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ABSTRACT The aim of this study was to investigate teachers’ perceptions of the impact of Continuing Professional
Development on promoting quality teaching and learning. This study adopted a mixed method approach using both
quantitative and qualitative research designs. Closed-ended self-administered questionnaires and interview schedule
were used to collect data. Two hundred teachers were sampled through simple random sampling procedure to
complete the questionnaires, while ten teachers participated in face-to-face semi-structured interviews. The results
show that teachers recognise the impact of professional development in broadening their pedagogical and content
knowledge, teaching skills and strategies to improve student’s learning. Results also show that teachers are undergoing
professional development initiatives in order to gain financial rewards. The study concludes that teachers have
positive perceptions of their professional development even though they are not being supported adequately by
Department of Basic Education and their schools.The study recommends that adequate financial rewards be put in
place to encourage and motivate teachers when furthering their studies as part of Continuing Professional
Development. Further research into the factors influencing teachers furthering their studies as part of professional

development in South Africa should be undertaken.

INTRODUCTION

Major (2015) states that the high-achieving
education systems around the world are those
which are investing heavily in the learning and
Professional Development (PD) of their teach-
ers. It is through this good quality professional
development that real improvements in teaching
and attainment take place.

Major states the following regarding the
importance of professional development to
teachers:

We need teachers who have both subject and
pedagogical knowledge and who have a ca-
reer pathway that recognises, as in other pro-
fessions, that their professional development
doesn’t stop when they qualify but is renewed
throughout their career. Too often, profession-
al development is seen as something to fill the
statutory training days rather than an integral
part of every teacher’s career. We all have a re-
sponsibility to get this right. In many countries,
teaching is now a Masters level profession
(2015:10).

Despite the good things about PD, teachers’
perceptions on the impact of professional de-
velopment in promoting quality teaching and
learningvary from one teacher to another. There
has been mixed perceptions amongst teachers
in South Africa regarding the promotion of qual-

ity teaching and learning through their profes-
sional development. Teachers perceive the rele-
vance and contribution of their professional
development with discontent. Professional De-
velopment programmes in South Africa has re-
vealed evidently that the majority of teachers
are unable to reflect critically on their own prac-
tice or to try out new solutions to solve prob-
lems they come across daily (Steyn 2008). But-
ton (2010) notes perceptions of teachers have
the potential to shape the world they inhabit
and are shaped tremendously by social forces.
Such social changes can result in teachers hav-
ing skewed or biased perceptions of some of
the people they deal with on a daily basis as
well as teaching (Gnawli 2008). Button (2010)
indicates that changes in teacher salaries and
pension funds can affect teachers on a deep
level, causing them to feel that society does not
appreciate the difficulty of their job.

Barnard (2004) and Richards (2002) indicate
that many teachers are resistant to transforma-
tion, specifically to professional development
activities, as they do not see the importance of
staff development in their profession and sim-
ply don’t see a reason why they should grow
professionally. Archibald et al. (2011) state that
fragmented system of standards, assessments,
and teacher evaluation in professional devel-
opment programme are some of the issues that
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are frustrating to teachers and are hindering the
application of their professional learning.
Teachers might perceive that it is ineffective
for them to engage solely in individual learning
experiences isolated from their colleagues and
lacking follow-up and feedback (Archibald et al.
2011). Archibald et al. (2011) indicate that even
though the structures and opportunities for ef-
fective professional learning are good, they
might prove to be inadequate without teacher
motivation to engage in those experiences.
Archibald et al. (2011) add that teachers must
have a sense of achievement and should always
see growth and advancement opportunities in
their work to motivate them to engage themselves
in the professional development programmes as
stated in Herzberg’s Two-factor Theory (1959).
Price (2008) argues that among other reasons,
teachers’ feeling of being isolated when profes-
sional development programmes and or initia-
tives are planned creates one of the most formi-
dable roadblocks to change and professional
development. This is due to the fact that it is a
common practice for professional development
to be planned by the principal, districts, provin-
cial or national government with the sole inten-
tions of achieving dramatic improvements in
classroom teaching and student performance
(Price 2008). Murphy (2002) and Rivero (2006)
state that the majority of professional develop-
ment initiatives are simply ‘one size fits all cours-
es’ which are traditionally short-term, disjoint-
ed, and are often held outside of the school day,
in physical locations and contexts that are far
removed from the classroom. Gates and Gates
(2014) indicate that much of the professional
development initiatives are simply not working
the benefit of teachers. Teachers often view such
professional development offerings irrelevant,
not effective, and most important of all, not con-
nected to their core work of helping students
learn (Gates and Gates 2014; Ravhuhali 2014).
Reeves (2005) states that another explana-
tion for teachers’ doubt is the disappointing his-
tory of professional development. Teachers think
that they are being offered once-off profession-
al development systems that are failing to pro-
vide the support necessary to sustain educa-
tional change and reform (Reeves 2004). As
Gonzalez and Darling-Hammond (1997) ob-
served, “most teachers have experienced one or
more sessions in which experts from outside the

schools present ideas...in the manner of travel-
ling salesmen”.

Reeves (2005) adds that teacher cynicism
may well colour their attitudes toward all profes-
sional development initiatives, regardless of the
subject matter. Thus, considering teachers’ his-
tory with professional development, innovative
pre-service and in-service training for teachers
should be an educational imperative. Archibald
et al. (2011) note that it is unfortunate that de-
spite all this teachers’ dissatisfactions, some
countries still continue to deliver professional
learning activities that are not marked by the
defining characteristics of high-quality profes-
sional development and fail to include an ac-
countability mechanism (Archibald et al. 2011).
Adding miseries to the teachers’ dislike, such
professional activities occur in large-group set-
tings away from classrooms and schools (Elmore
2002). At some point teachers are being asked to
do things they don’t know, at the same time, are
not being asked to engage their own ideas, val-
ues and energies in the learning process, some-
thing that is always seen as a shift in profes-
sional development from building capacity to
demanding compliance (Elmore 2002). EImore
(2002) further indicate that in some other occa-
sions administrators can create professional
development as training in discrete skills those
teachers feel have limited or no applicability to
their real work.

METHODOLOGY

This study adopted a concurrent mixed meth-
od design in which both quantitative survey and
qualitative phenomenological approaches were
utilised. The survey design was utilised as it is
regarded as an excellent vehicles for measuring
perceptions and orientations in a large popula-
tion, in this case teachers (Babbie 2010). Phe-
nomenological design was also suited to this
study as it is aimed at understanding and inter-
preting the meaning that teachers give to their
everyday lives (de Vos et al. 2005). This was
done to ensure methodological and data trian-
gulation, and most importantly to strengthen the
study’s validity, reliability and trustworthiness,
and greater credibility of the findings.The pop-
ulation for this study consisted of both primary
and secondary schools teachers in Vhembe Dis-
trict. A simple random sampling procedure was
used to select respondents and participants to
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this study. Two hundred teachers were sampled
from a population of 800 teachers form both pri-
mary and secondary schools in the Vhembe Dis-
trict of Limpopo Province (South Africa). Closed-
ended Teachers’ Perceptions Questionnaire with
five point Lickert scale was utilised for quantita-
tive data collection, while interview schedule was
used for qualitative data collection. Ten teachers
participated in face-to-face semi-structured inter-
views. A computer loaded with Statistical Pack-
age for Social Science version 21 was utilised for
Quantitative data was analysis. Frequencies, fre-
quency percentages and cross tabulations (to
establish significance levels) was done. Atlas.ti
was utilised for Qualitative data analysis.

RESULTS
Broadening of Teachers’ Pedagogical Knowledge
The results reflected in Table 1 indicate that
the majority (92%) of respondents agreed that

teachers’ professional development helps teach-
ers to broaden their pedagogical knowledge.

Table 1: Professional development and pedagog-
ical knowledge

Frequency Percent
Strongly agree 97 48.5
Agree 87 43.5
Not sure 13 6.5
Disagree 3 1.5
Total 200 100.0

These results are in line with qualitative find-
ings which show that professional development
of teachers helps teachers to acquire skills to teach
better. One participant who is Curriculum Special-
ist level 1 primary school teacher had this to say:

It is the development of teachers to acquire
more skills about their careers and to promote
quality teaching and learning in schools, and
the upgrading and development of teachers’
skills for competency in their field and efficien-
cy in their areas of operation at schools.

Provision of Teaching Strategies to Improve
Student’s Learning.

The majority (95%) of respondents in Table
2 agreed that teachers’ professional develop-
ment provides teachers with strategies to im-
prove how students learn.

Table 2: Professional development and student’s
learning

Frequency Percent
Strongly agree 106 53.0
Agree 84 42.0
Not sure 7 3.5
Disagree 3 1.5
Total 200 100.0

Teachers’ Professional Development is a Useful
Strategy to Improve Learners’ Understanding

The results reflected in Table 3 show the
majority (91.5%) of respondents agreed that
teachers’ professional development is a useful
strategy that teachers can use to improve learn-
ers’ understanding.

Table 3: Professional development and learners’
understanding

Frequency Percent
Strongly agree 81 40.5
Agree 102 51.0
Not sure 13 6.5
Disagree 3 1.5
Strongly disagree 1 .5
Total 200 100.0

Teachers’ Professional Development work-
shops help to increase teachers’ knowledge to
engage with learners in the classroom.

The findings in Table 4 show that the major-
ity of respondents (95%) indicated that teach-
ers’ professional development workshops help
them to increase their knowledgewhich is useful
when engaging with learners in the classroom.

Table 4: Teachers’ professional development work-
shops

Frequency Percent
Strongly agree 115 57.5
Agree 74 37.0
Not sure 4 2.0
Disagree 5 2.5
Strongly disagree 1 .5
Total 200 100.0

These results are supported by qualitative find-
ings where one participant who is a Curriculum
Specialist level 1 primary teacher who indicated
that through the professional development ini-
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tiatives she was able to gain some knowledge to
can teach.

When the participant was probed as to why
other teachers are critical of the professional
development workshops this was her response:

Yes, we might not be happy with the one day
workshops...but what choice do we have? At
least | always come back with something and
can do one-two three things.

Teachers Have Undergone Professional
Development Programs

The results as shown in Table 5 indicate that
the majority, 83.5 percent, of respondents agreed
that they have undergone teachers’ profession-
al development programs.

Table 5: Teachers and professional development
programs

Frequency Percent
Strongly agree 67 33.5
Agree 100 50.0
Not sure 16 8.0
Disagree 15 7.5
Strongly disagree 2 1.0
Total 200 100.0

These findings indicate that teachers have
engaged themselves in some kinds of teach-
ers’ professional development programs. How-
ever, one participant who is a head of depart-
ment was very critical about the kind of some
of these professional development programs
they have undergone. A head of department
(Secondary school Head of Department) had
this to say:

To be honest with you, it is very much pa-
thetic. I don’t know whether I can call it a pro-
gram or just another ordinary meeting where
we were/are gathered to be told to do things
which are needed to be completed in three to
five years and it was/is enforced in one day,
and you cannot say that is development pro-
gram because development programmes takes
different stages.

Teachers who Improve Their Teaching Skills
Through Further Studies, Teach Better

The majority of respondents (88%) in Table
6 agreed that teachers, who improve their teach-
ing skills through further studies, teach better.

Table 6: Further studies and professional devel-
opment

Frequency Percent
Strongly agree 110 55.0
Agree 66 33.0
Not sure 15 7.5
Disagree 6 3.0
Strongly disagree 3 1.5
Total 200 100.0

However, qualitative results show that teach-
ers bemoan the kind of support they receive from
the Department of Basic Education which is
seemingly not assisting all the teachers who are
furthering their studies. One of the participants
who is a secondary school Deputy Principal had
this to say:

Since the Department of Education is not
providing all the teachers with bursaries, the
least it can do to motivate teachers is to pro-
vide better salaries on completion of a profes-
sional development program, as the cash bo-
nus for upgrading one’s qualifications is not
good enough.

Teacher Professional Development enhanc-
es teachers’ quality of teaching in their learning
areas. Teachers’ professional development pro-
grams enhance teachers’ quality of teaching in
their learning areas. Qualitative results also show
that most of the participants perceive that pro-
fessional development programs enhance teach-
ers’ quality of teaching in their learning areas.
One participant who is a primary school Princi-
pal who had this to say:

Because teaching is an on-going process,
teachers should acquire new ideas, more
knowledge and skills on how to deliver the sub-
ject content in their classes effectively and that
can only be achieved only if teachers are fur-
thering their studies.

DISCUSSION

The results reflected in Table 1, indicate that
the majority (92%) of respondents agreed that
teachers’ professional development helps teach-
ers to broaden their pedagogical knowledge.
These findings are consistent with Cochran-
Smith (2005) who note that the emerging para-
digm of professional development aims to de-
velop teachers’ knowledge and pedagogical prac-
tices with a specific focus on improving student
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achievement.In line with findings from consid-
erable literature (Villegas-Reimers 2003; Jita and
Mokhele 2014; Ravhuhali 2014) shows that ex-
perienced teachers’ pedagogical content knowl-
edge and pedagogical content beliefs can be
affected by professional development pro-
grammes and that such changes are associated
with changes in their classroom instructions and
student achievement.

The majority (95%) of respondents in Table
2 agreed that teachers’ professional develop-
ment provides teachers with strategies to im-
prove how students learn. Teachers should be
empowered and trained (Lumadi 2014) to han-
dleany activity promoting the quality of teach-
ing and learning. In line with the findings, Whit-
comb etal. (2009) and Joyce and Showers (2002)
note that professional development programs
for teachers is based on curricular and instruc-
tional strategies that have a high probability of
affecting students’ learning and ability to learn
and enhance teachers’ abilities to predict how
students will approach specific tasks, anticipate
student errors, and determine which instruction-
al strategies may or may not work for particular
students.

In agreement with Pretorius (2014) the results
reflected in Table 3 show the majority (91.5%) of
respondents agreed that teachers’ professional
development is a useful strategy that teachers
can use to improve learners’ understanding. Pre-
torius (2014) indicates that every school should
have a plan for the continuous professional de-
velopment of its teaching staff in place. The find-
ings by Carpenter et al. (1989) show that profes-
sional development programs which are focused
on student thinking can help teachers increase
their understanding of children’s mathematical
understandings and misconceptions enhance
their ability to build on children’s understand-
ing in their teaching, and improve students’ prob-
lem-solving skills.

The findings in Table 4 show that the major-
ity of respondents (95%) indicated that teach-
ers’ professional development workshops help
them to increase their knowledge which is use-
ful when engaging with learners in the class-
room. Harwell (2003) articulates that profession-
al development deepens teachers’ knowledge
of the subjects being taught, sharpen teaching
skills in the classroom and also help teachers
keep up with developments in the individual

fields, and in education generally. The findings
by Opfer and Pedder (2010) and Boyle et al.
(2004) also show that teachers’ knowledge im-
proves after participating in professional devel-
opment changes in teacher attitudes and beliefs
as a result of participation in the professional
development activities (Jitaand Mokhele 2014;
Ravhuhali 2014), they can also be observed,
which may include changes in ‘planning’, ‘teach-
ing style” and ‘assessment practices.

The results as shown in Table 5 indicate that
the majority of teachers (83.5%) agreed that they
have undergone teachers’ professional devel-
opment programs. These findings indicate that
teachers have engaged themselves in some kinds
of teachers’ professional development programs.
However, the qualitative results show that teach-
ers were very critical of professional develop-
ment programs they have undergone. Teachers
cited lack of adequate time for professional de-
velopment initiatives, in agreement with Phillips
(2014) as they are only exposed to professional
development initiatives that only last for few
hours for something that is supposed to be done
inthree to five years. Inadequate teaching is of
the factors deemed to produce overall dysfunc-
tionality (Westaway 2015). Teachers value times
spent on planning as critical and therefore want
that their time be spent on engaging in tailored,
high-value professional development pro-
grammes (Phillips 2014). Steyn (2008) was also
critical of teachers’ professional development in
South Africa where such professional develop-
ment programmes or workshops initiatives are
only utilised to train teachers in the implementa-
tion of new policies such as Outcomes Based
Education, National Curriculum Statement and
now Curriculum Assessment Policy Statement,
and not to improve teachers’ classroom prac-
tice. This is also supported by the Report of the
Ministerial Committee on Rural Education (2007)
which indicates that by 2007, the vast majority
of teachers in South Africa had limited access to
professional development.

The results in Table 6 show that the majority
of teachers (88%), who improve their teaching
skills through further studies, teach better. These
findings in Table 6 are supported by literature
(Bolam and Weindling 2006; Jita and Mokhele
2014) who indicated that a well-structured pro-
fessional development can lead to successful
changes in teachers’ practice, school improve-
ment and improvements in pupils’ achievement.
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Smith and Gillepsie (2007) also found that teach-
er preparation such as certification or degree in
the subject that the teacher is teaching, for ex-
ample, a degree in Mathematics rather than a
degree in education, as well as the level of for-
mal education and level of experience plays an
important role in teacher quality and student
achievement. However, qualitative results show
that teachers bemoan the kind of support they
receive from the Department of Basic Education
which is seemingly not assisting all the teachers
who are furthering their studies. Qualitative re-
sults show that teachers are perceive that the
Department of Basic Education is not providing
all the teachers with bursaries to study further
or salary increments at the completion of further
studies as part of professional development
initiatives.

The majority of teachers (84%) perceive that
professional development programs enhance
teachers’ quality of teaching in their learning
areas. The results indicate that teachers are able
to provide and promote quality teaching and
learning in their classes through professional
development. Considerable literature (Ingvarson
et al. 2005; Jita and Mokhele 2014; Ravhuhali
2014) state that professional development for
teachers is a vital component of educational
policies that is able to enhance teachers’ quality
of teaching and learning in our schools. The
results are supported by Ravhuhali (2014) who
found that teachers perceive the importance of
professional development as it helps them to
acquire new ideas, more knowledge and skills
on how to deliver the subject content in their
classes effectively, something that can be
achieved only if teachers are furthering their
studies.

CONCLUSION

Even though teachersare not being support-
ed adequately by Department of Basic Educa-
tion and their schools, they perceive the impact
of professional development positively. Both
experienced and inexperienced teachers recog-
nise the positive impact of professional devel-
opment in broadening their pedagogical and
content knowledge, and teaching skills and strat-
egies to improve student’s learning. Teachers
are undergoing professional development initi-
atives in order to gain financial rewards and not
necessarily to develop themselves profession-

ally to promote quality teaching and learning in
schools.

RECOMMENDATIONS

Teachers should be provided with adequate
time for professional development workshops.
Teachers should be supported by both the De-
partment of Basic Education and their schools.
Teacher Professional Development should be
linked with financial rewards such as increment
in teachers’ salary and promotions. Teachers
should be involved in the planning and con-
ceptionof their continuing professional devel-
opment, taking into consideration their own
classroom needs, and be involved in the imple-
mentation thereof. Teachers should be subject-
ed to voluntarily classroom observation as part
of professional development.Teachers should
be provided with enough time to attend work-
shops for their professional development. It is
also recommended that further research into the
factors influencing teachers’ furthering their
studies as part of professional development in
South Africa.
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