning.   

 

Bullock, Gable and Mohr (2008) suggest that college instructors must improve their 

own instruction to match the technological and expectations of their students, as well 

as to model the practices that future teachers will use in their classrooms.  

 

2.10  DEVELOPING PRIMARY SCHOOL TEACHERS TO COPE WITH 

TEACHING AND LEARNING REALITIES IN A RURAL CONTEXT 

 

This section presents literature on how primary school teachers can be developed to 

cope with teaching and learning realities in a rural context.  

 

 2.10.1 PREPARING TEACHERS FOR CURRICULUM CHANGES 

 

The primary purpose of teaching and learning process is to bring a significant 

change in behaviour through active participation and critical thinking of the learner 

(Afework, 2014). Change is a phenomenon that affects all aspects of a person’s life 

and brings about alterations in both personal and employment spheres. According to 

Badugela (2012), change can be described as the process of analysing the past to 

elicit present actions required for the future. It involves moving from a present state, 

through a transitional state, to a desired future state.  

 

The focus of change is to introduce an innovation that produces something better, 

hence implementation of the new curriculum. It seems that since the introduction of 

the new national curriculum, subject teachers are required to appropriate kinds of 

knowledge in order to teach the new curriculum. 
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Literature reveals that the majority of rural learners in KZN receive inadequate 

education by unqualified or under qualified educators who lack the necessary 

content knowledge to implement the curriculum in rural environments (Gordon 2009; 

KZN Treasury, 2010). There is a strong correlation between education qualification 

level and students’ performance (KZN Treasury, 2010). It seems as if teachers’ 

exposure to suitable teaching strategies is limited and there is no new curriculum 

adaptation in rural areas.   

 

Consequently, teachers need to be highly trained, resourceful, creative and 

hardworking and sometimes go beyond their required duty to make learning a 

success in rural contexts.  Legari (2004) maintains that curriculum and associated 

teaching methods often have difficulty when implemented across the nation. It is 

critical to determine how teachers in rural primary schools are being developed to 

promote teaching and learning. Botha (2015) agrees that teachers perceive that 

learners do not always respond positively to learning as expected even when 

teachers try to use various strategies of learning; as a result, assessment results 

reflect negatively. Botha indicates further that when learners’ performance is not 

satisfactory, it indicates that teaching is not effective. 

 

There are internal factors such as curriculum transformation, laboratories, libraries, 

ablution blocks and canteens influencing teachers in curriculum implementation 

(Lumadi, 2014). Lumadi (2014) further indicates that there are challenges caused by 

the introduction of rationalization, retrenchment and redeployment policy as most 

South African teachers were redeployed to various districts away from their homes, 

which caused negative impact on curriculum implementation. Lumadi further adds 

that it also brought a negative impact on children whose parents were redeployed 

because they could no longer cope with their academic work. Therefore, teachers 

are not trained to handle these challenges when they come across them.    

 

Goodnough (2011) notes that several stakeholders have identified the need for 

fundamental changes in teacher preparation and professional development. In 
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addition, the National Research Council (1996) states that teachers need 

opportunities to participate in a variety of professional development experiences that 

foster an understanding of Science and Science teaching for significant changes in 

teacher education of both student-teachers and practicing teachers. 

 

Darling-Hammond (2005) recognizes that teachers are facing new challenges in 

today’s schools and there is need for teacher preparation and professional 

development that enables the learning of many different learners in diverse contexts. 

Cochran-Smith and Zeichner (2005) recommend new well- designed research 

studies that can provide evidence to inform policy and practice in teacher education. 

A school-based team of teachers should investigate how to improve specific facets 

of their teaching and learning through the implementation of classroom interventions. 

According to Goodnough (2011), action research usually involves planning a 

change, implementing the change, observing outcomes of the change and reflecting 

on the outcome of the change. 

 

Davis, Petish and Smithey (2006) indicate that new teachers identified challenges in 

five areas: the content and disciplines of Science, knowledge of learners, instruction, 

learning environments and professionalism. Goodnough (2011) found that teachers’ 

reflection on action research is that they viewed themselves as critical learners and 

recognized the importance of being risk-takers when trying something new and 

internalizing what is being learnt. Goodnough further indicates that teachers 

recognized that learning is both individual and collaborative, meaningful sharing, 

dialogue and support within a community of practice were essential to fostering 

individual and group understanding.  

 

Teachers are willing to participate in professional development activities that are 

similar to collaborative action research because they view this as being teacher-

driven, collaborative, reflective, systematic and student-focused (Goodnough, 2011).  
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2.10.2 TRAINING TO TEACH IN OVERCROWDED CLASSES 

 

An enormous challenge facing education in rural areas is producing productive 

learning classroom environments where effective teaching and assessment 

strategies are effective. Teachers cannot practice a variety of methods, such as 

higher-order questioning and active learning approaches. In fact, teachers are 

effectively confined to the ‘chalk and talk ‘instructional method and this is widely 

practiced in South African schools. For example, some schools in the Eastern Cape 

have more than 130 learners squeezed into one classroom, and teachers are 

obliged to present lessons with their backs pressed up against the blackboard 

(Guardian Africa Network, 2013). Muthusamy (2015) states that teacher experiences 

with over-crowded classroom are stressful; however they still navigate ways to 

manage them. Group activities should be done outside to minimize movement and 

noise. Teachers should group learners to give instructions and check the work of 

learners. Managing overcrowded classrooms requires proper planning that involves 

using activities that can engage the learners in an active way. 

 

Muthusamy (2015) states that according to the Department of Basic Education 

(2014), the learner-teacher ratio for public schools in South Africa was 1:30. The 

DBE (2014) states that when the learner teacher ratio is exceeded, this results in 

overcrowded classrooms. Overcrowded classrooms have not only demonstrated a 

teaching and learning problem, but are also a health risk for teachers and learners. 

Class size can affect how much time teachers give to individual students as well as 

the social dynamics among students (Ehrenberg, 2001).  

According to Mtika (2010), large class sizes in Malawi leave trainee teachers with 

only one choice of using convenient teaching methods which require learners to be 

mainly passive recipients of knowledge during lessons. This does not allow for 

learner-teacher interaction. Some South African provinces still have schools where 

learners are being taught under the trees, whereas such a problem is not found in 

developed provinces. That is why I say some provinces are being undermined. 
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2.10.3 TEACHER PREPARATION FOR QUALITY TEACHING AND LEARNING  

 

Every individual is exposed to some sort of educational system, which can either be 

formal or informal. Muijs and Reynolds (2000) states that teachers are at the helm of 

the formal education system and can either be effective or ineffective educators. 

According to Thiessen (2000), teachers’ colleges and schools of education are 

institutions responsible for training teachers; therefore, the quality of a nation’s 

education highly rests on the shoulders of teacher educators. Thiessen (2000) 

emphasizes the role of schools of education as being the main sources of power to 

both hinder and coerce significant changes in teacher preparation. Zeichner (2003) 

states that colleges and schools of education carry an important responsibility of 

preparing teachers to teach and to support teachers learning. Preparation of 

teachers must be focused and should be based on the context for them to succeed 

in promoting teaching   and learning. 

 

Quality education comprises of what learners bring, environments, content, 

processes and outcomes (UNICEF, 2015). The quality of education children receive 

is critical to genuine learning and human development. Such quality is influenced by 

what goes on in the classroom and beyond. UNICEF (2015) further identifies life-

long learning as one of the processes that support quality education. 

 

According to Powers (2012), new teacher professional development must be on-

going and meaningful in order to improve new teacher instruction and increase 

student achievement. The Alliance for Excellent Education (2004) points out that this 

professional development must include content knowledge, diverse learner needs 

and how to manage student behaviour. 

 

When preparing teachers, they need practical experience to work with learners 

under the guidance of expert teachers (Darling-Hammond & Bransford, 2005). 

Darling-Hammond and Bransford further add that pre-service teachers also need 
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strong mentor teachers so that they can observe best practice classroom 

management techniques. 

 

Shabani (2016) adds that novice teachers could experience professional 

development through mentoring and peer coaching. Shabani suggests that school 

principals and education authorities should design specific professional development 

programme in such a way that novice teachers are given an opportunity to benefit 

from one another’s contributions, knowledge and experiences. Additionally, Shabani 

(2016) indicates that pre-service teachers could benefit from diary writing, electronic 

dialogues, journal, collaborative peers and mentors. Shabani (2016) further indicates 

that teachers need in-service training after they have gone through professional 

development and when they are placed in their socio-cultural instructional contexts. 

Shabani (2016) concludes that teachers are provided opportunity to reach 

intersubjectivity when they share instructional problems and challenges with each 

other. 

 

Rogoff (1990) confirms that guided participation would involve the learner and the 

tutor in a collaborative process and the learner’s level of understanding is linked to a 

new level. Reid and Kleinhenz (2015) indicate that teacher education is effective 

when they are trained in effective pedagogies relevant to their contexts. The above 

authors indicate further that high-quality professional learning to teachers depends 

on the skills of trainers and providing in-school support in conjunction with training 

programs. However, most teacher trainers have significant challenges in acquiring 

knowledge required to train prospective teachers (Davis and Higdon, 2008).  

 

2.10.4   TRAINING TEACHERS FOR MULTI-GRADE TEACHING 

 

Multi-grade education is a way of life for most rural communities and constitutes a 

shift from teacher support to group support, peer support and, ultimately, individual 

self-directed learning (Blease & Condy, 2014). Mulryan-Kyne (2007) states that 

Multi-grade classrooms are consequently ideal, as teachers guide children and 
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children guide their peers towards their own independent learning and writing. The 

teacher should be trained to construct learning environments appropriately 

contextualized and inspirational. However, Hlalele (2011) indicates that that 

teachers’ exposure to suitable teaching strategies is limited as teachers are not 

trained on multi-grade teaching and that no support is offered to these teachers. 

Hlalele indicates further that many rural communities struggle to find and keep 

effective teachers. According to Hlalele (2011), rural communities have a higher 

number of less-qualified teachers as they lose their most experienced employees 

because they move to urban areas or to higher paying posts.  

 

Despite insults and discrimination of public opinion, South African teachers are 

dedicated and work hard to educate children under difficult circumstances (Taylor, 

2008). However, multi-grade teachers who are mostly found in rural and farm school 

environments need to plan and prepare for more than one grade per lesson and face 

special challenges. Beukes (2006) notes the absence of clear guidance for the 

combination of grades; inconsistent learner attendance; lack of classroom 

management skills; mother tongue influences; grouping and time management as 

some of the difficulties faced by rural multi-grade teachers in Namibia. Such 

challenges call for specialized training for quality teaching and learning to take place.  

 

Teachers should use a powerful strategy of showing learners that they really care 

and respect them both as individuals and as a group. Due to the multi-grade system, 

quality teaching and learning may not be possible because the department is 

reluctant in filling the vacant posts. Teacher learner ratio should be revived. 

Moreover, Miller (1990) indicates that multi-grade teaching requires on-going teacher 

training and commitment to hard work.   

Miller (1990) further indicates that teachers are not trained to acquire some skills 

needed for multi-grade teaching whereas multi-grade the classroom remains a 

powerful reality for small rural schools throughout the world. Mulkeen (2010) adds 

that multi-grade teaching is particularly used in rural areas as results of failure to 

deploy teachers to remote schools. However, multi-grade teaching is not integrated 
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into teacher deployment policy and teacher training. Although multi-grade teaching is 

widely used in most countries, initial teacher training is not preparing teachers to 

teach in multi-grade situations (Mulkeen, 2010). 

 

2.10.5 TEACHER TRAINING FOR RESILIENT CONDITIONS 

 

A desired outcome of teacher education programs is to develop graduates who will 

be high quality teachers, experiencing job satisfaction and enjoyment in their work as 

well as maintaining their motivation, commitment and enthusiasm for many years 

(Mansfield, Beltman, Weatherby-Fell & Broadley, 2016). Howard and Johnson 

(2004) state that resilient teachers have been described as those who have the 

capacity to thrive in difficult circumstances, skilled in behaviour management, able to 

empathize with difficult learners in varied environments, able to restrain negative 

emotions and focus on the positive, experience a sense of pride and fulfilment and 

increased commitment to their school and profession. Mansfield et al. (2016) further 

indicate that teacher quality has also recently been placed at the forefront of 

educational initiatives concerning student outcomes, teacher accountability and on-

going professional learning in many countries.  

 

Gilroy (2014) confirms that teacher education has been impacted by “top-down, often 

evidence-light but ideology-heavy” approaches. In the United Kingdom, Murray and 

Passy (2014) voiced concern for teacher educators about how to assist future 

teachers cope with “the demands of future curricular, pedagogical changes and the 

new roles and responsibilities” (p 492) that will emerge in the profession. 

 

Murray and Passy (2014) conclude that teacher resilience can positively influence 

outcomes for teachers and students. Teachers need training that may help them to 

cope with any condition no matter how challenging it is. 
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2.10.6  PREPARING TEACHERS TO COPE WITH BARRIERS TO 

IMPLEMENT EFFECTIVE PROFESSIONAL DEVELOPMENT 

 

According to Kedzior (2004), professional development that seeks to support 

teaching into more effective classroom practice must overcome several significant 

barriers to change. Birman, Desimore, Garet, Porter and Yoon (2001) indicate that 

professional development that focuses on subject matter content and classroom 

practices can meet with resistance because some individuals may be uncomfortable 

to share their understandings and beliefs with colleagues and supervisors. Birman et 

al. further indicate that a teacher may hesitate to commit time to professional 

development that extends beyond the regular school day. In addition, Birman et al., 

suggests that school administrators and policy makers must address school level 

obstacles to teachers’ efforts to improve their practices.  

 

2.10.7 Experiences of beginning primary school teachers 

 

Manwa and Mukeredzi (2016) indicate that most new teachers do not experience 

mentoring from experienced teachers; therefore, they navigate their new 

environment from student-hood to teacher-hood alone. Manwa and Mukeredzi 

suggest that the education system needs to offer on-going in-service mentor training 

courses to experienced teachers to expose them to mentoring to prepare them for 

professional guidance of beginning teachers. Manwa (2013) points out that a 

supportive, encouraging school culture; communication, recognition, as well as 

support to foster success in their teaching are critical variables for developing novice 

teachers to promote positive experiences. Kim and Roth (2011) confirm that 

beginning teachers experience some challenges that are stressful such as 

duplicating colleagues’ previous work out of context. Another challenge is that they 

sometimes borrow teaching and learning aids from other teachers. 

 

Tope (2012) suggests that induction and mentoring conducted for beginning 

teachers should guide them on personal conduct, scheming, lesson planning, social 

issues, career ethics and policies so that they can gain confidence in all their 
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activities. Additionally, Moyo (2002) confirms that mentoring will strengthen and 

promote teacher effectiveness in the classroom. Manwa and Mukeredzi (2016) add 

that when beginning teachers experience limited mentoring, it minimizes their 

professional growth and development in rural primary schools. Manwa and 

Mukeredzi point out that both beginning teachers and mentors handle over-crowded 

classes and heavy teaching loads that hinder effective mentoring guidance. Finally, 

Manwa and Mukeredzi recommend mentoring of beginning teachers as the single 

most powerful process of classroom practice intervention in rural school settings. 

 

2.11  TEACHERS PROFESSIONAL DEVELOPMENT IN IMPROVING 

LEARNERS’ LITERACY 

 

Sanoto (2017) indicates that when teaching literature to primary school learners, 

teachers must exhibit certain reading habits and practices of their life-world in their 

classrooms. Furthermore, findings indicate that Colleges of Education curriculum 

does not lay a foundation for a solid language base (Sanoto, 2017). Data reveals 

that lack of resources for leisure reading in the schools frustrates teachers because 

an appreciation for literature starts very early on in the teaching of literacy. However,  

 

Leask (2014) adds that classrooms are not used as a resource to promote literacy 

development through their physical arrangement. Moreover, teachers did not seem 

to have sufficient training. Leask (2014) confirms that teachers’ low level of English 

proficiency combined with lack of resources made it difficult for them to meet the 

learning challenges faced by rural learners. Makhubele (2015) reports that the 

Department of Education in 2010 revealed that many learners in primary schools are 

not able to read and write. The problem is that learners are not exposed to English 

outside the classroom, therefore, their English proficiency is not adequate for 

purposes of formal learning and as a result, they do not perform well (Makhubele, 

2015). Makhubele (2015) concludes that although the majority of teachers were 

trained to implement Curriculum Assessment Policy Statement (CAPS), the training 

was too short to equip the teachers to implement CAPS smoothly on reading and 

writing skills for intermediate phase teachers. 
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2.12  SUMMARY  

 

It has been indicated in this study’s preliminary review of literature that professional 

development of teachers for promoting teaching and learning encompassing action 

and a specific type of work in education is interwoven with certain contemporary and 

successive coherences. There are many factors that contribute to the debate on 

professional development of teachers for promoting teaching and learning. 

 

In this chapter, literature studies revealed various effects of professional 

development of teachers for promoting teaching and learning in rural primary 

schools. Teachers need to increase their effectiveness in the classroom in order to 

increase learners’ achievement. Many teachers develop effective strategies by 

getting the support and training they need for future improved socio-economic and 

educational status and effect on professional development of teachers, challenges 

that might hinder professional development of teachers for promoting teaching and 

learning were laid down. The following chapter documents the study’s design and 

mixed-methodology. 
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CHAPTER 3 

 
RESEARCH DESIGN AND METHODOLOGY 

 

3.1  INTRODUCTION 

 

In the previous chapter, literature on professional development of teachers for 

promoting teaching and learning in rural primary schools was discussed. This 

chapter presents details of how the whole research process was conducted. A 

research design directs the structure and procedures followed to answer research 

questions. 

 

3.2  THE AIM OF THE STUDY 

 

The aim of this study was to investigate professional development of teachers for 

promoting teaching and learning in rural primary schools of Tshinane Circuit. 

 

3.3  OBJECTIVES OF THE STUDY 

 

The study was guided by the following research objectives: 

 

 To explore how professional development of teachers in rural primary schools 

is affecting the promotion of teaching and learning; 

 To assess critical aspects of professional development of teachers in rural 

primary schools taking into account the contextual factors for them to promote 

teaching and learning. 

 To investigate how primary school teachers can be developed to cope with 

teaching and learning realities in rural contexts. 
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3.4  RESEARCH QUESTIONS 

 

 This study was guided by the following research questions: 

 

 How is professional development of teachers in rural primary schools affecting 

the promotion of teaching and learning? 

 What are the critical aspects of professional development of teachers in rural 

primary schools taking into account the contextual factors for them to promote 

teaching and learning? 

 How can primary school teachers be developed to cope with teaching and 

learning realities in rural contexts? 

 

3.5  RESEARCH DESIGN 

 

The research design of this study was based on the pragmatic research paradigm. 

Research design refers to the detailed plan of how research will be conducted. It 

provides a plan for assembling, organizing and integrating data (De Vos, Strydom, 

Fouche ’&Delport 2011). It also provides the framework for collecting the data to 

investigate the research topic. 

 

The study followed the concurrent mixed method approach (quantitative and 

qualitative) research approach. Mixed method research design combines the 

strengths of both quantitative and qualitative research approaches. The strength of a 

mixed methods research design is supported by Connelly (2009:31) who indicates 

that “the goal of mixed methods research is to draw on the strengths and minimize 

the weaknesses of both types of research”. Wyse (2011) indicates that quantitative 

research is used to quantify the problem by generating numerical data or data that 

can be transformed into useable statistics.  Quantitative research methods are those 

methods in which numbers are used to explain findings (Kowalczyk, 2016). 

Quantitative research often improves on the validity of research instruments as well 

as the provision of a numerical dimension to analysis when addressing phenomena 

(Teddile & Tashakkori, 2009). It is used to quantify attitudes, opinions, behaviour and 
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other defined variables and from a larger sample population (Wyse, 2011). 

Quantitative research uses measurable data to formulate facts and uncover patterns 

in research.  

 

Qualitative research approach uses interviews; it takes into account the lived 

experiences hence enabling contextualisation on the analysis of phenomenon and 

they allow for an in-depth understanding of phenomenon since they are often 

structured to collect data over an extended period of time (Teddile & Tashakkori, 

2009). According to Struwig and Stead (2001), qualitative researchers are interested 

in understanding the issues being researched from the perspective of the research 

participants to see through the eyes of the participants. 

 

In this study, I combined quantitative and qualitative methods in the same study in 

order to get a full understanding of the phenomenon under study. A quantitative 

research approach was performed during the first stage, and then the qualitative 

research approach in second stage. The sequence followed to make inquiry to move 

beyond explanation and description during the quantitative first stage of the study, to 

a qualitative exploration and in-depth investigation for deeper understanding of 

professional development of teachers for promoting teaching and learning in rural 

primary schools of Tshinane circuit. 

 

3.6  PREPARATION FOR THE FIELD INVESTIGATION 

 

Written permission was sought and obtained from Vhembe District Manager and 

Tshinane circuit manager, (see Annexure) to conduct this study in Primary schools in 

the Vhembe District. I requested permission from the Principals of all (twenty-four) 

Tshinane circuit primary schools, to conduct the study in their respective schools. 

The consent forms were written in English. I requested for contact numbers of 

principals to secure appointments. All principals granted me permission and signed 

the consent form.  
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3.7  FIRST STAGE-QUANTITATIVE RESEARCH METHODOLOGY 

 

Research methodology is the systematic, theoretical analysis of methods applied to 

field of study. It comprises the theoretical analysis of the body of methods and 

principles associated with a branch of knowledge. Strauss and Corbin (1998) states 

that research methodology is a systematic and theoretical analysis of the methods 

applied to a field of study. It offers the body of methods and principles associated 

with branch knowledge. Babbie (2007) defines a questionnaire as a document 

containing questions or other types of items designed to solicit information 

appropriate for analysis. Babbie further explains that the basic objective of a 

questionnaire is to obtain facts and opinions about a phenomenon from people who 

are informed on the particular issue. 

 

 In this study, a survey questionnaire with close-ended statements was used to 

collect data during the first stage. Furthermore, in this section, the population of the 

study, sampling procedures, construction of questionnaire and pre-tested, 

distribution and collection process are explicitly documented. 

 

3.7.1  Population 

 

Asika (1991) defines the population of a research as “all conceivable elements, 

subjects or observation relating to a particular phenomenon of interest to the 

researcher. The population in this study were teachers and principals from the rural 

primary schools of Tshinane circuit under Vhembe District of Limpopo province in 

South Africa. In the Tshinane circuit, there are a total of 200 teachers and 24 

principals in the 24 public primary schools. These teachers and principals teach a 

total of 7017 learners. 
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3.7.2  Sampling procedure 

 

Payne (2004) refers to sampling as the process of selecting a sub-set of people or 

social phenomenon to the studies from a large universe to which they belong.  

During the quantitative stage of the study, simple random sampling was applied to 

select a total of 150 teachers and principals from the 24 public rural primary schools 

in the Tshinane circuit. Random sampling allows anyone in the population to have an 

equal chance of being selected in the study, thus minimising biasness of the study 

findings (Babbie & Mutton, 2009). In this study, I requested a list of teachers and 

principals from each school in order to have a composite list from which the sample 

was selected. 

 

3.7.3  Development of the questionnaire 

 

Data gained from the studied literature serves as a guiding structure for the 

development of the instruments (questionnaires). The approach was intended to 

determine whether certain generalisations about professional development of 

teachers for promoting teaching and learning found in other studies were also true 

for the practice of this study. A questionnaire was then developed to collect data. 

The fundamental concept of the study, which is professional development of 

teachers, was viewed to determine suitable and appropriate methods to measure the 

variable, which was the survey questionnaire. Babbie and Mouton (2009) 

recommend guiding the construction and development of survey questionnaires such 

as avoiding contingency statements, using short items and avoiding double barrelled 

questions were followed in the construction of this study’s survey questionnaire. 

 

Section A contains four close-ended items required for sourcing demographic data 

from the respondents. Section B of the survey questionnaire sourced responses on 

effects of professional development in rural areas and had 20 close-ended items. 

Section C of the survey questionnaire contained critical aspects of development for 

rural teachers with 10 close-ended items.  In all the items, respondents responded 

by making a mark over a box which applies to them and clear instructions to do this 
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were provided. In all the items, respondents responded by making a mark over a box 

which applies to them and clear instructions to do this were provided. Pre-testing 

was done to rectify any misunderstanding that could arise from the statement and 

were not included in 150 questionnaires that were finally distributed and collected. 

 

3.7.4  Pre-testing the questionnaire 

 

The questionnaire of this study was pre-tested on three teachers and three principals 

in different schools from the one under study. McMillan and Schumacher (2001) 

indicate that these comments were invited to reveal errors in and validate the content 

clarity of the instrument to improve format of the statements made and to refine the 

research instrument before the main investigation began. The respondents did not 

suggest any change to the instrument, and the results of the pre-test was not 

analysed. 

 

3.7.5  Quantitative data collection procedure 

 

Data collection method is the gathering of information needed by the researcher to 

address a research problem (Pilot & Hungler, 1999). In this study, a self-constructed 

survey questionnaire was administered on teachers and principals to collect 

adequate, relevant quantitative data. Numbers indicating respondents’ responses 

were used to construct variables degrees of the respondents’ opinions. The results 

were expected to provide descriptive information to shed light on the research 

questions.  

 

Survey questionnaires were distributed to the school and collected after two weeks 

from all the 24 primary schools in the Tshinane Circuit. I personally delivered the 

survey questionnaire to the schools and discussed the purpose with teachers and 

principals. I phoned all schools to confirm times of the survey questionnaire 
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collection, and a 97% return rate of survey questionnaire was achieved. Only 3% 

were not returned. 

 

3.7.6  DATA ANALYSES PROCEDURE 

 

I captured and analysed the results through the Statistical Package for Social 

Sciences (SPSS). Frequency percentages were established and the confidence level 

of the results obtained. 

 

3.8  SECOND STAGE-QUALITATIVE RESEARCH METHODOLOGY 

 

In this section, I present the qualitative approach adopted to explore the extent in 

which professional development of teachers for promotion of teaching and learning 

in rural primary schools. 

 

3.8.1  Sampling procedure 

 

According to Babbie and Mouton (2009), the logic of purposeful sampling lies in 

selecting information-rich cases from, and one can learn a great deal about issues of 

central importance to the purpose of research. 

 

For this stage of the study, the purposive sampling technique was applied to select 

five primary schools within the twenty-four that were used as units of sample during 

first stage. I selected four most experienced teachers, two novice teachers and two 

principals so to give their perspectives and perceptions about their professional 

development. 
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3.8.2  Qualitative data collection procedure 

 

Face-to-face interviews entail the researchers sending interviewers to ask the 

questions orally and recording participants’ answers (Babbie & Mouton, 2009). For 

this study, in-depth face-to-face interviews were used to obtain data from the 

participants. Data collection consists of direct quotations from people about their 

experiences, opinions and knowledge.  

 

3.8.3  Interview schedule 

 

According to de Vos et al. (2011), an interview schedule is the format of an interview 

where the fieldworker reads the questions to the participants and records the 

participants’ response. 

 

In this study, semi-structured and unstructured interview questions were outlined as 

follows: Section D addressed the development of teachers for rural schools. 

Objective 1 had two questions, Objective 2 had three questions and objective 3 had 

questions. I asked eight questions which were guided by the following main research 

questions:  

 

 How can professional development of teachers in rural primary schools affect 

the promotion of teaching and learning? 

 What are the critical aspects of professional development of teachers in rural 

primary schools taking into account the contextual factors for them to promote 

teaching and learning?  

 How can primary school teachers be developed to cope with teaching and 

learning realities in rural contexts? 
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3.8.4  The interview process 

 

The interview process was administered through face-to-face interaction with the 

participants. The following sub-paragraphs present the setting of the interview, how 

the interviews were conducted, probing, the participants’ behaviour during the 

interview sessions as well as the length of interview sessions. 

 

 Setting for the interview 

 

The second stage of the study used the qualitative approach. Interviews were 

done in a proper place with the help of school principals who secured a venue 

free from disturbances and noise. Participants (principals, experienced 

teachers and novice teachers) were available at their respective schools. 

Select a setting that provides privacy, comfort, non-threatening, easy access 

and seating arrangements that encourage involvement and interaction (De 

Vos, Strydom, Fouche & Delport, 2011). These interviews were conducted 

from 28 August to 11 September 2018. I ensured that the participants other 

activities were not disturbed by scheduling with them the convenient time that 

suits them. 

 

 Procedure followed during the interview 

 

Total number of participants’ research for this stage of the study was eight. I 

conducted the open-ended interviews personally. The questions allowed the 

participants to express themselves freely; they were non-judgmental and 

unbiased (Smit 1995). I informed the interview participants about the nature 

and aims of the study. I also assured them confidentiality of their contributions 

as provided on the consent form that they signed upon agreeing to participate. 

 

 Recording the interview 

After the introductory comments about the subject under investigation, I asked 

for permission to record the interviews from research participants. In this 
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study all participants agreed that the interviews be recorded. . A Samsung 

Galaxy 7 cellular phone was used to record all the information without video 

recording during interviews. During the process, an interview schedule was 

used as a guide finalizes the whole procedure for producing a report.        

 

 Probing 

 

In this study, probing was used in a few cases for clarification of responses 

given by the participants. According to Babbie and Mouton (2009), probing 

enables the researcher to get participants to answer in more detail and more 

accurately or at least provide a minimal acceptable answer. 

 

 Language and duration of interview 

 

The interviews were conducted in English to all participants. An average, the 

interview sessions lasted for 30 to 40 minutes. 

 

3.8.5  DATA ANALYSES PROCEDURE 

 

According to Mashau (2017), qualitative data analysis is a very personal process 

with a few rigid rules and procedure. Mashau further indicates that for this purpose, 

the researcher needs to go through a process called Content Analysis. Contents of 

an interview are analysed in order to identify the main themes that emerge from the 

responses given by the participants. In this study, data was analysed through 

ATLAS.ti package of interpreting the data in the basic sense of reflecting on the data 

until a better understanding is achieved. 

 

3.9  ETHICAL AND SAFETY ISSUES 

Ethics is defined as “the branch of philosophy dealing with values that relates to 

human conduct, with respect to the rightness or wrongness of specific actions, and 
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to the goodness or badness of  the motives and ends actions” (Chandler & Plano, 

1998). 

 

In the preparation for this study, letters to obtain permission from the provincial 

Department of Education, district office, circuit office and schools were written. I read 

and explained the informed consent forms to the participants first, before we 

engaged on the process of data collection. The participants were fully informed of 

the purpose and process of the research. Participants were also informed that they 

are free to participate or withdraw from the study, and data will be kept confidential 

and anonymous.  

 

3.10  SUMMARY 

 

In this chapter, I provided the description of mixed methods that were engaged in the 

study, as well as the instruments that were used to collect data. The sample was 

described and the sampling procedure explained. The next chapter presents an 

analysis and interpretation of data driven from both stages of this study. 
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CHAPTER 4 

RESULTS OF THE STUDY 

 

4.1  INTRODUCTION 

 

The previous chapter presented the research design and methodology indicating the 

structure and procedures that were followed to answer the study’s research 

questions. In the current chapter, the presentation, analysis and interpretation of 

data driven by both quantitative and qualitative of the study are presented and 

discussed. 

 

4.2  Respondents Demographic Factors 

 

The demographic factors presented consist of gender, age, highest academic 

qualifications and teaching experience of respondents in years. 

 

4.2.1 Population distribution 

 

The section presents the number of both female and male principals and teachers 

respondents who took part during the first stage (quantitative) and the second stage 

(qualitative) of this study. Data on gender is given in Table 4.1. 

 

Table 4.1 Gender distribution of principals and teachers  

 Response Frequencies Percentage 

1 Female 93 63.3 

2 Male 54 36.7 

 TOTAL 147 100 
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The sample of the first stage of the study consisted of 150 respondents for the 

survey of questionnaires. Of 150 of respondents, 93(63.3%) were females whereas 

54(36.7) were males. Respondents did not return 3% questionnaires. All returned 

questionnaires constitute 97% of the total issued questionnaires whose findings are 

interpreted in the following sections. During the second stage of the study, eight 

respondents were interviewed in a face-to-face interview session. Two respondents 

were principals and the other five were post-level one teachers. 

 

4.2.2 Respondents’ age range 

 

The following table presents the age of the principals and teachers who took part 

during the first stage of this study. 

 

Table 4.2 Age of respondents 

 Response  Frequencies Percentage 

1 21 – 30 years 7 4.8 

2 31- 40 years 14 9.5 

3 41-50 years 57 38.8 

4 51-60 years 61 41.5 

5 61 years and older 8 5.4 

 TOTAL 147 100 

 

Most principals and teacher respondents who took part during the first stage of this 

study are adults aged of between ages 51 and 60 years (41.5%) and 41 and 50 

years (38.8%). Only (4.8%) respondents were the youngest, aged between 21-30 

years while (5.4%) respondents were aged between 61 years and older. The ages of 

the face-to-face interview respondents during the second stage of the study were not 

asked. 
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4.2.3 Respondents’ highest academic qualifications 

 

Table 4.3 presents different academic qualifications of the principals and teacher 

respondents. 

 

Table 4.3 Highest academic qualifications 

 Response Frequencies Percentage 

1 Standard 10 (Grade 12) 42 28.6 

2 First Degree 44 29.9 

3 B.ED or Honours’ Degree 57 38.8 

4 Master’s Degree 3 2.0 

5 Doctoral Degree 1 7 

 TOTAL 147 100 

 

The majority (38.8%) of principals and teacher respondents who took part in the first 

stage of this study have B.Ed. or Honours’ degrees. Forty-four respondents (29.9%) 

had their first degree whereas (28, 6%) had Standard 10 (Grade 12), (2, 0%) had 

Master’s degree and only (7%) had a Doctoral Degree. 

 

4.2.4 Respondents’ teaching experience in years 

 

Table 4.4 presents results showing teaching experience in years for all principals 

and teachers who completed the survey questionnaires. 

The majority (36.1%) of the respondents who took part during the first stage of this 

study have 21-30 years teaching experience; (23.1%) respondents are those 

between 0-10 years of teaching experience; (22.4%) respondents have 11-20 years 

teaching experience whereas (16.3%) respondents have 31-40 teaching experience 

and only (2.0%) respondents have 41 years and more teaching experience. 
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Table 4.4 Teaching experience in years 

 Response Frequencies Percentage 

1 0 – 10 years 34 23.1 

2 11 – 20 years 33 22.4 

3 21 – 30 years 53 36.1 

4 31 – 40 years 24 16.3 

5 41 and more 3 2.0 

 TOTAL 147 100 

  

4.3:  THE EFFECT OF TEACHER PROFESSIONAL DEVELOPMENT ON 

TEACHING AND LEARNING 

 

In this section, I present the results and analysis from the data regarding the effect of 

teacher professional development on teaching and learning. Principals and teachers 

were requested to complete the questionnaire.            

 

4.3.1 Training of teachers to promote teaching and learning in rural 

environments 

 

 Table 4.5 presents the results showing the perception regarding the extent to which 

teachers view their training as promoting quality teaching and learning in the rural 

environment. 

 

The majority (55.8%) of respondents agreed that teachers are adequately trained to 

promote teaching and learning in rural environments whereas (18.4%) respondents 

strongly agree that teachers are adequately trained. This confirms that most 

teachers felt that they were trained enough to teach in rural environments. However, 

(10.9%) of the respondents disagree that teachers are adequately trained to promote 

teaching and learning. They felt that their training was not enough to promote 

teaching and learning in rural environments. The results show that teachers are 

adequately trained to promote quality teaching and learning in rural environments. 



59 
 

Table 4.5 Teachers are adequately trained to promote teaching and learning in 

rural environments  

 Response Frequency Percentage 

1 Strongly agree 27 18.4 

2 Agree 82 55.8 

3 Not sure 10 6.8 

4 Disagree 16 10.9 

5 Strongly disagree 12 8.2 

 TOTAL 147 100.0 

 

These results are in agreement with Birman, Desimore, Garet, Porter and Yoon 

(2001) who found that incorporating active learning in professional development 

increases knowledge and skills and changes teachers’ classroom practices. Novice 

teacher number 1 interviewed confirmed this: 

 

 “Yes, because since I started working, I found it difficult to teach learners before I 

went for professional development. I would sometimes fail to follow the lesson plans, 

and I would also not know what to do when experiencing problems with learners. But 

since I went for professional development, it has helped a lot and I have improved 

and gained a lot of knowledge and skills”. 

 

The novice teacher revealed that it was not easy to teach learners before to 

teachers’ professional development training. It was frustrating for them to have 

challenges like following the lesson plans and experiencing problems with learners. 

However, professional development helped novice teachers to gain knowledge and 

skills to overcome those challenges. 

 

The results showed that effective and meaningful support systems for on-going 

growth and development of certified teachers should be created before they start 

teaching in their classrooms. Teachers need to increase their effectiveness in the 
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classroom in order to increase learners’ achievement. Many teachers are getting the 

support and training they need to be effective and efficient in many ways. 

 

4.3.2  In-service training for teachers in rural environments 

 

 Table 4.6 presents teachers’ perception of the effect of in-service training in 

preparation for rural environments.  

 

Table 4.6  In-service training for teachers in rural environments 

 Response Frequencies Percentage 

1 Strongly agree 17 11.6 

2 Agree 65 44.2 

3 Not sure 21 14.3 

4 Disagree 30 20.4 

5 Strongly disagree 14 9.5 

 TOTAL 147 100.0 

 

The majority (44.2%) of principals and teachers agreed that in-service training is 

done to prepare teachers for rural environments. In-service training is helping in 

preparing teachers for professional development in rural areas. In contrast to the 

above, (20. 4%) respondents strongly disagreed that in-service trainings for 

professional development are done to prepare teachers for rural environments 

because they find that it does not serve the intended purpose. To add, (14.3%) 

respondents were not sure whether the in-service training they receive prepares 

teachers for rural environments. These results confirm that in-service training is 

beneficial for preparing teachers for rural areas. 

These results are consistent with Letsatsi (2010) that the key purpose of teacher 

professional development is about empowering teachers to enhance their efficiency 

in teaching while developing them in their professional career cycle as a whole. 

Geldenhys, Lizette and Oosthuizen (2015) agree with Letsatsi (2010) on the different 

forms of teacher professional development programmes in South Africa such as 
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workshops, conferences, consultation and peer appraisal. This form of development 

is recommended to be continuous throughout the year after every each quarterly 

assessment. Principal number 2 interviewed emphasised this:  

 

“Development of teachers in rural areas   should happen when they are being trained 

and while they are at their place of work and it must be done on a quarterly basis 

according to how the school’s time is demarcated, and it must also be done at the 

end of the term, therefore at the beginning and end of the term. Thus in my opinion 

those developments should be done twice per quarter”. 

 

In-service training for teachers in rural areas should be conducted when they are still 

in training and when they are at their work place. It should be done on a quarterly 

basis, at the beginning and end of the term so that teachers can participate for 

upgrading their professional skills, knowledge and interest. 

 

Professional development plans for teachers should, therefore, take into 

consideration rural environments in order to support them in the work they do 

efficiently. To teach effectively, teachers need access to on-going teacher 

professional development. This professional development enables teachers to 

improve their own education through seminars, workshops and classes. Teachers 

will be able to acquire new knowledge, better methods, etc. for improving their skills 

towards more effective, efficient and competent rendering of service in various fields.  

 

4.3.3 Training of teachers in relation to the area where they teach is important 

for effective teaching and learning 

 

Table 4.7 presents training of teachers in relation to the area where they teach as 

important. 
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Table 4.7 Training of teachers in relation to the area where they teach is 

important for effective teaching and learning 

 Response Frequencies Percentage 

1 Strongly agree 57 38.8 

2 Agree 62 42.2 

3 Not sure 6 4.1 

4 Disagree 10 6.8 

5 Strongly disagree 12 8.2 

 Total 147 100.0 

 

The majority (42.2%) of respondents agreed that training of teachers in relation to 

the area where they teach is important for effective teaching and learning, whereas 

(38.8%) strongly agreed. Mastering the subject matter helps the teacher to develop 

certain skills that can assist in dealing with different kinds of learners with regard to 

their level of intelligence. This type of development enables teachers to have an in-

depth understanding of content of a particular learning area to help students to grasp 

everything taught by the teacher.  

 

The study showed that (8.2%) of respondents strongly disagreed that training of 

teachers in relation to the area where they teach is important for effective teaching 

and learning. The results are in line with Ogbonnaya (2007) who indicated that 

professional development rooted in the subject matter and focused on students’ 

learning can have a significant impact on students’ achievement. Experienced 

teacher number 4 during interviews remarked in the following manner:  

 

“They change their strategy. If we were unable to teach something, when they get 

back from the workshops, they will tell us that they have asked their facilitator to 

equip them on how to present such particular lessons. For instance, in Mathematics, 

when It comes to the digital watch most of the learners did not understand that 

lesson, but after they came back from the workshops they gave us the strategy on 

how to teach that subject, so learners now do understand how to read and use the 

watch”. 
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The experienced teacher revealed that teachers change their teaching strategies 

after attending professional development workshops. When teachers have a 

challenge of teaching a certain concept, they ask their facilitators to help and they 

equip them with knowledge. Learners were having a problem of learning digital 

watches, but after the workshop, teachers transferred the skill they learnt from the 

workshop to their colleagues, which helped learners to understand that concept. 

 

Teachers who have comprehensive knowledge of their subject matter let their 

learners actively participate in the lessons. Teachers require a formal training period 

for an individual to specialize in a subject matter because today, knowledge is 

produced and consumed quite rapidly. Therefore, the information the teacher 

conveys to learners should be up-to-date and should reflect the latest scientific facts 

of the field. 

 

4.3.4 Teachers’ professional development workshops are conducted by 

training experts who have experience of rural environments 

 

Table 4.8 presents data on teachers’ development workshops conducted by experts 

who have rural experience.    

 

Table 4.8 Teachers’ professional development workshops training experts  

 Response Frequencies Percentage 

1 Strongly agree 26 17.7 

2 Agree 50 34.0 

3 Not sure 34 23.1 

4 Disagree 23 15.6 

5 Strongly disagree 
14 

9.5 

 

 TOTAL 147 100.0 
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Many respondents (34.0%) agreed that teachers’ development workshops are 

conducted by training experts who have the experience of rural environments. 

Therefore, (15.6%) of the respondents disagreed that teachers’ development 

workshops are conducted by training experts who have the experience of rural 

environments. Based on research question theme three on how primary school 

teachers can be developed to cope with teaching and learning realities in rural 

context. The following is a remark from experienced teacher number 2 interviewed 

who indicated this:   

 

“Yes, it is working, because, as an example, the day before yesterday I was at a 

workshop. The workshop was for Mathematics, Tshivenda home language and 

English. There is something called spider in Mathematics, which I was currently busy 

with, but I was doing it without the correct understanding. Nevertheless, because of 

attending that workshop, I have gained enough knowledge and understanding 

regarding that concept” 

 

The experienced teacher revealed that it is beneficial to attend workshops. The 

teacher did not have knowledge to teach learners spider in Mathematics, but after 

attending the workshop, the teacher gained knowledge and skills to teach that 

concept. 

 

Teacher training and professional development are, therefore, seen as central 

mechanisms for the improvement of teachers, content knowledge, teaching skills 

and the practice in order to meet high educational standards.  

 

About (23.1%) of respondents were not sure that teachers’ development workshops 

are conducted by training experts who have the experience of rural environments. In 

contrast with the literature review, Reid and Kleinhenz (2015) indicate that teacher 

education is effective when they are trained in effective pedagogies relevant to their 

contexts.  Reid and Kleinhenz (2015) indicate further that high-quality professional 
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learning for teachers depends on the skills of trainers and providing in-school 

support in conjunction with training programs. However, most teacher trainers have 

significant difficulties in acquiring the knowledge required to train prospective 

teachers (Davis and Higdon, 2008).  The following is a remark from Experienced 

teacher number 4 interviewed who specified that:   

 

“For me, it depends on the kind of facilitator I get, because some facilitators are there 

just for work, only to find that that person is unable to present good enough for me to 

understand. From some facilitators however I do gain some teaching strategies, for 

instance how to teach learners to read English, how to use punctuations, how   to 

pronounce, how to find vocabulary words using a dictionary, or using story sentences 

in order to find the meaning of a word”. 

 

The experienced teacher revealed that some facilitators are not passionate about 

their work. Therefore, teachers can gain nothing from them as they fail to present 

their matter. However, from some facilitators who are passionate about their work, 

teachers can gain some teaching strategies. 

 

Engagement of teacher professional development workshops differs among trainers. 

Not every trainer is effective, but the best trainers understand that people learn at 

different speeds and in different ways. The remark from the experienced teacher 

also recognised that they may not learn a lot, if they do appreciate that the trainer is 

knowledgeable, they feel happy that their colleagues will learn. Trainers that are 

passionate about learning understand that it is an ever-evolving process. 

 

4.3.5 Teachers in rural primary schools are differently professionally 

developed from those in urban areas 

 

 Table 4.9 presents perceptions on the extent to which teachers in rural and urban 

areas are professionally developed. 
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Table 4.9 Teachers in rural primary schools are professionally developed 

differently from those in urban areas 

 Response Frequencies Percentage 

1 Strongly agree 19 12.9 

2 Agree 35 23.8 

3 Not sure 37 25.2 

4 Disagree 30 20.4 

5 Strongly disagree 26 17.7 

 TOTAL 147 100.0 

 

Most respondents (25.2%) were not sure of the statement that teachers in rural 

primary schools are professionally developed differently from those in urban areas.  

Moreover, (23.8%) agreed that rural with the statement. Conditions in rural areas are 

varied and different from those in urban areas and therefore need special attention. 

About (20.4%) disagreed with the statement. These results are not consistent with 

Kruijer (2010) in Togo who discovered that students taught by qualified teachers 

perform better than those who are taught by unqualified teachers.  

 

Azano and Steward (2016) agree that recruitment and retention of highly qualified 

teachers is one of the challenges faced by rural communities.  Schools in rural areas 

face major problems in attracting and retaining adequately qualified and experienced 

teachers duly trained to teach in these areas. Qualified and more experienced 

teachers are concentrated in urban schools, which tend to be overstaffed. Majongwe 

(2013) in Zimbabwe adds that rural schools, mainly staffed with professional 

unqualified teachers, performed badly in 2011 and 2012 whereas from South Africa, 

Mitchell, de Lange, Balfour and Islam (2011) confirm that rural children receive 

poorer education due to many unqualified teachers and other complexities in rural 

schools. Teachers must take a leading role in developing strong university-school-

department of education partnerships to create university awareness of the realities 

in rural schools. Novice teacher number 2 interviewed noted this:    
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“Yes, because we are in rural areas and not urban areas, and when it comes to 

developing us they should look at our circumstances because in urban areas, their 

facilities are developed, and also accommodate the learners who are slow in 

learning, but in rural areas we do not have such facilities, and learners in rural areas 

who are slow in learning do not have assistance at home as most of them stay with 

their grandparents”. 

 

There is a big difference between urban and rural teachers and even the standard of 

the education will never be the same because the urban teachers have well 

equipped infrastructures that enable learners to learn and understand what the 

teacher is teaching. Most rural areas learners are from disadvantaged families and 

learners do not get assistance from home. The respondents felt that these rural 

realities should be considered when developing the teachers. 

 

Rural schools have always been synonymous with resource shortage, inadequate 

infrastructure and poor education compared with urban schools. Professional 

development is generally associated with more use of specific instructional practices. 

One of the novice teachers interviewed suggested that teachers should be 

developed in strategies for coping with challenges in their daily professional life and 

well-being to shape learners’ learning environment and influence learners’ motivation 

and achievement. 

 

4.3.6 In-service training workshops attended have an impact on the quality of 

teaching and learning in rural primary schools 

 

Table 4.10 presents the impact of in-service training workshops attended as 

perceived by the principals and teachers. 
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Table 4.10 In-service training workshops attended have an impact on the 

quality of teaching and learning in rural primary schools 

 Response Frequencies Percentage 

1 Strongly agree 25 17.0 

2 Agree 74 50.3 

3 Not sure 20 13.6 

4 Disagree 23 15.6 

5 Strongly disagree 5 3.4 

 TOTAL 147 100.0 

 

The results show that the majority (50.3%) of those who took part in the study 

agreed that in-service training workshops attended have an impact on the quality of 

teaching and learning in rural primary schools. About (15.6%) of those respondents 

disagreed that in-service training workshops attended have an impact on the quality 

of teaching and learning in rural primary schools. However, (13.6%) were not sure 

that in-service training workshops attended have an impact on the quality of teaching 

and learning. These results are in agreement with Mohan et al. (2017) who said that 

professional development, if well managed, improves student learning and makes 

effective teaching to be practical, giving new knowledge, where there’s be needs-

based and encourage participation through sharing ideas (Mohan et al. 2017). Smith 

and Gillespie (2007) state that the productivity of teachers comes from pre-service 

training and continuous professional development. Harris, Cale and Musson (2011) 

state that teachers develop better content knowledge and become more confident in 

their practice through participation in professional development programmes. The 

following is a remark by the experienced teacher number 1 interviewed. 

 

“I think workshops and in-service training can help to empower teachers with new 

knowledge and maybe technology can help to lessen the barriers between people in 

urban areas and rural areas”. 
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The experienced teacher suggested that in-service training and workshops can help 

to empower teachers to gain knowledge of teaching and learning in rural 

environments. 

 

In-services training acts as a catalyst for teachers’ effectiveness and also a way of 

upgrading teachers’ skills and knowledge for improving teaching and learning which 

lead to better job performance in urban and rural areas. 

 

4.3.7 Induction workshops of novice teachers are conducted to help them to 

understand teaching and learning conditions in rural contexts 

 

 Table 4.11 presents the results showing the extent to which induction of novice 

teachers are conducted in rural contexts. 

 

Table 4.11 Induction workshops of novice teachers are conducted to help them 

to understand teaching and learning conditions in rural contexts 

 Response Frequencies Percentage 

1 Strongly agree 14 9.5 

2 Agree 68 46.3 

3 Not sure 30 20.4 

4 Disagree 23 15.6 

5 Strongly disagree 12 8.2 

 TOTAL 147 100.0 

 

Almost half (46.3%) of the respondents agreed that induction workshops of novice 

teachers are conducted to help them to understand teaching and learning conditions 

in rural contexts. To add, (20.4%) of respondents were not sure if induction 

workshops of novice teachers help them. About (15.6%) of respondents disagreed 

that induction workshops of novice teachers are conducted to help them to 

understand teaching and learning conditions in rural contexts.  
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Novice teachers have different professional development priorities when compared 

to the experienced teachers. These results are in line with Mohan (2016) who 

observed that rural teachers are more in need of professional development relating 

to student learning and teaching, community partnership, school culture and how to 

manage with minimum teaching resources. Mohan further indicates that professional 

development of teachers should address their specific needs so that the experience 

becomes more meaningful. Aminudin (2012) points out that teachers’ professional 

development experience allows them to keep up with the changes taking place in 

education system and as a result ensures their teaching practice remains relevant to 

their students’ needs. These professional development activities should be planned 

to determine needs of novice, experienced, rural and urban teachers (Mohan et al., 

2017).  

 

Based on research question theme two on critical aspects of professional 

development of teachers are in rural primary schools, taking into account the 

contextual factors for them to promote teaching and learning, one of the principals of 

face-to-face interviews was of the view that most rural schools have poor facilities; 

this has a negative impact on the promotion of teaching and learning. The following 

remark by principal number 1 confirmed this: 

 

“Most rural schools do not have proper facilities so as educators are being trained, 

they must be given self-improvising skills. They must also be taught entrepreneurial 

skills so that they can recruit business people or other educated people to help 

schools develop towards acquiring resources that enhance the facilities, for the 

facilities to be adequate for learning. For example some schools do not have enough 

tables and chairs, and as a result, some learners must sit on the floor, and as a 

teacher I might see nothing wrong because I am not properly developed, but for 

better education things have to change holistically by enriching the environment in 

which we are teaching”. 
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The above principal revealed that most rural schools have poor facilities like tables 

and chairs adequate for learning. Teachers are not developed for entrepreneurial 

skills to recruit business and educated people to help with providing facilities for 

teaching and learning. The induction workshops should capacitate teachers to 

acquire self-improvising and entrepreneurial skills in order to cope with under-

resourced conditions. 

 

4.3.8 Teachers’ skills learnt from professional development workshops are 

applicable to rural primary schools 

 

Table 4.12 presents data on whether teachers’ skills learned from professional 

development workshops are applicable. 

 

Table 4.12 Teachers’ skills learnt from professional development workshops 

are applicable to rural primary schools 

 Response Frequencies Percentage 

1 Strongly agree 21 14.3 

2 Agree 63 42.9 

3 Not sure 24 16.3 

4 Disagree 25 17.0 

5 Strongly disagree 14 9.5 

 TOTAL 147 100.0 

 

The table above shows that (42.9%) of the respondents agreed and (14.3%) strongly 

agreed that teachers’ skills learnt from professional development workshops are 

applicable to rural primary schools. However, (17.0%) disagreed. Only 16.3% of the 

respondents were not sure if teachers’ skills learnt from professional development 

workshops are applicable to rural primary schools.  These results are consistent with 

Craig, Kraft and Plessis (1998) who found that considerable issues should be 

considered when recruiting teachers for rural schools. These include training needs 

for rural schools and recruitment of teachers trained to meet these specific needs. 

Moreover, in recruiting teachers for rural schools, it has been recommended that 
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candidates be recruited from regions where schools are situated with the hope that 

personality history and family connections may entice them to return to teach in their 

home area after certification.  

 

Heeralal (2014) suggests that schools should target candidates with rural 

backgrounds or those who have personal characteristics that predispose them to live 

in rural areas, in order to attract good quality teachers. Students that have a rural 

background should be encouraged to consider returning to their rural home 

communities once they qualify. The presumption is that those individuals have family 

roots in these rural areas and would be willing to return and remain in these rural 

settings. Experienced teacher number 2 explained this: 

 

“Yes. From my experience, when we are at the workshops we are put into groups 

and required to teach our subjects in our own way, which brings to our attention that 

when teaching there are different learners from different backgrounds and we 

therefore cannot apply the same teaching method. I also get to learn other strategies 

from other teachers that I then apply in my classroom. In the last workshop that I 

attended, there was a chapter about multiplication, and the other teachers showed us 

a strategy that would make it easier for the learners to understand, which currently 

works”. 

 

The experienced teacher revealed that teachers are put in groups in workshops. 

Teachers are expected to teach their lessons in different ways as they teach 

different learners using different methods. By that, teachers can learn different 

strategies from each other, which currently work because they can apply those 

strategies learnt from workshops in their classrooms.    

 

Teachers’ skills learnt from professional development appear effective in supporting 

changes in teacher practices and learners’ learning. High-quality professional 

development creates space for teachers to share ideas and collaborate in their 
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learning, often in job-embedded contexts that relate new instructional strategies to 

teachers, learners and classrooms. Implementing effective Professional 

Development requires responsiveness to the needs of teachers and learners and to 

contexts in which teaching and learning will take place. 

 

4.3.9 Teachers are trained to develop teaching skills for coping with situations 

in rural areas 

 

Table 4.13 presents data on teachers in rural areas being trained to develop 

teaching skills to cope. 

 

Table 4.13 Teachers are trained to develop teaching skills for coping with 

situations in rural areas 

 Response Frequencies Percentage 

1 Strongly agree 16 10.9 

2 Agree 57 38.8 

3 Not sure 24 16.3 

4 Disagree 34 23.1 

5 Strongly disagree 16 10.9 

 TOTAL 147 100.0 

 

Results showing that teachers are trained to develop teaching skills of coping with 

situations in rural areas indicate that more than a quarter (38.8%) of the teachers 

interviewed agreed whereas (10.9 %) strongly agreed. About (23.1%) disagreed that 

teachers are trained to develop teaching skills of coping with situations in rural areas. 

Only (16.3%) were not sure about that idea. The results suggested that teachers 

who teach in rural schools should receive specialized training for them to cope with 

conditions prevailing there.  Majongwe (2013) and Mitchell De Lange, Balfour and 

Islam (2011) indicated that unqualified and under-qualified teachers bring negative 

impact in the performance of rural learners.  Collins (1999) further argues that a 

teacher with emotional support and good mentoring can also assist in increasing 

retention rates significantly. Institutions should consider developing teachers and put 
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in place appropriate monitoring strategies to ensure learner success in rural areas. 

Principal number 1 interviewed specified this: 

 

“I think it should be a continuous thing because we do not expect changes to happen 

overnight, so it means regularly teacher development must always be in position. 

And also follow ups, because if it is identified that a certain community has got a 

serious challenge and we work towards improving that aspect, then there must be 

some on-going monitoring.” 

 

The principal confirmed that teachers’ professional development should be 

continuous as it takes time for changes to happen. There must be follow ups so that 

if there is a challenge it must be addressed. Teacher development should be 

continuous followed by on-going monitoring so that they can over-come some 

challenges they come across during teaching and learning in rural environments.  

 

4.3.10 Rural teachers are developed to cope with challenges of professional 

practices in the rural contexts 

 

Table 4.14 presents respondents’ views that rural teachers are developed to cope 

with challenges of professional practices.  

 

 Table 4.14 Development of rural teachers for rural context  

 Response Frequencies Percentage 

1 Strongly agree 21 14.3 

2 Agree 46 31.3 

3 Not sure 33 22.4 

4 Disagree 31 21.1 

5 Strongly disagree 16 10.9 

 TOTAL 147 100.0 
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More than a quarter (31.3%) of teachers in the study revealed that rural teachers are 

developed to cope with challenges of professional practices in rural contexts.  

However, (22.4%) of the respondents were not sure about that idea. About (21.1%) 

disagreed that rural teachers are developed to cope with challenges of professional 

practices in rural contexts. These results are in line with Mukeredzi (2013) who found 

that if teachers’ learning and professional development are to be supported in rural 

schools, particularly in South Africa, then schools’ support should be built into 

structures that continuously and purposefully bring teachers together to enhance 

their professional development as determined by the context. Conditions in rural 

contexts require specialized training and development of teachers to cope with 

situations for them to promote the quality of teaching and learning. These results 

suggest that teachers who teach in rural schools should receive specialized training 

for them to cope with conditions prevailing there. The following remark by novice 

teacher number 1 interviewed confirmed this:  

 

“They must be developed in a different way. In a way that they should understand 

where they come from. Most of the teachers who teach in rural schools come from 

rural areas. The development must be based on the rural lifestyle. Learners may 

come to school without pens, shoes and jerseys, which means as teachers we 

should know what to do and understand that the learner is like your child and you can 

do something to change their situation, try by all means to show the learner love so 

that they can forget about their background”. 

 

Results showed that in some rural areas, economic decline and increased poverty 

accompanied depopulation. To promote learners learning in rural schools, both the 

distinct advantages of rural communities and their possible disadvantages should be 

taken into account when developing teachers in rural primary schools. Some parents 

in rural areas do not show any interest in school activities and progress of their kids. 

The fact that some parents are uneducated makes them less interested in the 

progress of their children because they themselves do not understand the 

implications. Learners from rural primary schools also face challenges due to them 

coming from poverty stricken homes, child abuse and broken families. Therefore, 
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teachers can change learners’ perspective by giving them love so that they can 

forget about their situations to promote teaching and learning. 

 

4.3.11. Teachers develop their coping skills for rural primary learners 

 

Table 4.15 presents data on teachers developing their coping skills to teach rural 

learners. 

 

Table 4.15 Teachers develop their coping skills for rural primary  

 Response Frequencies Percentage 

1 Strongly agree 22 15.0 

2 Agree 72 49.0 

3 Not sure 14 9.5 

4 Disagree 26  17.7 

5 Strongly disagree 13 8.8 

 TOTAL 147 100.0 

 

Nearly half (49.0%) of the respondents agreed that teachers who teach in rural areas 

develop their teaching skills to cope with teaching in rural primary schools. Only 

(17.7%) of respondents disagreed with the idea. About (9.5%) of the respondents 

were not sure if teachers develop their coping skills to teach rural learners. These 

results are in agreement with Kennedy (1998) who said that programs that focus on 

subject matter knowledge and on student learning of particular subject-matter are 

likely to have positive effects on student learning. When teachers meet during these 

workshops, they share experiences. These programmes have the greatest effect on 

students’ basic skills, reasoning and problem-solving performance as a result of 

these collaborations.  

 

Furthermore, Carpenter, Fennema, Franke and Levi (2001) indicate that when 

teachers collaborate, they learn from their mistakes and share successful strategies. 
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Birman, Desimore, Garet, Porter and Yoon (2001) confirm that incorporating active 

learning in professional development increases knowledge and skills and changes 

teachers’ classroom practices. These changes would have a positive effect on 

teaching and learning. On being asked how professional development of teachers in 

rural primary schools affects promotion of teaching and learning, one of the novice 

teachers thought that training institutions are doing their job. Teachers trained from 

these institutions have to further develop themselves. The following remark by 

novice teacher number 2 confirmed this: 

 

“I think the Universities do their job accordingly, but when it comes to me as a 

person, I have to do the Job. Nowadays I think they’ve taught us how to handle 

different circumstances because now we have modules called curriculum which show 

us how to love different learners as an example, there are those learners who are 

slow and those who are fast to learn. I also believe that teaching is a profession 

which is also a calling for each individual, and if I have love for all the learners, it 

becomes easier for me to know how to handle and teach them”. I think it is. Because 

I use all the things that I have been taught in my profession. For example, before I 

started my Job, I went to different schools to observe how a class should be for 

foundation phase teachers, and I prepared materials before I was told were I was 

going to teach”. 

 

Teachers who are able to cope with the special qualities of the job in rural schools 

provide intrinsic professional challenge and interest. Teachers have the skills to get 

their learners to learn, if they have supported and have facilities to enrich their 

classroom teaching. Teachers are trained to develop their coping skills to teach rural 

learners.    

 

4.3.12 Teachers are developed well enough to teach effectively in a rural 

context 

 

Table 4.16 presents data that teachers are developed well to teach in rural contexts. 
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Table 4.16 Teachers are developed well enough to teach effectively in a rural 

context 

 Response Frequencies Percentage 

1 Strongly agree 27 18.4 

2 Agree 43 29.3 

3 Not sure 27 18.4 

4 Disagree 32 21.8 

5 Strongly disagree 18 12.2 

 Total 147 100.0 

 

More than a quarter (29.3%) of respondents agreed that teachers are developed well 

enough to teach effectively in rural contexts. It is very rare these days to find 

unqualified teachers in rural schools, but there are government grant holders who 

have been granted scholarships by the Department of Education to train as teachers. 

Although teachers are recruited and professionally developed in rural schools, it is 

not easy to retain them. These results are consistent with Anderson, Horton and 

Orwick (2004) who suggested that teacher training schools should prepare pre-

service teachers with the knowledge of rural people and their culture, and (21.8%) of 

respondents disagreed with the above idea. Even though they are given four years 

of training, it seems as if they are not trained enough. They seem inexperienced and 

find themselves struggling with learners, not knowing how to handle them in a 

classroom situation. Only (18.4%) of the respondents were not sure if teachers are 

developed well enough to teach effectively to teach in rural context. Experienced 

teacher number 2 interviewed remarked:  

 

“I can see the change now. The way we used to discuss matters has now changed. 

Before we went to the workshop we were complaining that the learners cannot 

understand what we are trying to teach them, but now because of the workshop, we 

no longer complain, we have learnt to encourage and appreciate all the learners 

regardless of their capabilities and level of understanding”. 
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Experienced teachers revealed that there is change after attending workshops. 

Teachers used to complain about learners as they cannot grasp what they are 

teaching. Attending workshops changed their way of thinking and discussing things. 

Professional development of teachers has a positive effect on teacher knowledge. 

Teachers become capable of engaging with learners and can also show leadership 

skills.  Most important indicators of effective teachers are that they know their subject 

matter and transfer knowledge gained in professional development to their 

classrooms. 

 

4.3.13 Teachers have been given sustained high quality training for teaching in 

all environments 

 

Table 4.17 presents data on teachers being given high quality training for teaching. 

 

Table 4.17 Teachers have been given sustained high quality training for 

teaching in all environments 

 Response Frequencies Percentage 

1 Strongly agree 32 21.8 

2 Agree 55 37.4 

3 Not sure 12 8.2 

4 Disagree 32 21.8 

5 Strongly disagree 16 10.9 

 Total 147 100.0 

 

The table above shows that (37.4%) of the respondents agreed. The same 

percentage (21.8%) of respondents strongly agreed and disagreed that teachers 

have been given sustained high quality training for teaching in all environments. The 

importance of continuing professional development for teachers is to improve their 

teaching practice. The results are in agreement with Ingvarson, Meiers and Beavis 

(2005) who illustrated that the role of the trainer is to give feedback tailored to the 

concerns, practices and learning characteristics of each individual teacher and in 

different contexts. Furthermore, Lekome (2006) said that the idea of developing a 
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new appraisal system as a component of Integrated Quality Management System 

(IQMS) is to improve the quality of education in South African Schools. The following 

remark by principal number 2 interviewed confirmed this: 

 

 “I do not think it’s a good idea because we have the so called R&R, which can allocate a 

rural school teacher to an urban school. So if they are being taught differently, they will 

not be able to cope well in other educational environments, so they must be taught both 

in rural and urban development”. 

 

The principal suggested that teachers should not be professionally developed 

differently to cope with conditions in rural areas because a rural teacher can be 

allocated to go and teach in urban areas. If rural and urban teachers are developed 

differently, they will not cope to teach to other environments.  

 

Teachers should not be developed to teach in rural areas only because they can be 

transferred to teach in urban areas. They should be developed to cope to teach in 

any educational environment. Therefore, rural and urban teachers should not be 

differently developed. 

 

Experienced teacher number 1 interviewed added this: 

 

” I don’t think so, I think they should be developed in such a way that they will be able to 

go and teach anywhere as some teachers would want to go to teach in urban areas or 

maybe get promotions or posts in urban areas”. 

 

The experienced teacher suggested that teachers should be developed to teach 

anywhere, whether in urban or rural areas. They should be developed to teach in 

both rural and urban areas because after development, they can get posts or 

promotions to teach in urban area. 
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4.3.14  Teachers find teacher professional development programmes too 

demanding 

 

Table 4.18 presents responses on teacher professional development programmes 

being too demanding. 

 

Table 4.18 Teachers find teacher professional development programmes too 

demanding  

 Response Frequencies Percentage 

1 Strongly agree 30 20.4 

2 Agree 63 42.9 

3 Not sure 21 14.3 

4 Disagree 29 19.7 

5 Strongly disagree 4 2.7 

 Total 147 100.0 

 

Most respondents (42.9%) agreed whereas (20.4%) of respondents strongly agreed 

that teachers find teacher professional development programmes too demanding. 

About (19.7%) of the respondents disagreed that teachers find teacher professional 

development programmes too demanding. Only (14.3%) of respondents were not 

sure of the above idea. The results are in agreement with Kolobe (2017) who said 

that some teachers perceived developmental appraisal as non-developmental and 

biased. Kolobe adds that money rewards is a source of conflict and that senior staff 

detests being evaluated by junior staff. Evaluators should strive to add new ideas 

about how the developmental appraisal can empower teachers. Principal number 2 

interviewed remarked: 

 

” It should happen when they are being trained and while they are at their place of 

work and it must be done on a quarterly basis according to how the school’s time is 

demarcated, and it must also be done at the end of the term, therefore at the 

beginning and end of the term. Thus in my opinion those developments should be 

done twice per quarter”. 
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The principal suggested that training of teachers should be done when they are still 

in training and when they are at their workplace. Development should be conducted 

quarterly, at the beginning and end of the term. Training of teachers should be 

conducted when teachers are at their workplaces at the beginning and end of the 

term. 

 

Experienced teacher number 2 interviewed added: 

 

“Those who are already in practice should undergo training and those who are in 

state colleges can be trained in college. But the only thing that would be best is not to 

have the training sessions during school days as these interrupts the teaching and 

learning process. The best time to have these training sessions is during the school 

holidays”. 

 

The experienced teacher suggested that teachers who are at their work should 

receive their training, and those who are still in college should undergo training. The 

training of teachers who are at work should be conducted during school holidays to 

avoid disruption of classes. Teachers’ professional development should be a 

continuous process for it to succeed, thus contributing to the general improvement of 

education. 

 

 4.3.15 Teachers find professional development effective in improving learner 

literacy 

 

Table 4.19 presents professional development being effective in improving learner 

literacy. 
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Table 4.19 Teachers find professional development effective in improving 

learner literacy 

 Response Frequencies Percentage 

1 Strongly agree 28 19.0 

2 Agree 75 51.0 

3 Not sure 21 14.3 

4 Disagree 18 12.2 

5 Strongly disagree 5 3.4 

 Total 147 100.0 

 

The results show that (51.0%) of the respondents agreed and (19.0%) strongly 

agreed that teachers find professional development effective in improving learner 

literacy. Moreover, (14.3%) of the respondents were not sure about the idea. About 

(12.2%) disagreed and (3.4%) strongly disagreed that teachers find professional 

development effective in improving learner literacy. These results are in line with 

Leask (2014) who confirmed that teachers’ low level of English proficiency combined 

with a lack of resources made it difficult for them to meet the learning challenges 

faced by rural learners. 

 

Makhubele (2015) reports that the Department of Education in 2010 revealed that 

many learners in the primary schools are not able to read and write. The problem is 

that learners are not exposed to English outside the classroom; therefore, their 

English proficiency is not adequate for the purposes of formal learning and as a 

result, they do not perform well (Makhubele, 2015). 

 

Makhubele concludes that although the majority of teachers were trained to 

implement Curriculum Assessment Policy Statement (CAPS), the training was too 

short to equip the teachers to implement CAPS smoothly on reading and writing 

skills for intermediate phase teachers.  

The following remark by experienced teacher number 1 interviewed confirmed this: 



84 
 

 

‘‘The other aspect that should be considered is the language that should be used 

when they get back to their schools because most rural schools use English as a 

medium of instruction however when the learners go to their homes they use their 

vernacular language, so I think it should be considered that the teacher should be 

taught how to encourage learners to use the second language in learning”. 

 

The experienced teacher suggested that teachers should be professionally 

developed to use English as a medium of instruction. Teachers should be trained to 

encourage learners to use English even outside the classroom for the promotion of 

teaching and learning, and this will improve learners’ literacy. 

 

The results describe teachers’ work in terms of English as a medium of instruction as 

challenging but they remain active and flexible. The teacher aims to face up to and 

cope with all the challenges. Teachers must be prepared to handle unanticipated 

situations, to adapt current knowledge to deal with new problems, to learn radically 

new things and deal constructively with change. Those are qualities of teachers who 

value all kinds of rural school contexts. 

 

4.3.16 Highly qualified teachers are easily retained in rural contexts after being 

professionally developed 

 

Table 4.20 presents data on highly qualified teachers being retained in rural 

contexts.   

The majority (32.7%) of respondents were not sure if highly qualified teachers are 

easily retained in rural contexts after being professionally developed. To add, 

(28.6%) agreed that highly qualified teachers are easily retained in rural contexts 

after being professionally developed. About (22.4%) of respondents disagreed with 

the above idea. 
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Table 4.20 Highly qualified teachers are easily retained in rural contexts after 

being professionally developed  

 Response Frequencies Percentage 

1 Strongly agree 15 10.2 

2 Agree 42 28.6 

3 Not sure 48 32.7 

4 Disagree 33 22.4 

5 Strongly disagree 9 6.1 

 Total 147 100.0 

 

These results are consistent with Heeralal (2014) who suggested that schools should 

target candidates with rural backgrounds or those who have personal characteristics 

that predisposes them to live in rural areas in order to attract good quality teachers. 

Students that have a rural background should, therefore, be encouraged to consider 

returning to their rural home communities once they qualify. The presumption is that 

those individuals have family roots in these rural areas and would be willing to return 

and remain in these rural settings. The following remark by experienced teacher 

number 4 interviewed confirmed this: 

 

“Before developing the teacher we need to look at the training sessions where 

teachers are being trained. There are no specific trainings for teachers who will teach 

in rural areas or those who will teach in urban areas. They need to train all teachers 

in the learning institutions equally, and then they need to implement trainings in rural 

areas and develop teachers on how to teach in rural areas. I say these because we 

do not know how long a rural school teacher will be stationed there. So if the 

government would have to train teachers on how to teach in rural areas it could result 

in a waste of money because teachers may not be based there for the rest of their 

lives. So I think these developments should not be done while we are already 

employed, they should be done while aspiring teachers are still in the training 

schools”. 
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Teacher training institutions should prepare teachers on pre-service training with the 

knowledge of rural areas in order to prepare teachers for rural area so that they can 

be easily retained. There is no education for rural or urban teachers. Therefore, their 

college training curriculum should prepare them for the conditions and needs of the 

schools because some teachers leave teaching for better paying posts. This training 

should improve the quality of the teachers to make them effective in urban or rural 

areas.   

 

4.3.17 Teachers are continuously trained to enable them to handle multi-grade 

classes common in rural areas 

 

Table 4.21 presents data on teachers being continuously trained to handle multi-

grade classes. 

 

Table 4.21 Teachers are continuously trained to enable them to handle multi-

grade classes common in rural areas 

 Response Frequencies Percentage 

1 Strongly agree 21 14.3 

2 Agree 41 27.9 

3 Not sure 25 17.0 

4 Disagree 42 28.6 

5 Strongly disagree 18 12.2 

 Total 147 100.0 

 

A large number of respondents (28.6%) disagreed that teachers are continuously 

trained to enable them to handle multi-grade classes common in rural areas. 

However, (27.9%) of respondents agree that teachers are continuously trained to 

enable them to handle multi-grade classes common in rural areas. Only (17.0%) of 

respondents were not sure about the idea. The results suggest that teacher training 

institutions should equip teachers to teach in multi-grade classrooms.  These results 

are in line with Hlalele (2011) who indicated that teachers’ exposure to suitable 

teaching strategies is limited as teachers are not trained on multi-grade teaching and 
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that no support is offered to these teachers. Hlalele indicates that many rural 

communities struggle to find and keep effective teachers. Hlalele further indicates 

that rural communities have a higher number of less-qualified teachers as they lose 

their most experienced employees because they move to urban areas or to higher 

paying posts. Novice teacher number 2 interviewed remarked: 

 

 “Lack of classrooms. Right now in my experience, we make use of one class for two 

grades. Foundation phase learners have to concentrate, but how can they do so 

when the other teacher is teaching on the other side. And the curriculums and lesson 

plans require our classrooms to be print rich, but how can that be so when I as a 

teacher do not have space. At our school, learners are also expected to clean after 

school, and according to the law, we should not leave children at school after school 

hours”. 

 

Lack of classrooms is the main cause of multi-grade teaching. One grade is used to 

accommodate two grades, and it is difficult for learners to concentrate when there 

are two teachers teaching different grades and aspects in the same classroom. It is 

also difficult for these classrooms to be print rich as it is expected from foundation 

phase classrooms. A print rich environment is one in which children interact with 

many forms of print like wall stories, word displays, charts and other printed 

materials to enrich their learning. 

 

4.3.18 Teachers are professionally developed to help them to increase their 

knowledge regarding instructional practices in a rural context 

 

Table 4.22 presents data on teachers being professionally developed to increase 

knowledge of instructional practices. 
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Table 4.22 Teachers are professionally developed to help them to increase 

their knowledge regarding instructional practices in a rural context 

 Response Frequencies Percentage 

1 Strongly agree 15 10.2 

2 Agree 68 46.3 

3 Not sure 28 19.0 

4 Disagree 26 17.7 

5 Strongly disagree 10 6.8 

 Total 147 100.0 

 

The above table shows that (46.3%) of the respondents agreed that teachers are 

professionally developed to help them to increase their knowledge regarding 

instructional practices in rural context. To add, (19.0%) respondents were not sure 

that teachers are professionally developed to help them to increase their knowledge 

regarding instructional practices in a rural context. Only (17.7%) respondents 

disagreed with the above idea. These results are in line with Mohan et al. (2017) who 

indicated that professional development while imposed well, improves student 

learning and makes effective teaching to be practical, thus giving new knowledge 

where there is be needs-based and encourages participation through sharing ideas. 

Harris et al. (2011) state that teachers develop better content knowledge and 

become more confident in their practice through participation in professional 

development programmes. Smith and Gillespie (2007) state that the productivity of 

teachers comes from pre-service training and continuous professional development. 

Experienced   teacher number 1 remarked in the following way during interviews: 

 

 “Some teachers have been trained from 20 to 30 years ago and the education 

system is changing. They are now teaching methodology that teachers acquire when 

they go for development and they become better teachers. They give teachers new 

ideas and new ways of learning”. 

 

Professional development gives teachers an opportunity to explore new strategies of 

teaching and learning because education is changing. Training helps to improve 
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teachers’ teaching skills. Teachers become better teachers after acquiring new 

teaching methodologies from professional development programmes. 

 

4.3.19 Teachers are professionally developed to use technology in their 

classrooms in coping with rural challenges 

 

Table 4.23 presents data that teachers are professionally trained to use technology 

in their classrooms. 

 

Table 4.23 Teachers are professionally developed to use technology in their 

classrooms in coping with rural challenges 

 Response Frequencies Percentage 

1 Strongly agree 17 11.6 

2 Agree 50 34.0 

3 Not sure 16 10.9 

4 Disagree 41 27.9 

5 Strongly disagree 23 15.6 

 Total 147 100.0 

 

The results of the above table show that (34.0%) of the respondents agree that 

teachers are professionally developed to use technology in their classrooms in 

coping with rural challenges. The issue of teachers’ professional development has 

become necessary because of the introduction of the use of computers in teaching 

and learning processes in Science classrooms (Ogunkola & Olatoye, 2008). 

Kadijevick (2002) suggests that teachers should develop the knowledge and skills in 

learning technologies to be able to use the tools, resources, processes, systems and 

to be able to retrieve, assess and evaluate information from various media.  To add, 

(27.9%) disagreed and (15.6%) strongly disagreed with the idea that teachers are 

professionally developed to use technology in their classrooms in coping with rural 

challenges.  
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These results are in agreement with Ikram (2017) who indicated that teachers in 

rural areas of Pakistan are trained to use learning media in their nursery classrooms. 

Ikram also points out those teachers’ frustration and motivation towards learning 

technology in those areas. There is a contradiction between the results of the above 

table with the respondents of the qualitative research. Experienced teacher number 

4 interviewed suggested this:  

 

 “The government should bring equipment’s, for instance technological equipment’s 

like computers and overhead projectors. They should not differentiate between the 

urban and rural schools because what is essential is giving education to the 

learners”. 

 

Teachers who are professionally developed to use technology in their classrooms 

feel better prepared compared to their colleagues who do not have such training. 

 

 Novice teacher number 1 confirmed this: 

 

“It is important for teachers in rural primary schools to promote teaching and learning 

because in rural areas there are a lot of challenges that teachers experience but if 

rural teachers attend workshops, they can promote teaching and learning. Some 

rural teachers cannot use laptops or computers and not having those skills can 

hinder positive teaching. Sometimes it is also hard for those teachers to photocopy a 

question paper because they cannot use the photocopy machine”. 

 

Teachers in rural schools should be developed to use technological equipment in 

their classrooms like those in urban schools. Teachers in rural areas show frustration 

to use technological equipment like laptops, overhead projectors and photocopy 

machines. Teachers’ development in technology provides them with different 

teaching techniques.    
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4.3.20 Teachers in rural primary schools are involved in the conception of their 

own professional development initiatives 

 

Table 4.24 presents data on teachers being involved in the conception of their own 

professional development. 

 

Table 4.24 Teachers in rural primary schools are involved in the conception of 

their own professional development initiatives 

 Response Frequencies Percentage 

1 Strongly agree 14 9.5 

2 Agree 48 32.7 

3 Not sure 42 28.6 

4 Disagree 30 20.4 

5 Strongly disagree 13 8.8 

 Total 147 100.0 

 

The majority (32.7%) of respondents agreed that teachers in rural primary schools 

are involved in the conception of their own professional development initiatives. 

About (28.6%) were not sure about the idea. Only (20.4%) respondents disagreed 

that teachers in rural primary schools are involved in the misconception of their own 

professional development initiatives. These results are in line with Ravhuhali, 

Kutame, Mutshaeni and Maluleke (2014) who said that teachers feel good and 

motivated and their mental health is promoted when they are involved in the 

conception and implementation of their own professional development initiatives. 

They also add that being supported by the school management and seeing 

professional development linked to additional financial rewards and salary 

progression motivate teachers.  In addition, Andrew (2004) points out that reward 

system and recognition affect teacher motivation as the pay given to teachers is not 

worth the services they render. Principal number 1 interviewed suggested this: 

 

”Yes. Most of the rural schools are not that much monitored by for example the 

management from the Department and the school governance, which then leads to 
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educators to work as per their skills and abilities. But if they can be developed or 

appreciated in any other way, it can be something that can uplift the interest of 

educators in the rural development. In urban areas, governing bodies will always be 

at the school, and monitoring their schools governance issues. Management will be 

looking after their provisional issues so that their schools match the required levels or 

standards of education as there is competition in urban schools rather than rural 

schools. That level of professionalism needs to be cultivated within the rural 

teachers”. 

 

The principal revealed that most rural schools are not monitored enough, and this 

compels the teachers to work on their own without any guidance from the 

management. Rural teachers need something that can motivate them so that, like in 

urban areas, their schools match the required level of education. Teachers need 

some kind of motivation from the department and school management to learn and 

improve teaching. Teachers’ professional development can motivate teachers to 

improve their teaching skills. If teachers are not monitored they may not be able to 

reveal their teaching challenges and cannot improve their teaching quality. Unlike in 

rural schools, in urban areas governing bodies monitor their schools to give them 

support in order to promote teaching and learning. Teachers in rural schools need 

this kind of motivation in order to improve their teaching and   learning skills.  

 

4.3.21 Staff development programmes 

 

 Table 4.25 presents staff development programmes included in the year plan of 

school. 

 

Table 4.25 Staff development programmes 

 Response Frequencies Percentage 

1 Yes 106 72.1 

2 No 41 27.9 

 Total 147 100.0 
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The high percentage of respondents (72.1%) showed that staff development 

programmes are included in the year plan of their schools. About (27.9%) of 

respondents do not support the above statement. They do not see themselves 

improving their job performance skills. These results suggest that staff development 

programmes should be included in the year plan of the schools so that teachers can 

learn to be more effective and efficient. These results are in line with the Association 

for Supervision and Curriculum Development (2003) which indicated that 

professional development should be continuous and include follow-up and support 

for further learning. Letsatsi (2010) states that the key purpose of teacher 

professional development is about empowering teachers to enhance their efficiency 

in their teaching while developing them in their professional career cycle as a whole. 

Shabani (2016) adds that novice teachers could experience professional 

development through mentoring and peer coaching. Shabani suggests that school 

principals and education authorities should design specific professional development 

programme in such a way that novice teachers are given opportunities to benefit 

from one another’s contributions, knowledge and experiences. Novice teacher 

number 2 remarked in the following way during interview: 

 

 “Each and every term. Because I think it will work for us as a wakeup call. As a 

teacher I need to know what to do. They should not only develop us, but they should 

check on us, as to how we are progressing and what we are still lacking”. 

 

The novice teacher revealed that teachers’ professional development should be 

conducted every term. After teachers’ development programme, there should be 

follow-ups to check how the teachers are applying what they have learnt from 

professional development workshops. Teachers’ development should be continuous 

and done every term so that they can have skills to deliver lessons with effectiveness 

and confidence. There should be follow-ups and on-going monitoring after each 

development programme. 
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4.3.22 School development team  

 

Table 4.26 presents school development team at schools. 

 

Table 4.26 School development team 

 Response Frequencies Percentage 

1 Yes 119 81.0 

2 No 28 19.0 

 Total 147 100.0 

 

The majority of the respondents (81.0%) confirmed that they have a school 

development team at their schools. However, (19.0%) of the respondents revealed 

that they do not have development team at their schools. If teachers have no 

development teams at their schools, it will be impossible to identify skills gaps. 

Therefore, there should be a development team at the schools so that teachers can 

be evaluated and receive feedback to improve their teaching strategies. These 

results are consistent with Ogbonnaya, Louks- Horsley Hewson, Love and Stiles 

(2007, 1998) who said that teachers need extensive learning opportunities in order to 

meet the current education challenges. They added that practicing teachers can 

receive professional development through their interaction with other teachers; they 

can be taught by other teachers during meetings of professional associations and 

through numerous workshops and presentations. Experienced teacher number 2 

confirmed this: 

 

 “What I gained from the workshops and in-service training is that when you are 

following the activity or activities of the day, you have to follow through every step 

and not skip some activities because you do not understand them. Rather go to your 

colleague and ask for assistance”. 

 

The experienced teacher suggested that teachers must follow every activity they 

learnt from workshops and in-service training. If they do not understand some of the 
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activities, they should ask their colleagues for assistance. Teachers should employ a 

variety of teaching methods learnt from the workshops. If they forgot how to teach a 

certain concept, they should not skip that concept; they should seek assistance from 

their colleagues who are more knowledgeable about that concept. Teachers should 

work together as a team. 

 

4.3.23 Management encourage professional development of teachers   

 

Table 4.27 presents data on management encouraging professional development of 

teachers at school. 

 

Table 4.27 Management encourage professional development of teachers 

 Response Frequencies Percentage 

1 Yes 124 84.4 

2 No 23 15.6 

 Total 147 100.0 

 

The high percentage of (84.4%) revealed that management encourages professional 

development of teachers at their schools. Only (15.6%) of the respondents do not 

agree with the above idea. The results suggest that management should be 

empowered to manage professional development of teachers at schools. These 

results are in line with Botha (2015) who indicated that collaboration provides 

opportunity to create professional learning community that shares and learns 

together and further indicated that lack of professional development for school 

leaders and teachers can be a hindrance to the improvement of learner 

performance.  Experienced teacher number 4 revealed this: 

 

“My colleagues are changing and what leads us to change is that our institution is 

competent. When in class you need to know that you are competing with your 

colleagues. Each and every term we have a staff meeting with rankings showing 

which teachers showed the best teaching abilities. This encourages us to have 
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energy and to have the interest to work hard in order to get good results at the end of 

the term and at the end of the year”. 

 

The experienced teacher revealed that teachers who attend workshops show better 

teaching ability when they return back to their schools. Teachers strive to show the 

best teaching ability when their institution is competent. Management encourages 

teachers to compete against each other by ranking them according to their teaching 

abilities. After each teacher development workshop, teachers change their teaching 

strategies knowing that they are competing with their colleagues. Management 

encourages professional development of teachers by ranking teachers who showed 

the best teaching abilities by producing good results. 

 

4.3.24 Attendance of staff development workshops according to needs 

 

Table 4.28 presents data on attendance of staff development workshops according 

to the needs.  

 

Table 4.28 Attendance of staff development workshops according to needs 

 Response Frequencies Percentage 

1 Yes 102 69.4 

2 No 45 30.6 

 Total 147 100.0 

 

There is a clear indication from Table 4.28 by the respondents with the great 

percentage of (69.4%) that teachers attend staff developmental workshops 

according to their needs. However, (30.6%) of the respondents do not support that 

idea. They feel that there is no one who is an expert on their needs. The results 

suggest that teachers who are more knowledgeable about what is going on in the 

classroom should conduct training for teachers.  These results are in agreement with 

Aminudin (2012) who confirmed that teacher professional development experience 

allows teachers to keep up with the changes taking place in the education system; 
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as a result, it ensures that their teaching practice remains relevant to their students’ 

needs.  Novice teacher number 1 indicated: 

 

 “Yes, because when attending workshops, the facilitators are experienced and they 

tell us what to do and what is expected in this profession. Sometimes those that do 

not attend these workshops do not enjoy the profession and conclude that this 

profession is boring, however when you attend the workshops, you do better, you 

improve as an individual and you can gain a lot of teaching abilities when 

implementing your teaching and learning skills”. 

 

The novice teacher revealed that teacher development workshops are conducted by 

experienced facilitators and they teach them what is expected from them to promote 

teaching and learning. Teachers who do not attend workshops do not enjoy 

teaching. Teachers who attend workshops do better in the profession; they improve 

teaching abilities and gain teaching and learning skills. 

 

Experienced teacher number 3 also confirmed this: 

 

 “According to my own experience, they have better skills than those who have not 

been developed because the developed teachers have more understanding of what 

is happening in the rural areas than those who have not been developed”. 

 

The experienced teacher confirmed that teachers who attend professional 

development workshops have better teaching skills than those who have not been 

developed. Developed teachers have the knowledge of rural environments than 

those who have not been developed.   

 

One of the novice teachers and the experienced teacher revealed the same results 

that teachers who undergo professional development have better teaching skills than 
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those who have not been developed. They gain strategies like: well-planned lessons 

and lessons delivery, new knowledge about a particular subject that they are 

teaching and knowledge of curriculum. 

 

4.3.25 Teachers developed to handle inclusive classes  

 

Table 4.29 presents data on being developed to handle inclusive classes. 

 

Table 4.29 teachers developed to handle inclusive classes 

 Response Frequencies Percentage 

1 Yes 84 57.1 

2 No 63 42.9 

 Total 147 100.0 

 

As reflected in Table 4.29, about (57.1%) of respondents believed that they are 

being developed to handle inclusive classes in their schools. About (42.9%) 

respondents do not support the above idea. This shows that teachers are not 

exposed to inclusive classes through workshops where they will be taught the 

strategies of handling inclusive classes. The results suggest that inclusive education 

should be included in teachers’ training curriculum.  These results are not consistent 

with Mutshaeni, Denhere and Mudhovozi (2010) who confirm that in the apartheid 

era, South African people with disabilities endured a history of rejection and 

segregation in the disability society and in education. Engelbrecht (2006) shows 

negative attitudes of teachers as main barriers to inclusive education. Whitting and 

Young (1995) add that teachers perceive inclusion of learners with disabilities into 

mainstream settings as difficult and stressful. 

 

Moon, Todd, Morton & Ivey (2012) conclude that disabled learners may not be 

comfortable in the mainstream due to the system that is not supportive and that 

rejects learners with disabilities. In conclusion, Mutshaeni et al. (2010) further 
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recommended that the teachers need continuous training to enable them to handle 

inclusive classes to promote teaching and learning.  Novice teacher number 1 

suggested the following: 

 

”How to include learners with disabilities because sometimes teachers do not 

understand the concept of inclusion where as a teacher you are not allowed to 

discriminate learners with disabilities like visual impairment, or crippled learners. Not 

including such learners can hinder the progression of those learners” 

 

The novice teacher confirmed that teachers are not developed to teach learners with 

disabilities in their classrooms like those with visual impairment and are crippled. 

Teachers do not understand the concept of inclusive education, and this can lead to 

discrimination of those learners. Teachers should be developed to have strategies of 

handling learners with different disabilities in their classrooms so that they should not 

discriminate against them. This can result in effective teaching and learning. 

 

4.3.26 Peer teachers observe lessons  

 

Table 4.30 presents peer teachers observe lessons. 

 

Table 4.30 Peer teachers observe lessons 

 Response Frequencies Percentage 

1 Yes 99 67.3 

2 No 48 32.7 

 Total 147 100.0 

 

The above table clearly illustrates that (67.3%) of respondents confirmed that peer 

teachers observe their lessons at their schools. On the other hand, (32.7%) did not 

agree that peer teachers observe their lessons at their schools. This means that 

there are teachers who do not see the benefit of being evaluated by other teachers 
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as they feel that it is not a true reflection of what is going on in the classrooms. The 

results suggest that experienced teachers should observe the lessons of the new 

teachers so that they can benefit from the experienced ones.  

 

The results of the majority are in agreement with the following literature which says 

that when preparing teachers, they need practical experience to work with learners 

under the guidance of expert teacher (Darling-Hammond & Bransford, 2005). 

Darling-Hammond and Bransford further add that pre-service teachers also need 

strong mentor teachers so that they can observe best practice of classroom 

management techniques. Experienced Teacher number 1 interviewed confirmed: 

 

 “I agree, because if you don’t have experience of what is happening in the rural 

areas, you might come up with something that you are not well conversant with. If 

you acquire knowledge from books, you may find that the conditions in those areas is 

not the same as there are changes and rural areas are also starting to become semi-

urban areas because of the development in our country. So I think those who have 

got experience can help new teachers and it can make teaching and learning better”. 

 

The experienced teacher suggested that teachers should be developed by those 

who have the experience of rural environments to promote teaching and learning 

and not by a person who can read the conditions of rural areas from books because 

rural areas are becoming semi-urban areas. Teachers should be evaluated by a 

person with experience of rural areas, and it must be conducted by a person who is 

an expert in that field to promote teaching and learning. 

 

4.3.27 teachers developed to cope with conditions  

 

Table 4.31 presents data on being developed to cope with conditions where 

resources are lacking. 
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Table 4.31 teachers developed to cope with conditions 

 Response Frequencies Percentage 

1 Yes 101 68.7 

2 No 46 31.3 

 Total 147 100.0 

 

As reflected in Table 4.31 above, (68.7%) respondents believed that they are 

developed to cope with conditions where resources for teaching and learning are 

lacking. Only (31.3%) of respondents did not believe in the above idea. They felt that 

it was hard to teach what they planned because of the scarcity of these resources. 

The results suggest that teachers should be adequately developed to cope with 

scarcity of teaching and learning resources, which is a common experience in rural 

environments.  

 

These results are in agreement with Blease and Condy (2014, 2015) who said that 

schools are arranged in terms of quintiles; the poorest 20% of schools are in 

Quintiles 1, 2, 3 and located in rural areas and townships. The study puts focus on 

the different teaching strategies that the teachers use in order to overcome realities 

of teaching in an under-resourced environment. This includes different aspects that 

affect the teaching and learning process, both directly and indirectly. The allocation 

and distribution of resources by the Department of Education might be one of the 

factors that cause poor learner performance. Literature is silent on how under-

resourcing of schools impact on the professional development of teachers, thus 

affecting learner performance. What is remarkably common in most South African 

rural schools is that they lack instructional resources, basic services and facilities to 

implement the curriculum design, unlike in urban schools (Hassan, 2015).  Novice 

teacher number 1 specified this: 

 

 “Yes. Because in rural areas we have different conditions like schools without water 

or fences. This can be disturbing to the learning process because when there is no 

water learners fail to concentrate and participate, but if teachers know what to do 

when there is no water or that teacher can cope with the conditions in rural areas, we 

can conclude that that teacher has been professionally developed”. 
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The novice teacher revealed that most schools in rural areas do not have water and 

fences. Therefore, teachers should be professionally developed to cope with such 

conditions; they must know what should be done because learners cannot 

concentrate and participate when they are thirsty, and this can hamper the promotion 

of teaching and learning.   

 

  Experienced teacher number 2 specified this: 

 

 “I think teachers should be developed because in rural schools there are limited 

resources and when there are limited resources  they might be expected to teach 

without some teaching aids, for example an overhead projector. You might find that 

the school does have an overhead projector but in the area there is no electricity. 

There are also no bookshops or libraries where learners can go to, to improve their 

reading”. 

 

The experienced teacher confirmed that teachers should be professionally 

developed to work in conditions where there are limited resources like teaching aids, 

overhead projector, electricity, bookshops and libraries. Lack of resources can 

disturb the promotion of teaching and learning. Teachers in rural schools need to be 

professionally developed to work in under-resourced environment. Schools lack 

basic resources like water, tables and chairs, library, bookshops, overhead projector 

and electricity. Inability to cope with the scarcity of teaching and learning resources 

is frustrating, like when learners sit on the floor. Teachers should be trained on self-

improvising skills and entrepreneurial skills so that they can cope with under-

resourced conditions.  

 

4.3.28 Professional development activities aligned to conditions  

 

Table 4.32 presents data on professional development activities aligned to 

conditions. 
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Table 4.32 Professional development activities aligned to conditions 

 Response Frequencies Percentage 

1 Yes 97 66.0 

2 No 50 34.0 

 Total 147 100.0 

 

A high percentage of (66.0%) respondents showed that professional development 

activities are aligned to conditions in the area where they are teaching. Only (34.0%) 

did not support the above idea. This shows that some teachers feel that teachers’ 

professional development activities do not make them effective to promote teaching 

and learning as they are not aligned with the conditions of their environment. The 

results suggest that training of teachers should be conducted by people who have 

rural experience so that teachers’ professional development activities should be 

aligned to the conditions of the area where they are teaching.    

 

These results are in line with Vermunt and Endedijk (2011) who discovered that 

teachers’ learning processes within the context of continuing professional 

development may vary considerably. Therefore, it must be taken into consideration 

that teachers learn differently and have different learning needs when conducting a 

continuing professional development programme. Teachers in rural areas have 

different needs compared to those in urban areas and would therefore have different 

training needs.  Based on research question theme three on how primary school 

teachers are developed, teachers in rural areas will have different needs as 

compared to those in urban areas and would therefore have different training 

developed to cope with teaching and learning realities in rural contexts. Experienced 

Teacher number 2 in face-to-face interviews confirmed this: 

  

“Yes, because experience is the best teacher. Those facilitators who have the 

experience of a rural background know the depth of the conditions and therefore how 

to deal with the challenges, as well as how to fix those challenges, whereas a 

facilitator from urban areas would not have the same understanding”. 

 

The experienced teacher revealed that facilitators from urban areas cannot develop 

rural teachers because they cannot understand the conditions of the rural context. 
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Therefore, teachers should be developed by facilitators who have the knowledge and 

experienced of rural contexts. Such facilitators know the challenges prevailing in 

rural contexts and their solutions. 

 

 Additionally, principal number 1 during interviewed added this; 

 

 “Yes. It is of no use to take someone who has not been exposed to the rural realities 

to come and workshop teachers from rural areas at a hotel. If a person wants to 

develop rural teachers, they should at least come to the rural areas and observe 

what is identified as challenges so that when we tackle those challenges, one must 

really know the reality of the challenges. So I think people who have the idea and 

knowledge of rural realities must work in collaboration with teachers working within 

the rural communities. That is how they can build a common understanding and a 

better way for development”. 

 

The principal added that teachers in rural areas should be developed by people who 

have knowledge of rural realities. If facilitators from urban areas need to workshop 

rural teachers, they must not stay at the hotel but should have first-hand experience 

and come to rural areas to learn about the challenges of rural areas and how to 

solve those challenges. 

 

 In conclusion, principal number 2 added: 

 

 “That is correct, because it is not easy for someone who has never been exposed to 

rural realities to train someone in that condition, but someone with a rural background 

will be able to conduct the training successfully as he will have the knowledge of rural 

realities. If the facilitator does not know about rural realities, he/she will not be able to 

develop the teachers successfully”. 

 

The above principal confirmed that training of teachers should be conducted by a 

person who has a rural background because that person will have knowledge of rural 

realities and can develop rural teachers successfully. Professional development 

activities should align to conditions where development of teachers should be 
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conducted by facilitators who have the experience of the rural background. Such 

facilitators know the rural conditions and challenges and how to capacitate teachers 

to handle those challenges because they have first-hand experience and not reading 

from the books. 

 

4.3.29 The implementation of (IQMS) at school  

 

Table 4.33 presents data on the implementation of (IQMS) at school. 

 

Table 4.33 The implementation of (IQMS) at school  

 Response Frequencies Percentage 

1 Yes 98 66.7 

2 No 49 33.3 

 Total 147 100.0 

 

Table 4.33 reflects the high percentage of (66.7%) respondents confirming that the 

implementation of (IQMS) in their schools takes into consideration the rural context 

of their schools. Only (33.3%) of the respondents did not support that statement. 

These respondents feel that IQMS in their schools does not take into consideration 

their rural contexts because some criteria used to evaluate teachers are not on a list 

of activities which is not fair. The results suggest that the implementation of (IQMS) 

should take into consideration the rural context of the schools in order to boost 

teachers’ morale due to their poor working conditions and remuneration packages.      

These results are in agreement with Lekome (2006) who said that the idea of 

developing a new appraisal system as a component of Integrated Quality 

Management System (IQMS) is to improve the quality of education in South African 

Schools. Lekome further indicated that this idea was developed to address the 

competency and incompetency of teachers. The purpose of Developmental 

Appraisal System (DAS) is to evaluate the strength and weakness of individual 

teachers and to draw up developmental programmes (Rambuda, 2006). Teachers 

from different contexts would need to be evaluated and trained based on their needs. 
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Some researchers (Hammonds, 2002; Gallie, 2006) confirm that it is imperative that 

teachers conceptualise developmental appraisal as a tool for self-empowerment, 

advancement, accountability and improvement of staff performance. Some teachers 

perceived developmental appraisal as non-developmental and biased (Kolobe, 

2017).  

 

Kolobe (2010) adds that money rewards is a source of conflict and that senior staff 

detest being evaluated by junior staff. Therefore, evaluators should strive to add new 

ideas about how the developmental appraisal can be done to empower teachers.  

Experienced teacher number 4 interviewed confirmed this: 

 

“Some, depending on their willingness. Some people come into the teaching 

profession due to poor backgrounds only to find that even after attending workshops 

their teaching abilities are still the same, so to them attending the workshop is just 

part of the teaching service and they do not learn anything”. 

 

The above experienced teacher revealed that some teachers who attend workshops 

show teaching abilities that can promote teaching and learning whereas some do not 

show those teaching abilities. There are some teachers who came to the teaching 

profession because of poverty. Those teachers have a negative attitude about 

workshops and cannot improve their teaching strategies even when they attend 

workshops.  

 

The results revealed that there are some teachers who did not choose the teaching 

profession as their first priority but were compelled by their poverty. Even when 

those teachers attend workshops, they cannot change their teaching strategies to 

show teaching abilities that can promote teaching and learning. Those teachers are 

not willing to be developed and cannot become effective at all. 
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4.3.30 Teachers developed to cope with teaching multi-grade classes 

 

Table 4.34 presents data on being developed to cope with teaching multi-grade 

classes. 

 

Table 4.34 Teachers developed to cope with multi-grade classes 

 Response Frequencies Percentage 

1 Yes 54 36.7 

2 No 93 63.3 

 Total 147 100.0 

 

Table 4.34 shows that the majority of the respondents (63.3%) revealed that they 

were not developed to cope with teaching multi-grade classes. About (36.7%) 

agreed that they were developed to cope with teaching multi-grade classes. Multi-

grade teachers who are mostly found in rural and farm school environments need to 

plan and prepare for more than one grade per lesson, face special challenges. 

These results are in line with Beuks (2006) who notes the absence of clear guidance 

for the combination of grades; inconsistent learner attendance; lack of classroom 

management skills; mother tongue influences; grouping; and time management as 

some of the difficulties faced by rural multi-grade teachers in Namibia.  

 

Hlalele (2011) indicates that teachers’ exposure to suitable teaching strategies is 

limited as teachers are not trained on multi-grade teaching and that no support is 

offered to these teachers. Due to the multi-grade system, quality teaching and 

learning may not be possible because the department is reluctant to fill vacant posts.  

 

4.4  SUMMARY 

 

In this chapter, I presented and interpreted data for the first quantitative stage, 

followed by the contextual analysis of the second qualitative study. From both 
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stages, it becomes evident that teachers find teacher professional development 

programmes too demanding. Taking teachers out of school to attend a day-long 

course is expensive when there is no guarantee that the course is high quality and 

no follow-up session to consolidate teachers. Kolobe (2017) indicates that some of 

the teachers perceived developmental appraisal as non-developmental and biased. 

Kolobe adds that money rewards is a source of conflict and that senior staff detest 

being evaluated by junior staff. Therefore, Kolobe suggests that evaluators should 

strive to add any new ideas about how the developmental appraisal can empower 

teachers. The study also revealed that Multi-grade teachers who are mostly found in 

rural and farm schools need to plan and prepare for more than one grade per lesson 

and face special challenges. Face-to-face interview respondents indicated that 

making use of one class for two grades is a major problem. For example, Foundation 

phase learners have to concentrate while other teacher is teaching on the other side; 

the curricular and lesson plans require being print ridge. The oncoming chapter will 

round off this study with a list of findings, recommendations and possible future 

research possibilities and a conclusion on the theme relations between teachers’ 

professional development and promotion of teaching and learning in rural primary 

schools.  
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CHAPTER 5 

 

SYNTHESIS, FINDINGS, RECOMMENDATIONS AND CONCLUSION 

 

5.1  INTRODUCTION 

 

In this chapter, an outline of the study is documented focusing on the research aims, 

questions of the study and research approaches applied to solve the research 

problem. A summary of findings is also presented followed by recommendations for 

both contexts of the study and for future research study.  

 

5.2  OVERVIEW OF THIS STUDY 

 

The first chapter presented an orientation of this study, whereby a background, 

problem statement, aim and objectives of the study were documented. It was further 

revealed that the study is placed over a mixed methodology research design. The 

area over which the study was conducted is indicated as delimitation of the study, 

followed by ethical considerations in the process of investigation and its significance. 

The first chapter further closed by providing outline of what the study entails in 

subsequent Chapter 2 to 5. 

 

This study investigated professional development of teachers for promoting teaching 

and learning in rural primary schools of Tshinane Circuit. The study used a mixed 

method research design. Thus, the qualitative data in phase 2 of the study went 

beyond the quantitative description information through an in-depth investigation to 

present respondents’ experiences of reality 
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The aim and objectives of the study:  

 

The aim of this study was to investigate professional development of teachers for 

promoting teaching and learning in rural primary schools of Tshinane Circuit. 

 

Objectives 

 

• To explore how professional development of teachers in rural primary schools 

is affecting the promotion of teaching and learning; 

• To assess critical aspects of professional development of teachers in rural 

primary schools taking into account the contextual factors for them to promote 

teaching and learning. 

• To investigate how primary school teachers can be developed to cope with 

teaching and learning realities in rural contexts. 

 

Research questions 

 

• How is professional development of teachers in rural primary schools affecting 

the promotion of teaching and learning? 

• What are the critical aspects of professional development of teachers in rural 

primary schools, taking into account the contextual factors for them to 

promote teaching and learning? 

• How can primary school teachers be developed to cope with teaching and 

learning realities in rural contexts? 

 

5.3  MAIN FINDINGS FROM THE STUDY  

 

 A study of relevant literature revealed that most teachers are professionally 

developed in rural primary schools to cope with challenges of professional practices 

in rural contexts. The majority of teacher respondents agreed that teachers are 
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adequately trained to promote teaching and learning in rural environments. The 

majority of principal respondents during the first phase of the study agreed that in-

service training of teachers is done to prepare teachers for rural environments. The 

key purpose of teacher professional development is about empowering teachers to 

enhance their efficiency in their teaching while developing them in their professional 

career cycle as a whole (Letsatsi, 2010). 

 

The empirical evidence revealed that professional development gives teachers 

opportunity to explore new strategies of teaching and learning because education is 

changing. The training helps to improve teachers teaching skills. Teachers become 

better teachers after acquiring new teaching methodology from professional 

development programmes. 

 

Teachers need access to on-going professional development for effective teaching. 

This professional development enables teachers to improve their own education 

through seminars, workshops and classes. Teachers are able to acquire new 

knowledge, better methods for improving their skills toward more effective, efficient 

and competent teaching.  

 

Despite some barriers between rural and urban areas, conditions in rural areas are 

varied and different from those in other areas and therefore need special attention. 

Conditions in rural contexts require specialized training and development of teachers 

to cope with situations for them to promote the quality of teaching and learning. It 

was further revealed that for teachers in South Africa, school support is built into 

structures that continuously and purposefully bring teachers together to enhance 

their professional development as determined by the context.  

 

Therefore, professional development is designed to meet the needs of particular 

teachers in a particular setting. The best possible solution is to look at rural 

circumstances because in urban areas, their facilities are developed. Therefore, 
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school facilities need proper attention as they have a great value in the support of 

teachers and students. The students’ morale and motivation play a significant role to 

improve the quality of education. It has also been emphasised by the DoE (1997) 

that in most instances, the inability of learners to access education provision results 

from inadequate or non-existent services and facilities which are key to participation 

in the learning process. In addition, the study has proven that there is a correlation 

between the effect of teacher professional development on teaching and learning 

and how teachers in rural primary schools are being developed to promote teaching 

and learning. 

 

5.3.1  How is professional development of teachers in rural primary schools 

affecting the promotion of teaching and learning? 

 

Training of teachers to promote teaching and learning in rural environments 

 

The majority of respondents agreed that teachers are adequately trained to promote 

teaching and learning in rural environments. This confirms that most teachers are 

trained enough to teach in rural environments. However, some respondents 

disagreed that teachers are adequately trained to promote teaching and learning. 

Interview results from one of the teachers confirmed that it was not easy to teach 

learners before going to teachers’ professional development. It was frustrating to 

meet challenges like following lesson plans and experiencing problems with learners. 

Therefore, professional development helped to gain knowledge and skills to 

overcome those challenges. The results show that teachers are adequately trained 

to promote quality teaching and learning in rural environments. The study further 

suggested that effective and meaningful support systems for on-going growth and 

development of certified teachers should be created before they start teaching in 

their classrooms. 
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Training of teachers in relation to the area where they teach is important for 

effective teaching and learning  

 

The majority of teachers agreed that training of teachers in relation to the area where 

they teach is important for effective teaching and learning, whereas some of them 

strongly agreed. Mastering the subject matter helps the teacher to develop certain 

skills that can assist in dealing with different kinds of learners with regard to their 

level of intelligence. Teachers who undergo professional development have better 

teaching skills than those who have not been developed. They gain strategies like: 

well-planned lessons and lessons delivery, new knowledge about the particular 

subject that they are teaching and knowledge of curriculum. Teachers change their 

teaching strategies after each professional development workshop. Learners had a 

problem of learning digital watch but after the workshop, teachers transferred the 

skill that they learnt from the workshop to their colleagues, which helped learners to 

understand that concept. Teachers’ skills learnt from professional development 

appear effective in supporting changes in teacher practices and learners’ learning. 

 

Teachers’ skills learnt from professional development workshops are 

applicable to rural primary schools 

 

Most teachers and principals agreed that teachers’ skills learnt from professional 

development workshops are applicable to rural primary schools. However, 

considerable issues should be considered when recruiting teachers for rural schools. 

These include the training needs for rural schools and recruitment of teachers 

trained to meet these specific needs. Teachers are placed in groups in the 

workshops to teach their lessons in different ways, as they teach different learners 

using different methods. Through that, teachers learn different strategies from each 

other because they can apply those strategies learnt from workshops to their 

classrooms. 

 

Teachers’ skills learnt from professional development appear effective in supporting 

changes in teacher practices and learners’ learning. High-quality professional 
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development creates space for teachers to share ideas and collaborate in their 

learning, often in job-embedded contexts that relate new instructional strategies to 

teachers, learners and classrooms. Implementing effective professional development 

requires responsiveness to the needs of teachers and learners and to contexts in 

which teaching and learning will take place. 

Teachers are developed well enough to teach effectively in a rural context 

 

The majority of teachers agreed that teachers are developed well enough to teach 

effectively in rural context. Although teachers are recruited and professionally 

developed in rural schools, it is not easy to retain them. One of the teachers during 

the interview revealed that there is a change after attending workshops. Teachers 

used to complain about learners as they cannot grasp what they are teaching. After 

they attended workshops, their way of thinking and discussing things changed. 

Findings from the study confirmed that professional development of teachers had a 

positive effect on teacher knowledge. Teachers become capable of engaging with 

learners and can also manifest leadership skills. Most important indicators of 

effective teachers know their subject matter. Teachers transfer knowledge/skills 

gained in professional development to their classrooms. 

 

5.3.2 What are the critical aspects of professional development of teachers in 

rural primary schools, taking into account the contextual factors for them to 

promote teaching and learning? 

 

Teachers in rural primary schools are professionally developed differently 

 

Conditions in rural areas are varied and different from those in urban areas and 

therefore need special attention. However, teachers interviewed revealed that there 

is a big difference between urban and rural teachers and that even the standards in 

teaching is not the same because urban teachers have well equipped resources 

which enable learners to learn and understand what the teacher is teaching. Most 

rural areas learners are from disadvantaged families and learners lack home 

support. The results showed that rural schools have always been synonymous with 
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resource shortages, inadequate infrastructure and poor education compared to 

urban schools. Teachers should be developed in strategies for coping with 

challenges in their daily professional life and general well-being as they shape 

learners’ learning environment and influence learners’ motivation and achievement. 

 

Teachers find professional development effective in improving learner literacy 

 

The majority of teachers agreed that teachers find professional development 

effective in improving learner literacy whereas some teachers disagreed. It is 

revealed that many learners in primary schools are not able to read and write. The 

problem is that learners are not exposed to English outside the classroom; therefore, 

their English proficiency is not adequate for formal learning and as a result, learners 

in rural contexts do not perform well. Teachers should be professionally developed to 

use English as a medium of instruction and should be trained to encourage learners 

to use English even outside the classroom for the promotion of teaching and learning 

as this will improve learners’ literacy. 

 

The results describe teachers’ work in terms of English as a medium of instruction as 

challenging, but they remain active and flexible. Teachers must be prepared to 

handle unanticipated situations to adapt current knowledge, to deal with new 

problems, to learn radically new things and deal constructively with change. Those 

are qualities of teachers who bring value to all kinds of rural school contexts. 

 

Teachers are continuously trained to enable them to handle multi-grade 

classes 

 

The majority of teachers and principals disagreed that teachers are continuously 

trained to enable them to handle multi-grade classes common in rural areas. 

Teachers’ exposure to suitable teaching strategies is limited as teachers are not 

trained on multi-grade teaching and no support is offered to these teachers. The 

results revealed lack of classrooms as the main cause of multi-grade teaching. One 
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grade is used to accommodate two grades, and proves difficult for learners to 

concentrate when there are two teachers teaching different grades and aspects in 

the same classroom. It is also difficult for these classrooms to be print ridge as 

expected from foundation phase classrooms. The results suggest that teacher 

training institutions should equip teachers to teach in multi-grade classrooms.  

 

Teachers’ development to cope with conditions where resources for teaching 

and learning are lacking 

 

The majority of teachers believed that they are developed to cope with conditions 

where resources for teaching and learning are lacking, but some teachers do not 

believe that they are being developed. However, most South African rural schools 

lack instructional resources, basic services and facilities to implement the curriculum 

design, unlike in the urban schools. Teachers should be professionally developed to 

cope with such conditions; they must know what should be done. The inability to 

cope with the scarcity of teaching and learning resources is frustrating, like when 

learners sit on the floor. Teachers should be trained on self-improvising skills and 

entrepreneurial skills so that they can cope with under-resourced conditions.    

 

5.3.3  How can primary school teachers be developed to cope with teaching 

and learning realities in rural contexts? 

 

In-service training for teachers in rural environments 

 

The majority of those who took part in the study agreed that in-service training is 

done to prepare teachers for rural environments. The key purpose of teacher 

professional development is empowering teachers to enhance their efficiency in their 

teaching while developing them in their professional career cycle as a whole. In- 

service training for teachers in rural areas must be conducted even when they are at 

their workplace. These trainings should be done on a quarterly basis, at the 

beginning and end of the term so that teachers can participate for upgrading their 

professional skills, knowledge and interest. Teachers require a formal training period 
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for an individual to specialize in a subject matter because today, knowledge is 

produced and consumed quite rapidly. Therefore, the information that the teacher 

conveys to learners should be up-to-date and reflect the latest scientific facts of the 

field. 

 

Teachers’ professional development workshops training experts 

 

Most teachers agreed that teacher development workshops should be conducted by 

training experts who have experience in rural environments. Teacher education is 

effective when they are trained in effective pedagogies relevant to their contexts. 

 

Teacher training and professional development are seen as central mechanisms for 

improvement of teachers, content knowledge and their teaching skills and practice in 

order to meet high educational standards. However, some were not sure that 

teachers’ development workshops are conducted by training experts with experience 

of rural environments. Some facilitators are not passionate about their work; 

therefore, teachers gain nothing from them as they fail to present their matter. 

However, from some facilitators who are passionate about their work, teachers can 

gain some teaching strategies. Teacher professional development workshops differ 

among trainers. Not every trainer is effective, but the best trainers understand that 

people learn at different speeds and in different ways. 

 

Highly qualified teachers are easily retained 

 

The majority of teachers were not sure if highly qualified teachers are easily retained 

in rural contexts after being professionally developed. Students that have a rural 

background should be encouraged to consider returning to their rural home 

communities once they qualify. Training institutions need to train all teachers in the 

learning institutions equally. Teacher training institutions should prepare teachers’ 

pre-service training with the knowledge of rural areas to prepare teachers for rural 

areas so that they can easily be retained. There is no education for rural or urban 
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teachers. Therefore, their college training curriculum should prepare them for the 

conditions and needs of schools because some teachers leave teaching for better 

paying posts. This training should improve the quality of teachers to make them 

effective in urban or rural areas.  

 

Development of rural teachers for rural contexts 

 

Rural teachers are developed to cope with challenges of professional practices in 

rural contexts. Conditions in rural contexts require specialized training and 

development of teachers to cope with situations for them to promote quality of 

teaching and learning. Teachers in rural schools should receive specialized training 

for them to cope with conditions prevailing there. Results showed that in some rural 

areas, economic decline and increased poverty accompanied depopulation. To 

promote learners’ learning in rural schools, both the distinct advantages of rural 

communities and their possible disadvantages should be taken into account when 

developing teachers in rural primary schools. 

 

5.4  SYNTHESIS OF THE MAIN FINDINGS 

 

The study sought to investigate professional development of teachers for promoting 

teaching and learning. The research found that teachers are adequately trained to 

promote teaching and learning in rural environments in Tshinane Circuit primary 

schools. Teachers who undergo professional development have better teaching 

skills than those who have not been developed. The key purpose of teacher 

professional development is empowering teachers to enhance their efficiency in their 

teaching while developing them in their professional career cycle.  

 

The different forms of teacher professional development programmes in South Africa 

such as workshops, conferences, consultation and peer appraisal should be 

continuous throughout the year. This form of practice can make important 
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contributions to assist teachers on the evaluation and monitoring or the effectiveness 

of the training and development programmes. 

 

5.5  RECOMMENDATIONS 

 

• Teacher Professional development should, through workshops, continuously 

be organised as it benefits students and teachers through new strategies, 

techniques, or tips that can be utilized in the classroom; it also promotes 

interaction with teachers from other areas to improve their own teaching. This 

means that teachers must be lifelong learners attending workshops organised 

in order to teach each new group of students. 

 

• Professional development should focus on instructional strategies proven to 

impact student performance. To be effective, professional development 

should be based on curricular and instructional strategies that have a high 

probability of affecting student learning and, just as important, students’ ability 

to learn. 

 

• Teachers who participate in professional development must put their new 

knowledge and skills to work. Teaching quality greatly depends on teachers’ 

competence in acquiring  new  knowledge  and  this  will,  in  turn,  help  

improve  students’  learning. 

 

• Teachers’ professional development must be well planned and implemented 

effectively. An effective comprehensive plan for professional development 

should be based on a shared vision developed in a collaborative process 

carried out by the education partners involved in the implementation and 

delivery of the plan. 

  

• Teachers must be taught to use technology in their classrooms well enough to 

teach learners. They need to be able to tie technology into a unit of inquiry so 
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that learners learn to think and create as they learn the technology, 

particularly in rural areas. 

 

• Teachers should be professionally developed to acquire self- improvising skills to cope with 

limited resources. Teachers can develop creative learning environments for their learners. 

• Teachers should be trained during the school holidays to avoid interruptions of classes. 

Teachers’ professional development should be a continuous process for it to succeed, thus 

contributing to the general improvement of education. 

 

• There should be follow-up-programmes after every workshop. Trainers must do follow-up to 

support teachers’ efforts to implement the training in their classrooms, evaluative and training 

functions and underlying supportive function. Trainers should adopt a supportive role to training 

rather than inspectorial role. 

 

• Teachers in rural schools should be differently developed from those in urban areas as their 

conditions are not the same. 

 

5.6  CONTRIBUTION TO THE BODY OF KNOWLEDGE 

 

The collected data on professional development of teachers for quality teaching and 

learning will make an innovative and worthwhile contribution to the fields of 

education. The study will, therefore, contribute to knowledge regarding strategies 

that these teachers use and to what effect. The study will also provide knowledge on 

what rural primary teachers think about professional development. 

 

5.7  SUMMARY 

 

This study was conducted to investigate professional development of teachers for 

promoting teaching and learning in rural primary schools of Tshinane Circuit. The 

findings showed that teachers are adequately trained to promote teaching and 

learning in rural environments. In the first chapter, the problem was stated and the 

aims of the study were also spelt out. A literature review was conducted on teachers’ 
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professional development, challenges of teaching and learning in rural primary 

schools and possible measures in a South African context were also presented. In 

conclusion, the study accomplished its stated aims and answered all the research 

questions stated in chapter one. 
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ANNEXURE A: QUESTIONNAIRE 

 

RURAL SCHOOLS TEACHER PROFESSIONAL DEVELOPMENT QUESTIONNAIRE 
 

  

The purpose of this questionnaire is to establish the extent to which teachers in rural 
primary schools are professionally developed for them to promote teaching and 
learning. 

 

SECTION A: DEMOGRAPHIC FACTORS 

  

For each of the following items, indicate what applies to you by making a mark in the 
appropriate box: 

 

1.   Gender 

Female 1 

Male 2 

 

2.  Age 

21 – 30 years 1 

31- 40 years 2 

41-50 years 3 

51-60 years 4 

61 years and older 5 

 

3. Highest academic qualifications 

Standard 10 (Grade 12) 1 

First Degree 2 

B.Ed. or Honors’ Degree 3 

Master’s Degree 4 

Doctoral Degree 5 
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4. Teaching experience in years 

0 – 10 years 1 

11 – 20 years 2 

21 – 30 years 3 

31 – 40 years 4 

41 and more 5 

 

SECTION B: EFFECT OF TEACHER PROFESSIONAL DEVELOPMENT ON 

TEACHING AND LEARNING 

For each of the following statements, indicate the extent to which you Agree or 
Disagree about your training to promote teaching and learning in a rural school by 
making a mark in the appropriate block,  

 

 
 
Training to promote teaching and learning in a rural 
school 
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1. Teachers are adequately trained to promote teaching and 
learning in rural environments. 

1 2 3 4 5 

2. In-service training for professional development is done to 
prepare teachers for rural environments. 

1 2 3 4 5 

3. Training of teachers in relation to the area where they 
teach is important for effective teaching and learning. 

1 2 3 4 5 

4. Teachers professional development workshops are 
conducted by training experts who have the experience of 
rural environments. 

1 2 3 4 5 

5. Teachers in rural primary schools are differently 
professionally developed from those in urban areas.  

1 2 3 4 5 

6. In-service training workshops attended have an impact on 
the quality of teaching and learning in rural primary schools.  

1 2 3 4 5 

7. Induction workshops of novice teachers are conducted to 
help them to understand teaching and learning conditions in 
rural contexts. 

1 2 3 4 5 

8. Teachers’ skills learnt from professional development 1 2 3 4 5 
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Training to promote teaching and learning in a rural 
school 
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workshops are applicable to rural primary schools.   

.9. Teachers are trained to develop teaching skills of coping 
with situations in rural areas. 

1 2 3 4 5 

10. Rural teachers are developed to cope with challenges of 
professional practices in the rural contexts. 

1 2 3 4 5 

11. Teachers develop their coping skills to teach rural 
primary learners through professional development. 

1 2 3 4 5 

12. Teachers are developed well enough to teach effectively 
in rural context. 

1 2 3 4 5 

13. Teachers have been given sustained high quality 
training for teaching in all environments. 

1 2 3 4 5 

14. Teachers find teacher professional development 
programmes too demanding. 

1 2 3 4 5 

15. Teachers’ find professional development effective in 
improving learner literacy. 

1 2 3  5 

16. Highly qualified teachers are easily retained in rural 
context after being professionally developed. 

1 2 3 4 5 

17. Teachers are continuously trained to enable them to 
handle multi-grade classes common in rural areas. 

1 2 3 4 5 

18. Teachers are professionally developed to help them to 
increase their knowledge regarding instructional practices in 
a rural context.  

1 2 3 4 5 

19. Teachers are professionally developed to use 
technology in their classrooms in coping with rural 
challenges.   

1 2 3 4 5 

20. Teachers in rural primary schools are involved in the 
conception of their own professional development initiatives. 

1 2 3 4 5 

 

 

For each of the statement below, indicate by marking Yes or No how teachers in 
rural primary schools are being developed to promote teaching and learning: 
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Teacher development in rural primary schools YES NO 

1. Are staff developmental programmes included in the year plan of your 
school? 

1 2 

2. Do you have a school development team at your school? 1 2 

3. Does management encourage professional development of teacher at 
your school? 

1 2 

4. Do you attend staff development workshops according to your needs? 1 2 

5. Are you being developed to handle inclusive classes in your school? 1 2 

6. Do peer teachers observe your lessons at your school? 1 2 

7. Are you developed to cope with conditions where resources for 
teaching and learning are lacking? 

1 2 

8. Are professional development activities aligned to conditions in the 
area where you are teaching? 

1 2 

9. Does the implementation of (IQMS) at your school take into 
consideration the rural context of your school? 

1 2 

10. Are you being developed to cope with teaching multi-grade classes? 1 2 
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ANNEXURE B: INTERVIEW SCHEDULE 

 

INTERVIEW SCHEDULE 

The in-depth interview will be guided by the following questions: 

1. How is professional development of teachers in rural primary schools affecting 

the promotion of teaching and learning?  

Follow-up questions should include: 

 To what extent is it being effective? (Have those strategies been 

successful? What makes you think they have been successful? If not 

successful, what makes you think that way?)  

 Why do you say so? 

 Which ones were most useful?  Why do you say so? 

2. What are the critical aspects of professional development of teachers in rural 

primary schools taking into account the contextual factors for them to promote 

teaching and learning? 

 How should teachers in rural primary schools be developed for them to 

promote teaching and learning? 

 What aspects of professional development should be considered when 

work shopping primary school teachers to cope with conditions in rural 

schools? 

 Do you think teachers in rural primary schools should be differently 

professionally developed for them to cope with conditions in rural areas? 

Substantiate your answer. 

3. How can primary school teachers be developed to cope with teaching and 

learning realities in rural contexts? 

 How do you think teachers in rural primary schools should be developed 

taking into account rural realities? (Learner starting by going to the dipping 

tanks, fetch cattle from the bush, teaching under trees, teaching under 

trees where the school does not even have a yard and animals are 

roaming). 
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 When do you think development of teachers in rural areas should happen? 

(When still in training or when they are already placed there? Substantiate 

your answer. 

 Do you think that teachers’ professional development should be conducted 

by people who have the experience of rural background? Substantiate 

your answer. 
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ANNEXURE C: LETTERS FOR PERMISSION TO CONDUCT RESEARCH 
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ANNEXURE C: PERMISSION FROM DISTRICT 
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ANNEXURE D: ETHICAL CLEARANCE 
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