xii
188

OPPORTUNITIES AND CHALLENGES ON CONTINUING PROFESSIONAL DEVELOPMENT FOR TEACHERS IN SELECTED PUBLIC SECONDARY SCHOOLS IN LUSAKA PROVINCE, ZAMBIA
SAMSON KANTINI

A DISSERTATION SUBMITTED IN PARTIAL FULFILMENT OF THE REQUIREMENTS FOR THE AWARD OF THE DEGREE OF MASTER OF EDUCATION IN CURRICULUM DESIGN AND DEVELOPMENT DEPARTMENT OF CURRICULUM AND INSTRUCTION

THE OPEN UNIVERSITY OF TANZANIA

2025

CERTIFICATION

The undersigned certify that they have read and hereby recommend for acceptance by The Open University of Tanzania a dissertation entitled: “Opportunities and Challenges on Continuing Professional Development for Teachers in Selected Public Secondary Schools in Lusaka Province, Zambia” in partial fulfilment of the requirements for the Degree of Master of Education in Curriculum Design and Development (MEDCDD) of The Open University of Tanzania

………………………..………..
Dr Goodluck Jacob Moshi

(Supervisor)

………………………………….
Date

…………….……………………
Dr Mohamed Msoroka
(Supervisor)

………………………………….
Date

COPYRIGHT
No part of this Dissertation may be reproduced, stored in any retrieval system, or transmitted in any form by any means, electronic, mechanical, photocopying, recording or otherwise without prior written permission of the author or The Open University of Tanzania in that behalf.
DECLARATION

I, Samson Kantini, declare that the work presented in this dissertation is original. It has not been and will not be presented to any other University or Institution. Where other people’s works have been used references have been provided. It is in this regard that I declare this work as originally mine. It is hereby presented in partial fulfillment of the requirement for the Degree of Master of Education in Curriculum Design and Development (MEDCDD).
 

 
……………………………….

Signature

 

………………………………..

Date

DEDICATION
This dissertation is dedicated to my beloved wife, Dorcas Mwanza, and our children, Sizwangelanga, Chisomo and Rukundo.
ACKNOWLEDGEMENT
First and foremost, I would like to express my deepest gratitude to Jehovah God Almighty for the precious gifts of life and good health, which enabled me to successfully complete this course of study.
Words cannot express my gratitude to my esteemed supervisors, Dr Goodluck Jacob Moshi and Dr Mohamed Msoroka, for their invaluable supervision, support, and tutelage during the period of this study. 
My gratitude extends to the Dean of the Faculty of Education, Dr Theresia J. Shavenga, the Head of the Department of Curriculum and Instruction and Programme Coordinator, Dr Jesse Lukindo, and the following faculty members: Dr Mary Ogondiek, Dr Winfrida Malingumu, Dr Janeth Kigobe, and Dr Felix Mulengeki. They treated me uniquely, not dismissively, not with hostility, but as a novice curriculum specialist ready to be socialised into the realms of curriculum design and development as we explored various aspects of the programme. 
I could not have undertaken this journey without the financial support of the United Nations Educational, Scientific and Cultural Organisation (UNESCO) Participation Programme. I wish to acknowledge the facilitation role of the Zambia National Commission for UNESCO in this regard and its Secretary General, Dr Heather Munachonga, for giving me time off the Commission’s eventful schedule to conduct my research and write my report.
I am also grateful to the Ministry of Education for giving me access to the secondary schools that participated in this research and the valuable support I received from the headteachers and the teachers during data collection. Thanks, should also go to my coursemates – Mukanu Kapalangoma, Samson Njapau, Kenneth Bigabwa, Kennedy Mundongo, and Petronella Malungisa – who impacted and inspired me in so many ways.
Lastly, I would be remiss if I did not mention my gracious wife, Dorcas, and children, Sizwangelanga, Chisomo, and Rukundo, who had to endure moments without me whenever I became absorbed in the work on this dissertation. They were always a source of joy, keeping my spirits and motivation high throughout this process
ABSTRACT
Although substantial literature exists on Continuing Professional Development (CPD), limited research has examined how CPD policies are operationalised in developing countries, particularly within urban secondary school contexts. In Zambia, the 2019 Standards of Practice for the Teaching Profession (SPTPZ) and the Credit Point (CP) System provide a framework for teacher professional growth, yet little is known about teachers’ understanding of CPD and the practical challenges and opportunities it presents. This study investigated teachers’ perceptions and experiences of CPD in five purposively selected public secondary schools in Lusaka District, chosen for its urban complexity, diverse student populations, and proximity to policy institutions. A mixed-methods embedded design was employed, with qualitative methods as the dominant approach supported by quantitative data. Fifty teachers and two Ministry of Education policymakers participated. Data were collected through structured questionnaires, semi-structured interviews, and documentary analysis. Quantitative data were analysed using SPSS Version 23 to identify trends, frequencies, and patterns, while qualitative data were subjected to thematic and content analysis. Findings indicate that teachers perceive CPD as both collaborative professional learning and a form of lifelong development. Key challenges included limited access to CPD activities, poor scheduling, inadequate funding, weak leadership, insufficient pre-service preparation, and restricted ICT resources. Opportunities encompassed national coordination mechanisms, CPD policies, tracking systems, diverse providers, teacher loan schemes, and the expansion of ICT infrastructure. Teacher experience, age, and school context were found to shape perceptions of CPD relevance and accessibility. The study highlights the need for a holistic approach to CPD that integrates policy, leadership, funding, teacher well-being, and technology. By linking empirical evidence with theoretical frameworks, including Constructivist Learning, Andragogy, Transformative Learning, and Communities of Practice, the research provides nuanced insights into the implementation of CPD in urban Zambian schools, revealing both enablers and barriers to effective professional development.
Keywords: Teachers, In-Service Teachers, Public Secondary Schools, and Continuing Professional Development
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CHAPTER ONE 
INTRODUCTION
1.1
Introduction 
This chapter presents the background to the research study, the statement of the problem, and the general and specific objectives developed to address the research questions. It also outlines the significance of undertaking this study and defines its scope.
1.2 
Background to the Study
The education systems around the world continue to face the challenge of adapting to the complex and dynamic changes of society (UNESCO, 2023). At the crux of this challenge lies the role of teachers, particularly in how their competencies and skills can be enhanced to improve practice and facilitate quality learning (Abakah, 2023; Melesse & Gulie, 2019; Cordingley, 2015). As Komba and Nkumbi (2008) argue, education is facilitated by teachers because they are the key source of knowledge, skills, wisdom, appropriate orientations, inspiration, and role models for learners. The quality of teachers determines learning outcomes of learners (Komba & Nkumbi, 2008). Teacher quality is essentially assured through Continuing Professional Development (CPD) for teachers (UNESCO, 2023). CPD provides continuous improvement in the worthwhile knowledge, values and skills of teachers, both individually and collectively, to ensure quality education (Wan, 2011).
Nonetheless, scholars indicate that insufficient attention is paid to CPD for teachers in developing countries. In sub-Saharan Africa, for example, while issues such as large classes, poorly resourced schools, and irrelevant curricula are often addressed, CPD for teachers remains neglected (Haßler, Bennett, & Damani, 2020). Komba and Nkumbi (2008) note that in Tanzania. However, the country has been committed to Universal Primary Education since gaining independence in 1961. It has made significant achievements in this sector; the attainment of quality education remains a challenge due to inadequate or absent CPD. In 2017, the Ugandan government acknowledged that structures for CPD were either inadequate or completely absent in nearly all its public secondary schools. For many years, a large proportion of its teachers had not received any CPD (MES, 2017). Meke and Rembe (2014) observed a similar situation in Malawi, adding that CPD was poorly implemented and ineffective in improving classroom practices among teachers.
In Zambia, several studies have shown that the country has a clear policy direction on CPD programmes for teachers (Muyunda, 2022; UNESCO, 2019; Mataka, 2011; Longe & Chiputa, 2003; Lungu, 1993; Sandlane, 1989). Despite this clear policy direction, various research studies conducted in Zambia have found CPD programmes to be ineffective and unattractive to teachers because they do not align with teachers' career progression (Muyunda, 2022; Mataka, 2011; Mwansa, 2010; UNESCO, 2016c). The common one-off training workshops tend to render teachers mere recipients of knowledge, without sufficiently strengthening their pedagogical skills required for teaching (UNESCO, 2016c). There is also a dearth of research evaluating CPD programmes to understand their impact on teacher knowledge and behaviour, as well as to explore teachers' understanding of CPD programmes (UNESCO, 2016c). 
The introduction of the Credit Point (CP) system in 2019 by the Ministry of Education (MoE, 2019) sought to address the need for innovative CPD programmes in Zambia. The CP system requires teachers to earn credit points by participating in CPD activities that are aligned with the professional standards of practice. These points are essential for renewing their practising certificates with the Teaching Council of Zambia (TCZ), with a minimum requirement of 50 points per year, totalling 150 points every three years (MoE, 2019). The CP system aims to link CPD programmes to career progression and practice of teachers, as well as to enhance monitoring and evaluation in order to assess its impact on teacher performance and behaviour (MoE, 2019). 
However, since its introduction, no research has investigated teachers' understanding, as well as the challenges and opportunities that have emerged in the implementation of CPD in Zambia. This situation mirrors that in other developing countries such as Malawi (Meke & Rembe, 2014), Rwanda (Bunane et al., 2022) and Ghana (Abakah, 2023), where research indicates that under-investment in CPD is compounded by the absence of regular, concrete and accessible feedback from teachers on CPD programmes and interventions intended to improve them.
1.3 
Statement of the Problem 
Globally, the facilitation and sustainability of Continuing Professional Development (CPD) for teachers remain a complex challenge. Despite the recognition of CPD as a cornerstone for enhancing teacher effectiveness and learner outcomes, large-scale implementation has often been inconsistent and only partially successful, particularly in developing countries (UNESCO, 2023; Bunane et al., 2022; UNESCO, 2015). Persistent issues, such as underinvestment, a lack of systematic monitoring, and limited feedback from teachers on the practicality and impact of CPD innovations, have contributed to slow or minimal progress in strengthening teachers’ professional competencies (Ng’andu, 2023; Muyunda, 2022; Abakah, 2019).
This situation has far-reaching implications. When teachers are not adequately supported through effective CPD, outdated pedagogical practices persist, instructional quality declines, and learners face widening achievement gaps (UNESCO, 2019). Moreover, teachers’ opportunities for career advancement, personal growth, and innovation become severely constrained, further hindering education system reforms. Recognising these challenges, international bodies such as UNESCO have called for a paradigm shift in the design and implementation of CPD – moving from traditional, top-down approaches to more dynamic, context-sensitive, and teacher-driven models (UNESCO, 2023; Schwille & Dembélé, 2007).
In response to this call, many countries have developed new frameworks to contextualise and strengthen their CPD systems (Obiero, 2020). In Zambia, the Ministry of Education (MoE) introduced the Standards of Practice for the Teaching Profession in Zambia (SPTPZ) in 2019, accompanied by an innovative credit point mechanism designed to promote structured, continuous, and accountable professional learning (MoE, 2019). This mechanism was designed to motivate teachers to engage more actively in professional growth activities by linking such engagement to their career progression and performance evaluation.
However, since the introduction of this credit point system, there has been no known empirical research assessing how teachers understood and experienced CPD. Specifically, no comprehensive study had yet examined the opportunities and challenges that teachers faced in implementing CPD across different school contexts in Zambia under the new credit point mechanism. Without such evidence, it remained unclear whether the long-standing weaknesses in CPD delivery were being addressed or if new barriers were emerging.
Therefore, this study was undertaken to address this critical gap by exploring the opportunities and challenges associated with implementing Continuing Professional Development (CPD) under the Credit Point system among teachers in selected public secondary schools in Lusaka Province, Zambia.
1.4 
Objectives of the Study
1.4.1 
General Objective 
The general objective of this study was to identify the opportunities and challenges associated with CPD for teachers in selected public secondary schools in Lusaka Province, Zambia.
1.4.2 
Specific Objectives
The specific objectives of this study were:
(i) To examine teachers’ understanding of Continuing Professional Development.
(ii) To identify challenges encountered by teachers of selected public secondary schools in Lusaka in the implementation of Continuing Professional Development. 
(iii) To explore opportunities that emerge in the implementation of Continuing Professional Development among teachers in selected public secondary schools in Lusaka.
1.5 
Research Questions
To address the objectives of the research, the study answered the following questions:
1.5.1 
General Research Question
 What were the opportunities and challenges of Continuing Professional Development for Teachers in selected public secondary schools in Lusaka?
1.5.2 
Specific Research Questions
(i) How did teachers in selected public secondary schools in Lusaka understand CPD?
(ii) What opportunities did teachers perceive as emerging from the implementation of CPD in selected public secondary schools in Lusaka?

(iii) What challenges did teachers experience in implementing CPD in selected public secondary schools in Lusaka?
1.6 
Significance of the Study 
This study amplifies the voices of teachers by revealing their understanding of Continuing Professional Development (CPD), as well as the opportunities and challenges that shape how they learn from CPD experiences and apply new knowledge in their teaching practice. While extensive research (for example, Abakah, 2023) has examined the components of effective CPD globally, relatively little attention has been paid to teachers’ own interpretations and the contextual factors influencing their professional growth. This study responds to calls (UNESCO, 2023) for research that positions teachers not merely as recipients of professional development but as active agents in shaping and sustaining their own professional learning.
The study contributes to the theoretical discourse on CPD by advancing an understanding of teacher agency and contextual learning within professional development frameworks. By foregrounding teachers’ lived experiences, it extends existing CPD models to incorporate how contextual realities, such as school culture and resource availability, mediate the translation of CPD into practice. This adds a nuanced perspective to the global literature, particularly from a Global South context that is often underrepresented in CPD research.
Practically, the study offers evidence-based insights for the Ministry of Education and other stakeholders in Zambia to support the review and strengthening of the national CPD policy. It highlights how the implementation of the Credit Point system and the Standards of Practice for the Teaching Profession in Zambia can be better aligned with the needs and contexts of teachers. Furthermore, the findings provide curriculum specialists with actionable strategies for engaging teachers more effectively in curriculum reform processes. The study may also serve as a foundation for broader national and regional research on CPD implementation and teacher learning.
1.7.6 
Scope of the Study
This study focused on teachers' understanding of CPD in Zambia, with particular emphasis on the opportunities and challenges associated with CPD. The teachers were drawn from five (5) selected public secondary schools in Lusaka District of the Lusaka Province, Zambia, together with two policymakers from the Ministry of Education headquarters in Lusaka. As such, the study was conducted within this specific context, which makes generalising the findings difficult. However, the study may be broadly applicable to similar settings, as the participants provided rich descriptions of their experiences, and possible answers were generated in response to the research question.
1.8 
Delimitation of the Study
This study was delimited to five selected public secondary schools within a single district in Lusaka Province, Zambia. It did not encompass all schools within the district or the wider Lusaka Province. The participant group consisted of fifty (50) in-service teachers and school administrators from the selected schools, along with two policymakers from the Ministry of Education – specifically from the Teacher Education and Specialised Services (TESS) and the Teaching Council of Zambia (TCZ).
The study deliberately excluded private schools, primary schools, and educational Institutions located in other provinces. It also did not consider perspectives from departments within the Ministry of Education outside of TESS and TCZ. Additionally, the study was delimited to data collected strictly within the timeframe outlined in the research schedule, and therefore does not account for developments or changes that may have occurred beyond this period. These delimitations were necessary to maintain the study’s focus, ensure manageability within the available resources and timeframe, and allow for in-depth exploration of the phenomenon within a defined context.
1.9 
Definitions of Key Terms

Teacher: An individual who facilitates learning by providing instruction, guidance, and support to students. Teachers design and deliver lessons, assess student progress, and create a learning environment that promotes intellectual, social, and personal development.
In-Service Teachers: Teachers who are employed and actively teaching in schools.

Public Secondary Schools: Government-funded educational institutions that provide secondary-level education to learners, typically from grades 8 to 12.
Continuing Professional Development (CPD): An ongoing process of professional learning that enables teachers to improve their knowledge, skills, and effectiveness in the classroom, typically through structured programmes such as workshops, seminars, and in-service training.
Professional Growth: The process of acquiring new knowledge and skills to improve one’s teaching practice and career advancement.
Community of Practice: A group of people who share a common interest or profession and engage in collective learning through regular interaction and collaboration. Members of a community of practice share knowledge, experiences, and expertise to enhance their skills and deepen their understanding within a specific field.
Standards of Practice: A set of established guidelines or principles that define the expected behaviours, skills, and professional conduct within a specific profession or field. These standards ensure that practitioners maintain a consistent level of quality and effectiveness in their work, contributing to the overall development of the profession.
Opportunities (in CPD): Favourable conditions or resources that support and enhance teachers’ participation and growth through CPD programs.
Challenges (in CPD): Barriers or difficulties that hinder teachers from engaging in or benefiting fully from CPD activities. These may include a lack of time, funding, motivation, or institutional support.
Peer Learning: A collaborative form of learning where teachers support one another’s development through shared experiences, feedback, and joint problem-solving.
Lifelong Learning: A continuous process of learning throughout a person’s life, from childhood to old age. It takes place in various settings, including the home, school, community, and workplace, and through different types of learning, such as formal education, informal learning, or activities outside the classroom. Lifelong learning helps meet the diverse needs and interests of individuals at any stage of life.
1.10 
Organisation of the Dissertation

This dissertation is systematically organised into six chapters, each structured to build upon the preceding one, presenting a coherent account of the research process, findings, and implications. The organisation ensures a logical flow from the conceptualisation of the study to the interpretation and application of its results.
Chapter One provides a comprehensive introduction to the study. It outlines the background and context within which the research was conducted, articulates the statement of the problem, and presents the objectives and research questions that guided the inquiry. The chapter further discusses the significance, scope, and delimitation of the study, defines key terms, and concludes with an overview of the dissertation's organisation as a whole.
Chapter Two presents a review of the related literature. It critically examines existing scholarship on the concept and importance of Continuing Professional Development (CPD) in education, with attention to global perspectives and paradigms as well as innovations within the African context. The chapter also situates the study within the Zambian educational landscape, identifies gaps in the current body of knowledge, and delineates the theoretical and conceptual frameworks that underpin the investigation.
Chapter Three outlines the research methodology employed in this study. It explicates the research paradigm, approach, and design, and provides a description of the study area, target population, sample size, and sampling procedures. Furthermore, it outlines the methods of data collection and analysis employed in the study, while also addressing issues of validity, reliability, trustworthiness, and research ethics that helped to ensure the integrity and credibility of the findings.
Chapter Four presents the empirical findings of the study. It reports and analyses the data obtained from the field with reference to the understanding of CPD by teachers, the challenges encountered in its implementation, and the opportunities available to teachers for professional growth within the framework of the Credit Point system and the 2019 Standards of Practice for the Teaching Profession in Zambia.
Chapter Five provides a discussion of the findings. It interprets and synthesises the results in relation to the research objectives, questions, theoretical perspectives, and existing literature. The chapter offers a critical analysis of the implications of the findings for theory, policy, and practice, situating them within broader debates on teacher professional development and educational improvement.
Chapter Six presents the conclusions and recommendations arising from the study. It summarises the study and its key findings, draws evidence-based conclusions that align with the research objectives, and proposes recommendations for policymakers, educational practitioners, and researchers. Additionally, the chapter highlights the study's contribution to the existing body of knowledge on Continuing Professional Development and identifies potential areas for future research.
The dissertation concludes with a comprehensive list of references, which lists all sources consulted and cited in accordance with academic conventions. This is followed by appendices containing relevant supplementary materials, including research instruments, letters of authorisation, and other supporting documents relevant to the study.

CHAPTER TWO 
LITERATURE REVIEW
2.1 
Introduction 
This chapter presents a review of the literature on Continuing Professional Development (CPD) for teachers, divided into two sections: empirical and theoretical. The empirical literature examines the concepts, meanings, and significance of CPD for teachers, drawing on selected studies that are framed within global perspectives on CPD in a rapidly changing world. 
Additionally, it examines the current state of CPD for teachers and reviews selected studies on CPD programmes conducted in different African countries to provide a continental outlook, followed by an examination of studies in Zambia to provide a local perspective. This is followed by a section that details the research gap that this study sought to address. The theoretical literature presents perspectives that provide a robust framework for understanding the importance and role of CPD in the professional and personal development of teachers. This concludes the chapter and establishes the theoretical framework for the study.
2.2 
The Concept and Essence of Continuing Professional Development in Education
Continuing Professional Development (CPD) in education has been referred to by various names, including teacher professional development (Soler, 2000), refresher courses (Shah, 2005), in-service teacher training (MoE, 1992), and ongoing professional development (MoE, 1996). Whatever the name, CPD is understood as any learning undertaken to improve the worthwhile knowledge, skills, values and experiences within a specialised subject area or role (Magwenya et al., 2022). CPD for teachers provides them with opportunities for both personal development and qualification upgrading, supporting curriculum development, and advancing their careers (Perraton, 2010). It complements pre-service training in a planned and ongoing development process (Magwenya et al., 2022). This is because preservice training alone is insufficient throughout a teacher's career, given the continuous scientific innovations, climate and environmental changes, political revolutions, and socioeconomic advancements. Every profession is required to respond to these dynamics in order to remain relevant and effective. This requirement is even more demanding for the education sector and teachers in particular (UNESCO, 2016a).
2.2 
Global Perspective and Paradigm on Continuing Professional Development 
The Organisation of Economic Cooperation and Development (OECD) noted that CPD for teachers has four key purposes: 
1) learning to facilitate implementation of policy or educational reforms; 2) preparation of educators for new functions; 3) school-based learning to meet school needs and further school development; and 4) personal professional development chosen by individuals for their enrichment (OECD, 2005, p. 122). 
The global agency of the United Nations responsible for education argues that this multiplicity of purposes accounts for the diversity in CPD programmes for teachers and why, globally, organising and facilitating CPD for teachers on a large scale remains extremely difficult and only partially successful (UNESCO, 2005). Therefore, there is a need for a new paradigm for CPD for teachers.   
The new CPD paradigm for teachers should innovate beyond the dominant forms of CPD, given their limited effectiveness. The underlying challenge lies in their design. Many such programmes are designed as information dissemination activities in which experts external to the school give inspirational talks, share the latest research findings, and introduce new teaching and learning techniques and strategies (Feiman-Nemser, 2001). These activities provide few, if any opportunities for meaningful interaction and follow-up (OECD, 2005, p. 122). Accordingly, UNESCO (2016a) argues that CPD for teachers requires a pedagogical shift towards recognising teachers as facilitators of learning rather than as mere recipients of information. 
Various theories have been cited to support this argument, particularly Guskey's (2002) theory of teacher change. According to Guskey, changes in attitudes and beliefs, which CDP activities aim to foster, generally follow, rather than precede, changes in behaviour (Gyamtso, 2017; Guskey, 2002). However, changes in attitudes and beliefs require time and consistency – elements often lacking in dominant CPD programmes.
2.2.1 
Empirical Studies on Global Paradigm Shifts on CPD
Schwille and Dembéléin (2007) demonstrate that the global shift from traditional forms of CPD for teachers began as early as the 1990s, based on studies conducted mainly in English-speaking industrialised countries during the 1970s and 1980s. The studies called for a new CPD paradigm for teachers. They argued that CPD ought to be contextual, that is, conducted in schools linked to the schoolwide environment and efforts (Schwille & Dembéléin, 2007). They called for teachers to actively participate as facilitators, planners – choosing their own goals and activities – and evaluators of their CPD together with administrators and that such CPD should provide differentiated training opportunities. Lastly, they argued that CPD should be concrete, ongoing, readily available upon request and place emphasis on demonstration, supervised trials, and feedback (Schwille & Dembéléin, 2007). 
Other studies have emphasised a new paradigm of CPD for teachers by critiquing the long-standing approaches to in-service teacher education, namely the workshop and cascade models. Research by Feiman-Nemser (2001) and Lieberman and Miller (1991) clearly show that the one-off workshop or seminar models for in-service teacher education are ineffective, inefficient, and a poor use of both human and financial resources. If these approaches are to be used, they should not be implemented in isolation, as is often the case, because they fail to promote long-term improvements in teaching quality (Feiman-Nemser, 2001; Lieberman & Miller, 1991). These sessions can only serve limited purposes, such as introducing a new textbook, raising awareness of gender disparities, teaching a specific pedagogical skill, or familiarising teachers with standards-based instruction. 
However, the study by Boyle et al. (2005) cautions against assuming that longer CPD activities yield better results. For instance, while completing degree studies as part of CPD is a lengthy process, it does not always result in direct changes to teachers’ strategies. These programmes are primarily helpful for maintaining teachers’ interest and commitment to the profession (Nasser & Fresko, 2003). Elmore (2002) suggests that workshops should be integrated into more continuous, in-situ approaches that work directly with teachers on their instructional practices over extended periods. Guskey’s theory supports this viewpoint, arguing that practice is what truly changes attitudes and behaviours, rather than the other way around.
Boyle et al. (2005) also critique another common CPD approach, the cascade model, often employed in donor-driven initiatives aimed at reaching large numbers of participants quickly. This model typically begins with a select group of trainers who are expected to pass on their knowledge to others. Like the workshop model, the study by Boyle et al (2005) demonstrates that the cascade model suffers from similar weaknesses, and there is rarely an effective mechanism in place to ensure that the knowledge is successfully transferred from the small select group to the masses. As a result, the cascade model leads to minimal changes in teachers’ classroom practices. The cascade model relies more on exhortation than on modelling, structured processes, or active, hands-on practice, all of which are essential for real, sustained change in teaching methods (Boyle et al., 2005).
Global organisations support this changing paradigm for CPD and have called for increased investment in teacher preparation, support mechanisms, and classroom delivery means (UNESCO, 2015). It is argued that the new paradigm should look at CPD as Teacher Professional Learning (TPL) rather than teacher professional development (European Union, 2020). TPL is conceptualised as “dynamic, ongoing, continuous, and set in teachers’ daily lives – embedded in the classroom context and constructed through experience and practice, in sustained, iterative cycles of goal setting, planning, practising, and reflecting” (European Union, 2020, p. 10). It is embedded in the daily life of the school. It provides opportunities to inquire systematically about teaching practices, their impact on students, and other issues related to teachers’ work and personal development. Several countries around the world are working on actualising this and similar recommendations on CPD for teachers.
The international literature reviewed above (European Union, 2020; UNESCO, 2015; Schwille & Dembéléin, 2007; Boyle et al., 2005; Nasser & Fresko, 2003; Elmore, 2002; Feiman-Nemser, 2001; Lieberman & Miller, 1991) indicates that an effective model for teachers’ CPD should consist of substantial contact hours and be sustained over time in order to have a meaningful impact on teaching practices and align with broader systemic reforms. This approach offers teachers sufficient time, relevant activities, and content to enhance their knowledge and facilitate lasting improvements in their teaching. 
The paradigm emphasises the incorporation of activities that are integrated into ongoing teaching and learning processes. For example, study groups, where teachers participate in regular, structured, and collaborative discussions on topics selected by the group, have been shown to improve teachers’ self-efficacy, foster community building, and connect theory with practice. These groups also contribute to curriculum reform and enhance professionalism. 
Other key activities include coaching or mentoring, where teachers work one-on-one with a more experienced colleague, and networks that connect teachers or groups – either in person or online – to explore common interests, achieve shared goals, exchange ideas, and address mutual challenges. Immersion in inquiry, where teachers engage in the same type of learning they are expected to facilitate with their students, is also a vital component of this model. Activities such as mentoring, coaching, and observation occur within the context of actual teaching, making them easier to sustain over time (Boyle et al., 2005).
2.3 
Teachers’ Continuing Professional Development in Africa: State and Innovations
UNESCO (2014) observed that the majority of teachers in Africa effectively lack a voice and are deprived of well-established systems for CPD. Across the continent, there is little investment in CPD for teacher policy reforms or innovations and adaptation to changes in curriculum and assessment policy (UNESCO-IICBA, 2016). In addition, the coordination and management of CPD programme content are either absent or poor, and the programmes often target only a limited number of teachers (Obiero, 2020). However, there are credible attempts in some African countries to implement innovative CPD policies and initiatives. 
2.3.1 
Empirical Studies on State and Innovations of CPD in Africa 

Several studies and innovations in Africa have aimed to transform CPD for teachers, with notable initiatives in Tanzania, Kenya, Uganda, Namibia, and Ethiopia.

In Tanzania, the government launched the MEWAKA programme. This Kiswahili acronym stands for A Guide to Implementing Continuous On-the-Job Training for Teachers (Mwongozo wa Kutekeleza Mafunzo Endelevu ya Walimu Kazini). 
This initiative aimed to provide effective, affordable in-service training for teachers at the school level. MEWAKA was the first nationwide model for collaborative, school-based professional development in Tanzania. This approach, which had shown promise in improving teacher competencies and classroom instruction elsewhere, was expected to be implemented across all primary schools in Tanzania’s 26 regions by 2026. Despite facing some initial challenges, MEWAKA was seen as a transformative step towards disseminating new curricula and innovative teaching practices, not only in Tanzania but also as a model for other countries (World Bank, 2023).
In Kenya, a study by Kariuki et al (2024) showed that different initiatives from as early as 1988 had been mounted by the government, partners and educational institutions to enhance teacher quality through CPD. Unfortunately, the majority of these programmes had shortcomings, including a failure to address individual teachers' performance gaps, the provision of equal opportunities to all teachers, and the fact that the programmes were neither compulsory nor continuous, and did not offer any motivation for continuous learning throughout one’s career. 
Consequently, in 2014, the government developed the Teacher Performance Appraisal and Development (TPAD) tool based on a recommendation of a study by Bunyi et al (2013). The TPAD was proposed to enhance the professional growth and learning outcomes of teachers, as well as enrich teacher professional development in Kenya, by embracing the concept of lifelong learning and global best practices. 
Then, in 2021, the Teachers Service Commission (TSC) rolled out the Teacher Professional Development (TPD) programme anchored on the Kenya Professional Teaching Standards (KePTS) and a Competency Based Framework Model for TPD with the following aims: 
to professionalise teaching by continuously developing and improving teachers’ skills, competencies and knowledge in line with the demands of the 21st century; to enrich teachers’ professional knowledge, understanding and application of the concept throughout their teaching career; to afford Kenyan teachers global compliance to acceptable standards as with other professionals; to align teaching with modern pedagogical approaches using the Competency Based Teacher Education Model (Kariuki et al., 2024, p. 4) 
It was envisaged that through the TPD programme, teachers would acquire the requisite professional skills and competencies to improve learner outcomes ultimately. However, studies have yet to be conducted to evaluate whether this novel initiative is realising its goals (Kariuki et al., 2024). In Uganda, the government established a CPD Framework in 2017, accompanied by a Costed Implementation Plan, to improve the effectiveness of teachers at all education levels. This framework provided a basis for the appraisal and recognition of training acquired after initial teacher education. It also aimed to foster a culture of lifelong learning among teachers, motivating them to continue developing professionally and enhancing their social status and professionalism (MES, 2017). It was argued that this framework has helped the country to motivate teachers and improve their professionalism and social status (MES, 2017).
In Namibia, a well-structured CPD design for teachers was developed; however, as noted by Nyambe, Kasanda, and Iipinge (2018), its implementation faced resistance from teachers’ unions. The main challenges were weak implementation strategies, including inadequate consultation with key stakeholders, which hindered the success of the CPD programme.
In Ethiopia, Leu and Price-Rom (2006) reported on a CPD initiative aimed at enhancing teachers’ subject knowledge and skills, particularly in addressing challenging topics. The initiative also included institutionalised evaluation mechanisms that reward teacher performance, aiming to encourage continuous professional growth (Obiero, 2020).
These studies highlighted a widespread commitment across African countries to enhance CPD for teachers. Each country had adapted its approach to suit local needs, with common themes including the development of frameworks to guide and institutionalise professional growth, the integration of in-service training with classroom practice, and a focus on improving subject knowledge and pedagogical skills. 
The studies also showed that CPD programmes varied in scope, approach, and challenges across the continent. For example, Tanzania’s MEWAKA programme stood out as a pioneering model for school-based professional development, while Uganda’s framework adopted a more structured, lifelong learning approach. Namibia’s CPD design showed potential but faced challenges due to weak implementation and resistance from teachers’ unions. Ethiopia’s initiative focused on improving subject-specific knowledge, accompanied by a performance incentive structure.
Despite these advancements, many African countries still face challenges in implementation, stakeholder engagement, and ensuring sustainability. However, the shared emphasis on continuous professional learning and the development of teacher competencies reflected a growing recognition of the need for more effective, long-term teacher development strategies across Africa. The studies collectively underscored that successful CPD must be integrated, sustainable, and supported by robust frameworks and active stakeholder involvement to be truly effective.
2.4 
Context of Teachers’ Continuing Professional Development in Zambia
The concept of CPD programmes in Zambia originated in 1930 at the then Jean's College in Mazabuka and Chalimbana College in 1939, both of which were established to offer preservice and in-service teacher training (Sandlane, 1989; Lungu, 1993; Mataka, 2011). From the late 1950s onwards, CPD received increased emphasis. In May 1970, Chalimbana College was converted into an institution solely responsible for in-service programmes and renamed Chalimbana National In-service Teachers Training College (NISTICO) (Longe & Chiputa, 2003). 
In the early 1990s, it was established that relying solely on colleges for in-service teacher training was insufficient (MoE, 1992). There was a need for school-based CPD opportunities for teachers (MoE, 1992). Consequently, the 1992 Education Policy, "Focus on Learning," introduced In-Service Education for Teachers (INSET). INSET was further elaborated in the Educating Our Future (1996) national policy on education, along with its CPD operational guideline, launched in 2000 as the School Programme for In-service Training (SPRINT) (MoE, 1998). 
The Education Act (2011) of Zambia building on these earlier national policies since the 1970s – Educational Reforms: Proposals and Recommendations (1977); Focus on Learning: Strategies for the Development of School Education Zambia (1992); Educating Our Future (1996) – committed the country to a paradigm shift that supports and enhances worthwhile skills and knowledge of teachers through CPD programmes. The policies posit that teaching should be viewed as both a learned and a learning profession (MoE, 1996).
Despite these policy frameworks, several studies indicate that Zambia continues to face challenges in teacher CPD provision and quality. Existing research can be categorised into two groups:  studies reviewing CPD programme provision, and studies examining teacher perceptions of CPD.
2.4.1 
Empirical Studies on Continuing Professional Development in Zambia

Between 2010 and 2024, three notable studies reviewed the provision of CPD programmes in Zambia. The first, by Mwansa (2010), examined ten basic schools in Eastern Province; the second, undertaken by UNESCO (2016), provided a nationwide review of national education policy and CPD practices; and the third study, conducted by Mizinga (2016), evaluated the effectiveness of school-based CPD in enhancing literacy teaching skills among grade 1–4 teachers in selected schools in Livingstone District, Southern Zambia. Collectively, these studies reveal persistent challenges in CPD provision, including programme inadequacy, weak alignment with teachers’ career progression, limited development of academic and pedagogical competencies, underutilization of information and communication technology, insufficient reference materials, and poorly resourced facilities and infrastructure (Mwansa, 2010; UNESCO, 2016; Mizinga, 2016).
While these studies offer valuable insights into CPD provision, their generalizability to public secondary schools in Lusaka Province remains limited. Mwansa (2010) focused exclusively on basic schools, and Mizinga (2016) emphasised literacy instruction rather than offering a broader perspective on CPD relevant to secondary education. Although UNESCO (2016) adopted a nationwide scope, its broad policy-level approach limits a nuanced understanding of localised implementation challenges and opportunities. In contrast, the current study purposively sampled teachers from selected public secondary schools in Lusaka Province, allowing for a more in-depth and context-specific analysis of CPD implementation, including how teachers understood CPD, the challenges they encountered, and the opportunities that arose from CPD programme implementation. This focus enhances the relevance of findings to secondary education policy and practice in Lusaka, addressing a critical gap left by earlier studies.
Between 2010 and 2024, four known studies explored the views and perceptions of teachers about CPD programmes in Zambia. The first study was conducted in 2011 by Mataka in selected basic schools of Lusaka District. The second study, conducted in 2017 by Maureen Kanchebele-Sinyangwe, The study explored the mathematics teachers’ perception of CPD and its value in their work context in Central Province. 
The third study on teachers' perceptions of CPD was conducted by Gift Muyunda in 2022. The study explored secondary school teachers’ perceptions of their continuous professional development in teacher engagement in CPD activities, the perceived importance of different CPD programme activities, the need to focus on CPD, and barriers. The fourth study by Ng’andu, conducted in 2023, explored teachers’ perceptions of CPD for inclusive education in Mkushi District and its role in improving pedagogical practices in inclusive settings.
These studies between 2010 and 2024 (Ng’andu, 2023; Muyunda, 2022; Kanchebele-Sinyangwe, 2017; UNESCO, 2016c; Mizinga, 2016; Mataka, 2011; Mwansa, 2010) revealed a consistent theme of challenges within Zambia’s CPD programmes for teachers, including inadequate alignment with teachers’ professional growth and insufficient resources. The studies suggested that there is an acknowledgement of the importance of CPD. However, a gap exists between the expectations and the reality, as CPD programmes remain predominantly traditional in approach. 
Additionally, while there is some recognition of the need to improve CPD, particularly in terms of inclusive education and literacy teaching, the overall impact has been limited due to issues like weak ICT integration, poor infrastructure, and limited materials. The studies highlighted the need for more relevant, accessible, and impactful professional development opportunities, as well as addressing barriers such as time constraints and lack of motivation by teachers to participate in CPD activities. The studies also underscored the importance of improving CPD strategies to ensure they meet teachers’ professional needs and contribute meaningfully to their career progression and classroom practices.
However, these perception-focused studies are limited in their applicability to public secondary schools in Lusaka Province. Most concentrate on primary education, specific subjects, or other provinces, leaving a detailed understanding of how secondary school teachers in Lusaka perceive and experience CPD largely unexplored. Moreover, few studies integrate the perspectives of teachers with an analysis of programme implementation to identify opportunities that may arise alongside challenges. Unlike previous research, the current study bridges this gap by simultaneously examining teachers’ understanding of CPD, the challenges they encounter in its implementation, and the opportunities that emerge within selected public secondary schools in Lusaka Province. By adopting this integrated approach, the study provides context-specific insights that are both practically relevant and theoretically significant, offering a nuanced understanding of CPD’s role in enhancing professional development and educational quality in secondary schools.
2.5 
Research Gap
A review of existing research on teacher CPD reveals a dominant focus on defining CPD and identifying the elements that make it effective for teachers, yet relatively little attention has been paid to teachers’ own understanding and lived experiences of CPD (UNESCO, 2023; Abakah, 2019; Desimone, 2019). This oversight limits comprehension of how new paradigms for CPD create opportunities or pose challenges for teachers in relation to their professional growth and classroom practice. 
In Zambia, the Ministry of Education introduced the CP innovation for CPD in 2019 to optimise the benefits of CPD programmes for teachers. However, no studies to date have examined teachers’ understanding of, or the opportunities and challenges arising from, CPD in the context of this innovation. Consequently, the present study investigates teachers’ understanding of CPD, alongside the challenges and opportunities encountered in its implementation within selected public secondary schools in Lusaka Province.
The literature also consistently highlights persistent challenges in the provision and uptake of CPD, including inadequate resources, poor infrastructure, and insufficient alignment with teachers’ career progression. Moreover, most studies tend to address either the design and provision of CPD or teachers’ perceptions in isolation, without integrating these dimensions into a coherent framework that simultaneously considers understanding, implementation challenges, and emergent opportunities. This fragmentation constrains a comprehensive understanding of the factors influencing the effectiveness and relevance of CPD initiatives.
Several critical gaps emerge from the empirical evidence. First, many studies are limited in contextual relevance, as they focus on basic schools, specific subjects, or provinces outside Lusaka, leaving the experiences of secondary school teachers in Lusaka underexplored. Second, few studies consider teachers’ own understanding of CPD, despite its centrality to meaningful engagement and the effective application of professional development. Third, research examining the opportunities arising from CPD implementation – such as benefits for professional growth, classroom practice, and career progression – is limited. Finally, existing studies rarely adopt an integrated perspective that links programme provision, teacher perceptions, implementation challenges, and emergent opportunities, resulting in an incomplete picture of CPD in practice.
This study addresses these gaps by investigating CPD within selected public secondary schools in Lusaka Province, focusing on teachers’ understanding of CPD, the challenges they encounter in its implementation, and the opportunities that arise from these programmes. In doing so, it provides context-specific insights that can inform both policy formulation and educational practice, contributing to the development of CPD initiatives that are more relevant, accessible, and impactful for secondary school teachers in Zambia.
2.6 
Theoretical Perspectives and Conceptual Framework
Several theoretical perspectives provide a robust framework for understanding the role of Continuing Professional Development (CPD) in the professional and personal growth of teachers. These theories collectively provide a multi-dimensional lens for examining CPD, linking teacher learning, practice, and systemic outcomes, and justifying their relevance to this study.
First, the Constructivist Learning Theory, articulated by Piaget (1973) and Vygotsky (1978), emphasises that learners actively construct understanding through engagement with their environment. This theory is directly relevant to CPD, as it highlights that teachers do not passively receive knowledge during professional development but actively build understanding based on their experiences, reflections, and classroom practices. By foregrounding experiential learning, collaboration, and reflection, constructivism supports the design of CPD programmes that enable teachers to internalise and apply new pedagogical skills in meaningful ways. In this study, constructivist principles are used to justify examining how teachers interpret CPD and integrate it into their professional practice.
Second, Andragogy, or Adult Learning Theory, proposed by Knowles (1980), is crucial for understanding CPD for teachers as adult learners. Knowles’ principles – that adults are self-directed, bring prior knowledge and experience, and require learning to be relevant and practical – underscore the necessity of contextualised CPD programmes. For this study, Andragogy provides a theoretical lens to explore how CPD activities are experienced by teachers, emphasising the importance of autonomy, practical applicability, and recognition of teachers’ existing expertise. It ensures that the study examines CPD not merely as a formal requirement, but as a process tailored to the professional realities of adult learners.
Third, the Communities of Practice theory (Lave & Wenger, 1991) frames learning as a social process occurring within networks of practitioners. CPD programmes that foster communities of practice enable teachers to share experiences, co-construct knowledge, and collaboratively problem-solve. In the context of this study, this theory is particularly relevant because it allows exploration of how teacher interactions within CPD programmes contribute to professional growth, and how collaborative learning environments create opportunities and mediate challenges in CPD implementation.
Fourth, Transformative Learning Theory (Mezirow, 1997) emphasises that effective learning entails critically examining one’s assumptions, values, and practices, leading to profound shifts in perspective. This theory is essential for the study because it underlines the potential of CPD to transform teaching practice rather than transmit knowledge. By applying this lens, the study examines whether CPD initiatives in Lusaka facilitate reflective practice and meaningful changes in teachers’ professional behaviours.
Building upon these perspectives, the study also draws on Laura Desimone's Conceptual Framework for Effective CPD (2009) – see Figure 1 – to provide an operational structure for examining teachers’ understanding and the opportunities and challenges of CPD. 
The framework proposed by Desimone (2009) is particularly suitable for this study, as it directly links CPD characteristics to teacher learning and practice outcomes, while also accounting for contextual factors that influence implementation. This alignment ensures that the study systematically investigates the effectiveness of CPD in relation to teachers’ experiences in Lusaka’s public secondary schools.
The term “effective CPD” is conceptualised in this study as a transformative process through which the CP system enhances CPD opportunities for teachers and mitigates challenges across six domains of professional practice outlined in the 2019 Standards of Practice for the Teaching Profession in Zambia: culture, teaching and learning, management, partnership and networking, professional improvement, and research.
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Figure 1: Modified Conceptual Framework based on Laura Desimone (2009)
Source: Desimone (2009)
This framework, developed by Desimone, comprises three major components, each corresponding to the objectives of this study. The first objective, examining teachers’ understanding of CPD, aligns with the first component of the framework by Desimone (2009), which identifies the key characteristics of effective CPD essential for increasing teacher knowledge and skills to improve practice and student outcomes. This alignment provides a clear theoretical rationale for investigating teachers’ conceptualisations of CPD.
The second objective, combining opportunities arising from CPD, aligns with the second component of the framework by Desimone (2009), which operationalises how CPD influences teacher and student outcomes through its five core features: content focus, active learning, coherence, duration, and collective participation. These characteristics create opportunities for teachers to enhance their knowledge, skills, beliefs, and practices, directly linking the framework to the study's goal of identifying emergent opportunities for professional growth. In fact, Wayne et al. (2008) note that Desmone’s framework allows for the examination of how CPD provides opportunities for teacher change and student achievement, which are key to understanding the effectiveness of CPD interventions.
Finally, the third objective, identifying challenges in CPD implementation, corresponds to the third component of the framework, which emphasises the role of context as a moderator of CPD effectiveness. Contextual factors, including teacher characteristics, school environments, and policy conditions, can facilitate or constrain the implementation of CPD. By using this component, the study systematically examines the challenges teachers face in applying CPD in the specific context of Lusaka’s public secondary schools.
In summary, the integration of Constructivist Learning Theory, Andragogy, Communities of Practice, Transformative Learning Theory, and Conceptual Framework by Desimone provides a theoretically robust and contextually relevant lens for this study. Each perspective complements the others to ensure a comprehensive understanding of teacher learning, CPD effectiveness, and contextual factors influencing opportunities and challenges, thereby justifying their explicit relevance to the research objectives.
CHAPTER THREE
RESEARCH METHODOLOGY
3.1 
Introduction
This chapter outlines the methods and procedures employed in this study.  It discusses the research paradigm, research approach, research design, study area, sample size, sampling procedures, data collection methods, and data analysis. It then discusses the validity, reliability and trustworthiness of the research instruments. Lastly, it presents the ethical implications of the study.
3.2
Research Paradigm
This study adopted the pragmatism research paradigm, which is widely recognised as suitable for research concerned with practical problems and real-world applications (Creswell & Plano Clark, 2011; Kaushik & Walsh, 2019). Pragmatism accepts that there can be both single and multiple realities, and that these realities are open to empirical inquiry. From this perspective, reality is not only objective and external but also socially constructed through human experience, interaction, and interpretation. Thus, pragmatism bridges the gap between positivist and interpretivist assumptions by allowing the researcher to draw on both quantitative and qualitative approaches in understanding complex social phenomena.
This paradigm was particularly appropriate for the current study because the research sought to explore teachers’ understanding, opportunities, and challenges in implementing Continuing Professional Development (CPD) within real educational contexts. Pragmatism focuses on “what works” in addressing research problems (Tashakkori & Teddlie, 2010), and therefore, it aligns closely with the practical orientation of this study, which aimed to generate contextually relevant insights that can inform policy and improve practice in Zambian secondary schools.
Unlike purely positivist paradigms, which emphasise objective measurement, or interpretivist paradigms, which emphasise subjective meaning, pragmatism allows for methodological pluralism, using whatever methods are most appropriate to answer the research questions. This flexibility was essential given that the study sought not only to describe teachers’ experiences and perceptions (a qualitative concern) but also to identify patterns and relationships regarding the opportunities and challenges they encounter (a quantitative concern). Pragmatism, therefore, provided the philosophical foundation for integrating both qualitative and quantitative evidence to arrive at a deeper, more actionable understanding of CPD implementation.
Moreover, pragmatism situates knowledge generation within the interaction between theory and practice. It assumes that knowledge is meaningful only when it can be applied to solve practical problems or improve existing systems (Morgan, 2014). This study’s focus on identifying actionable strategies to enhance CPD implementation in Lusaka Province reflects this practical orientation. The paradigm thus enabled the research to move beyond theoretical debates about CPD to an analysis grounded in teachers’ lived realities and experiences.
In addition, pragmatism supports a problem-centred rather than method-centred approach (Biesta, 2010). The research problem – understanding the opportunities and challenges teachers face in CPD – required an approach that values both the subjective insights of teachers and the objective conditions of CPD delivery. Pragmatism acknowledges that meaning and truth are contingent upon context and usefulness, allowing the study to incorporate diverse perspectives while focusing on solutions that have real implications for educational improvement.
In summary, the pragmatist paradigm was chosen because it aligns with the study’s mixed-methods orientation, its emphasis on practical outcomes, and its goal of producing knowledge that is both contextually grounded and policy-relevant. It enabled the researcher to integrate different forms of data, thereby gaining a deeper understanding of how CPD is experienced, implemented, and perceived by teachers, and to draw conclusions that can inform future CPD policy and practice in Zambia.
3.3 Research Approach
This study employed a mixed-methods research approach, aligning with the exploratory and descriptive aims of the investigation. A research approach refers to the overarching plan and procedure that guide a study, progressing from broad philosophical assumptions to specific methods of data collection, analysis, and interpretation (Creswell, 2014). The mixed-methods approach facilitated the collection and integration of both quantitative and qualitative data, allowing for a more comprehensive and robust understanding of the research problem.
The rationale for employing a mixed-methods research approach was grounded in the pragmatic research paradigm, which prioritises the research question and advocates for the use of multiple methods to generate practical and contextually relevant outcomes. As Kaushik and Kosh (2019) argue, pragmatism advocates for methodological plurality, allowing researchers to leverage the strengths of both qualitative and quantitative traditions in exploring complex social phenomena.
Given the multifaceted nature of the phenomenon under study – Continuing Professional Development (CPD) for teachers in Zambia – a single methodological approach would have been insufficient to capture the depth and breadth of perspectives required. The mixed methods design allowed for the corroboration and complementarity of findings, where quantitative trends enriched the interpretation of qualitative data and provided structure and scope to the qualitative insights.
Moreover, this approach was particularly appropriate because the study was premised on the assumption that CPD could contribute to addressing educational challenges. It also involved a broad range of participants whose diverse experiences and viewpoints were critical to understanding the issue holistically. By integrating various data sources, the research achieved a richer and more nuanced portrayal of the realities surrounding CPD, thereby strengthening the overall validity and applicability of the findings.
3.4 Research Design
Singh (2014) defines research design as the conceptual structure within which research is conducted. It serves as a blueprint for the collection, measurement, and analysis of data (Bhattacharyya, 2006). This study employed a mixed-methods embedded design, also known as a nested design, which involves the collection and analysis of both quantitative and qualitative data, where one data type serves as a supporting role within the dominant research framework (Abakah, 2019; Creswell et al., 2011). The collection and analysis of supporting data types may be conducted before, during, and after the implementation of primary data collection and analysis procedures (Creswell, 2013).
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In this study, a qualitative-dominant design was employed, with quantitative data embedded to supplement and enhance the qualitative inquiry. The choice of this design was driven by the need to gain a deeper understanding of the opportunities and challenges surrounding CPD for teachers in Zambia within the context of the CP System and the 2019 Standards of Practice for the Teaching Profession in Zambia. Further, the design was combined, given the exploratory nature of the research and the need to contextualise complex qualitative findings with broader quantitative trends. The supplementary quantitative data added depth, allowed for sample diversification, and enhanced the reliability and generalisability of the results. Figure 2 is a diagrammatic representation of the embedded design used in this study.Figure 2: 

Figure 2: Mixed Method Embedded Design

Source: Adapted from Abakah, (2019)

3.5 Study Area
This study was conducted in Lusaka District, within Lusaka Province, Zambia, and focused on five purposively selected public secondary schools. Lusaka District was chosen as the study area for several compelling scientific and contextual reasons. First, Lusaka is Zambia’s most urbanised and educationally complex region, characterised by high student enrolments, diverse socio-economic student populations, and intensified institutional accountability. 
These factors create a distinct educational environment that shapes how Continuing Professional Development (CPD) programmes are accessed, interpreted, and implemented. Unlike rural and peri-urban contexts examined in previous studies – such as Eastern Province (Mwansa, 2010), Livingstone District (Mizinga, 2016), and Mkushi (Ng’andu, 2023) – urban schools in Lusaka present unique challenges and opportunities for professional development, including resource allocation, teacher workload, and exposure to innovative pedagogical approaches.
Second, Lusaka hosts the headquarters of the Ministry of Education (MoE) and the Teaching Council of Zambia (TCZ), institutions responsible for formulating, monitoring, and evaluating CPD initiatives. This proximity ensures that schools within Lusaka are more directly exposed to government-led reforms, including the implementation of the Credit Point system under the 2019 Teacher Standards of Practice. Consequently, examining CPD in this setting allows for a detailed investigation of how policy innovations are operationalised in practice, providing insights into both successes and barriers that may not be apparent in more remote or less resourced areas.

Third, while previous research has explored general teacher perceptions and CPD frameworks, there is a notable lack of empirical evidence on how CPD policies are translated into practice within urban secondary school contexts. Lusaka’s public secondary schools operate under distinctive pedagogical and administrative conditions, where teachers are expected to navigate diverse classroom needs, limited instructional resources, and heightened performance expectations. These conditions create a rich and under-researched environment for studying the implementation of CPD. Critical questions arise in this context: How do teachers and school leaders perceive the value and relevance of CPD? Are professional development opportunities timely, meaningful, and accessible? Does the CP system facilitate authentic teacher learning? To what extent are these initiatives embedded in the day-to-day realities of urban schooling?
Ultimately, the selection of Lusaka District lends the study strategic relevance for policy and practice. By focusing on this urban, policy-proximate, and institutionally monitored context, the study captures nuanced insights into both the opportunities and challenges of CPD implementation, generating evidence that can inform scalable interventions across similar urban educational environments in Zambia.
3.6 Population, Sample Size and Sampling Procedures
The target population for this study consisted of teachers in public secondary schools who were implementing CPD activities within the framework of the Credit Point (CP) system. Due to the absence of official records specifying the total number of teachers actively involved in CPD within Lusaka District, the exact population size was unknown. Consequently, the study relied on guidance and authorisation from the Ministry of Education (MoE) headquarters, which identified the schools to be included in the research. This approach ensured that the selected schools were actively implementing CPD initiatives aligned with government policy.
Given practical constraints, including limited teacher availability, the study’s timeframe, and resource limitations, a non-probability sampling approach was employed, specifically purposive convenience sampling. This method enabled the researcher to select participants who were readily accessible and directly engaged in CPD activities, ensuring that the data collected accurately reflected the actual experiences of teachers and their participation in the CP system.
The sample size of fifty (50) respondents was determined based on a combination of practical considerations, diversity of roles, and the need for meaningful qualitative and quantitative insights. The fifty respondents were drawn from five purposively selected public secondary schools, with representation across key functional roles to capture multiple perspectives on CPD implementation. This included five headteachers, five school CPD coordinators, and forty classroom teachers actively participating in CPD activities. The inclusion of two additional policy-level managers – one from Teacher Education and Specialised Services (TESS) and another from the Teaching Council of Zambia (TCZ) – expanded the sample to fifty-two, thereby providing insight into policy and implementation perspectives beyond the school level.
The chosen sample size of fifty (50) teachers was considered adequate to provide a comprehensive understanding of the implementation, opportunities, and challenges of CPD in Lusaka’s public secondary schools. While not statistically representative of the entire population, the purposive and convenience-based selection ensured that participants had direct experience with CPD, allowing for context-rich and reliable data. This approach aligns with methodological precedents in educational research where population sizes are unknown, and practical constraints necessitate purposive sampling to capture in-depth insights (Creswell & Creswell, 2018; Patton, 2015).
3.7 Data Collection Methods
This study employed a mixed-methods inquiry strategy, which supports the exploratory and descriptive nature of the research in collecting data (Creswell et al., 2003). Three methods were triangulated: documentary analysis, individual interviews, and questionnaires. 
3.7.1 Questionnaires 
Questionnaires were administered to the fifty selected participants to obtain both quantitative and descriptive data regarding teachers’ understanding of CPD, their participation in CPD activities, and perceptions of its relevance to professional growth and classroom practice. The questionnaires included both closed-ended and Likert-scale items to quantify levels of awareness, frequency of engagement in CPD, and perceived effectiveness. These data provided a broad overview of CPD implementation, identified preliminary patterns, and informed the development of subsequent qualitative inquiry, including recruitment of interview participants and design of interview questions.
3.7.2 
Individual Semi-Structured Interviews
This study was predominantly qualitative, and qualitative data were collected through individual semi-structured interviews with teachers who had participated in the questionnaire survey. Semi-structured interviews are particularly suitable for exploratory studies, as they enable the researcher to probe deeply into perspectives of the participants, uncover unanticipated insights, and explore issues in context (Lindlof & Taylor, 2002). In this study, the interviews provided detailed information on teachers’ understanding of CPD, their experiences, and the opportunities and challenges they encountered during the implementation of CPD within their schools.
Prior to the actual data collection, the interview questions were validated through pilot testing and a reliability check. Pilot testing was conducted in a public secondary school not included in the main study, involving a small group of teachers. This allowed the researcher to assess the clarity, flow, and comprehensibility of the questions, as well as the approximate time required for the interviews. Adjustments were made to remove ambiguous language, simplify complex terms, and incorporate probing prompts to encourage richer and more detailed responses. Following the pilot, a reliability check was carried out by analysing pilot responses to ensure that the questions consistently elicited information aligned with the study objectives. This process confirmed that the interview guide was capable of effectively capturing teachers' understanding, experiences, and perceptions of CPD in a manner that was coherent, contextually appropriate, and directly relevant to the research questions.
3.7.3 
Documentary Analysis
Documentary analysis was used to collect secondary qualitative data that contextualised and corroborated primary data. Documents reviewed included school CPD records, training reports, Ministry of Education guidelines, Teaching Council of Zambia policy documents, and relevant CP implementation reports. This method enabled the researcher to examine institutional evidence of CPD activities, policy-practice alignment, and documented outcomes, while acknowledging the limitations inherent in relying on existing records (Payne & Payne, 2004). Documentary analysis enriched the study by providing an organisational and policy-level perspective on CPD implementation, complementing teachers’ individual experiences captured through questionnaires and interviews.
By triangulating these three methods, the study collected a comprehensive set of data that integrated teachers’ knowledge, attitudes, and experiences with documented evidence of CPD implementation, allowing for a robust analysis of both opportunities and challenges within the Zambian CPD context. 
3.8 Data Analysis
The study collected three distinct data sets through the methods outlined in Section 3.7: quantitative and descriptive data from questionnaires, qualitative data from individual semi-structured interviews, and documentary data from institutional and policy records. Each data set was analysed using approaches appropriate to its type, allowing an integrated interpretation of the findings.
The questionnaires generated quantitative and descriptive data regarding teachers’ understanding of CPD, the frequency of their participation, and their perceptions of its relevance to professional development and classroom practice. This data was first coded and entered into a Statistical Package for the Social Sciences (SPSS) Version 23 to enable descriptive analysis. Frequency counts, percentages, and mean scores were calculated to summarise trends and patterns across the sample. This analysis provided an overview of the breadth of teacher engagement with CPD, highlighting areas for deeper qualitative exploration.
Interviews yielded rich qualitative data, capturing the experiences, perceptions, and reflections of teachers on CPD implementation, including the challenges and opportunities they encountered. The data were transcribed verbatim and subjected to thematic analysis, following Braun and Clarke’s (2006) six-step framework. This involved familiarisation with the data, generation of initial codes, searching for themes, reviewing themes, defining and naming themes, and producing a narrative report. Thematic analysis enabled the identification of emergent patterns and underlying meanings, allowing the study to explore how teachers interpreted CPD within their specific school contexts.
Documentary analysis provided secondary qualitative data on the implementation of CPD at both the school and policy levels. The reviewed documents included school CPD records, training reports, Ministry of Education guidelines, Teaching Council of Zambia policy documents, and CP implementation reports. The data were analysed using content analysis, which involved categorising information according to key CPD dimensions such as programme structure, alignment with policy, resource provision, and documented outcomes. This approach facilitated the comparison of official records with teachers’ reported experiences, highlighting consistencies, discrepancies, and areas for improvement in policy and practice.
Following individual analyses, the study employed triangulation to integrate insights from the three data sets. Quantitative questionnaire findings were cross-referenced with themes from interviews and documentary evidence to develop a comprehensive understanding of CPD implementation, capturing both the opportunities and challenges experienced by teachers. This integrated approach strengthened the study’s validity and reliability, providing a nuanced perspective on how CPD was understood, operationalised, and experienced in selected public secondary schools in Lusaka District.
3.9 Validity and Reliability/Trustworthiness
The concepts of reliability and validity constitute fundamental criteria for the selection and evaluation of research instruments, underpinning the methodological rigour of both quantitative and qualitative inquiries. In quantitative research paradigms, reliability refers to the degree of consistency or stability exhibited by an instrument when administered repeatedly under comparable conditions. In contrast, validity refers to the extent to which the instrument accurately measures the construct it purports to assess. Conversely, within qualitative research traditions, these notions are reconceptualised as indicators of trustworthiness, rigor, and quality of the inquiry process (Golafshani, 2003).
To establish the reliability of the questionnaire used in this study, a pilot administration was conducted involving ten participants from a public secondary school that was not included in the main sample. This preliminary exercise sought to evaluate the internal consistency and temporal stability of the instrument. Specifically, the questionnaire was administered to two sets of five teachers each on two successive days to determine whether responses remained stable across administrations, thereby providing evidence of measurement reliability and respondent interpretive consistency. Regarding qualitative data, reliability and validity are achieved through methodological triangulation, which encompasses the use of multiple data-gathering techniques, including observations, interviews, and recordings (Golafshani, 2003). 
Consistent with this framework, a pilot study was conducted in a public secondary school excluded from the main study sample. Ten teachers participated in this pilot phase, which facilitated an evaluation of the instrument’s clarity, logical sequencing, comprehensibility, and the estimated duration of the interviews. Analysis of pilot responses enabled the refinement of the instruments by eliminating ambiguities, simplifying complex terminology, and ensuring the alignment of all items with the overarching research objectives.
Furthermore, to enhance the credibility and robustness of the findings, the study adopted a triangulation strategy. This involved the integration of multiple data collection methods, including semi-structured interviews, document analysis, and questionnaire administration. The convergence of evidence from these distinct yet complementary sources strengthened both the reliability and validity of the study’s conclusions, reinforcing the methodological integrity of the research design.
3.10  Ethical Issues 
Ethics are basically a search for rules of conduct that enable us to operate responsibly within the political contexts in which educational research is conducted (Basit, 2010). Every study has its ethical issues, depending on how it treats participants as real people in real-world situations (Bassey, 1999). This study had the following issues that required ethical considerations.
3.10.1 Access 
There was a possibility that the study might face a dilemma regarding the researcher's dual role as both an outsider and an insider, as he was a Senior Officer at the MoE headquarters at the time. The dual role of the researcher necessitated careful consideration to mitigate potential bias and ensure the validity of the collected data (Cohen et al., 2007). To mitigate against potential bias and ensure the validity of the data, several strategies were employed. The researcher maintained strict professional boundaries during data collection, employed combined data-gathering instruments, and engaged in reflexive practices, such as documenting personal reflections and decisions throughout the study. Additionally, triangulation was used by comparing data from multiple sources to reduce the influence of personal bias. These measures ensured that the research findings remained credible and objective, despite the researcher's dual position.
3.10.2 Informed Consent, Confidentiality and Anonymity 
The researcher obtained research ethics approval from the office of the MoE Permanent Secretary responsible for educational services. This protected the participants’ rights and ensured that the study was conducted ethically (Wiersma, 1995). As noted earlier, during data collection, the researcher endeavoured to establish a trusting relationship with the teachers by informing them about the purpose of the research and indicating the extent of commitment required of them. The research data was kept confidential.
Permission was also secured from the District Education Board Secretary and headteachers before distributing questionnaires and conducting interviews. Furthermore, consent forms were distributed to all selected teachers. The teachers participated voluntarily and retained their rights to withdraw at any time.
This study applied anonymisation to the names of the schools and interviewees, as well as the responses they provided. Furthermore, the collected data was collated in folders on the computer database and backed up on an external hard drive. The folders were password-protected.
CHAPTER FOUR
FINDINGS OF THE STUDY
4.1 
Introduction
This chapter presents the research findings observed in the field at the catchment area, organised according to the key themes and patterns that emerged from the data and aligned with the research objectives. The study was designed to explore multiple dimensions of CPD within the Zambian context. It aimed to examine how teachers understand CPD and how they engage with it, identify the main barriers limiting their access to and implementation of CPD, and investigate opportunities that could enhance its provision and their participation. By situating the findings within these objectives, this chapter presents a coherent narrative that reflects the realities on the ground at the time of the study.

4.2 
Overall Data about Respondents and CPD Activities
Table 1 presents the response rate of the questionnaire survey conducted across the participating schools in the study. Overall, the response rate was high. The OP school reported the lowest response rate at 80% (N=8), followed by the KD school at 90% (N=9). The remaining schools all achieved a 100% response rate (N=10). School CS was located in a peri-urban area, while the other schools were in urban areas.
Table 1: Number of Respondents in each School
	
	Number of expected respondents
	Number of respondents
	Response rate

	School KD
	10
	9
	90%

	School LB
	10
	10
	100%

	School LG
	10
	10
	100%

	School OP
	10
	8
	80%

	School CS
	10
	10
	100%

	Total
	50
	47
	94%


Source: Field Data, (2023)
Among the respondents, the majority were female at 63.8% (N = 30), while 36.2% (N = 17) were male. The majority of teachers were aged between 41 and 50 years (N=30, 63.8%). Tables 2a and 2b show the overall mean scores of the indicators of provision and participation in CPD activities by age. 
Table 2(a):  Overall Mean Scores of the Indicators of Provision and Participation in CPD Activities by Age
	Age
	20-25 yrs old
	31-35 yrs old
	36-40 yrs old
	41-45 yrs old
	46-50 yrs old
	Above 50 yrs old
	Total

	Participation
	Mean
	3.2105
	2.8947
	2.3224
	2.8105
	3.0982
	2.7143
	2.8152

	
	N
	1
	1
	8
	15
	15
	7
	47

	
	Std. Deviation
	.
	.
	.48844
	.43574
	.45357
	.28156
	.49041


 Source: Field Data, (2023)
Table 2a indicates variation in CPD participation across age groups. The young age group (20-25) appears most engaged; however, this is based on a single respondent (N=1), which limits generalisation. The 36-40 age group shows the lowest mean participation, with higher variability as indicated by a standard deviation of .48844.
Table 2(b): Overall Mean Scores of the Indicators of Provision and Participation in CPD Activities by Age

	
	
	
	Sum of Squares
	df
	Mean Square
	F
	Sig.

	Participation 
	Between Groups
	
	3.379
	5
	.676
	3.606
	.009

	
	Within Groups
	7.684
	41
	.187
	
	

	
	Total
	11.063
	46
	
	
	


Source: Field Data, (2023)
The p-value of 0.009 indicated a statistically significant difference in CPD participation among age groups, suggesting that age may influence engagement in CPD activities.
The majority of teachers held a bachelor’s degree (N = 28, 59.6%), followed by those with a master’s degree (N = 17, 36.2%). One teacher had a doctoral degree (N=1, 2.1%), and one held a diploma (N=1, 2.1%). 
Regarding teaching experience, 48.9%(N=23) had over 20 years of experience, 23.4% (N=11) had 16-20 years, 14.9% (N=7) had 11-15 years, 8.5% (N=4) had 6-10 years, and 4.3% (N=2) had 1-5 years. Tables 3a and 3b present the overall mean scores of the participation indicators in CPD activities by teaching experience. 
Table 3(a): Overall Mean Scores of the Indicators of Participation in CPD Activities by Years of Teaching Experience

	Teaching Experience
	
	6-10 years
	11-15 years
	16-20 years
	Beyond 20 years
	Total

	Participation
	Mean
	2.7500
	2.4971
	2.7847
	2.9657
	2.8152

	
	N
	4
	9
	11
	23
	47

	
	Std. Deviation
	.53394
	.55769
	.41406
	.45459
	.49041


Source: Field Data, (2023)
Table 3a shows that teachers with more teaching experience (16-20 years and beyond 20 years) had slightly higher mean participation in CPD activities (2.7847 and 2.9657, respectively). Teachers with fewer years of teaching experience (6-10 years and 11-15 years) had somewhat lower participation scores, although there was variability within each group. The highest standard deviation for the 6-10 and 11-15 year groups indicates that participation in CPD activities is more variable in these groups than in the 16-20 year and beyond 20 year groups, which have the lowest standard deviation.
In Table 3b, the p-value of 0.105 suggests no statistically significant differences in CPD participation based on teaching experience. This means that we cannot conclude that teaching experience has a significant effect on participation in CPD activities. Differences observed may be due to chance rather than teaching experience level.
Table 3(b): Overall Mean Scores of the Indicators of Participation in CPD Activities by Years of Teaching Experience
	
	
	
	Sum of Squares
	Df
	Mean Square
	F
	Sig.

	Participation
	Between Groups
	
	1.459
	3
	.486
	2.177
	.105

	
	Within Groups
	9.604
	43
	.223
	
	

	
	Total
	11.063
	46
	
	
	


Source: Field Data, (2023)
Regarding school-level roles, 28.8% (N=14) were Heads of Departments, 8.5% (N=4) were Heads of Section, and 10.6% (N=5) were either CPD coordinators or Deputy Headteachers. The majority of respondents (38.3%, N = 18) were subject/classroom teachers, while only one teacher was a class teacher (N = 1, 2.1%).
Schools primarily offered traditional CPD activities, including self-study, class management, mentoring, managing learner clubs and production units, school-based projects, and attendance at local professional programmes. Table 4 shows the overall mean scores of the indicators of provision and participation in CPD activities by school.
Table 4: Overall Mean Scores of the Indicators of Provision and Participation in CPD Activities by a School
	School
	KD 
	LB 
	LG
	OP
	CS
	Total

	Provision
	Mean
	2.7000
	2.9211
	2.6263
	3.0000
	2.9006
	2.8208

	
	N
	10
	10
	10
	8
	9
	47

	
	Std. Deviation
	.36468
	.53631
	.54270
	.30300
	.39337
	.44857

	Participation
	Mean
	2.6789
	2.8895
	2.6316
	2.9803
	2.9415
	2.8152

	
	N
	10
	10
	10
	8
	9
	47

	
	Std. Deviation
	.43362
	.60898
	.61026
	.29228
	.37811
	.49041


Source: Field Data, (2023)
Table 4 shows that School OP had the highest mean scores for both provision (3.0000) and participation (2.9803), suggesting that higher availability of CPD activities may be associated with greater engagement. KD school recorded the lowest mean participation (2.6789) and a lower provision score (2.7000), indicating potential limitations in CPD opportunities or that other factors beyond provision, as shown by qualitative findings.
Table 4 also suggests that the average provision score across all schools (2.8208) indicates that, overall, CPD activities were moderately available; however, there was room for improvement in terms of the extent of provision across the schools. The average participation score (2.8152) is similar to the provision score, indicating that while there is some participation, it is not as high as might be expected given the availability of CPD activities. 
Then, standard deviations for both provision and participation indicate a moderate level of variability across schools, suggesting that while some schools had relatively consistent views on the provision and participation in CPD, others show more variation, with some teachers participating or perceiving provision at much higher or lower levels.
The findings indicate that CPD participation varies by age, with statistically significant differences observed. Participation does not differ significantly by teaching experience. Schools offering higher provision of CPD activities tend to have higher teacher engagement, although variability exists. Gender and qualifications were not found to have a significant influence on participation levels. Traditional CPD activities remain the dominant mode of professional development across the surveyed schools.

4.3 
Teachers’ Understanding of Continuing Professional Development
The study found that teachers in the catchment area had a nuanced understanding of CPD, viewing it as a process that extends beyond formal training to include continuous, collaborative, and practical professional growth. Their perspectives are presented below.
A respondent who was the CPD coordinator at School LG described CPD as follows:
Continuing Professional Development is quite broad. I would like to contextualise CPD to the Zambian situation. This process involves improving one’s knowledge, skills, and competencies to enhance teacher performance and advance the career path of an individual throughout their work life. It’s a commitment to ongoing professional learning of a teacher, sometimes even in retirement, because once a teacher, always a teacher. 
The CPD coordinator framed CPD as a lifelong commitment, emphasising ongoing learning and professional growth not only through formal courses but also throughout one’s career and beyond active teaching years.
The deputy headteacher at School CS defined CPD in the following way:
For us, CPD is everything. When you sit at home sharing your workday with friends or family, you are both presenting and reflecting on your work. Their response or reaction will give you insights. When discussing a topic with your learners, it is still considered CPD because their feedback will inform your next steps in that lesson and how you will teach it next time. Without CPD, the teaching profession is dead.
This perspective conceptualised CPD as an evolving and embedded process, characterised by reflective and informal learning, rather than by formal obligations. It emphasised the central role of feedback, reflection, and experiential learning in daily teaching.

A teacher at School LG explained CPD for teachers, saying:
CPD is a conduit through which you sharpen skills, knowledge and pedagogical methodologies for effective teaching and learning, as well as how to deal with real-life situations.
This teacher emphasised the practical and functional nature of CPD – a means to improve teaching strategies, pedagogical knowledge, and problem-solving skills.

A classroom teacher at School KD understood CPD as: 
A way of learning from others and sharing what we know with others for the betterment of our professional practice and personal growth. 
This definition framed CPD as a collaborative and reciprocal process, where both sharing knowledge and learning from peers contribute to professional growth.
Another teacher at School LB said:
CPD is about continuous improvement in all areas that define a teacher, fostering team building and personal growth among teachers, for the primary benefit of the learner, the teacher, the school, and the wider community as well.
Here, CPD is framed holistically, encompassing individual development, teamwork, and community impact. The teacher recognised that CPD benefits not only the teacher but also learners, schools, and society, reflecting a broad vision of professional growth.

At School CS, a teacher explained that:
When we discuss CPD, it is not about accruing credit points for the renewal of our teaching licences, but rather about drawing attention to the enhancement of key areas of our professional competencies, skills, and values for effective schools.
This teacher distinguished CPD from administrative compliance, emphasising its true purpose: the enhancement of competencies, skills, and professional values. CPD was viewed as a transformative process that strengthens teachers and improves school effectiveness.
4.4 
Challenges of Teacher Continuing Professional Development
The study found that 85.1% (N = 40) of the respondents faced challenges with CPD, while 14.9% (N = 7) reported having no challenges. Four of those who reported experiencing none came from the same school (LB), and the remaining three, each from a different school (OP, KD, and CS), were all members of the school management team.
The study identified five broad categories of challenges that emerged from the accounts of the respondents: the narrow scope of teacher CPD, organisational dysfunction in CPD activities, limited CPD provision, the high cost of living, and a poor self-image among teachers.
4.4.1 
Narrow Scope of Teacher CPD
Several respondents indicated that teacher CPD activities were too narrow, focusing mainly on subject knowledge and classroom practice, with minimal attention given to professional growth, reflective practice, or broader pedagogical innovation. A school CPD coordinator at School LG explained this situation as follows:
Although the Teaching Council provided us with a framework comprising eight main categories of CPD activities, we are currently implementing only two or three categories, which are like an anthem. Many only report on management and departmental meetings, lesson study, workshops, seminars, and upgrading qualifications, but what about research? What is happening with resource centres? Have subject associations died, and are Zambian teachers not known in other countries? These workshops are held within the school, and not all teachers are required to make presentations.
The statement of the CPD coordinator reflected a perception of limited diversity in CPD implementation, where only a few categories from the official framework were consistently practised. The respondent identified a lack of engagement with research-based, inter-school, and externally oriented professional activities, suggesting that CPD was confined mainly to repetitive, school-based routines.
A respondent who was a head of the department at School KD said, “At our school, apart from the staff meetings for the management and individual departments, we only do lesson study, and as heads of departments, we create time to observe teachers attending to their classes”. 
This response suggested that CPD activities at the school primarily focused on lesson observations and departmental meetings. The focus appeared to have been internal and procedural, reflecting limited exposure to broader professional learning experiences beyond the immediate school context.
This was similar to what a deputy headteacher at School LB said: 
“The common CPD activities in the school are staff meetings and briefings, lesson study and exchange between schools. However, those relating to research are not common.”
The response of the deputy headteacher also revealed a pattern of CPD activities being limited to school-based and routine engagements, highlighting a gap in the professional inquiry aspect of CPD that could enhance reflective practice and innovation.

Another respondent, a CPD coordinator at LG, explained that:
We only have limited school-based CPD activities. There is no funding for activities outside school, which I think are necessary. The previous government discussed austerity measures, which included reducing workshops and local travel. This current government has made similar innuendos. COVID-19 did not help matters, and now a declared national disaster of hunger has emerged. The Republican President even said he does not see why civil servants should be paid allowances during workshops, as they are on duty, and has emphasised the need to curtail travels and workshops for all arms of government and channel funds towards food security. In saying and doing all this, no one is considering the teacher and how their professional development is affected. However, CPD used to be exciting when we would go outside the school to meet other schools and industry experts. This provided better knowledge exchange, and of course, there were allowances. Allowances are a significant motivating factor for CPD because the cost of living is very high.
This account illustrated the impact of financial and policy constraints on the scope and motivation for CPD participation. The respondent linked the decline in CPD variety and engagement to austerity measures, limited funding, and the withdrawal of allowances, indicating that economic and policy environments directly influence teachers’ professional development experiences and morale.

One respondent, a head of section at School LB, explained this limitation in the following way:
With current staffing levels in some departments, such as Natural Sciences and Mathematics, staff members face challenges in finding an opportune time when all of them can have sufficient meeting time for a workshop or seminar. They cannot easily do class demonstrations due to over-enrolment in schools, as the classes are crowded under the current free education policy. They also lack enough time to brainstorm and evaluate the observed lesson and plan for another similar one. These are just a few among many challenges that are limiting our implementation of CPD in this school.
This statement highlighted structural and logistical barriers within schools that hinder effective CPD implementation. Overcrowded classrooms, limited staffing, and time constraints hindered the ability of teachers to conduct collaborative learning sessions or reflective discussions, thereby narrowing the practical scope of CPD activities.
4.4.2 
Organisational Dysfunction of CPD Activities
The study found that CPD for teachers faced organisational dysfunction in six key ways: difficulties in timetabling CPD, an insufficient budget, the lack of a national CPD framework, poor and/or inadequate ICT infrastructure, inadequate pre-service CPD preparation, and poor school leadership.
4.4.2.1 Difficulties in Teacher CPD Timetabling
Of the five schools, only two had a CPD timetable that was integrated within the school master timetable. The deputy headteacher at School CS, whose school had integrated CPD and master time-tables, explained:
Each department has a timetable prepared during the zero week of each term. The facilitators and topics of discussion are identified and scheduled accordingly. Each teacher is required to make a presentation. This timetable for CPD is an integral part of the main school timetable. As such, during CPD sessions, there are no regular classes for teachers in a respective department to attend. This sounds easier said than done because the teachers will still have to find a way to make up for the time lost from those regular classes missed to attend their CPD.
The account of the deputy headteacher showed that, while integrating CPD into the main school timetable ensured structured participation, it also presented challenges in balancing teaching time and CPD activities.

The CPD coordinator for School OP explained their integrated CPD timetable as follows:
In our school, we have a CPD timetable. It is integral to the main school timetable. It is not placed outside the so-called teaching and learning timetable. CPD is a weekly activity. Each department has a specific day of the week when it conducts its CPD.
This response indicated a more systematic and routine approach to CPD integration. By assigning each department a fixed weekly slot, the school institutionalised CPD as a regular part of the academic schedule, reflecting organisational commitment to continuous professional learning.

A CPD coordinator at School LG, which was one of the three schools that had no CPD timetabled on the master school timetable, said:
We do not have a school CPD timetable. Nonetheless, we understand that each department is expected to hold a CPD session once a month. This presents a challenge because it is not scheduled on a monthly basis. However, I think it would be good if CPD is put on the school master's timetable. We can reduce the number of periods for those subjects that have many.
This explanation revealed a lack of formal scheduling, resulting in irregular implementation of CPD. The absence of a fixed timetable reduced accountability and consistency, although the respondent acknowledged the potential benefits of integrating CPD into the master timetable to ensure regularity.

A CPD coordinator at another school (LB) that had no CPD scheduled on the main school timetable, explained that:
We have weekly CPD. Each of our six departments has a designated day on which they meet each week. The time they meet is not reflected on the master timetable, meaning the school does not account for it; however, individual departments are responsible for creating this time. 
The description of this coordinator showed that, while CPD activities occurred weekly, the lack of formal recognition within the school timetable meant that departments independently managed their own sessions. This arrangement placed the responsibility for planning and coordination on teachers, leading to inconsistent engagement across departments.

Then, a CPD coordinator at School KD explained why their school did not have a CPD schedule on the master school timetable, saying:
There are too many activities scheduled in accordance with the CPD guidelines from the Teaching Council. The time is limited, and so are the resources to fund some of those activities. For example, the study cycle requires a significant amount of time to complete. Therefore, we allow each department and teacher to schedule their own CPD activities at a time that suits them.
This response highlighted how time and resource constraints prevented the inclusion of CPD within the formal school timetable. Teachers and departments were left to self-schedule their CPD, which, while flexible, risked uneven participation and lack of coordination across the school.
4.4.2.2 Insufficient CPD Budget
There was a unanimous agreement among respondents that CPD lacked adequate financing support. One respondent, a deputy headteacher at School CS, explained this as follows:
We have a budget for CPD activities. The budget line for CPD actually starts at the National level. Under Teacher Education and Specialised Services, this is a budget for teacher education. It is from this budget line that we draw funds for CPD activities at the school level. The challenge is that the available funds are inadequate. Therefore, we are unable to fund outside school activities, sponsor teachers to attend conferences, or conduct research. At the very least, we can provide snacks and drinks during our CPDs within our school.
This statement highlighted that although CPD financing was formally included in national and school budgets, the allocated funds were minimal and insufficient to support meaningful activities beyond the school setting. The focus on minor expenses such as refreshments reflected a limited scope of what the available funding allowed.

A teacher at School KD said:
The previous government discussed austerity measures, which included reducing workshops and local travel. This government has made similar innuendos. The president has already emphasised the need to curtail travel and workshops for all arms of government and channel funds towards food security. In saying and doing all this, no one is considering the teacher and how their professional development is affected. For example, recently, all HoDs were required to attend a conference. However, only one HoD was able to attend due to a lack of resources and the need to appear to adhere to such high-level political aspirations.
This account highlighted the negative impact of national austerity policies and political directives on the implementation of CPD. Budget restrictions at the macro level trickled down to schools, curtailing participation in professional events and external training opportunities.

Another respondent, a deputy headteacher at School OP, submitted that “CPD has no budget line at this school. Our grant is small against many competing needs.” This indicated that, in some schools, CPD was not prioritised within financial planning. Limited school grants and competing operational demands often resulted in the exclusion of CPD from the schools' active budgets.

A deputy headteacher at School LB explained a similar challenge, saying:
The implementation of free education policy has negatively impacted CPD. Schools no longer have the necessary resources to finance CPD. The grants seem not to have taken into account the funds needed for CPD. There is no funding for activities outside school, yet CPD includes activities outside the workplace.
This statement underscored how the implementation of the free education policy inadvertently constrained CPD funding. While the policy expanded access to schooling, it simultaneously reduced financial flexibility for professional development, thereby limiting the quality and diversity of teacher learning activities.
4.4.2.3 Lack of CPD National Framework and School-Level Policy
63.8% (N = 30) of the respondents noted a lack of guidelines to ensure harmony in the provision of teacher professional development. 
A respondent who was a CPD coordinator at School CS said:
I am aware that CPD is a national policy, but I have not seen any document that is specifically named as such, providing details to offer guidance. Therefore, I cannot claim that anything I say is cited or quoted from the National Policy Document on CPD. I am aware that the National Policy on Education, Educating Our Future, discusses CPD. However, I do not know if there is a separate policy for CPD.
This response showed that, while teachers recognised CPD as a national policy objective, there was limited access to or awareness of a formal, standalone framework to guide its implementation. The absence of an explicit document contributed to inconsistency and uncertainty in practice.
Another respondent, a teacher at School LB, said
Our school has a CPD policy, but it is not formally documented. It is about having the experience of knowing what to do and being able to create time to do it, for the record. However, there are no guidelines that novices, for example, can be referred to for study and guidance. This creates a problem because CPD practices are different from one department to another and from one school to another. Some departments excel more than others, and some schools outperform others.
This account revealed that school-level CPD practices were largely informal and based on tradition or individual initiative rather than structured policy. The lack of written guidelines led to disparities across departments and schools, affecting the consistency and quality of teacher professional development.

4.4.2.4 Lack of ICT Infrastructure
The study found that CPD faced a challenge of a lack of infrastructure for Information and Communication Technology. One respondent, a head of section at School KD, explained that:
This is a digital age where there is a need for the use of ICT in education. However, we have to use our own personal internet bundles and gadgets to conduct official work. We do not have the necessary equipment, such as laptops and projectors, to conduct CPD effectively. In short, the digital teaching and learning materials for us teachers are not available. So, our CPD is not benefiting from the enabling environment that ICTs create.
This response highlighted the awareness among teachers of the importance of ICT for modern CPD, but also the lack of institutional support, evidenced by reliance on personal devices and data.

Another respondent, a subject teacher at School LG, said
There is a high appreciation of ICTs among teachers, but the school has no capacity to provide the necessary equipment. For example, the whole school has only one projector.
This statement highlighted the resource constraints at the school level, where limited ICT tools restricted teachers' capacity to engage in technology-supported CPD. The imbalance between appreciation and actual access to ICT resources weakened CPD outcomes. Then, a CPD coordinator at School CS explained that:
The school does not provide internet bundles and laptops for uploading these CPD credits online. I have to use my own bundles and devices.
This testimony indicated that, despite digital-based CPD systems such as online credit tracking, the lack of institutional provision for basic ICT resources shifted the burden to individual teachers. This undermined equitable access to CPD and discouraged sustained engagement.
4.4.2.5 Inadequate Pre-service Teacher Training on CPD
A respondent who had just been promoted to headteacher, having served for many years as deputy head and in charge of CPD activities at School OP, noted that teacher training institutions were not providing adequate pre-service preparation for novice teachers in CPD activities. 
She explained this as follows:
I have found that my newly recruited teachers from teacher training institutions seem not to take CPD seriously. They seem to always look for an easy way out. For example, they want to have a WhatsApp group for learners to administer notes and exercises. While this is good, they do not take into account the catchment area of the school. This school has learners from both poor and rich backgrounds. We have learners from some of the poorest ghettos in Lusaka, and parents came to complain that they cannot afford smartphones for their children. However, these fresh-from-college teachers are always in a rush; they have no patience.
This response suggested that new teachers often entered the profession with a limited understanding of the practical, contextual, and inclusive nature of CPD. Their reliance on technological shortcuts reflected a lack of exposure to grounded, equitable professional practices during pre-service training.

A CPD coordinator at School KD had a similar complaint: 
Some newly recruited teachers, especially from these mushrooming colleges and universities, do not appreciate the need for CPD. They think CPD is for exposing their inadequacies to debase them. 
This statement indicated that some new teachers perceived CPD as a threat rather than an opportunity for growth. The finding implied insufficient pre-service orientation on the value, purpose, and collaborative spirit of CPD, which undermined its implementation in schools.
4.4.2.6 Poor School Leadership
Respondents cited poor school leadership as another challenge to CPD for teachers. A subject teacher at School LB stated:
A poor relationship between school management and teachers has been a recurring issue for CPD at times. When supervisors have unresolved conflicts, it creates a hostile environment that demotivates teachers. Moreover, if it is a labour issue that requires the teacher union to come in, you find that the school managers are also leaders in those unions. There is hardly any declaration of interest.
This response reflected the adverse effect of strained professional relationships between management and teachers on CPD participation. The perceived conflict of interest among school leaders who also held union positions further eroded trust and motivation among teachers.
Another respondent, a teacher at School CS, explained the challenge of poor school leadership to CPD for teachers as follows:
The management does not take the time to understand what our real needs and problems are as teachers. Moreover, they appear to be powerless or blank about decisions from the top. This is important to me because if CPD does not address my personal issues, and if my immediate supervisors are out of touch with their own supervisors, how can my professional effectiveness be assured?
This statement pointed to a disconnect between teachers and their administrators, where leadership was perceived as reactive rather than responsive. The lack of consultative engagement in identifying the professional needs of teachers diminished the relevance and ownership of CPD initiatives.
A headteacher at School KD identified a possible reason why some school management teams may not fully understand the real needs and problems of their teachers. When this researcher requested her to answer the questionnaire, she said in response, “CPD is for teachers; they are the ones who do CPD. I am a school manager.” This statement demonstrated a narrow conception of CPD as an activity confined to classroom teachers, excluding school leaders. It highlighted a leadership gap where administrators detached themselves from professional learning processes, thereby weakening institutional commitment to CPD.
4.4.2.7 Inadequate Teacher Wellbeing Support Services
The study found that CPD was also affected by a lack of care and counselling for teachers. A CPD coordinator at School LG explained:
Many factors demotivate teachers from participating in CPD activities. The main one for me is social life. We are family women and men. We have so many problems. People are bearing abusive marriages, and others are going through divorces. Some have delinquent children, while others have children, relatives or dependents with special needs or chronic illnesses. We come with these problems to school, and the free time we have from teaching, we invest in trying to address these problems. The worst part is, the school management does not see these problems, and it is challenging to seek counsel from your peers or supervisors when it comes to these kinds of problems for fear of a lack of confidentiality, which leads to stigma when your issues become a social gossip.
This response revealed that personal and family-related challenges significantly affected the motivation and availability of teachers for CPD. The absence of formal support structures for wellbeing and counselling contributed to stress, stigma, and withdrawal from professional learning.

The Deputy Headteacher at School CS expressed similar concerns that 
Our support system for teachers is not strong. Part of the reason is that teachers are often hesitant to seek counsel from fellow teachers or administrators like us. However, those problems they keep to themselves in the end affect their work here. 
This comment suggested that the weak culture of professional support and counselling in schools, leaves teachers isolated in dealing with personal struggles. This emotional burden ultimately impacted their professional engagement, including participation in CPD activities.
4.4.3 
Limited CPD Provision
The third major challenge to CPD for teachers in Zambia was found to be the limited opportunities. All the schools under the study indicated that they literally rely on their own internal generated CPD activities. A CPD coordinator at School KD summarised this scenario as follows:
We design and provide our own CPD as a school. Apart from subject associations, I do not know anyone I would call a CPD provider. We occasionally attend workshops or conferences to which we are invited. I have so far attended a UNESCO workshop, which I believe focused on Comprehensive Sexuality Education.
This response illustrated the self-reliance of schools in sustaining CPD despite minimal external involvement. The occasional external workshops indicated limited partnerships and systemic support from external professional development agencies.
Then, the CPD coordinator at School LB said: 
Our CPD activities are school-based, and we do not have many external actors to support our work. External workshops are seasonal and only involve one or two teachers at a time.
 This statement reinforced the finding that CPD opportunities were highly localised and sporadic. The minimal participation in external programmes constrained exposure to new pedagogical ideas and broader professional networks.
4.4.4 
High Cost of Living
The high cost of living was submitted as a challenge to CPD for teachers. One teacher explained that “allowances are a big motivating factor for CPD because the cost of living is very high.” This brief response reflected the financial pressure that teachers faced and underscored the importance of monetary incentives as a motivation for CPD engagement. A deputy headteacher at School CS explained at length as follows:
Many teachers have huge financial debts. A few years ago, a teacher could walk into a shop upon receiving a salary and buy a television set, leaving with change that would last through to the next month-end. Today, no teacher’s salary can afford a decent smart TV screen. A loaf of bread was K10, but it is now K30. Multiply that by 30 days and consider the butter, sugar, tea, and energy source. This is just breakfast. What about lunch and supper? Add rentals, transport, and school needs for children. The financial pressure on teachers is enormous, so they often end up taking out loans. Moreover, these financial institutions are also ever advertising and making tempting offers. By the time the teacher realises their situation, they are drowning in debt. They cannot come for CPD.
This account highlighted the depth of economic strain faced by teachers, linking personal financial instability to low participation in professional activities. CPD was deprioritised when teachers struggled to meet basic living costs, illustrating how macroeconomic factors indirectly constrain professional development.

4.4.5 
Poor Self-Image
A respondent who was a CPD coordinator at the school LG submitted that there was a challenge of poor self-image among some teachers, which made them reluctant to participate in CPD activities. She explained this challenge as follows:
Low self-esteem can lead some teachers to avoid CPD, especially with the transition from primary to secondary schools. Those primary school teachers who are now teaching in a secondary school, although the school may have been upgraded, still retain knowledge content and pedagogy at the primary level. So, when called upon to conduct CPD with secondary school teachers, they often feel that there is nothing of value to present to their colleagues.
This statement revealed that teachers' self-perceptions influenced their engagement in CPD. The transition from primary to secondary school level has created professional insecurity among some teachers, leading to avoidance of collaborative learning settings. As noted earlier, the CPD coordinator at School KD pointed out that:

Some newly recruited teachers, especially from these mushrooming colleges and universities, do not appreciate the need for CPD. They think CPD is for exposing their inadequacies to debase them.
This reiterated that negative self-concept and fear of criticism discourage participation in CPD. Teachers’ reluctance to engage stemmed from viewing CPD as evaluative rather than developmental, thereby limiting its intended professional growth outcomes.
4.5    Available Opportunities for Teacher Continuing Professional Development
The questionnaire survey identified three key factors related to Continuing Professional Development (CPD) opportunities for teachers in Zambia: coordination, provision, and the use of digital technologies. Each factor focused on three specific areas. The coordination factor examined the national CPD policy, school CPD policy, and CPD management systems. The provision factor explored school-based CPD activities, out-of-school CPD activities, and collegial collaboration with other organisations. The digital technologies factor focused on access to internet connectivity, ICT equipment (for example, laptops, projectors), and ICT partner support or sponsorship.

4.5.1 
Teachers’ Perceptions of CPD Opportunities in Zambia

The following tables present the relationship between the CPD opportunity factors and the demographic characteristics of the respondents.

Table 5(a): Overall Mean Scores of Opportunities for CPD on Policy Coordination, CPD Service Provision, and Digital Technologies by Age
	Age
	20-25 yrs old
	31-35 yrs old
	36-40 yrs old
	41-45 yrs old
	46-50 yrs old
	Above 50 yrs old
	Total

	Policy
	Mean
	2.3333
	3.0000
	2.7917
	2.6889
	2.8889
	3.0000
	2.8156

	
	N
	1
	1
	8
	15
	15
	7
	47

	
	Std. Deviation
	.
	.
	.46930
	.58373
	.44840
	.60858
	.51456

	Service
	Mean
	2.6667
	3.0000
	2.5833
	2.6222
	2.7778
	2.7143
	2.6879

	
	N
	1
	1
	8
	15
	15
	7
	47

	
	Std. Deviation
	.
	.
	.34503
	.48578
	.27217
	.29991
	.36385

	Digital
	Mean
	2.6667
	2.6667
	2.3333
	2.3556
	2.3556
	2.3810
	2.3688

	
	N
	1
	1
	8
	15
	15
	7
	47

	
	Std. Deviation
	.
	.
	.35635
	.36659
	.40760
	.44840
	.37580


Source: Field Data, (2023)
In Table 5a, teachers aged 50 years and above, as well as those aged 31-35 years, reported the highest mean scores for Policy Coordination (3.0000), suggesting that they perceive better coordination at both national and school levels compared to other age groups. Age groups (20-25 years and 31-35 years) show slightly higher levels of satisfaction with policy coordination. However, the differences are not statistically significant, as indicated by the high p-value of 0.700 in Table 5b. Furthermore, the F-test results in Table 5b suggest no significant differences in the perception of policy coordination across age groups (p = 0.700), indicating that age does not significantly affect the perceived effectiveness of CPD policy coordination.
Table 5a shows that teachers in the 46-50 years and above 50 years age groups reported slightly higher mean scores (2.7778 and 2.7143, respectively), indicating a more favourable view of CPD service provision. In contrast, those aged 20-25 years reported the lowest score (2.6667). Overall, perceptions of CPD service provision varied slightly across age groups, with an overall mean of 2.6879, as shown in Table 5b. The p-value of 0.745 from Table 5b indicates no significant differences between groups, suggesting that age does not significantly affect how teachers perceive CPD service provision.

Table 5(b): Overall Mean Scores of Opportunities for CPD on Policy Coordination, CPD Service Provision, and Digital Technologies by Age

	
	
	
	Sum of Squares
	Df
	Mean Square
	F
	Sig.

	Policy 
	Between Groups
	
	.831
	5
	.166
	.600
	.700

	
	Within Groups
	11.349
	41
	.277
	
	

	
	Total
	12.180
	46
	
	
	

	Service 
	Between Groups
	
	.376
	5
	.075
	.540
	.745

	
	Within Groups
	5.714
	41
	.139
	
	

	
	Total
	6.090
	46
	
	
	

	Digital
	Between Groups
	
	.194
	5
	.039
	.252
	.936

	
	Within Groups
	6.303
	41
	.154
	
	

	
	Total
	6.496
	46
	
	
	


Source: Field Data, (2023)
Regarding digital technologies, Table 5a reveals that teachers aged 20-25 years reported the highest mean score (2.6667), while those in the 36-40 years and 41-45 years age groups reported slightly lower scores (2.3333 and 2.3556, respectively). 
Table 5b shows that the mean scores across all age groups are close to 2.37, indicating general but moderate satisfaction with digital opportunities for CPD across age groups. The p-value of 0.936 in Table 5b indicates that the differences in digital technology access across age groups are not statistically significant, suggesting that age does not have a significant impact on the perception of digital technology access in CPD.

Table 6(a): Overall Mean Scores of Opportunities for CPD on Policy Coordination, CPD Service Provision, and Digital Technologies by Teaching Experience
	Teaching Experience
	6-10 yrs
	11-15 yrs
	16-20 yrs
	Beyond 20 yrs
	Total

	Policy 
	Mean
	2.3333
	2.7037
	2.6667
	3.0145
	2.8156

	
	N
	4
	9
	11
	23
	47

	
	Std. Deviation
	.76980
	.42310
	.47140
	.45481
	.51456

	Service 
	Mean
	2.5833
	2.5185
	2.7576
	2.7391
	2.6879

	
	N
	4
	9
	11
	23
	47

	
	Std. Deviation
	.50000
	.44444
	.33635
	.31713
	.36385

	Digital 
	Mean
	2.2500
	2.1852
	2.4848
	2.4058
	2.3688

	
	N
	4
	9
	11
	23
	47

	
	Std. Deviation
	.50000
	.44444
	.27340
	.36177
	.37580


Source: Field Data, (2023)
In Table 6a, teachers with more than 20 years of experience reported the highest mean score for policy coordination (3.0145), indicating a more positive view of coordination mechanisms compared with those with fewer years of experience. Table 6b reveals that teachers with 6-10 years of experience reported the lowest mean score for policy coordination (2.3333), suggesting they perceive policy coordination as less effective. 
The ANOVA test in Table 6b indicates a statistically significant difference in perceptions of policy coordination by teaching experience (p = 0.034). This suggests that teaching experience does influence how teachers perceive the coordination of CPD policy. For CPD service provision, Table 6a shows that teachers with 16-20 years of experience reported the highest mean score (2.7576), while those with 6-10 years of experience reported the lowest score (2.5833). 
However, Table 6b shows that the mean score for service provision is fairly consistent across all teaching experience groups, with an overall mean of 2.6879. The p-value of 0.380 from Table 6b indicates no significant differences between groups, suggesting that teaching experience does not significantly influence perceptions of CPD service provision.
Table 6(b): Overall Mean Scores of Opportunities for CPD on Policy Coordination, CPD Service Provision, and Digital Technologies by Teaching Experience

	
	
	Sum of Squares
	Df
	Mean Square
	F
	Sig.

	Policy
	Between Groups
	2.197
	3
	.732
	3.154
	.034

	
	Within Groups
	9.983
	43
	.232
	
	

	
	Total
	12.180
	46
	
	
	

	Service 
	Between Groups
	.416
	3
	.139
	1.050
	.380

	
	Within Groups
	5.674
	43
	.132
	
	

	
	Total
	6.090
	46
	
	
	

	Digital 
	Between Groups
	.540
	3
	.180
	1.298
	.287

	
	Within Groups
	5.957
	43
	.139
	
	

	
	Total
	6.496
	46
	
	
	


Source: Field Data, (2023)
The trend for digital technologies in Table 6a is that teachers with 6-10 years of experience reported the lowest mean score (2.2500), while those with 11-15 years of experience reported the highest (2.4848). This suggests that teachers with more experience feel more positively about their access to and use of digital technologies for CPD. 
However, Table 6b shows that the overall mean score for digital technologies is 2.3688, indicating that teachers generally feel neutral to slightly dissatisfied with their access to digital technology for CPD. The p-value of 0.287 in Table 6b suggests that teaching experience does not have a significant effect on teachers’ perceptions of digital technologies for CPD.
Table 7(a): Overall Mean Scores of Opportunities for CPD on Policy Coordination, CPD Service Provision, and Digital Technologies by School
	Teaching Station
	KD
	LB
	LG
	OP
	CS
	Total

	Policy
	Mean
	3.1667
	2.5667
	3.1000
	2.1250
	3.0000
	2.8156

	
	N
	10
	10
	10
	8
	9
	47

	
	Std. Deviation
	.28328
	.54546
	.31623
	.39591
	.00000
	.51456

	Service
	Mean
	2.9667
	2.4667
	2.4000
	2.6250
	3.0000
	2.6879

	
	N
	10
	10
	10
	8
	9
	47

	
	Std. Deviation
	.24595
	.42164
	.21082
	.27817
	.00000
	.36385

	Digital
	Mean
	2.6667
	1.9667
	2.4000
	2.1250
	2.6667
	2.3688

	
	N
	10
	10
	10
	8
	9
	47

	
	Std. Deviation
	.15713
	.36683
	.21082
	.35355
	.00000
	.37580


Source: Field Data, 2023.
Table 7(b): Overall Mean Scores of the Indicators of Opportunities for CPD on Policy Coordination, CPD Service Provision and Digital Technologies in school

	
	
	
	Sum of Squares
	df
	Mean Square
	F
	Sig.

	Policy 
	Between Groups
	
	6.782
	4
	1.696
	13.195
	.000

	
	Within Groups
	5.397
	42
	.129
	
	

	
	Total
	12.180
	46
	
	
	

	Service
	Between Groups
	
	3.004
	4
	.751
	10.220
	.000

	
	Within Groups
	3.086
	42
	.073
	
	

	
	Total
	6.090
	46
	
	
	

	Digital 
	Between Groups
	
	3.788
	4
	.947
	14.686
	.000

	
	Within Groups
	2.708
	42
	.064
	
	

	
	Total
	6.496
	46
	
	
	


Source: Field Data, (2023)
The trend for Policy Coordination by school in Table 7a shows that teachers from KD (3.1667) and LG (3.1000) schools reported the highest mean scores. This suggests that these schools have a more positive view of CPD policy coordination compared to others. In contrast, teachers from the OP school reported the lowest score (2.1250), indicating less satisfaction with policy coordination mechanisms. The F-test in Table 7b reveals a highly significant difference (p = 0.000) across all categories, indicating that the school where a teacher works has a significant impact on their perception of CPD policy coordination.
The interviews established that CPD for teachers in Zambia, in terms of coordination, provision, and digital technologies, had six opportunities, namely: a national coordinating mechanism, a draft CPD national policy, diverse CPD service providers, a CPD teacher tracking system, digital technologies, and a teacher loan scheme.
4.5.2 
National Coordinating Mechanism
Document analysis established that Zambia has a structured policy, regulatory framework, and provision for the execution of teacher Continuing Professional Development (CPD). The Ministry of Education (MoE) is responsible for policy formulation and guiding the provision of education in the country. 
The Teacher Education and Specialised Services (TESS) directorate of the MoE is the primary unit for teacher capacity building, and the Directorate of Standards enforces teaching standards for in-service teachers (MoE, 2019). 
The Teaching Council of Zambia (TCZ) is responsible for registering and monitoring teachers. As such, it holds the regulatory function for the promotion of teacher CPD countrywide. Furthermore, it is responsible for registering and recognising CPD service providers to deliver CPD activities in accordance with government policy (TCZ, 2019). 
4.5.3 
National CPD Policy
The study found that Zambia had, for the first time, a standalone National Policy on teacher Continuing Professional Development (CPD). This policy had not yet been launched and had remained in draft form for four years. A respondent, an official at the Teaching Council of Zambia (TCZ), explained this situation as follows:
TCZ [Teaching Council of Zambia] made a draft National Policy for CPD. UNESCO sponsored a consultant from UNZA [The University of Zambia] to work on it. The document was done and validated. When it was to be tabled for launching, TESS [Teacher Education and Specialised Services] called for some changes to be made to the document. A meeting was convened in Kapiri Mposhi for the purpose, and it was successful. However, the document has stalled since then. We are told that there are no funds for its launch. Nonetheless, TCZ has developed its own institutional regulatory policy, which it uses to enforce CPD in schools. This regulatory framework policy was developed based on existing ministerial CPD documents, such as the SPRINT [School Programme of In-service for the Term], which we transformed into enforceable formats and awarded credit points. I think the experience TCZ has accrued from implementing this institution framework policy can be used to enrich the draft national policy further before its launch.
This account indicates that although a national CPD policy had been developed with UNESCO support, bureaucratic and financial constraints were delaying its official launch. In the interim, TCZ was implementing an institutional framework to operationalise CPD using existing structures such as SPRINT and the credit point system, thereby maintaining policy continuity.

A respondent, an official from TESS at the Ministry of Education, said that:
Yes, we have a draft CPD National Policy document with support from UNESCO. Its uniqueness lies in the fact that it is the first of its kind, a standalone document that brings together everything, starting from the National Education Policy and the 2019 Professional Standards of Practice for Teachers, to other CPD frameworks we have been using, like SPRINT. During validation, we identified aspects of the draft that required attention. We suggested changes that were effectively implemented, and the document was improved during a meeting in Kapiri. We also worked on the parts assigned to us, such as the Foreword and Acknowledgements. However, the document is not with us; it is in the hands of our cooperating partners. They can update you on the current status of the document.
This response highlighted that while inter-agency collaboration had strengthened the draft policy’s content and coherence, its finalisation was hampered by administrative dependencies involving external partners. The absence of clear custodianship of the document had contributed to the prolonged delay in its formal adoption.
4.5.4 
CPD Teacher Tracking System
The study found that the Teaching Council of Zambia (TCZ), as the responsible agency for coordinating teacher Continuing Professional Development (CPD), developed a CPD teacher tracking system, also known as the CPD Credit Point System, which was managed on its Teacher Management Information System (TMIS) platform. A respondent, an official at TCZ, explained this system as follows:
The CPD teacher tracking system is designed as a unified platform for disseminating information and online assessment and tracking of CPD activities among teachers nationwide. For every activity that a teacher does, he or she accrues Credit Points. The TMIS records of CPD activities, maintained at the institutional level, highlight the following, as noted on a CPD Activity Record Card. One, the objectives, subject area and target competence or skill of the activity. Two delivery modes (online/ offline). Three, duration of activity. Four, register of participants. And five, facilitators. It is through this system that CPD Credit Points are awarded through the Teacher Tracking/CPD Module, which outlines different categories of CPD activities and their respective credit points. The credit points are required for renewal of Practising Certificates. A teacher must earn a minimum of 50 credit points per year, totalling 150 points over three years when their certificate is due for renewal.
This statement illustrates that the TCZ has established a structured and technology-enabled system to monitor, record, and evaluate teachers' participation in CPD. The integration of CPD with certification renewal embedded accountability and incentivised teachers to engage continuously in professional learning.

A respondent who was a teacher at School OP said the following about this system:
Credit Points are a value-added and motivational factor for CPD activities. They push us to identify areas where we are not performing well as teachers and schools, and where we are excelling.
This view suggested that teachers perceived the credit point system as an intrinsic motivator that promoted reflection and self-assessment, linking CPD participation to performance improvement.

Another respondent, who was a CPD coordinator at School LG, said that:
Credit Points values CPD experiences that teachers undertake at no cost, which is a more effective option than professional remedial examinations and tests, which can obviously disadvantage others.
This response reflected an appreciation of the system as an equitable and inclusive mechanism that recognised ongoing professional efforts of teachers without imposing additional financial or examination burdens. A respondent who was a deputy headteacher at School LB explained that:
The point is not in the credit points, but in drawing attention to key areas of professional competencies, skills, and values. While this system is new, I am seeing the ability to help improve CPD and ultimately the appropriate standards of practice and teacher qualification in Zambia.
This statement underscored that beyond numerical accumulation, the credit point system served a developmental purpose by drawing attention to critical competencies and values that define professional teaching standards.

4.5.5 
Diverse Recognised CPD Service Providers
(6) The document analysis found that the Teaching Council of Zambia (TCZ) recognised qualified CPD Service Providers as partners in the provision of CPD, and such CPD providers fall in any of the following six categories: Registered or accredited education institutions, colleges of education, universities, and qualifications awarding bodies: local or foreign. (b) Government recognised local, regional and international Organisations. (c) Local and foreign government agencies, bilateral, and multinational institutions such as the World Bank, IMF. (d) United Nations agencies such as UNESCO, UNICEF and WHO. I) Registered local and foreign NGOs. (f) Registered professional groups or individual experts (TCZ, 2021, p.2).
This framework demonstrated an inclusive and diversified approach to CPD provision in Zambia. By recognising a broad range of local and international actors, TCZ aimed to strengthen collaboration, broaden access to professional learning, and align national CPD initiatives with global standards and expertise. It was found that there were eleven (11) CPD Service Providers registered and recognised by TCZ. Their names and the focus of their CPD provision are listed in Table 8.
Table 8: CPD Service Providers in Zambia
	SN
	CPD SERVICE PROVIDER AND PERIOD OF OPERATION
	FOCUS OF CPD PROVISION

	1. 
	Baobab College
23rd May, 2022 to 22nd May, 2024
	1. Learner interactive teaching methods
2. Institutional Leadership/Management
3. Technology Innovations in Teaching

	2. 
	Beyond Ourselves, Zambia 
8th August, 2022 – 7th August, 2025
	1. English Literacy (Initial reading and writing)
2. Jolly Phonics Teaching Aid

	3. 
	Zambian College of Open Learning (ZAMCOL)
17th August 2022 – 16th August, 2025
	1. Interdisciplinary Exploration Management
2. Conflict Management through Case Studies
3. Training-based solutions to challenges facing
teachers

	4. 
	Propenum College of Education 
15th August, 2022 – 14th August, 2025
	1. ICT Literacy
2. Standards of Cultural Practice for Education
Teachers
3. Guidance and Counselling
4. Production of Teaching and Learning Aids
5. Orientation of Teachers to Public Service 6. School Management

	5. 
	Duke of Edinburgh’s International Award, Zambia 27th September, 2022 – 26th September, 20225
	1. New Leadership Award – Nonformal Education Framework
2. Adventurous Journey Training -Outdoor-risk management, First Aid, Assessing Activities, Planned Expedition Routes
3. Award Community Online Courses

	6. 
	VVOB 
13th February, 2023 – 12th February, 2026
	Strengthening Professional Development Systems in the Areas of:

1. Literacy,
2. Numerus,
3. Pedagogy,
4. School Leadership,
5. Mentorship,
6. Coaching,
7. Integration of Technology in Teaching and other related interventions aimed at enhancing teacher professionalism that will enhance the right to education for all to fulfil the Government's commitment to all national and international agreements and conventions.

	7. 
	PEAS Zambia
16th March, 2023 – 15th March, 2026
	1. Understanding Pedagogy
2. Understanding Forms of Leadership

	8. 
	Mem EdTech Solutions
21st March, 2023 – 20th March, 2026
	1. Basic School Functionality
2. Leadership, Management and Communication
3. Governance and Relationships
4. Quality of Teaching, Learning and Educator and Development
5. Curriculum Provision and Resources
6. Learner Achievement; School Safety and Discipline

	9. 
	Marthar Mwii–ga - Physics Education Technology (PhET) Fellow
21st March, 2023 – 20th March, 2026
	Professional Development on Using Interactive Simulation to Teach STEM Subjects in Zambia

	10. 
	MOTI – Sophia Schools Professional Development Services Limited
5th December, 2022 – 4th December, 2025
	1. Pedagogy
2. Co-curricular Subject Content Competencies

	11. 
	Independent School Association of Zambia (ISAZ)
5th December, 2–22 - 4th December, 2025
	1. Professional Knowledge
2. Subject Content, Lesson Planning
3. Management and Assessment
4. Educational Policies and Practice
5. Instructional Leadership and Governance
6. Integrating ICT and
7. Cross-Cutting Issues


Source: Teaching Council of Zambia, (2021)
4.5.6 
Digital Technologies
The study found that teacher Continuing Professional Development (CPD) had an opportunity presented to it by digital technologies. One respondent, a teacher at School OP, said:
We have three mobile telephoning companies. These provide access to the internet. Then, we have the national optic fibre, and recently, SpaceX’s Starlink satellite technology launched internet services. With these options, it is possible to connect all our schools and teachers to the internet, which can enhance our CPD.
This statement highlighted the expanding digital infrastructure in Zambia, including national optic fibre networks and satellite internet services, as enablers of online CPD. The respondent viewed these technologies as a foundation for broadening access to virtual learning and professional development opportunities for teachers, regardless of geographical barriers.

One respondent, a deputy headteacher at School LG, explained that
The school has agreed with private ICT companies that are providing computers and the internet. The school has also installed PowerPoint facilities. These companies even help to monitor the degree to which we are utilising these technologies. Our teachers are excited about this, although some teachers are not utilising these facilities.
This account illustrated a school-level initiative that demonstrated how partnerships with private ICT providers can enhance technological access and capacity for CPD delivery. However, it also revealed uneven utilisation of these resources among teachers, suggesting that while infrastructure was improving, uptake and digital literacy remained variable across staff.

4.5.7 
Teacher Loan Scheme
The study found that the Teaching Council of Zambia (TCZ) introduced a Teacher Loan Scheme (TLS) for teachers nationwide in 2021. Mwanza (2021) reported that:
The purpose of this Teacher Loan Scheme is to help teachers access affordable loans at low interest rates. The scheme targets registered and licensed teachers in both the public and private sectors in all provinces and districts countrywide. Phase one targets selected districts due to their limited financial access. However, going forward, all districts in the country shall be covered.
This report indicated that the TLS was designed to provide low-interest credit to teachers across Zambia, thereby reducing financial burdens and promoting economic well-being. The phased rollout reflected an effort to address disparities in financial access between urban and rural districts.

One respondent, a deputy headteacher at School CS, had this to say about the CPD:
The council's loan scheme should be scaled up to schools quickly. Many teachers have huge financial debts…. They are drowning in debt. They cannot come for CPD. They would rather, in those times when they have no classes to attend, go out to look for money. With its low interest rate, the TCZ loan scheme will obviously be of great help.
This response connected the financial strain experienced by teachers to their limited engagement in CPD. The teacher loan scheme was perceived as a practical intervention that could reduce economic pressures, freeing teachers to focus on professional learning and participation in CPD activities.
This chapter presents the understanding teachers have of CPD, the barriers to participation, and the opportunities that could support their professional development. While these findings describe observed realities, they also point to broader questions regarding policy, practice, and theory. The next chapter discusses these findings in depth, interpreting their significance in relation to the study objectives, existing literature, and the theoretical frameworks of Constructivist Learning, Andragogy, Transformative Learning, and Communities of Practice, thereby providing a nuanced understanding of CPD implementation and effectiveness in Zambian secondary schools.

CHAPTER FIVE
DISCUSSION OF FINDINGS 
5.1 
Introduction
This chapter presents the research findings in relation to the objectives that guided the study. The study had three objectives: to examine how teachers perceive and understand CPD, to identify the main barriers limiting their participation, and to explore opportunities that could enhance CPD provision and engagement. By framing the discussion around these objectives, this chapter provides a coherent narrative that not only reflects the realities experienced by teachers in the field but also highlights insights that can inform policy, school leadership, and broader educational practice. 
This discussion is grounded in the Constructivist, Andragogical, Transformative, and Communities of Practice theories, and synthesised through the framework for effective CPD by Desimone (2009). It also situates these findings within both national and international scholarship on teacher professional development.
5.2 
Demographics and CPD Activities in Lusaka Province
The response rate by respondents was high, primarily because the study was conducted at a time when the Government, through the Teaching Council of Zambia (TCZ), had placed increasing emphasis on CPD for teachers. Teachers were required to accrue credit points for the renewal of their teaching license by participating in CPD activities within and outside their working station, and one of those activities is research (TCZ, 2023). The findings of this study shed light on the complex interplay of demographic factors influencing teachers’ participation in CPD activities in Lusaka Province, Zambia. These factors include age, educational qualification, teaching experience, institutional support, financial constraints, and the availability of resources, particularly digital technologies. 
The following sections discuss these demographic findings grounded in the theoretical lenses that underpinned this study and in relation to existing literature on CPD for teachers. Constructivist perspectives illuminate the experiential and reflective dimensions of professional learning, showing how teachers actively construct knowledge through engagement and critical reflection. Andragogy further explains the self-directed, relevance-driven motivations and barriers characteristic of adult learners, emphasising that participation is closely tied to perceived personal and professional benefit. The lens of Communities of Practice underscores the critical role of collaborative professional learning environments, highlighting how sustained dialogue and shared reflection enhance engagement and knowledge co-construction. Transformative Learning Theory captures the potential of CPD to foster deep reflection and identity shifts, demonstrating that professional development is most impactful when it challenges assumptions and encourages critical reassessment of practice. 
The framework by Desimone (2009) integrates these theoretical perspectives into a coherent model, linking the features of CPD, teacher learning processes, and contextual constraints to provide a comprehensive understanding of professional development effectiveness. Collectively, these frameworks reveal that both demographic factors – such as age, qualifications, and teaching experience – and institutional conditions – including available resources, organisational support, and CPD design – interact as interdependent determinants of CPD participation, shaping the extent to which teachers can engage meaningfully with professional learning opportunities.
5.2.1
Age and CPD Participation

The Analysis of Variance (ANOVA) indicated that age was the demographic variable most strongly associated with teachers’ participation in Continuing Professional Development (CPD) activities and represented the most influential factor compared with other demographic indicators. The analysis revealed that younger teachers, particularly those within the 20–25 age group, were more likely to engage in CPD activities than their older counterparts.
This pattern can be interpreted through the theoretical lenses of this study. From a constructivist standpoint (Piaget, 1973; Vygotsky, 1978), younger teachers – who are still in the formative stages of developing their professional identities – actively construct pedagogical knowledge through processes of engagement, experimentation, and reflection. Their enthusiasm for professional learning aligns with the constructivist emphasis on experiential and self-directed learning. Furthermore, this enthusiasm is often facilitated by fewer financial and familial constraints, enabling younger teachers to allocate greater time and resources to professional development.

The theory of andragogy, as proposed by Knowles (1980), complements this interpretation, suggesting that adult learners are more motivated when learning activities directly relate to their immediate professional aspirations. Younger teachers, who are still establishing their careers, may thus engage more actively in CPD as a means of enhancing classroom performance and advancing their career progression.

For older teachers, whose participation was observed to decline, Transformative Learning Theory of Mezirow (1997) provides an explanatory lens. Established teaching schemas among this group may require significant critical reflection and cognitive dissonance to be transformed. When CPD initiatives fail to challenge existing assumptions or to demonstrate clear relevance, opportunities for transformative engagement remain limited. Moreover, such established schemas may be underpinned by extrinsic pressures, including financial stress, which can undermine intrinsic motivation for professional growth (Deci & Ryan, 2000). As the findings illustrate, older teachers may experience burnout or diminished motivation to engage in CPD due to increased financial and familial obligations.
In light of these age-related variations, the conceptual framework by Desimone (2009) supports the conclusion that the coherence and content focus of CPD programmes must be aligned with the distinct career stages of teachers. For younger teachers, foundational skill-building and mentoring opportunities are particularly beneficial. In contrast, older teachers require reflective, practice-based learning experiences that acknowledge their accumulated expertise while fostering professional renewal in the context of growing external pressures.
This interpretation aligns with research showing that early-career teachers typically demonstrate higher enthusiasm and energy for learning (Vescio, Ross, & Adams, 2008). This suggests that the TCZ’s CPD framework should incorporate career-stage differentiation to maximise inclusivity. Consequently, CPD providers should design differentiated programmes to engage older educators, whose participation levels are lower. Addressing this disparity could enhance overall CPD engagement and sustainability within the Zambian educational context. 
The data presented in Table 3a indicate a trend whereby teachers with greater teaching experience (particularly those with 16–20 years or more than 20 years) tended to participate in Continuing Professional Development (CPD) activities at slightly higher rates. However, the variation within experience groups suggests that participation was not uniform, and significant disparities existed among teachers with similar lengths of service. The ANOVA results (p = 0.105) in Table 3b indicate that these differences are not statistically significant, implying that teaching experience alone does not exert a strong influence on CPD participation. This finding suggests that factors beyond mere tenure are likely shaping engagement in professional development activities.
The theoretical perspective of this study, along with empirical studies, provides explanatory insight into why teaching experience may not directly correspond to higher CPD participation. The theory of andragogy, as proposed by Knowles (1980), emphasises that adult learners are motivated to engage in learning when they perceive clear benefits to their immediate professional or personal goals. This motivation is not necessarily linked to the length of teaching experience but rather to the relevance of CPD to current needs and interests. Consequently, even highly experienced teachers may not prioritise participation in CPD unless it offers tangible value aligned with their immediate professional concerns.
The theory of Communities of Practice (Lave & Wenger, 1991) further elucidates this phenomenon. Learning is most effective when teachers engage in shared professional dialogue and reflective practice within collaborative communities. In contexts where sustained professional communities are limited – for instance, due to reduced engagement beyond individual schools resulting from austerity measures – the social dimension of CPD is weakened. This lack of supportive networks can reduce motivation among experienced teachers to participate, as professional learning is less socially reinforced.
The conceptual framework by Desimone (2009) for teacher professional development underpins this interpretation. The framework highlights that factors such as content focus, active learning opportunities, coherence with teachers’ goals, and opportunities for collaboration are critical determinants of CPD participation, often outweighing the influence of teaching experience per se. Experienced teachers are unlikely to engage in CPD if these core components are absent or misaligned with their professional priorities, which may account for the relatively stable participation rates across experience levels observed in this study.
Additional perspectives from teacher professional identity research (Beijaard et al., 2004) offer further insight. Teachers with substantial experience often possess a well-established professional identity, which may reduce the perceived need for external validation through CPD. Similarly, the study by Day (1999) on teacher autonomy and professional development suggests that experienced educators value independence in their pedagogical decision-making and may selectively engage in CPD only when it aligns closely with their personal teaching philosophy or is perceived as instrumental for professional growth.
Taken together, these theoretical and empirical insights indicate that the effectiveness of CPD is less a function of years of teaching experience and more contingent upon the provision of participatory, reflective, and contextually relevant opportunities for professional learning. Qualitative findings from Lusaka further underscore the significance of contextual variables, such as workload pressures and poor scheduling, which affect CPD participation among teachers, irrespective of their experience levels. This reinforces the conclusion that CPD design must prioritise relevance, accessibility, and collaborative engagement to foster meaningful participation among teachers at all career stages. 
The data indicate that a significant majority of respondents held a bachelor’s degree, while only a small proportion had attained postgraduate qualifications, such as master’s or doctoral degrees. This pattern suggests a limited presence of tangible rewards or incentives associated with higher academic qualifications within the Zambian teaching context. Such a finding aligns with prior research indicating that teachers have limited motivation to pursue advanced qualifications when clear professional or financial incentives are absent (Vavrus & Bartlett, 2006). The predominance of bachelor-level qualifications may therefore reflect the perceived sufficiency of this level of education for career progression within the Zambian teaching profession.
The lack of policy-driven incentive structures may also contribute to a disconnect between Continuing Professional Development (CPD) engagement and formal academic qualifications. The theory of andragogy, as proposed by Knowles (1980), emphasises that adult learners are most motivated when learning is accompanied by clear instrumental and/or intrinsic rewards. In the absence of such incentives, self-directed engagement with advanced learning opportunities is likely to be diminished. Complementing this, the Transformative Learning Theory (Mezirow, 1997) suggests that professional development requires meaningful recognition or opportunities for transformation in teachers’ professional identities to sustain reflection and motivation. When CPD does not lead to enhanced professional standing or visible career benefits, both engagement and the potential for transformative learning may be limited.
The conceptual framework of Desimone (2009) further reinforces this interpretation by highlighting the critical role of structural supports, such as policy incentives and formal recognition, as contextual factors that moderate the effectiveness of CPD. Without institutional reinforcement or clear career-linked rewards, even well-designed CPD initiatives may fail to translate into sustained professional growth.
Accordingly, the data suggest that the limited pursuit of postgraduate qualifications among teachers is not necessarily indicative of a lack of interest in professional development but reflects systemic factors that undermine both intrinsic and extrinsic motivation. The absence of incentives constrains teachers’ engagement with advanced learning opportunities, highlighting the need for policy-level reforms to align CPD, academic progression, and professional recognition within the Zambian educational system.
5.2.2
Financial Constraints and Participation in CPD
Financial constraints emerged as a key barrier to teachers' engagement in Continuing Professional Development (CPD) activities, a finding consistent with the broader literature on resource limitations in sub-Saharan Africa (MoE, 2014). Teachers in Lusaka, particularly those contending with high living costs and personal debt, reported difficulty prioritising CPD when immediate financial obligations took precedence.
This finding aligns closely with the contextual dimension of Desimone's (2009) conceptual framework, which identifies resource availability as a critical moderator of both the implementation and outcomes of professional development. The inability of teachers to afford a decent livelihood and meet CPD-related costs constrains participation, irrespective of intrinsic motivation or professional intent. Consequently, financial barriers function as structural determinants of access to professional learning, highlighting the interplay between individual capacity and systemic support.
From an andragogical perspective (Knowles, 1980), CPD must be accessible and feasible; adult learners confronted with unmet basic needs – including financial security – are unlikely to engage fully in self-directed or reflective learning. Maslow’s Hierarchy of Needs (1943) further underscores that when physiological or security requirements are unmet, higher-order learning, such as professional reflection and skill development, is deprioritised (Maslow, 1940). 
Similarly, constructivist (Piaget, 1973; Vygotsky, 1978) and transformative learning approaches (Mezirow, 1997) presuppose that learners possess both psychological stability and material capacity to engage meaningfully. Persistent financial stress reduces the cognitive and emotional bandwidth necessary for reflective and transformative learning, thereby limiting the efficacy of CPD.

The empirical evidence from this study suggests that, without systemic financial support to ensure teachers enjoy a decent standard of living, even theoretically robust CPD programmes risk being implemented in an exclusionary manner, thereby perpetuating inequalities among teachers. Overall, these findings underscore that personal financial barriers represent a significant structural constraint on CPD participation. Addressing such constraints through targeted funding and resource provision, such as the Teacher Loan Scheme, is critical for ensuring equitable access to professional development and enhancing the overall effectiveness of CPD programmes in Lusaka and comparable contexts.
5.2.3
Role of Institutional Support
The study identified significant variations in CPD implementation across schools, highlighting the critical role of institutional support in shaping professional development outcomes. School OP in particular exemplified effective CPD implementation through strategic partnerships with ICT companies, which provided teachers with both digital infrastructure and reliable internet connectivity. This case illustrates how institutional support can create an environment conducive to sustained professional learning.
The success of School OP aligns closely with the theoretical underpinnings of the Communities of Practice (Lave & Wenger, 1991), which emphasise the importance of supportive environments for fostering professional collaboration and continuous learning. By investing in infrastructure and facilitating access to digital technologies, the school enabled teachers to engage in collaborative knowledge construction, reflective practice, and ongoing professional dialogue. Empirical evidence supports this link, as investment in CPD infrastructure has been shown to enhance teacher engagement and motivation (Hargreaves & Fullan, 2012).
The study also highlighted the systemic barriers to effective CPD, particularly the lack of dedicated budgets for professional development. A deputy headteacher from School OP noted that insufficient funding constrained CPD activities, reflecting a broader structural challenge across other schools. The reliance on personal resources – such as mobile data bundles and electronic devices – to access CPD reflected this systemic lack of institutional financial support for professional learning. This finding is consistent with those of Vavrus and Bartlett (2006), who observed that teachers in developing contexts frequently use personal funds to cover CPD-related costs. Interviews conducted in this study corroborated these findings, with participants highlighting the inadequacy of school budgets, which often precluded the provision of basic resources essential for effective CPD engagement.
The Transformative Learning Theory (Mezirow, 1997) emphasises that a supportive environment – both material and psychological – is essential for enabling teachers to critically reflect upon and renew their practices. Without institutional backing, opportunities for transformative learning through dialogue, experimentation, and reflective engagement are significantly constrained.
Within the conceptual framework of Desimons (2009), this case highlights how institutional support reinforces key drivers of effective CPD, including collective participation, active learning, and alignment with teachers' goals. The absence of adequate CPD budgets in other schools demonstrates how contextual deficiencies can undermine the sustainability and impact of professional development initiatives. As such, policy frameworks mandating CPD budget allocations at the school level would be essential. Overall, the findings suggest that institutional support serves as both an enabling resource and a motivational driver, essential for promoting meaningful, practice-oriented teacher learning.
5.2.4
Traditional CPD Activities and Teacher Motivation
The study revealed that the majority of CPD activities offered by schools were traditional in nature, including self-study programmes and locally scheduled workshops or seminars. While such activities provide foundational professional development, they may not sufficiently foster sustained engagement or meaningful long-term growth among teachers.
This predominance of traditional, largely didactic CPD contrasts sharply with the theoretical paradigms underpinning this study, namely Constructivist, Transformative Learning, and Communities of Practice frameworks. Constructivist approaches emphasise active engagement, experiential learning, and critical reflection (Piaget, 1973; Vygotsky, 1978). Transformative Learning theory advocates for critical discourse and the reassessment of assumptions to facilitate perspective change (Mezirow, 1997). Communities of Practice (Lave & Wenger, 1991) emphasise sustained collaboration, shared reflection, and collective knowledge construction. 
Traditional CPD modes, by focusing on passive information delivery, fail to embody these principles, thereby constraining their potential for promoting deep, transformative professional growth.

Within the framework developed by Desimone (2009), which integrates these theoretical perspectives, effective CPD requires active learning, coherence with teachers’ goals, and opportunities for collaboration. Traditional CPD activities typically lack these features, providing limited opportunities for interactive or practice-based engagement. This structural deficiency helps explain the low levels of motivation reported by teachers, as CPD experiences are perceived as disconnected from classroom realities and professional needs. When professional development is not clearly relevant or applicable to daily teaching practice, engagement and perceived value decline, limiting the overall impact of CPD initiatives.
These findings underscore the importance of transitioning from transmission-oriented CPD models to approaches grounded in constructivist, transformative, and community-based principles. Sustainable CPD requires the design of programmes that facilitate co-construction of knowledge, reflective practice, and alignment with classroom application, supported by coherent institutional structures that prioritise active participation and professional relevance. Such an approach is more likely to enhance teacher motivation, engagement, and long-term professional growth.
5.3 
Teachers’ Understanding of Continuing Professional Development
The findings of this study indicated two principal conceptions through which teachers in Lusaka Province understood CPD: first, as collaborative learning within communities of practice, and second, as a lifelong learning journey. These perspectives are deeply interwoven with the theoretical orientations that guided this study, revealing that teachers' understanding of CPD resonates with the participatory, reflective, and transformative dimensions of professional learning.

5.3.1 CPD as Collaborative Learning and Communities of Practice

The conceptualisation of CPD by teachers as collective and peer-based learning directly aligns with Constructivist Learning Theory and Communities of Practice (CoP). Constructivism (Vygotsky, 1978; Piaget, 1973) posits that knowledge construction occurs through social interaction and reflection. The finding that teachers viewed CPD as an opportunity to “learn from one another” reflects this principle – learning emerges through dialogue, shared experience, and contextual engagement rather than passive absorption of information. Teachers at School KD, for instance, were not recipients of top-down instruction but co-constructors of knowledge through reflective collaboration, in contrast to rigid, school-led CPD programmes.
This understanding reflects the foundation of CoP theory (Lave & Wenger, 1991), which defines learning as participation in a community of practitioners. The emphasis by teachers on collegial exchange and shared expertise embodies the notion proposed by Lave and Wenger (1991) that professional growth is a social enterprise embedded in daily practices. Teachers not only share knowledge but also critically reflect on their beliefs and experiences, co-constructing understanding that informs classroom practice.
The pedagogical frameworks of Problem-Oriented Project Pedagogy (POPP) (Coto & Dirckinck-Holmfeld, 2008) and Large-Scale Teacher-Initiated CoPs (Ko et al., 2023) further illustrate how collaborative CPD can operationalise problem-solving approaches. These frameworks enable teachers to engage with real-world classroom challenges collectively, fostering professional inquiry that directly links to improved teacher performance and student learning outcomes (Rhodes & Beneicke, 2002).

Through the lens of Andragogy (Knowles, 1980), collaborative CPD reflects adult learners’ need for autonomy, relevance, and practicality. Teachers can engage in just-in-time, self-directed learning, accessing support asynchronously and at points of immediate need, enhancing motivation and the meaningfulness of professional growth (Cork, 2023).
This collaborative mode carries transformative potential (Mezirow, 1997): as teachers critically engage with their peers, question assumptions, and reflect on their experiences, they undergo perspective shifts that transform their professional practices. Within the conceptual framework proposed by Desimone (2009), such engagement satisfies the conditions of collective participation, active learning, and practice-based inquiry – essential elements for effective CPD.
Therefore, understanding CPD as a collaborative, problem-oriented, and reflective practice integrates constructivist, adult-learning, and social learning paradigms. It highlights the interdependence of theory, practical problem-solving, and flexible, peer-supported professional growth, firmly situating collaborative CPD as a catalyst for both teacher and student development. This collaborative CPD aligns with the emphasis of TCZ's CPD policy on school-based and peer-led learning.
5.3.2 
CPD as Lifelong Learning

The second dominant perspective frames CPD as an integral component of lifelong learning for teachers. This view positions CPD not as a series of isolated events or formalised courses, but as a continuous, evolving process supporting the growth of teachers throughout their careers (Friedman, 2023). Lifelong CPD extends beyond formal teaching into all aspects of professional and personal life, highlighting the need for flexible, inclusive, and self-directed professional development.
Teachers at Schools CS and LG described CPD as encompassing both formal training and informal learning opportunities, such as reflective dialogue with peers, students, and family. Such holistic engagement illustrates the andragogical principle that adult learning is accumulative, experiential, and self-directed (Knowles, 1980). Lifelong CPD enables teachers to maintain professional relevance, adapt to changing educational demands, and prevent stagnation.
Transformative Learning Theory (Mezirow, 1997) underscores that lifelong CPD is not merely skill acquisition but involves ongoing critical reflection, challenging assumptions, and evolving professional identities. Teachers’ recognition of CPD as a continuous journey reflects their engagement in perspective shifts that shape both pedagogical practices and professional worldviews.
From a Constructivist perspective (Vygotsky, 1978; Piaget, 1973), lifelong CPD represents iterative knowledge construction, where each professional experience – formal or informal – serves as a building block in teachers’ evolving understanding. Professional growth is thus cumulative, contextually grounded, and socially mediated.

The conceptual framework of effective CPD proposed by Desimone (2009) further supports this perspective. Teachers’ emphasis on sustained engagement, coherence across learning experiences, and alignment with broader professional goals reflects the duration and coherence dimensions critical for impactful CPD. Lifelong learning operationalises these elements, ensuring that CPD remains relevant, continuous, and responsive to teachers’ evolving needs.
In essence, framing CPD as lifelong learning integrates andragogical, transformative, and constructivist principles while embedding temporal continuity and coherence. It highlights CPD as a dynamic, flexible, and inclusive process that empowers teachers to engage in self-directed, reflective, and socially mediated professional growth throughout their careers, ultimately enhancing both teacher efficacy and learner outcomes.
5.3.3 
Linking CPD Perspectives to Broader Theories and Literature

The convergence of the two perspectives – CPD as collaborative learning and as lifelong learning – illustrates the interconnections among multiple theoretical frameworks underpinning professional development. Constructivist Learning Theory (Vygotsky, 1978; Piaget, 1973) explains how teachers construct knowledge through experience and reflection, while Communities of Practice (Lave & Wenger, 1991) provides the social and collaborative structures in which this learning occurs. Andragogy (Knowles, 1980) accounts for teachers’ self-directedness and contextual engagement, ensuring that learning is relevant and intrinsically motivating. Transformative Learning Theory (Mezirow, 1997) highlights the potential for CPD to catalyse shifts in professional beliefs and practices through critical reflection.
Social Cognitive Theory, as proposed by Bandura (1986), complements these perspectives by emphasising the role of social interactions, observation, and self-efficacy in learning. Teachers derive motivation and confidence from collaborative CPD environments, where peer interactions enhance their sense of professional capability. Similarly, the Theory of Professional Capital (Hargreaves & Fullan, 2012) situates CPD within a systemic framework, highlighting the importance of social capital (collaborative relationships among teachers) and human capital (individual knowledge and skills) in enhancing both teacher development and school-wide instructional quality.
Self-Determination Theory (Deci & Ryan, 2000) further explicates how collaborative, community-driven CPD supports teachers’ autonomy, competence, and relatedness, while lifelong learning fosters ongoing personal commitment and intrinsic motivation for professional growth. Teachers’ conceptualisation of CPD as both collaborative and lifelong directly embodies the five core features of the Conceptual Framework by Desimone (2009): collaboration corresponds to collective participation and active learning; lifelong engagement aligns with duration and coherence; contextual responsiveness reflects content focus; and both collaborative and lifelong learning collectively support transformative professional outcomes.
In essence, integrating these perspectives demonstrates that CPD is not merely a knowledge-transfer activity but a dynamic, socially embedded, and intrinsically motivating process. Collaborative and lifelong CPD fosters professional identities and pedagogical practices of teachers, and the overall quality of education, thereby linking micro-level teacher learning with broader systemic and motivational theories.

5.4 
Challenges of Teacher Continuing Professional Development
The findings of this study reveal that teacher Continuing Professional Development (CPD) in Lusaka Province faced significant challenges despite the opportunities for its enhancement. The majority of respondents (85.1%, N = 40) identified diverse obstacles that hinder CPD provision, while 14.9% (N = 7) reported experiencing no challenges, although they did not substantiate these claims with evidence. This section discusses the key challenges presented in Chapter Four that teachers in the region face. When interpreted through the theoretical and conceptual lenses guiding this study, these challenges expose the tensions between policy aspirations and lived realities of teachers, demonstrating how contextual conditions mediate the effectiveness of CPD.
5.4.1 
Narrow Scope of Teacher CPD

The scope of Continuous Professional Development (CPD) in Lusaka Province was found to be markedly constrained, with schools offering only a limited range of activities relative to the comprehensive categories outlined in the Teaching Council of Zambia’s (TCZ) CPD Handbook. According to the TCZ, CPD activities should span personal, school-based, and out-of-school professional development initiatives. In practice, however, only two to three categories were commonly implemented, often focusing narrowly on staff meetings, lesson study, and peer observations. This limited repertoire restricts teachers' engagement in the diverse and sustained learning experiences essential for holistic professional growth. 
The concept of capacity building by Fullan (2007) suggests that the effectiveness of teacher development depends not merely on the availability of CPD, but on its quality, diversity, and accessibility. Consequently, the narrow scope of CPD in Lusaka constrains teachers’ ability to develop the wide-ranging skills required to meet evolving educational and pedagogical demands.

Several factors underpin this restricted CPD landscape. Financial constraints, exacerbated by austerity measures and government-imposed restrictions on travel and workshops, limit access to external training and opportunities for knowledge exchange. As Darling-Hammond et al. (2017) observe, effective CPD extends beyond isolated workshops or seminars; it requires ongoing collaboration, reflective practice, and the integration of new learning into daily classroom routines. In Lusaka, the combination of limited CPD offerings and low staffing levels, particularly in high-demand STEM subjects, impedes this process and reduces teachers' ability to innovate within their practice.
The implementation of the Free Education Policy in Zambia has further compounded these challenges. Overcrowded classrooms reduce teachers’ capacity to apply student-centred, participatory pedagogies introduced in CPD sessions. Research by Hattie (2009) on visible learning highlights the importance of effective teaching strategies, noting that logistical and contextual constraints, such as class size and insufficient resources, can significantly hinder the adoption of new pedagogical approaches. 
Similar patterns have been observed internationally: in Kenya, CPD is often limited to short-term workshops that fail to produce sustainable learning outcomes (Genvieve, 2017); in the Philippines (Dave, 2024) and South Africa (Ntsanwisi, 2024), free education policies have led to overcrowding, diminishing the effectiveness of CPD implementation. In Greece and Portugal, austerity-driven workload increases negatively affected teacher participation in CPD (Koulouris et al., 2014; Flores & Ferreira, 2016).

In response to such constraints, some countries, including Kenya and South Africa, have experimented with digital and hybrid CPD models (Ntsanwisi, 2024; Genvieve, 2017). These approaches hold potential for overcoming barriers related to travel, resources, and classroom overcrowding. Leveraging technology to deliver sustained, practice-based CPD could provide Zambia with a viable pathway towards expanding access to high-quality professional development opportunities.
From a theoretical standpoint, the limited range of CPD activities in Lusaka undermines several foundational principles of effective teacher learning. Constructivist theory (Vygotsky, 1978; Piaget, 1973) emphasises learning as an active, experiential process, whereby teachers construct understanding through experimentation, reflection, and contextual engagement. A narrow CPD menu restricts opportunities for such experience-rich learning, limiting teachers’ ability to develop robust professional knowledge. 
Similarly, Transformative Learning Theory (Mezirow, 1997) suggests that professional growth occurs when learners encounter new perspectives and engage in critical reflection; limited CPD denies teachers exposure to the disorienting dilemmas necessary to stimulate such transformative processes. The conceptual framework of Desimone (2009) further illuminates these deficiencies. 
The observed CPD in Lusaka reflects a weak focus on content and insufficient active learning, as teachers are not consistently engaged in sustained, practice-based activities that deepen their knowledge and skills. Additionally, Andragogical principles (Knowles, 1980) also highlight the importance of relevance, autonomy, and problem-centred learning for adult learners. Routine staff meetings and narrowly defined CPD initiatives often fail to meet the needs of adult learners, resulting in reduced engagement and limiting the potential for meaningful professional growth.
Consequently, the constrained scope of CPD in Lusaka Province restricts teachers’ ability to construct, refine, and transform professional knowledge. Addressing these limitations requires expanding the diversity, duration, and contextual responsiveness of CPD activities, aligning implementation with constructivist and transformative ideals, supporting autonomous adult learning, and embedding professional growth within Communities of Practice. Only then can CPD fulfil its potential as a catalyst for sustained teacher development and improved educational outcomes.
5.4.2 
Organisational Dysfunction of CPD Activities

The findings from Lusaka Province revealed a pattern of organisational dysfunction that hinders the effective implementation of CPD. This dysfunction manifested through several interrelated challenges, including timetabling, budgetary constraints, the absence of a coherent national CPD framework, poor school leadership, inadequate teacher wellbeing support, deficiencies in pre-service teacher preparation for CPD, and insufficient ICT infrastructure and skills. 
Collectively, these issues reveal systemic weaknesses that limit teachers’ opportunities for sustained, collaborative, and transformative professional learning. Interpreted through the lens of Constructivism, Andragogy, and Communities of Practice (CoP) as articulated within the conceptual framework of Desimone (2009), these dysfunctions undermine the principles of content focus, active learning, coherence, duration, and collective participation on which effective CPD rests.
5.4.2.1 Timetabling Challenges

One of the most significant organisational barriers identified was the exclusion of CPD from school master timetables. Only two of the five schools in the study had formally scheduled CPD sessions, while others relied on ad hoc arrangements. This contradicts the emphasis on duration and coherence in Desimone's (2009) conceptual framework, as effective professional learning requires structured, recurring opportunities embedded in teachers' work routines.
From an Andragogical perspective (Knowles, 1980), adult learners require predictable, flexible schedules that respect their professional responsibilities. Overloaded timetables and competing curricular demands diminish intrinsic motivation for professional growth. The lack of dedicated CPD time also disrupts the formation of Communities of Practice (Wenger, 1998), as collaborative learning cannot occur sporadically or without institutional support.
Similar scheduling difficulties have been reported in India and South Africa, where congestion and competing priorities have constrained the participation of teachers in CPD (Padwad & Dixit, 2014; Geldenhuys & Oosthuizen, 2015). In contrast, systems like Finland integrate CPD directly into the school timetable, ensuring that professional learning becomes a routine and supported activity (Taajamo, 2016). Embedding CPD time within the Zambian school calendar would therefore promote sustainability, coherence, and equitable participation – key attributes of effective teacher learning systems.
5.4.2.2 Budgetary Constraints

Financial limitations further compound the organisational dysfunction of CPD in Lusaka Province. In many schools, CPD was not allocated a dedicated budget, as financial resources were redirected toward other priorities under the Free Education Policy. This mirrors findings from Zimbabwe, where limited educational funding has similarly led teachers to organise informal, uncoordinated CPD activities of inconsistent quality (Muguwe, 2019).
According to Desimone's (2009) model, the absence of sustainable funding undermines the contextual supports necessary for active and sustained teacher learning. From Constructivist and Transformative Learning perspectives (Mezirow, 1997), resource scarcity hinders experiential learning and reflection cycles, which are essential for professional growth. Andragogy further posits that adult learners are pragmatic; when financial or logistical costs outweigh perceived benefits, participation naturally declines.

To mitigate this, scholars advocate for establishing dedicated CPD funding streams within national budgets, supported by public–private partnerships and international bodies such as UNESCO and the Global Partnership for Education (GPE, 2018). The GPE emphasises that investing in the professional development of teachers yields long-term benefits in educational quality, complemented by early funding that supports institutional capacity building rather than short-term projects.

5.4.2.3 Lack of a National CPD Framework

The study identified the absence of a clear, enforceable national CPD framework as a central weakness. Although Zambia’s Education Act (2011) and TCZ policy documents emphasise innovation in teacher development, they lack standardised operational guidelines. Consequently, CPD practices varied significantly across schools, resulting in inconsistency and a lack of accountability.
This undermines the coherence dimension (Desimone, 2009) as the absence of a unified system linking national goals, school-level practices, and teacher learning needs fragments professional development. From a Transformative Learning perspective, the lack of structural guidance also weakens opportunities for critical reflection and discourse, which are necessary for transformative change. Likewise, Communities of Practice rely on shared goals and institutional scaffolding; when absent, professional learning communities cannot thrive.
Compared to other countries, South Africa’s adoption of a National Framework for Teacher Development has improved coherence and teacher engagement, even in resource-constrained contexts (Mwila et al., 2022). Global evidence (Darling-Hammond et al., 2017) supports the notion that coherent national CPD frameworks not only enhance teacher performance but also improve job satisfaction and retention – critical elements for sustainable education reform.
5.4.2.4 Poor School Leadership

Leadership emerged as a significant barrier to the effective implementation of CPD. Many school heads perceived CPD as relevant only for teachers, not for themselves or other administrators. This misconception contradicts the Teaching Council of Zambia's (2019) guidelines, which mandate CPD for all education practitioners, including managers and administrators.

Transformational Leadership theory (Leithwood et al., 2004) emphasises the importance of visionary leaders in creating environments that foster continuous professional learning. When school leaders fail to prioritise or model CPD, the collective participation and active learning components of the framework of Desimone (2009) are weakened. Moreover, authoritarian leadership styles undermine autonomy and respect of teachers, key motivators under Andragogy. OECD (2024) evidence indicates that leadership engagement is vital in transforming CPD into a school-wide culture. Strengthening leadership capacity in Zambia is, therefore, essential for activating the institutionalisation of community-based professional learning.
5.4.2.5 Inadequate Teacher Wellbeing Support

A further dysfunction identified was the lack of well-being support services for teachers. Participants reported stress, burnout, and reluctance to seek counselling due to stigma and confidentiality concerns. Such conditions severely limit teachers’ engagement in CPD and professional reflection.
The Hierarchy of Needs of Maslow (1943) and the Self-Determination Theory of Deci and Ryan (2000) jointly explain that higher-order professional growth depends on the fulfilment of basic psychological needs for safety, belonging, and esteem. When these needs are unmet, teachers’ motivation and cognitive openness to new learning diminish. From the perspective of Desimone (2009), the socio-emotional climate of schools represents a key contextual factor that moderates the success of CPD.

Global studies (Assali & Abdouli, 2024; UNESCO, 2022a) confirm that teacher wellbeing is often neglected in policy design despite its strong correlation with instructional quality. UNESCO (2022a) observes that “quality education starts with quality teachers,” whose well-being must be nurtured for effective teaching. The stigma surrounding mental health, as discussed by Corrigan (2004), exacerbates disengagement from support systems. Hence, CPD frameworks must adopt a holistic approach, integrating wellbeing services and psychosocial support to create emotionally safe, trust-based environments where Communities of Practice can flourish.
5.4.2.6 Pre-service Training Deficiency on CPD

Findings revealed that novice teachers in Zambia often perceive CPD as punitive rather than developmental, reflecting inadequate pre-service preparation. This gap disrupts the lifelong learning continuum central to Andragogy and Transformative Learning Theory.
Knowles (1980) emphasises that adult learners must internalise habits of self-directed learning early in their careers. Without this foundation, teachers become dependent on external direction. The Sociocultural Theory of Vygotsky (1978) and the Communities of Practice framework of Wenger (1998) suggest that learning is socially mediated; novices benefit when guided by mentors within collaborative learning environments. However, in Zambia, weak induction and limited mentoring prevent such socialisation.
Comparative evidence from other systems suggests that countries that embed CPD principles in pre-service curricula – such as Finland and Singapore – cultivate stronger professional identities and motivation for continuous learning (Darling-Hammond et al., 2017). The Zambian case, therefore, underscores the need for pre-service reforms that promote reflective practice, autonomy, and professional capital (Hargreaves & Fullan, 2012). Embedding CPD awareness within teacher education institutions would align with the coherence principle of Desimone (2009), ensuring that professional growth becomes cumulative rather than episodic.
5.4.2.7 Inadequate Supportive ICT Infrastructure and Skills

The study also identified widespread deficiencies in ICT infrastructure, access, and digital literacy among teachers. Many schools reported unreliable internet connectivity, inadequate computer facilities, and insufficient training in educational technologies – a gap also documented by Nsama et al. (2021) and the Government of the Republic of Zambia (GRZ, 2023).
From a Constructivist perspective, ICT supports experiential and interactive learning; within CoPs, it enables collaboration and shared inquiry. However, in Lusaka Province, inadequate ICT skills and access have constrained these opportunities. Within the framework of Desimone (2009), this undermines active learning and coherence, as technology-mediated engagement is restricted.
Global research (UNESCO, 2024; GPE, 2018) stresses that digital competency is essential for effective twenty-first-century teaching. The Technology Acceptance Model (Davis, 1989) suggests that teachers are unlikely to adopt technologies perceived as difficult or irrelevant. In contrast, the SAMR Model of Puentedura (2006) indicates that ICT integration in Zambia remains at the substitution or augmentation stages, with limited transformative impact.

Addressing this requires a comprehensive national strategy that combines infrastructure investment with digital skills training and mentorship. International best practices, such as those in Australia (Lloyd & Romeo, 2016), show that coordinated policy, funding, and capacity-building interventions are vital for embedding ICT sustainably within CPD.
The organisational dysfunction of CPD in Lusaka Province reflects deep structural and systemic constraints rather than isolated operational weaknesses. Viewed through the composite theoretical framework of Constructivism, Andragogy, Communities of Practice, and the conceptual framework of Desimone (2009), these dysfunctions signify a breakdown in the enabling conditions for teacher learning—time, leadership, resources, coherence, and wellbeing. Comparative literature underscores that these are not unique to Zambia, but their persistence reveals the urgent need for a holistic, context-sensitive reform agenda. Integrating sustained funding, institutional frameworks, leadership training, wellbeing support, and ICT infrastructure within a coherent CPD strategy, aligned with UNESCO (2024) and the GPE (2018) recommendations, is essential for revitalising professional learning and strengthening the education system of Zambia.
5.4.3 
Limited CPD Provision

The study revealed that CPD provision in Lusaka Province remains limited, despite the existence of a national policy framework. Teachers reported that opportunities for professional development were scarce and confined mainly to occasional external workshops organised by subject associations or UNESCO. This situation reflects a broader systemic weakness in capacity building and contextual support, as articulated within the conceptual framework of Desimone (2009), where duration and coherence are critical dimensions for effective professional learning. In the absence of structured, recurring opportunities, teachers cannot engage in sustained, reflective, and practice-oriented learning cycles.
From a Constructivist and Transformative Learning perspective, professional growth depends on iterative experiences that enable teachers to connect theory and practice through continuous reflection. Sporadic or one-off workshops, as observed in Lusaka Province, fail to provide such iterative learning, resulting in minimal behavioural or pedagogical change. The findings of Ng’andu (2023), Muyunda (2022), Kanchebele-Sinyangwe (2017), UNESCO (2016b), and Mwansa (2010) corroborate these observations, indicating that the availability of CPD in Zambia remains insufficient and poorly institutionalised.
The lack of adequate provision also disrupts the formation of Communities of Practice (Wenger, 1998), which rely on consistent interaction, shared inquiry, and mutual support. Without adequate duration and coherence, collective participation becomes fragmented, undermining collaborative knowledge construction. From an Andragogical standpoint (Knowles, 1980), adult learners require relevance, consistency, and autonomy in their learning. Limited CPD access prevents teachers from pursuing personally meaningful professional growth, further weakening motivation.

Comparative evidence reinforces that consistent investment and structured frameworks are essential for sustainable teacher development, as emphasised by the concept of professional capital (Hargreaves & Fullan, 2012). Studies from Finland, Singapore, and South Africa demonstrate that, where governments and institutions make deliberate, long-term investments in CPD, teaching effectiveness and learner outcomes improve significantly (Taajamo, 2016; Christie et al., 2004; Darling-Hammond et al., 2017). By contrast, the limited CPD provision in Lusaka Province reflects a breakdown in the enabling conditions of duration, coherence, and collective participation espoused in the model of effective CPD by Desimone (2009). This breakdown constrains opportunities for transformative professional learning.
5.4.4 
High Cost of Living

The high cost of living in Zambia emerged as a significant constraint on teachers' participation in CPD, according to the findings. Participants reported that rising living costs reduced their purchasing power, forcing them to prioritise basic needs over professional development. These financial pressures diminish teachers’ capacity to attend workshops, pursue further studies, or engage in collaborative learning activities. As observed by Lukwesa (2024), economic hardship not only affects teachers’ personal lives but also undermines their professional performance, leading to disengagement from CPD initiatives.
This reality reflects the Andragogical principle that adults engage in learning when their basic needs are met and when learning offers immediate practical value. According to Maslow's Hierarchy of Needs (1943), unmet physiological and safety needs take precedence over higher-level aspirations, such as self-actualisation through professional growth. Consequently, financial insecurity erodes the motivation necessary for sustained participation in CPD. The contextual lens of Desimone (2009) further explains that socioeconomic conditions moderate implementation fidelity. When teachers experience financial strain, even well-designed CPD programmes cannot achieve their intended outcomes.
The connection between economic well-being and professional learning is well supported by international literature. Abou Assali and Al Abdouli (2024) emphasise that teacher wellbeing is integral to CPD effectiveness, while comparative studies (Blanza, 2021; Koomson et al., 2017) illustrate how financial insecurity in contexts such as the Philippines and Ghana diminishes teachers’ engagement in professional learning. Conversely, in countries such as Switzerland, Finland, and Germany, competitive salaries and systemic support for professional growth allow teachers to focus on continuous improvement and innovation. From a Transformative Learning perspective (Mezirow, 1997), reflective practice and change in perspective require psychological and economic security. Enhancing the financial stability of teachers is not merely a welfare concern; it is fostering intrinsic motivation, critical reflection, and sustained professional learning.
5.4.5 
Poor Self-Image

The study also found that teachers’ poor self-image posed a significant barrier to CPD participation, particularly among those transitioning from primary to secondary school teaching. Many teachers felt they lacked the subject-matter expertise or pedagogical competence required for higher levels, leading to feelings of inadequacy and disengagement. This aligns with the argument of Yağan, Özgenel, and Baydar (2022) that teachers’ professional identity evolves over time and that low self-esteem can impede professional growth.

Viewed through the lens of Transformative Learning Theory (Mezirow, 1997), professional identity develops through critical reflection and a transformation of perspective. When CPD is perceived as punitive rather than developmental, it reinforces negative self-concepts and hinders empowerment. Constructivism further supports this interpretation by emphasising that self-efficacy arises through active mastery experiences and social affirmation. In Lusaka Province, limited collaboration and mentorship denied teachers the supportive experiences needed to rebuild positive professional identities.
Communities of Practice (Wenger, 1998) offer a theoretical framework for addressing this issue, as they facilitate learning through social interaction and shared meaning-making. In supportive professional communities, teachers can negotiate their identities, share expertise, and rebuild confidence through collective reflection. From an Andragogical viewpoint (Knowles, 1980), respect, recognition, and autonomy are key motivators for adult learners. When institutional cultures adopt a deficit view of teachers, intrinsic motivation declines, and CPD becomes a source of anxiety rather than growth.
The findings from Lusaka thus highlight that improving the professional self-image of teachers is essential to enhancing participation in CPD. Encouraging reflective dialogue, peer mentoring, and non-judgmental feedback within Communities of Practice can help rebuild self-confidence and professional identity. This aligns with the coherence and collective participation dimensions of the conceptual framework by Desimone (2009). It reinforces that CPD must build not only skills but also the psychological and relational foundations of professional transformation.
5.5 
Opportunities for Teacher Continuing Professional Development

Although the provision of teacher continuing professional development (CPD) in Zambia faces numerous challenges outlined in the preceding section, the investigation identified a range of significant opportunities for enhancing CPD policy and practice. These opportunities arise particularly within the areas of policy coordination, programme delivery, and the integration of digital technologies. At both national and school levels, areas of potential include the formulation of coherent CPD policy frameworks, the establishment of robust management and monitoring systems, the accreditation of CPD providers, collaboration between schools and external agencies, and the expansion of digital infrastructure and resources.
Data obtained from the questionnaire survey provided insights into teacher perceptions of available CPD opportunities in relation to coordination mechanisms, service provision, and the use of digital tools. The analysis considered these findings through the theoretical frameworks guiding the research and in dialogue with existing empirical evidence. Demographic variables, including age, teaching experience, and school type, were also examined to determine their influence on access to and engagement in professional development initiatives.
While the previous section outlined the barriers constraining CPD implementation in Zambia, the present discussion focuses on the tangible and emerging opportunities that, if effectively leveraged, could transform professional learning practices. When interpreted through the conceptual and theoretical perspectives underpinning this investigation, these opportunities reveal institutional capacities and systemic enablers that are capable of supporting participatory, sustained, and transformative professional learning. The section, therefore, provides both a theoretically informed and empirically grounded discussion of how these opportunities can contribute to the enhancement of CPD across the Zambian education system.
5.5.1 
Teachers’ Perceptions of CPD in Zambia

The analysis of quantitative and qualitative data revealed variations in perceptions of continuing professional development (CPD) opportunities in Zambia, according to age, experience, and school type. The findings indicate that contextual, institutional, and experiential factors influence engagement with CPD. Interpretation of these results was guided by the theoretical perspectives informing this study, particularly Andragogy (Knowles, 1980), Constructivism (Vygotsky, 1978; Piaget, 1973), the Communities of Practice model (Lave & Wenger, 1991), and Transformative Learning (Mezirow, 1997), synthesised using the conceptual model of Desimone (2009). These perspectives collectively explain how professional learning is shaped by experience, collaboration, and the surrounding institutional environment.
5.5.1.1 Policy Coordination

Analysis of policy coordination revealed that teachers aged over fifty years and those with more than twenty years of experience recorded the most favourable ratings of CPD policy mechanisms. Higher mean values, such as 3.0000 among teachers aged fifty years and above, indicate a perception of effective policy alignment between national and school-level systems.
Empirical evidence from studies by Bubb and Earley (2007) and Cordingley (2015b) supports this finding, suggesting that experienced educators tend to appreciate structured CPD that aligns with their own practice. The theory of Andragogy provides an explanatory foundation for this observation, proposing that adult learning is guided by accumulated experience and intrinsic motivation. Experienced teachers may therefore perceive structured CPD frameworks as valuable tools for sustaining professional growth.
Constructivist perspectives further illuminate this finding. Through prolonged engagement in teaching, experienced educators have developed cognitive structures that enable them to interpret policy content and link institutional expectations to classroom practice. Within the conceptual framework of Desimone, this reflects the principle of coherence, whereby policy direction and individual professional learning mutually reinforce each other.
In contrast, less experienced teachers, whose professional identities are still evolving, may find policy frameworks abstract or disconnected from the realities of their classrooms. This highlights the importance of a guided induction into CPD culture. Such induction is central to the Communities of Practice model (Lave & Wenger, 1991), which emphasises learning through participation, mentorship, and social interaction. Therefore, stronger mentoring systems could enhance policy comprehension and engagement among early-career teachers.
5.5.1.2 CPD Service Provision

The data indicate that teachers with 16 to 20 years of experience reported the highest mean scores for CPD service provision, while those with 6 to 10 years of experience reported the lowest. Higher mean scores were also observed among teachers aged forty-six years and above, suggesting that both senior and late mid-career teachers have greater access to, or perceive higher quality of, CPD opportunities. Findings align with studies by Hargreaves (1994) and Avalos (2011), which suggest that experienced practitioners derive the most benefit from collegial collaboration and school-based professional development. Interpretation through the Communities of Practice perspective (Lave & Wenger, 1991) explains this trend: professional learning flourishes where educators interact, share expertise, and collectively construct meaning within supportive environments.
Conversely, teachers in the six to ten-year experience range expressed lower satisfaction, signalling a developmental gap in institutional provision. This stage often follows early-career mentoring but precedes formal leadership roles, leaving a period of reduced professional stimulation. Transformative Learning theory offers a relevant interpretive framework here, suggesting that mid-career educators require opportunities for critical reflection and renewed purpose to sustain their engagement (Mezirow, 1997). Similarly, within the conceptual framework of Desimone (2009), active learning and collective participation are emphasised as essential components of effective CPD, reinforcing the need for mid-career interventions that revitalise motivation and deepen professional agency.
5.5.1.3 Digital Technologies in CPD

Across most groups, ratings related to digital technologies were notably lower, with the youngest teachers (aged 20 to 25 years) reporting the highest satisfaction and mid-career teachers (36 to 40 years) reporting the lowest. Teachers with six to ten years of experience also indicated limited access and low confidence in using digital tools. These results correspond with studies by Kirkwood and Price (2014) and Ertmer (1999), which identify limited infrastructure, inadequate training, and resistance to innovation as key barriers to technology integration in professional learning. The Technology Acceptance Model (Davis, 1989) provides explanatory support by suggesting that engagement with digital technologies is influenced by perceived ease of use and perceived usefulness.
Interpretation through the frameworks of Andragogy and Constructivism reinforces the conclusion that technology-supported CPD must be relevant, interactive, and linked to the immediate professional contexts of teachers. Digital learning environments can promote reflective and collaborative learning when supported by appropriate access and scaffolding. From a Transformative perspective (Mezirow, 1997), technology integration enables self-directed inquiry and professional renewal. Within the conceptual model of Desimone (2009), digital CPD reflects the principles of active learning and content focus; however, inadequate infrastructure and training constrain this potential.
The relatively higher satisfaction among younger educators illustrates a generational shift towards digital competence. Intergenerational collaboration within Communities of Practice (Lave & Wenger, 1991) could therefore serve as a bridge, pairing digitally skilled novice educators with more experienced teachers to promote mutual learning and digital inclusion.
5.5.1.4 Differences by School Type

Perception of CPD opportunities varied significantly by school. Teachers from Schools KD and LG reported the highest satisfaction with policy coordination, service provision, and digital technologies, while those from School OP reported the lowest. These findings underscore the impact of contextual and institutional factors, including leadership, resource availability, and infrastructure.
Empirical evidence from Darling-Hammond et al. (2009) and Avalos (2011) supports the conclusion that effective CPD is context-dependent, with well-resourced schools providing more structured and supportive environments for professional learning. Professional growth occurs within interconnected layers of institutional influence. Schools with effective leadership and adequate resources create micro-environments conducive to reflective and collaborative learning (Bronfenbrenner, 1979).
Within the conceptual framework of Desimone (200), such environments reflect coherence and collective participation, which are critical determinants of CPD success. Similarly, the Communities of Practice perspective explains how collegiality, trust, and shared commitment foster cultures of sustained professional learning. The evidence thus suggests that the institutional context significantly mediates both access to and the quality of CPD experiences in Zambia.
The preceding discussion highlighted how contextual and institutional dynamics at the school level influence access to and engagement with continuing professional development (CPD). Variation in perception among teachers reflected differences in resource availability, leadership quality, and collegial collaboration. Within Constructivism, Communities of Practice, and the conceptual model of Desimone, these findings underscore the importance of coherence and collective participation at the local level. However, while school-based initiatives form the operational foundation for professional learning, their effectiveness ultimately depends on alignment with broader systemic coordination. National structures and policy frameworks are therefore essential for ensuring consistency, equity, and sustainability across the CPD landscape. The following section extends the discussion to the macro level by examining the national coordinating mechanism for CPD in Zambia, its theoretical significance, and its potential for transforming professional learning into a coherent, system-wide process.
5.5.2 
National Coordinating Mechanism

A significant opportunity identified in this investigation lies in the established national coordinating mechanism for continuing professional development (CPD) in Zambia, facilitated through the Ministry of Education (MoE), the Teacher Education and Specialised Services (TESS) directorate, and the Teaching Council of Zambia (TCZ). This mechanism provides an institutional foundation for the organisation, regulation, and monitoring of teacher professional learning nationwide. The TESS directorate carries responsibility for building teacher capacity and maintaining professional standards for in-service educators. At the same time, the TCZ, as a statutory body, regulates CPD implementation, accredits providers, and enforces compliance with national standards.
The existence of this structure offers a robust foundation for the standardisation and professionalisation of CPD. Evidence from Komba and Mwakabenga (2019) suggests that well-functioning national CPD systems are crucial in enhancing educational quality, particularly in low-resource contexts where infrastructural and financial constraints often hinder professional growth. In the Zambian context, this coordination could promote equity in CPD access, ensuring that professional learning opportunities reach teachers in both urban and remote schools. Such an approach reflects the principle of coherence articulated within the conceptual framework guiding this study, which emphasises the alignment of policy, practice, and professional learning.
However, the potential of this coordinating mechanism can only be realised if it is supported by sufficient financial resources, research capacity, and specialised human capital. Fullan (2007) stresses that systemic improvement in professional development depends not merely on the creation of structures but on the cultivation of capacity within them. Effective capacity building entails investment in research-informed practice, data-driven evaluation, and sustained professional leadership. Without these supports, a national coordinating mechanism risks becoming an administrative formality rather than a dynamic driver of professional learning.
Empirical and comparative evidence underscores the importance of well-resourced national frameworks. The OECD (2019) reports that education systems in contexts such as Finland and Singapore, where national CPD mechanisms are clearly defined and adequately supported, demonstrate enhanced teacher effectiveness and improved learner outcomes. Similarly, the European Commission (2013) identifies clearly articulated roles, responsibilities, and monitoring processes as essential for adaptive and effective CPD systems. Research by Darling-Hammond et al. (2017) further establishes that national frameworks aligned with curriculum and pedagogical policy foster stronger professional engagement, higher-quality instruction, and improved teacher retention.

Interpretation through the conceptual model of Desimone highlights that effective CPD must be systemically integrated and grounded in collective participation and active learning. Thus, a coordinating mechanism cannot rely solely on policy mandates; it must promote collaborative, participatory, and contextually relevant engagement among teachers, school leaders, and policy actors. The active involvement of practitioners in programme design, implementation, and evaluation ensures that CPD is meaningful and responsive to the authentic professional needs. This participatory ethos aligns with Constructivist and Transformative Learning perspectives, which view professional learning as a process of reflection, co-construction of knowledge, and identity transformation.
Furthermore, the framework of Andragogy reinforces that adult learners require autonomy and relevance. Consequently, national coordination should empower teachers to contribute to agenda setting, rather than treating them as passive recipients of directives. The capacity of the MoE and TCZ to establish feedback loops and consultation channels becomes critical in maintaining relevance and fostering professional ownership.
The significance of professional culture is also evident in the work of Hargreaves and Fullan (2012), who argue that the effectiveness of national coordination depends on the local enactment of collaborative professional cultures. The national mechanism, therefore, functions most effectively when it interacts dynamically with the micro-level realities of schools. The development of leadership at the school level is central to this process; leaders must not only interpret national policy but also nurture environments where professional development is perceived as an opportunity for growth rather than compliance. This reflects the Communities of Practice model (Lave & Wenger, 1991), which underscores learning through shared inquiry, mentorship, and sustained collegial engagement.
While the current policy framework in Zambia supports CPD through formal structures and regulations, the primary challenge remains translating policy into effective practice. As noted by Komba and Mwakabenga (2019), successful implementation depends on policy coherence – the extent to which practical strategies, clear role delineation, and adequate resource provision support policy objectives. Continuous monitoring and evaluation mechanisms are necessary to ensure that CPD programmes remain relevant to evolving educational needs.
The national coordinating mechanism in Zam
ombinate
etrates considerable promise for enhancing teacher professional learning and achieving systemic coherence. However, the ultimate impact of this structure will depend on the extent to which it evolves into a learning-oriented system characterised by collaboration, resource adequacy, and evidence-based adaptation. When aligned with the theoretical principles of coherence, collective participation, and reflective practice, this mechanism has the potential to transform CPD in Zambia into a more equitable, participatory, and sustainable model of professional development.
The analysis of the national coordinating mechanism highlighted the importance of institutional alignment and systemic coherence in strengthening continuing professional development (CPD) across Zambia. Coordination among the Ministry of Education, the Teaching Council of Zambia, and the Teacher Education and Specialised Services directorate provides an organisational foundation for professional learning. However, as the findings suggest, effective coordination alone cannot guarantee sustained professional growth without a clearly articulated policy framework to guide practice, standardise procedures, and ensure accountability. A comprehensive national policy is therefore essential to translate coordination into coherent action and to embed professional learning within a structured, equitable, and sustainable system. The following section examines the development of the National CPD Policy as a critical step toward achieving this coherence, interpreting its potential and challenges through the theoretical perspectives that underpin this study.
5.5.3 
National CPD Policy

The development of a standalone National Continuing Professional Development (CPD) Policy represents a major opportunity for harmonising professional learning practices across Zambia. As explained by a representative from the Ministry of Education (MoE), this forthcoming policy aims to integrate existing frameworks, including the 2019 National Education Policy, the Professional Standards of Practice for Teachers, and the SPRINT initiative, into a single, coherent framework. Such integration has the potential to eliminate fragmentation, clarify expectations, and create a unified vision for teacher development across the education system.
From a theoretical standpoint, the formulation of a national CPD policy aligns closely with the principle of coherence articulated within the conceptual model of Desimone. Coherence refers to the alignment of professional learning goals with the needs of teachers, institutional priorities, and national education objectives. A clearly articulated policy has the capacity to strengthen this alignment, ensuring that professional development activities are systematically linked to broader educational reforms. In doing so, it can promote consistency and direction within a system that has historically suffered from dispersed and donor-driven initiatives.
Empirical findings from this study, however, revealed ongoing challenges associated with policy delays, limited funding, and dependence on external partners. Participants, including CPD coordinators and Ministry officials, identified the slow pace of policy finalisation and launch as a critical concern. For instance, one CPD coordinator from School CS observed that the absence of clear policy guidance had left many teachers uncertain about CPD expectations and priorities. Similarly, limited domestic financing and reliance on cooperating partners have raised questions about sustainability and ownership. These findings suggest a lack of institutional proactivity and indicate that full national ownership of the policy process remains limited.
Such issues are not unique to Zambia. International evidence reinforces the argument that the success of national CPD policies depends as much on their implementation processes as on design. Darling-Hammond et al. (2017) emphasise that effective management of policy implementation – including inter-agency coordination, transparent communication, and stakeholder engagement – is central to achieving intended outcomes. Similarly, the OECD (2019) highlights that education systems with clearly defined and well-supported national CPD frameworks, such as Singapore and Finland, achieve greater teacher effectiveness and improved learner outcomes. The European Commission (2013) further observes that inadequate stakeholder participation and weak communication can compromise policy enactment, regardless of the quality of the initial design.

Interpreted through an Andragogical lens, a well-defined CPD policy serves a motivational function by providing adult learners with clarity regarding expectations, relevance, and benefits. When policies clearly communicate purpose and outcomes, educators are more likely to engage in professional development with intrinsic motivation and ownership. However, when policy processes are delayed or externally dominated, as observed in this study, teachers may perceive reform as externally imposed rather than as a professional opportunity. This perception diminishes engagement and reinforces compliance-based rather than self-directed learning behaviour.
Viewed through the lens of Transformative Learning Theory, the introduction of a national policy can catalyse institutional reflection and transformation. Transformative learning occurs when systems engage in critical self-examination, questioning entrenched assumptions and practices. A well-implemented CPD policy can therefore move professional development from procedural compliance towards reflective, emancipatory learning cultures. However, such transformation requires deliberate capacity building, inclusive participation, and sustained financial commitment. Without these elements, the policy risks remaining symbolic rather than transformative.
In this context, the findings underscore the need for the MoE and TCZ to enhance their institutional capacity for effective policy implementation. This includes ensuring adequate budgetary allocation, enhancing research capability, and building professional leadership at all levels. The argument advanced by Fullan (2007) remains instructive: capacity building involves not only the establishment of structural mechanisms but also the provision of resources and professional expertise to sustain them. Policy coherence, therefore, depends on the interplay between design, resourcing, and active participation.
Ultimately, the National CPD Policy represents a pivotal moment for Zambia’s education system. If effectively operationalised, it could provide the coherence, continuity, and accountability necessary for sustained professional growth. Achieving this will require robust government commitment, strong stakeholder engagement, and mechanisms for continuous evaluation. When interpreted through conceptual principles of the framework by Desinome (2009), namely, coherence, collective participation, and active learning – supported by the adult learning and transformative perspectives of Knowles and Mezirow – the policy has the potential to transform professional development in Zambia from a fragmented and externally driven process into a sustainable, contextually grounded system of professional learning.
The development of a standalone National CPD Policy provides the overarching framework necessary to harmonise professional development initiatives across Zambia. However, policies alone are insufficient without practical mechanisms to monitor, support, and evaluate teacher engagement and growth. The CPD Teacher Tracking System (TMIS), managed by the Teaching Council of Zambia, operationalises key policy objectives by translating high-level directives into measurable actions at the individual teacher level. By enabling systematic tracking of CPD participation, progress monitoring, and credit accumulation, the system complements the policy framework, ensuring that professional development is not only well-structured on paper but also effectively implemented in practice. In this way, the tracking system serves as a critical bridge between national policy ambitions and the lived realities of teachers, providing data-driven insights that can inform ongoing refinement of both policy and practice.
5.5.4 
CPD Teacher Tracking System

The CPD Teacher Tracking System, also known as the Management Information System (TMIS), administered by the Teaching Council of Zambia (TCZ), constitutes a significant innovation in the continuing professional development framework of Zambia. Through the system, teachers can record and monitor their CPD activities, accumulate credit points, and access data that informs the renewal of practising certificates. Beyond administrative purposes, TMIS also promotes reflective professional practice, accountability, and continuous growth. Its capacity to generate longitudinal data provides valuable insights, evidence-informed development, and targeted interventions.
This system aligns closely with social constructivism and transformative learning. Constructivist theory (Vygotsky, 1978) emphasises that learning is socially mediated, and TMIS operationalises this by enabling teachers to reflect systematically on their professional progress, identify learning gaps, and seek collaborative support within their schools and professional communities. Similarly, the Transformative Learning Theory (Mezirow, 1997) emphasises the role of critical reflection as a catalyst for professional change. Teachers who engage with TMIS data are positioned to reconsider their professional practices, shifting CPD from routine compliance to self-directed and transformative learning.

The andragogical model of adult learning (Knowles, 1980) further illuminates how the system motivates professional engagement. Adult learners are self-driven and goal-oriented, valuing opportunities for self-assessment and feedback. The TMIS provides transparent records of achievements, reinforcing ownership of learning, enhancing motivation, and enabling alignment between CPD activities and personal and institutional goals. The conceptual framework for effective professional development, as outlined by Desimone (2009), underscores the importance of sustained engagement and coherence. The TMIS contributes to this by documenting CPD longitudinally, enabling teachers to perceive learning as an evolving process rather than a series of discrete events. 
Empirical findings indicate that teachers recognise TMIS as a tool for transparency and accountability, particularly in recording participation and ensuring equitable recognition of CPD efforts. However, challenges remain, including limited internet connectivity, inadequate digital literacy among some teachers, and the need for ongoing technical support. These limitations reflect international experiences; for example, Näykki and Häkkinen (2023) note that in Finland, digital tracking platforms have enhanced the alignment of CPD with individual and systemic goals, but only when accompanied by sustained technical support and teacher training. Similarly, Darling-Hammond et al. (2017) emphasise that data-driven CPD systems require robust infrastructure and professional capacity to interpret and act on data.
The link between CPD participation and practising certificate renewal creates both extrinsic and intrinsic motivation. While credit points offer a practical incentive, reflective and diagnostic functions of the system can deepen intrinsic motivation by helping teachers understand their developmental trajectories. This dual motivational structure aligns with andragogical principles that emphasise relevance and self-direction, while supporting the argument by Desimone (2009) that effective CPD requires both sustained participation and meaningful feedback loops.
Nonetheless, the potential of TMIS can only be realised through adequate resourcing and contextual sensitivity. Research by Hargreaves and Fullan (2012) stresses that the success of educational reforms depends on institutional capacity and a collaborative professional culture. In Zambia, this requires equitable digital access across both urban and rural schools, as well as regular user training and responsive technical support. Without these provisions, the system risks functioning as a bureaucratic monitoring tool rather than a platform for genuine professional reflection.
Furthermore, data generated through the TMIS offers opportunities for evidence-based policy development. Aggregated insights from the TMIS can inform the Ministry of Education and TCZ in designing more responsive CPD initiatives that address contextual disparities, such as differences in resources or subject-specific needs. Desimone (2009) highlights that data-driven approaches facilitate targeted, coherent, and iterative improvements in professional learning systems. When combined with reflective practice at the school level, these insights can create a feedback ecosystem linking teacher development with broader educational quality goals.
Overall, the TMIS represents a promising step towards institutionalising reflective and data-informed professional development in Zambia. Its theoretical foundations in constructivism, andragogy, and transformative learning underscore its potential to empower teachers as self-regulated learners. The framework by Desimone (2009) situates it within a coherent and sustainable system of continuous learning. To achieve this potential, policymakers must ensure that the system remains accessible, contextually relevant, and supported by enabling digital and institutional infrastructure.
The system establishes a foundation for evidence-based reflection and continuous professional growth by providing structured data on teachers' learning activities. However, its effectiveness depends on the diversity and quality of the CPD opportunities. Tracking progress alone is insufficient if teachers have limited or homogeneous learning options. Recognising and accrediting multiple CPD service providers complements the TMIS by broadening the professional learning ecosystem, enabling teachers to select programmes that are aligned with their individual needs, interests, and professional contexts. Theoretically, this reflects principles of coherence and collective participation by Desimone (2009), whereby teacher learning is maximised when structured tracking is coupled with diverse, high-quality, and socially interactive learning experiences. In practice, a robust tracking system combined with a pluralistic provider framework creates a synergistic model, where teachers can monitor growth while engaging in reflective practice, professional collaboration, and active learning, enhancing both the reach and impact of CPD initiatives in Zambia.

5.5.5 
Diverse Recognised CPD Service Providers

The recognition of CPD service providers by the TCZ represents a significant opportunity to expand and diversify professional development for teachers. By formally recognising multiple providers, the TCZ facilitates the development of a dynamic, varied professional learning ecosystem, consistent with the principle of collective participation by Desimone (2009), which emphasises engagement of multiple actors in meaningful professional development. The accreditation of diverse providers enables collaboration, cross-pollination of ideas, and differentiated learning pathways, reflecting the social and interactive dimensions of professional growth highlighted in Communities of Practice theory (Wenger, 1998).
Empirical evidence from this study indicates that, while the TCZ lists several recognised providers on its website, there remains an absence of a clear legal and policy framework for accrediting CPD providers. This gap can undermine consistency and effectiveness in programmes. Nonetheless, ongoing efforts by TCZ to amend the Teaching Profession Act and establish accreditation guidelines represented promising steps towards addressing these challenges. In the interim, recognition of providers allowed teachers to access a broader range of CPD opportunities, supporting professional growth even in the absence of a fully formalised framework.
Theoretical perspectives support the recognition and accreditation of providers. Principles of professional learning communities (PLCs) emphasise collaboration, shared responsibility, and continuous professional growth (Hord, 2004). By expanding access to diverse, accredited CPD programmes, teachers can select learning experiences that meet their individual needs, fostering autonomy and motivation consistent with Andragogical principles (Knowles, 1980). Accreditation ensures that programmes promote active learning, reflection, and coherence with national educational goals, core dimensions identified by Desimone (2009) as essential for high-quality CPD.
Empirical studies further emphasise the need for rigorous accreditation. Komba and Mwakabenga (2019) highlight that, without clear standards, the quality of CPD varies significantly, resulting in inconsistent outcomes for teachers and learners. Darling-Hammond et al. (2017) similarly emphasise that well-defined standards for CPD providers are crucial to ensure programme effectiveness, alignment with national priorities, and meaningful impact, particularly in resource-constrained contexts like Zambia.
Despite these advances, several challenges remain. A key issue identified in the study is the absence of actionable, legally binding accreditation guidelines for CPD providers, which risks inconsistency and inequitable programme quality. Addressing this gap is critical, as Desimone (2009) underscores that clear policy frameworks ensure coherence and sustained professional learning across schools. 
Additionally, accreditation should be viewed as a cyclical process rather than a one-time event, aligning with Transformative Learning Theory (Mezirow, 1997), which emphasises the need for continuous reflection and adaptation in professional growth. This is especially relevant in Zambia, where rapid changes in educational priorities, such as the integration of digital learning and STEM-focused skills, necessitate ongoing review. Freeman (2024) emphasises that continuous evaluation ensures that CPD remains relevant and responsive to the evolving needs of teachers and the system.

Overall, the recognition and accreditation of diverse CPD providers offer both a practical and theoretical pathway for strengthening teacher professional development. By combining rigorous standards, ongoing evaluation, and responsive programme design, the TCZ can ensure that CPD offerings in Zambia expand professional learning opportunities while sustaining meaningful, high-quality, and contextually relevant growth for teachers.
Furthermore, the integration of digital technologies can enhance the effectiveness of CPD provider recognition. While accreditation ensures quality and coherence, access to programmes may remain constrained by geographical, logistical, and resource limitations. Digital platforms enable teachers to engage with recognised CPD providers beyond school boundaries, supporting both synchronous and asynchronous learning. This aligns with constructivist and connectivist theories (Vygotsky, 1978; Siemens, 2005), which emphasise learning as a socially mediated and networked. Combining accreditation with digital access facilitates collaborative, flexible, and self-directed learning experiences for teachers, thereby promoting equitable professional growth across the education system.
5.5.6 
Digital Technologies

The integration of digital technologies presents one of the most transformative opportunities for CPD in Zambia, particularly for teachers in remote or underserved areas. The study identified gradual improvements in internet connectivity and access to ICT equipment, with some schools, such as School OP, establishing partnerships with private ICT companies to provide devices and internet access. These advancements enable teachers to engage in online training and access a wealth of digital resources, broadening professional learning pathways and creating novel avenues for growth.
From a theoretical standpoint, digitalisation aligns with constructivist and connectivist perspectives (Vygotsky, 1978; Siemens, 2005). Constructivist theory emphasises the importance of social interaction, collaboration, and reflection in knowledge construction, while connectivism frames learning as networked knowledge-building in which teachers co-create meaning through interaction and exploration. Digital platforms enable teachers to engage in both synchronous and asynchronous learning, supporting self-directed, contextually relevant professional development that embodies the principles of Andragogy. The flexibility of online CPD empowers teachers to learn at their own pace and make informed decisions about learning experiences that best address their professional needs.
Moreover, the framework by Desimone (2009) for effective CPD is reinforced through digital technologies, particularly the principle of active learning. Online collaboration, webinars, and digital PLCs extend opportunities for professional dialogue beyond geographical constraints, fostering sustained interaction and reflection. Transformative Learning Theory (Mezirow, 1997) also highlights the potential of digital technologies to stimulate critical reflection and perspective transformation, as teachers can question assumptions, share innovations, and adopt new approaches in teaching practice through online communities.
Empirical evidence underscores both the potential and the challenges of digital CPD in Zambia. While some schools have made strides in integrating digital resources, the study revealed that inequitable access to technology and limited ICT competence hinder participation for many teachers. This aligns with findings from Freeman (2024) and UNESCO (2022b), which emphasise that the digital divide can exacerbate inequalities in access to professional development, particularly in rural or low-resource contexts. Overcoming these barriers will require targeted interventions, including investments in digital infrastructure, provision of ICT equipment, and comprehensive teacher training to build digital literacy skills.
Digital technologies also support the creation of professional learning networks, enabling teachers to share resources, best practices, and pedagogical innovations. As Komba and Mwakabenga (2019) observed in Tanzania, digital platforms facilitate collaborative networks that collectively enhance teacher knowledge. Similarly, the CPD teacher tracking system can be integrated with online learning platforms to generate a data-informed feedback loop, enabling teachers to monitor progress, reflect on their practice, and select CPD opportunities that align with individual goals and national educational priorities.
To fully realise the potential of digital CPD, Zambia must adopt a comprehensive approach combining infrastructure development, capacity-building, and strategic planning. This includes extending communities of practice into digital spaces, implementing targeted ICT training for teachers, and ensuring equitable access across all schools. When digital technologies are effectively integrated, they transform CPD into a democratised and flexible platform for professional growth, fostering reflective, collaborative, and learner-centred development that aligns with national education goals.

However, the effectiveness of digital CPD remains contingent on teachers having the financial means and personal resources to engage meaningfully. Access to devices, internet connectivity, and time for online learning requires both infrastructure and economic support. The Teacher Loan Scheme (TLS) addresses this critical contextual factor by alleviating financial barriers that limit teacher participation in CPD. By providing financial support, TLS complements the technological enablers discussed previously, ensuring that teachers can not only access digital CPD platforms but also actively engage in professional growth activities without the constraints of economic stress. In this way, digital and financial interventions operate synergistically, highlighting that effective CPD systems require both technological innovation and structural support to empower teachers and enhance educational outcomes.
5.5.7 
Teacher Loan Scheme

The Teacher Loan Scheme (TLS), introduced by the Teaching Council of Zambia (TCZ) in 2021, represented a strategic intervention to address one of the most persistent barriers to teacher participation in CPD: financial constraint. Many teachers in Zambia are reported to face significant financial pressures, balancing debt obligations and supplementary income activities, which directly limit their ability to engage in CPD programmes that require travel, time, and additional resources (Mohammend, 2004). By alleviating these financial burdens, TLS creates conditions conducive to sustained professional engagement.
From a theoretical perspective, the scheme aligns with andragogical principles, which emphasise that adult learners engage best when professional learning is relevant to their immediate life concerns. By reducing financial stress, the TLS restores autonomy and competence, key motivators for adult learning, and enables teachers to concentrate cognitive and emotional energy on professional development (Deci & Ryan, 2000). The framework by Desimone (2009) further reinforces this view by highlighting the contextual dimension of CPD, where resource availability is foundational to participation. Financial support mechanisms, therefore, function as contextual enablers, facilitating active engagement and sustained involvement in professional development activities.
Empirical findings indicate that the TLS has begun to enhance teacher access to CPD opportunities, particularly for those pursuing further qualifications. Evidence from sub-Saharan Africa and beyond supports this effect; for instance, the World Bank (2021) found that financial support reduces teacher attrition and improves education quality, while analogous schemes in Singapore attracted and retained highly qualified teachers in challenging contexts (Darling-Hammond et al., 2017). In Zambia, TLS provides similar potential by mitigating economic barriers that otherwise limit participation in advanced training and specialised CPD.
The scheme also promises to improve teacher motivation, satisfaction, and productivity. When financial pressures are relieved, teachers are more likely to commit to CPD and engage actively in teaching roles, consistent with the findings by Hargreaves and Fullan (2012) that teacher well-being drives professional engagement. By linking TLS to incentives for advanced study – such as debt reduction for master’s or doctoral degrees – the programme can foster a cycle of transformative professional growth, where financial support fuels both individual empowerment and broader systemic improvements in educational quality. This approach aligns with emphasis by Desimone (2009) on coherence and meaningful rewards in CPD design, whereby teacher participation is motivated by tangible outcomes connected to their professional and personal goals.
Furthermore, the TLS has the potential to attract a more diverse and highly qualified teacher workforce, particularly in high-demand fields such as STEM. Research shows that financial incentives, including scholarships and loan forgiveness, effectively encourage talented individuals to enter and remain in the teaching profession (Feng & Sass, 2015). For example, similar initiatives in the United States, such as the Teacher Loan Forgiveness Programme, are reported to have successfully recruited teachers to underserved schools (Liou & Lwrenz, 2004). Expanding TLS to include targeted incentives for teachers pursuing advanced qualifications could enhance both teacher motivation and professional capacity, creating a structured pathway for continuous learning and systemic improvement.
While TLS offers considerable promise, its effectiveness depends on accessibility and sustainability. Teachers in remote or resource-constrained areas must have equitable access to loans, and ongoing support mechanisms should guide participants in navigating CPD pathways that align with both their professional aspirations and national education priorities (Borko, 2004). Ensuring that TLS is widely promoted, efficiently administered, and linked to meaningful professional development outcomes will maximise its impact on teacher growth, retention, and the overall quality of education in Zambia.

The analysis of teachers' understanding of CPD, the challenges that hinder their engagement, and the opportunities that can enhance professional development provides a comprehensive picture of the current CPD landscape in Zambia. By integrating empirical evidence with theoretical perspectives – drawing on the model of effective CPD by Desimone, Constructivism, Transformative Learning Theory, Andragogy, and Communities of Practice – the study has illuminated the complex interplay between systemic structures, teacher agency, and professional growth. These findings underscore the factors that both enable and constrain effective CPD, revealing pathways for fostering reflective, collaborative, and transformative learning cultures. Building on this synthesis, the following chapter presents a summary of the study, articulates key conclusions, and offers evidence-based recommendations aimed at strengthening CPD systems, addressing persistent barriers, and harnessing identified opportunities to enhance teacher capacity and overall educational quality.

CHAPTER SIX
SUMMARY OF THE STUDY, CONCLUSIONS AND RECOMMENDATIONS
6.1 
Introduction

This chapter provides an integrative synthesis of the study. It is structured into six main sections: the Introduction, Summary of the Study, Summary of Key Findings, Conclusions, Recommendations and Contribution of the Study to the Body of Knowledge. The chapter reiterates the purpose and theoretical foundations of the research, summarises the methodology and principal findings, and draws together key insights that inform the conclusions of the study. It also highlights the study's contributions to knowledge and its implications for policy, practice, and future research.
6.2 
Summary of the Study

This study investigated the opportunities and challenges associated with Continuing Professional Development (CPD) for teachers in selected public secondary schools in Lusaka Province, Zambia. The study addressed three objectives: examining teachers’ understanding of CPD, identifying challenges in its implementation, and exploring opportunities arising during the implementation process. The study was conducted within the context of the Credit Point System, introduced as part of the 2019 Standards of Practice for the Teaching Profession in Zambia (MoE, 2019).
Lusaka District was selected as the study area due to its distinctive urban educational context and proximity to policy institutions. It is the most urbanised district, with large and diverse student populations, and heightened institutional accountability, which shapes how CPD is accessed and implemented. The district hosts the headquarters of the Ministry of Education and the Teaching Council, providing schools with close linkages to policy reforms and monitoring. Its public secondary schools face complex administrative and pedagogical conditions, including diverse classroom needs and resource constraints, offering a rich context for examining CPD in practice and generating insights applicable to similar urban settings across Zambia.
Participants were selected using purposive, criterion-based sampling to ensure the collection of rich and relevant insights. Fifty teachers from five public secondary schools (ten from each school) and two educational policymakers were included to provide perspectives on CPD implementation at both practice and policy levels. Selection was guided by Ministry of Education directives, ensuring access to participants with direct experience of CPD practices.
The study was anchored in an integrated theoretical framework combining Constructivist Learning Theory (Piaget, 1973; Vygotsky, 1978), Andragogy (Knowles, 1980), Communities of Practice (Lave & Wenger, 1991), Transformative Learning Theory (Mezirow, 1997), and the Conceptual Framework for Effective CPD by Desimone (2009). Constructivist and transformative perspectives emphasised reflective meaning-making and teacher learning as an evolving process. Andragogical principles highlighted the autonomy and self-directed nature of adult learning, while Communities of Practice emphasised collaboration, shared knowledge, and situated learning within professional communities. This integration provided a multidimensional lens for analysing CPD effectiveness and contextual dynamics influencing professional practice.

Methodologically, the study adopted a pragmatist research paradigm, prioritising practical problem-solving through the flexible integration of qualitative and quantitative approaches. A mixed-methods embedded design, also known as a nested design, was used, with qualitative methods as the primary framework supported by quantitative data. Data collection involved structured questionnaires to provide measurable information on CPD engagement, semi-structured interviews to capture in-depth reflections, and documentary analysis to provide contextual and historical insights. Quantitative data were analysed using SPSS Version 23, with descriptive statistics summarising patterns, trends, and engagement levels. Qualitative data were analysed thematically and through content analysis, allowing recurring themes and contextual meanings to emerge.
The study was limited to five selected public secondary schools within Lusaka District and did not include all schools in the district or the wider province. Participants were restricted to fifty in-service teachers, school administrators, and two policymakers from TESS and TCZ, excluding private schools, primary schools, and other Ministry of Education departments. Data collection was confined to the research schedule, and therefore does not reflect developments beyond that period. 
These limitations were addressed by purposive sampling to ensure participants had direct and relevant experience and by employing multiple data sources and methods, which provided triangulation and enhanced the credibility and depth of findings. The combination of purposive sampling, multiple data sources, complementary analytical techniques, and theory-driven interpretation ensured methodological rigour, triangulation, and a nuanced understanding of CPD opportunities, challenges, and contextual influences on teacher professional development in Lusaka Province.
6.3 
Summary of Key Findings

The findings of the study revealed that teachers in Zambia generally possess a sophisticated understanding of Continuing Professional Development (CPD), viewing it as both a communal and a lifelong learning process. Teachers articulated CPD as an ongoing, reflective engagement through which they continually enhance their knowledge, pedagogical practices, and professional identities. This understanding resonates strongly with Vygotsky’s (1978) sociocultural theory and Wenger’s (1998) concept of Communities of Practice, both of which emphasise the collective and interactive nature of learning. These conceptualisations by teachers also align with notion of CPD by Friedman (2023) as a sustained mechanism for maintaining professional competence throughout one’s career.
A particularly significant finding was the shift from perceiving CPD as an externally driven process – consisting mainly of workshops and seminars – to recognising it as an internally motivated, participatory, and reflective endeavour. Teachers no longer viewed themselves merely as passive recipients of knowledge but as active designers, implementers, and evaluators of professional learning activities. This conceptual shift indicates an evolution toward greater teacher agency and professional autonomy. 
However, the study also uncovered a prevailing misconception among some school managers, who regarded CPD as relevant only to subject teachers. This narrow interpretation led to limited managerial participation in CPD initiatives and reinforced a top-down approach that undermines the inclusive and collaborative ethos essential to effective professional development.
Despite enhanced conceptual understanding of CPD by teachers, the study found that several structural and contextual challenges impeded the full realisation of effective CPD. The participation of teachers was constrained by a limited range of CPD activities, which tended to be school-based and lacked interlinkages with external educational institutions, professional networks, and industry. 
Organisational challenges were also prominent, including poor timetabling, insufficient funding, lack of a coherent national CPD framework, weak school leadership, and inadequate ICT infrastructure. These institutional constraints were compounded by broader socio-economic conditions, notably the high cost of living, which reduced the motivation and capacity of teachers to engage meaningfully in CPD. Furthermore, a small proportion of teachers – particularly those who had transitioned from primary to secondary levels – struggled with issues of low professional self-esteem, which affected their willingness to participate in collaborative professional learning.
Nonetheless, the study also illuminated several emerging opportunities for strengthening CPD provision and implementation in Zambia. At the policy level, the existence of a well-defined legal and administrative structure for CPD, coupled with the ongoing development of a national CPD policy and the introduction of the CPD Credit Point System, provided a promising foundation for standardising and coordinating professional development activities across the country. Additionally, the recognition by the Teaching Council of Zambia of qualified CPD service providers opened avenues for partnership and collaboration, thereby expanding the diversity and quality of CPD opportunities available to teachers.
Digital technology emerged as another important area of opportunity. The growing availability of internet infrastructure, ICT equipment, and partnerships with technology companies created the potential for both synchronous and asynchronous modes of professional learning. However, this potential remained underutilised, underscoring the need for targeted investment in digital infrastructure and teacher ICT capacity building. The study further identified the Teacher Loan Scheme (TLS) as an innovative support mechanism that could enhance the financial well-being of teachers and facilitate greater engagement in CPD activities.
Taken together, these findings suggest that while Zambia faced significant barriers in CPD implementation, there also existed a fertile landscape of opportunities. Harnessing these opportunities would require coordinated policy action, sustained investment, and systematic evaluation of CPD initiatives to ensure that they remain relevant, equitable, and effective.
6.4 
Conclusions

This study has shown that teachers increasingly view professional development as an integral, lifelong, and collaborative process that empowers them to respond to the dynamic demands of contemporary education. The findings highlight a critical transformation in professional consciousness of teachers – from passive compliance with externally imposed training to active participation in self-directed, reflective learning communities.

However, the persistence of institutional, structural, and socio-economic challenges continues to undermine the effectiveness of CPD implementation. Across all the identified challenges, a coherent pattern emerges that bridges both theoretical understanding and practical realities of CPD in Zambia. From a Constructivist and Transformative Learning perspective, professional growth is constrained when CPD remains narrow, underfunded, or detached from classroom realities. Teachers are deprived of the iterative, experience-rich, and reflective opportunities necessary for meaningful change in practice.
At a practical level, these theoretical gaps translate into visible systemic weaknesses – limited diversity of CPD activities, minimal financial investment, poor scheduling, and inadequate support systems – that undermine the ability of teachers to engage meaningfully in professional learning.
Through the lens of Andragogy, it becomes clear that the motivation of adult learners depends on relevance, autonomy, and institutional support. When poor leadership, inflexible timetabling, or financial hardship erode these conditions, participation in CPD diminishes. This has practical implications for school management and policy: teachers require predictable schedules, fair remuneration, and a supportive professional culture to sustain their engagement.
Similarly, Communities of Practice are unable to flourish in environments without dedicated time, infrastructure, and psychological safety for collaboration. Strengthening collegial networks, mentoring systems, and digital platforms could provide practical pathways to revitalise these communities.

Within the conceptual framework of Desimone (2009), the discussion shows that contextual constraints – resources, leadership, policy, wellbeing, and economic stability – directly influence the effectiveness of CPD. When these are absent, the key dimensions of effective learning – content focus, active learning, coherence, duration, and collective participation – cannot be effectively translated into improved teaching quality or professional growth.
Therefore, the challenges of CPD in Lusaka Province were both theoretical and practical. Theoretically, they expose a misalignment between the constructivist, adult-learning, collaborative, and transformative principles envisioned by policy and the realities teachers face. Practically, they call for actionable reforms: embedding CPD within coherent institutional frameworks, ensuring stable funding, supportive leadership, wellbeing services, and ICT integration. Only through such alignment can Zambia cultivate a professional learning system that empowers teachers as autonomous, reflective, and community-oriented practitioners.
At the same time, the study reveals that the existence of strong legal frameworks, policy reforms, digital advancements, and welfare-oriented support mechanisms offers a foundation for transformative progress. These opportunities indicate that Zambia possesses both the institutional structures and human capacity necessary to transform CPD from a fragmented, compliance-oriented system into a dynamic, reflective, and inclusive professional culture. 
Theoretically, these opportunities affirm five core features of the framework by Desimone (2009) of effective CPD – content focus, active learning, coherence, duration, and collective participation – as attainable within the Zambian context, provided that appropriate resources, infrastructure, and policy frameworks are in place. Empirical findings demonstrate that initiatives such as accrediting diverse CPD service providers, integrating digital technologies, and introducing the Teacher Loan Scheme exemplify how these features can be operationalised in practice. The recognition of multiple CPD providers, for instance, not only broadens teachers’ professional learning ecosystems but also enhances coherence and ensures quality across programmes, demonstrating how collective participation and structured guidance can coexist within a pluralistic CPD landscape.
The integration of digital technologies further illustrates the practical application of constructivist and connectivist principles, enabling teachers to co-create knowledge, collaborate across schools and regions, and engage in reflective inquiry. Online professional learning communities allow teachers to share resources, question assumptions, and experiment with innovative teaching approaches, thereby actualising Transformative Learning Theory within the professional development space. However, the study also highlights persistent challenges such as inequitable digital access and varying ICT competencies, emphasising that the transformative potential of digital CPD can only be fully realised when supported by robust infrastructure, capacity-building, and targeted strategies to bridge the digital divide.
In alignment with Andragogy, the study demonstrates that teacher motivation and engagement in CPD increase when learning opportunities are relevant, self-directed, and responsive to the lived realities of teachers. Flexibility in selecting CPD programmes, whether through digital platforms or accredited providers, empowers teachers to pursue professional growth in ways that accommodate their contextual needs and personal circumstances. The Teacher Loan Scheme exemplifies how addressing structural constraints – such as financial barriers – further strengthens this autonomy, allowing teachers to focus cognitive and emotional energy on professional reflection and skill development. By reducing financial stress, TLS enhances intrinsic motivation and supports sustained engagement in CPD, illustrating how contextual enablers are foundational to effective professional learning.
Moreover, the study highlights the critical role of Communities of Practice in fostering sustained collaboration and innovation. Both physical and digital networks provide spaces for teachers to share expertise, support one another, and collectively solve pedagogical challenges. These networks reinforce the principles of active learning and collective participation central to the framework by Desimone (2009), while simultaneously operationalising constructivist and transformative learning approaches in everyday practice. When combined, these elements – diverse CPD providers, digital platforms, and financial support mechanisms – create a multi-layered professional development ecosystem that addresses both structural and human dimensions, providing teachers with opportunities to engage meaningfully, reflect critically, and continuously improve their practice.
Taken together, the findings suggest that if Zambia leverages these opportunities within a coherent national CPD strategy, it can cultivate a transformative professional learning system. Such a system would honour the agency of teachers, nurture professional identity, and embed continuous reflection and innovation into everyday practice, thereby enhancing both teacher capacity and the overall quality of education. By integrating theory and empirical evidence, this synthesis demonstrates that the Zambian CPD landscape is not only capable of supporting teacher growth but also positioned to evolve into a model of reflective, inclusive, and sustainable professional development.
6.5 
Recommendations

The study established that teachers conceptualise CPD as both a collaborative and lifelong learning process. However, the implementation of CPD in Zambian public secondary schools continues to face multiple constraints, including limited access to activities, poor scheduling, insufficient funding, weak leadership, lack of a coherent national framework, and inadequate teacher well-being and ICT support systems. At the same time, opportunities such as a national coordination structure, emerging CPD policies, a teacher tracking system, recognition of diverse CPD service providers, the Teacher Loan Scheme, and developing ICT infrastructure provide a foundation for reform.
Drawing from these findings, the following recommendations focus on developing a practical CPD pedagogical model, strengthening action and practice, guiding policy review, and directing future research to ensure that CPD initiatives are contextually responsive, sustainable, and effective.
6.5.1 
Recommendation for a CPD Pedagogical Model

Given teachers’ understanding of CPD as a community-driven and lifelong learning endeavour, it is recommended that the Teaching Council of Zambia (TCZ), in collaboration with the Directorate of Teacher Education and Specialised Services (TESS), design a Pedagogical Framework for CPD grounded in Problem-Oriented Project Pedagogy (POPP) (Coto & Dirckinck-Holmfeld, 2008) and the Large-Scale Teacher-Initiated Communities of Practice (Ko et al., 2023).
This model should emphasise practical problem-solving, collaborative project work, and integration of ICTs to make CPD more interactive and experiential. Instead of relying solely on lecture-based workshops, teachers could collaborate to design, implement, and evaluate projects that address real classroom and school challenges. The framework should include guidelines for school-based CPD cycles, sample project templates, and monitoring tools, ensuring that professional learning remains locally relevant, reflective, and impactful.
6.5.2 
Recommendations for Action and Practice

To ensure effective implementation of CPD, the following actionable steps are proposed:
(i)
Strengthen institutional capacity
The Ministry of Education (MoE) should build the operational capacity of the departments responsible for CPD by recruiting or training specialised personnel in professional learning design, monitoring, and evaluation. This effort should be supported by adequate funding and access to research resources.
(ii)
Improve communication and transparency
The MoE and TCZ should establish a digital communication portal to streamline information flow across the CPD ecosystem. This portal should clearly identify actors, decision-making structures, and ongoing CPD activities to enhance accountability and collaboration among schools, service providers, and regulatory bodies.

(ii)
Enhance coordination of CPD service providers
The TCZ should develop a centralised digital CPD Provider Registry and Tracking System to monitor and harmonise activities of service providers with national CPD standards. This will prevent duplication, ensure quality, and enable data-driven decision-making.
(iv)
Expand ICT access and infrastructure
The MoE, through public–private partnerships with telecommunications and ICT firms, should equip schools with computers, projectors, and reliable internet connectivity. A phased implementation approach could prioritise rural and under-resourced schools to bridge digital disparities in access to CPD.
(v)
Introduce targeted professional incentives
The MoE should establish an incentive scheme – such as loan forgiveness or debt-swap programmes – to motivate teachers to pursue higher qualifications (for example, master’s and doctoral degrees) in priority subject areas like Science, Technology, Engineering, and Mathematics (STEM). This strategy would not only enhance teacher quality but also improve retention, especially in rural and high-need areas.
(vi)
Promote headteacher engagement
The MoE and District Education Boards should institutionalise CPD participation for school leaders by including it in performance appraisal systems. Leadership workshops should help headteachers reframe CPD as inclusive, encouraging them to plan, document, and engage in their own professional learning alongside teachers.
6.5.3 
Recommendations for Policy Review

To provide a sustainable and coherent direction for teacher professional learning, several policy-oriented interventions are necessary:
(i)
Develop a National CPD Framework: 
The MoE should finalise and implement a National CPD Framework that outlines standards for the design, delivery, monitoring, and evaluation of CPD programmes. Such a framework should specify minimum CPD hours, quality assurance mechanisms, and integration with teacher appraisal and promotion systems.
(ii)
Address teacher welfare and economic pressures
Given that cost-of-living challenges undermine teachers’ engagement in CPD, the government should strengthen the Teacher Loan Scheme (TLS) and develop a broader Teacher Welfare Strategy. This strategy could include salary reviews, financial literacy programmes, and affordable access to credit to enhance teachers’ financial stability.
(iii)
Integrate CPD into curriculum timetabling
When revising the National School Curriculum, the Curriculum Development Centre (CDC) should include scheduled CPD time within the weekly timetable. This approach institutionalises professional learning and prevents conflicts between instructional time and teacher development activities.

(iv)
Establish teacher well-being support systems
The MoE should collaborate with the Ministry of Health and professional counsellors to establish a Teacher Well-being Unit at district and provincial levels. These units would provide psychosocial support, stress management, and mental health services, particularly for teachers facing burnout or transition challenges.
(v)
Reform pre-service teacher education
Teacher training institutions should integrate CPD principles into pre-service curricula, ensuring that novice teachers enter the profession with a clear understanding of lifelong professional learning. This reform could include mentorship models and reflective practice modules, which link theory to real-world classroom experiences.
6.5.4 
Recommendations for Further Research

Given the emerging significance of teacher well-being and financial pressures on CPD participation, future research should investigate the socio-economic realities of teachers in Zambia. The Ministry of Education and the Teaching Council of Zambia could commission comprehensive studies to:

(i) Examine the extent to which teachers engage in secondary employment or business ventures to supplement their income, and how such practices affect their engagement in CPD.

(ii) Analyse the debt burden carried by teachers – including obligations to banks, microfinance institutions, and the Student Loan Scheme – to assess its impact on professional motivation and retention.

Findings from such research would provide evidence for policy interventions aimed at improving teacher welfare and sustaining professional engagement across Zambia’s education system.

6.6 
Implications for Policy and Practice

The findings and recommendations of this study have several critical implications for education policy and practice in Zambia. They underscore the necessity of establishing coherent institutional frameworks, evidence-based policies, and school-level practices that collectively strengthen teacher professional learning. Effective implementation of CPD cannot be achieved through isolated initiatives; instead, it requires an integrated approach that aligns policy design, resource allocation, and school-based practice with the overarching goal of improving teaching and learning outcomes.
6.6.1 
Implications for Policy

At the policy level, the study reinforces the urgent need for a National CPD Framework that not only standardises professional development activities but also embeds them within the broader teacher management system. Such a framework should clearly articulate the minimum standards, quality assurance procedures, and accountability mechanisms for both in-service and pre-service teacher development. It should also establish clear linkages between CPD participation and teacher promotion, salary progression, and license renewal to create strong incentives for ongoing professional development.
Moreover, policy formulation should prioritise teacher welfare and economic resilience as integral components of professional development. The study’s findings indicate that financial pressures, workload, and limited well-being support substantially hinder teachers’ engagement in CPD. Therefore, policies aimed at improving teacher compensation, expanding the Teacher Loan Scheme (TLS), and introducing loan forgiveness for higher studies are not merely welfare measures but strategic investments in educational quality.
Additionally, curriculum policy should explicitly allocate time within the school calendar for CPD activities. Institutionalising CPD time ensures that professional learning is recognised as a legitimate and integral part of teachers' workload, rather than an extracurricular obligation. Finally, ICT and innovation policies should embed digital CPD as a core pillar of the education transformation agenda of Zambia. This would require the Ministry of Education (MoE) to integrate CPD objectives into its ICT in Education Policy, ensuring sustainable digital infrastructure and capacity-building for both teachers and administrators.
6.6.2 
Implications for Practice

At the practice level, the study underscores the pivotal role of school-based leadership and organisational culture in determining the success of CPD initiatives. Headteachers and deputy heads act as instructional leaders and facilitators of professional learning; therefore, CPD should be regarded not as the responsibility of individual teachers but as a collective, school-wide enterprise embedded in daily practice. School leaders should be required to develop annual CPD implementation plans aligned with national standards and subject to district-level quality assurance.
Collaborative learning structures, such as Professional Learning Communities (PLCs) and Communities of Practice (CoPs), should serve as the primary mode of CPD delivery. Teachers can collaboratively design problem-based projects that address classroom challenges, thereby enhancing relevance, ownership, and impact. These communities also provide platforms for peer mentoring, knowledge exchange, and reflective dialogue.
Effective CPD implementation further depends on evidence-informed decision-making. Schools, districts, and the Teaching Council of Zambia (TCZ) should maintain digital records on teacher participation, feedback, and programme outcomes. These data should inform local planning and national policy review, establishing a continuous feedback loop between practice and policy.
Ultimately, the professional growth of teachers should be viewed through the lens of well-being and motivation. School-based counselling, mentorship, and reduced administrative workloads can foster psychological readiness for learning and innovation. The Ministry of Education should encourage schools to integrate well-being programmes within CPD schedules, recognising that effective professional learning requires emotional and mental stability. 
6.7 
Contribution to Knowledge

This study makes a significant and original contribution to the body of knowledge on Continuing Professional Development (CPD) within the Zambian education system, particularly in the context of the Credit Point (CP) System established under the 2019 Standards of Practice for the Teaching Profession in Zambia (SPTPZ). While the CPD concept is not new to Zambia, empirical research examining its implementation, perception, and effectiveness within this regulatory framework has been limited. This study thus fills an important gap by providing a comprehensive, context-specific analysis of teachers’ understanding, engagement, and experiences with CPD, while also identifying opportunities and challenges that shape its effectiveness.
6.7.1 
Theoretical Contribution

The research contributes to the theoretical understanding of CPD by situating teachers’ perspectives within the frameworks of Vygotsky’s sociocultural learning theory and Wenger’s communities of Practice (CoP). The study reveals that teachers in Zambia increasingly view CPD not as a passive or externally imposed activity but as a collaborative, community-driven, and lifelong learning process. This evolving perception challenges earlier assumptions that teachers lacked awareness or agency in their professional development. Instead, the findings demonstrate that teachers actively engage in reflective practice and peer collaboration, thereby expanding the conceptualisation of CPD in the Zambian context.
By aligning CPD with sociocultural and community-based theories of learning, the study extends theoretical discourse on professional development, positioning Zambian teachers as active agents in constructing professional knowledge. This reconceptualisation underscores the importance of participatory pedagogical models, such as Problem-Oriented Project Pedagogy (POPP) and Large-Scale Communities of Practice, in designing contextually relevant CPD frameworks. Consequently, the research contributes to global debates on how CPD can be reframed from a transactional model of training delivery to a relational and dialogic process grounded in professional agency and collaboration.
6.7.2 
Empirical Contribution

Empirically, this study advances knowledge by documenting the complex realities that shape teachers’ engagement with CPD in Zambia. It identifies a constellation of structural and contextual barriers – including limited access to professional learning opportunities, inadequate funding, weak leadership support, and systemic organisational dysfunction – that mirror challenges in many developing-country education systems. Importantly, the study also uncovers the interrelationship between socio-economic pressures and CPD participation, particularly the effects of the high cost of living, debt burdens, and financial insecurity on teachers’ professional growth. This represents a novel contribution to CPD literature, which has often neglected the intersection between teacher welfare, financial stability, and professional learning.
At the same time, the study highlights the existing opportunities that can be leveraged to enhance CPD provision – namely, the potential of a nationally coordinated CPD policy, the development of a digital CPD tracking and credit point system, the expansion of ICT infrastructure, and the operationalisation of the Teacher Loan Scheme (TLS). These findings offer actionable insights for policymakers and educational leaders seeking to strengthen the enabling environment for CPD implementation. By empirically grounding these opportunities in teachers’ lived experiences, the study provides a nuanced and evidence-based roadmap for reform.
6.7.3 
Methodological Contribution

Methodologically, the study contributes to the advancement of mixed-methods research in teacher professional development studies in sub-Saharan Africa. By combining quantitative and qualitative data, it demonstrates how integrating survey-based instruments with interviews and document analysis can yield a more holistic understanding of CPD processes. The inclusion of a pilot study and the triangulation of data sources enhanced the trustworthiness, reliability, and validity of the findings, thereby offering a replicable methodological model for future research on CPD and related educational reforms.
6.7.4 
Practical and Policy Contribution

Practically, the study contributes to policy and practice by offering a comprehensive framework for CPD reform that integrates pedagogical innovation, institutional capacity-building, and teacher well-being. It demonstrates that the implementation of sustainable CPD requires systemic alignment between national policy objectives and school-level realities. Specifically, the study’s recommendations – such as developing a national CPD framework, establishing a digital tracking system, integrating CPD into school timetables, and institutionalising teacher well-being programmes – provide realistic and implementable strategies for the Ministry of Education (MoE), the Teaching Council of Zambia (TCZ), and other stakeholders.
The research also contributes a contextualised understanding of the CPD-credit system, offering insights into how the Credit Point framework can be operationalised to motivate teachers’ engagement, monitor professional growth, and link CPD participation to career progression. This contribution is particularly valuable for countries in the Global South seeking to professionalise teaching through structured accreditation and performance-based development systems.
6.7.5 
Contribution to Future Scholarship

Finally, the study opens several avenues for further research. It calls for deeper empirical inquiry into teacher well-being, economic sustainability, and professional motivation, particularly examining how financial stress, secondary employment, and debt affect engagement with CPD. It also encourages comparative research across different educational regions or countries to explore how cultural, economic, and institutional contexts influence the design and uptake of CPD.
In summary, this research contributes to knowledge by reframing CPD as a participatory and collaborative process grounded in social learning theories. It provides empirical evidence on the systemic challenges and opportunities within the CPD landscape in Zambia. It offers a contextually relevant model for national CPD coordination and digital tracking, integrating the dimensions of teacher welfare and socio-economic well-being into the discourse on professional development. Further, it advances methodological approaches for CPD research in developing contexts. Collectively, these contributions enhance scholarly understanding of CPD as both an educational and socio-economic process, positioning this study as a substantive addition to the global discourse on teacher professional development and lifelong learning.
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Appendix 1: Estimated Budget
RESEARCH BUDGET
	No
	Activity done
	Material required
	Amount (US$)

	1
	Preparation of Material required for proposal writing.
	2 Ream of Papers A4
2 USB Flash Disk
Printing Interview Guides and Questionnaire
5 Pens, Pencils and ruler
	6.00
23.00
150.00
3.00

	2
	Data collection
	Transport
Airtime and Internet Bundles
	172.00
58.00

	3
	Data analysis and interpretation
	Draft printing and binding
Airtime and Internet Bundles
	286.00
60.00

	4
	Final draft preparation
	Final report
Contingency money 
	300.00
120.00

	
	Grand Total
	1,178.00


Appendix 2: Detailed Work Plan
WORK PLAN
	TASK TO BE PERFORMED
	Dec 2022 – January 2023
	January – March 2023
	April – October 2023
	November – December 2024
	January – June 2024
	July 2024 - April 2025

	Topic Development

	
	
	
	
	
	

	Supervisor Topic Approval

	
	
	
	
	
	

	Development and Submission of Research Proposal

	
	
	
	
	
	

	Research Clearance and Approvall

	
	
	
	
	
	

	Data Collection and Analysis

	
	
	
	
	
	

	Report Writing and Submission

	
	
	
	
	
	


Appendix 3: Questionnaire Survey
Dear Sir/Madam, 
RE: Opportunities and Challenges on Continuing Professional Development for Teachers in Zambia Questionnaire
I am a postgraduate student at the Open University of Tanzania pursuing a Master of Education in Curriculum Design and Development programme. This survey is used as an instrument for my dissertation. The survey seeks to identify the opportunities and challenges on CPD for teachers within the context of the implementation of the Credit Point System in Zambia. 
Part 1 includes questions about your individual background. Part 2 has questions about your knowledge and participation in continuing professional development activities. Part 3 includes questions about the opportunities while Part 4 is about challenges, if any, to your CPD. Part 5 asks you about solutions to the challenges mentioned in Part 4. Part 6 lets you state further comments on CPP. The data collected will be confidential and it will be discarded after the research. 
I will be very grateful if the completed questionnaires were returned to me by 10 October, 2023 through the CPD coordinator. 
Thanking you in anticipation.
Sincerely,
Samson Kantini.
Part 1: Background Information 
	[image: image2.png]


1. Gender 
[ ] Male  [ ] Female 

	2. Age 
[ ] 20–25 [ ]26–30 [ ] 31–35 [ ] 36–40 [ ] 41 – 45 [ ]46 – 50 [ ]Above 50 

	3. Highest Educational Level
[ ] Diploma (or equivalent) [ ]Bachelor Degree 
[ ] Master Degree [ ] Doctoral Degree 
[ ] Others (please specify): __________ 

	4. Teaching Experience 
[ ] Less than 1year  [ ] 1–5years [ ] 6–10years [ ] 11–15years 
[ ] 16 – 20 years [ ] Beyond 20 years 

	5. Your teaching position
[ ] Subject/Classroom Teacher [ ] CPD Coordinator [ ] Head of Section 
[ ] Head of Department  [ ] Deputy Headteacher [ ] Headteacher

	6. Your teaching station
[ ] KD [ ]LB [ ]LG [ ]OP [ ]KG


Part 2: Understanding and Participation in CPD activities 
2.1: Provision of CPD activities 
Please circle your appropriate answers. 
	
	CPD Activities
	My school provides……

	SN
	
	always 
	often 
	seldom 
	never 

	1. 
	Self-study
	4
	3
	2
	1

	2. 
	Peer class observation
	4
	[image: image3.png]


3
	2
	1

	3. 
	Collaborative teaching
	4
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3
	2
	1

	4. 
	Teaching Group (TG) or Peer learning/study circles
	4
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3
	2
	1

	5. 
	School-based learning activities and projects
	4
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3
	2
	1

	6. 
	Attending professional events outside place of work
	4
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3
	2
	1

	7. 
	School-based Conferences, Seminars, Workshops, and Courses Preparation and presentation of materials
	4
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3
	2
	1

	8. 
	Out of school-based Conferences, Seminars, Workshops, and Courses Preparation and presentation of materials
	4
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3
	2
	1

	9. 
	Undertaking training courses for certification
	4
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3
	2
	1

	10. 
	Visits to other schools to share teaching experiences
	4
	3
	2
	1

	11. 
	Attending locally scheduled professional programmes
	4
	3
	2
	1



	12. 
	Contribution to knowledge through research and publication
	4
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3
	2
	1

	13. 
	Offshore study visits
	4
	3
	2
	1

	14. 
	Mentoring fellow teachers
	4
	3
	2
	1

	15. 
	Managing classes as class teachers
	4
	3
	2
	1

	16. 
	Managing learner clubs
	4
	3
	2
	1

	17. 
	Managing production units
	4
	3
	2
	1

	18. 
	Other core extra-curricular responsibilities
	4
	3
	2
	1

	19. 
	Professional Standards of Practice
	4
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3
	2
	1


2.2 Participation in CPD activities
Please circle your appropriate answers. 
	
	CPD Activities
	I …..participate in …..

	SN
	
	always 
	often 
	seldom 
	never 

	1. 
	Self study
	4
	3
	2
	1

	2. 
	Peer class observation
	4
	[image: image13.png]


3
	2
	1

	3. 
	Collaborative teaching
	4
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3
	2
	1

	4. 
	Teaching Group (TG) or Peer learning/study circles
	4
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3
	2
	1

	5. 
	School-based learning activities and projects
	4
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3
	2
	1

	6. 
	Attending professional events outside place of work
	4
	[image: image17.png]


3
	2
	1

	7. 
	School-based Conferences, Seminars, Workshops, and Courses preparation and presentation of materials
	4
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3
	2
	1

	8. 
	Out of school-based Conferences, Seminars, Workshops, and Courses preparation and presentation of materials
	4
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3
	2
	1

	9. 
	Undertaking training courses for certification
	4
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3
	2
	1

	10. 
	Visits to other schools to share teaching experiences
	4
	3
	2
	1

	11. 
	Attending locally scheduled professional programmes
	4
	3
	2
	1



	12. 
	Contribution to knowledge through research and publication
	4
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3
	2
	1

	13. 
	Offshore study visits
	4
	3
	2
	1

	14. 
	Mentoring fellow teachers
	4
	3
	2
	1

	15. 
	Managing classes as class teachers
	4
	3
	2
	1

	16. 
	Managing learner clubs
	4
	3
	2
	1

	17. 
	Managing production units
	4
	3
	2
	1

	18. 
	Other core extra-curricular responsibilities
	4
	3
	2
	1

	19. 
	Professional Standards of Practice
	4
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3
	2
	1


Part 3: Opportunities for CPD
3.1 Policy Coordination
Please circle your appropriate answer
	1. Coordination
	CPD implementation at my school provide me with opportunities to understand ….

	
	strongly agree 
	agree 
	disagree 
	[image: image23.png]


strongly disagree 

	1. National CPD policy
	4
	3
	2
	1

	2. School policy for CPD
	4
	3
	2
	1

	3. CPD Management System
	4
	3
	2
	1


3.2 CPD Service Provision
	2. Provision of CPD
	CPD implementation at my school provide me with opportunities for ….

	
	strongly agree 
	agree 
	disagree 
	strongly disagree 

	1. School based CPD activities 
	4
	3
	2
	1

	2. Out of school-based activities
	4
	3
	2
	1

	3. Collegial collaboration with other organisations 
	4
	3
	2
	1


3.3 Digital Technologies 
	3. Use of Communication and Information Technologies
	CPD activities implemented at my school provide opportunities for to access….

	
	strongly agree 
	agree 
	disagree 
	strongly disagree 

	1. Internet connectivity 
	4
	3
	2
	1

	2. ICT equipment including computers and projectors
	4
	3
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2
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1

	3. ICT partner support or sponsorship 
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4
	3
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2
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1



Part 4: Challenges of CPD
Are there challenges to your implementation of the continuing professional development? (Please tick as appropriate)   [  ] YES.  [  ] NO.

If YES, please list below. _____________________________________________________________________ _____________________________________________________________________ _____________________________________________________________________ 
Part 5: Solutions to CPD Implementation Challenges
Are there ways those challenges to your implementation of continuing professional development can be addressed? (Please tick as appropriate.)     [ ] YES.   [ ] NO.

If YES, please list below. _____________________________________________________________________ _____________________________________________________________________ _____________________________________________________________________ 
Part 6: Any other comments _____________________________________________________________________ _____________________________________________________________________ _____________________________________________________________________
-End-

Thank you for completing this questionnaire and for your cooperation.
Appendix 4: Semi-Structured Interview Guide
Date: ________________
Time: ________________
Venue: _______________
1. Background Information
Name of School: _____________________
Gender of Teacher: ___________________
Highest Education Qualification and date attained: _________________ 
Teaching Subject(s): _______________________________
Teaching Position: _______________________________
2. Teachers’ Understanding of the CPD
(a) What do you understand by Continuous Professional Development (CPD)?
(b) What do you understand by the Credit Point System that the Teaching Council of Zambia introduced in 2019?
3. Teachers’ Opportunities in CPD Implementation
(a) What opportunities have you had or experienced with the implementation of Continuous Professional Development?
(b) What opportunities, if any, have emerged for you because of the credit point system in your CPD activities?
4. Challenges and Solutions for CPD Implementation
(a) What challenges, if any, have you faced in the implementation of Continuous Professional Development?
(b) What challenges, if any, have you faced with the credit point system in your CPD activities?
(c) What solutions would you recommend to address the challenges you have mentioned.
Appendix 5: Participant Consent Form 
THE OPEN UNIVERSITY OF TANZANIA 
SCHOOL OF EDUCATION
PARTICIPANT CONSENT FORM
Project Title: Opportunities and Challenges on Continuing Professional Development for Teachers in Selected Public Secondary Schools in Lusaka Province, Zambia 
Researcher’s name: 
Samson Kantini
Supervisors’ name: 
Dr Mohamed Msoroka
Dr Goodluck Moshi
1. I have read the Participant Information Sheet and the nature and purpose of the research project has been explained to me. I understand and agree to take part. 
2. I understand the purpose of the research project and my involvement in it. 
3. I understand that I may withdraw from the research project at any stage and that this will not affect my status now or in the future. 
4. I understand that while information gained during the study may be published, I will not be identified and my personal results will remain confidential. 
5. I understand that I will be audiotaped during the interview. 
6. I understand that data will be stored in the researcher’s office and all data will be kept strictly confidential. 
7. I understand that I may contact the researcher or supervisor if I require further information about the research, and if I wish to make a complaint relating to my involvement in the research. 
Signed ........................................................................... (research participant)
Print name .........................................................Date ....................................... 
Contact details 
Researcher: Samson Kantini: mziziks@gmail.com; +260 960 706 447
Appendix 6: Outline of Category of CPD activities and their Automated Credit Points
	CODE
	CPD CATEGORY AND ACTIVITY
	CREDIT POINTS

	CPD1511  
	Self-directed Study
	Minimum Total Points: 5 

	CPD15111 
	Evidence of self-assessment of relevant competences/skills/knowledge 
	2.5

	CPD15112 
	Evidence of reading/seeking information from different sources such as experienced colleagues/mentors on competence areas to improve practice 
	2.5

	CPD15113 
	Evidence of perfecting and/putting into practice of new ideas from self-study materials and other sources. 
	2.5

	CPD15114 
	Evidence of relevant and up-to-date CPD records of self-study. 
	2.5

	CPD1512  
	Attending Locally Scheduled Event
	Minimum Total points: 5 

	CPD15121 
	Professional/ management teachers/lecturers/group meeting. 
	2.5

	CPD15122 
	Head-teacher/principal/supervisor’s in-service meeting. 
	2.5

	CPD15123 
	Grade/subject meeting at resource centre/central location. 
	2.5

	CPD15124 
	Lesson Study/practical demonstrations and discussion. 
	2.5

	CPD15125 
	Institutional, departmental, section/ management/professional meeting. 
	2.5

	CPD15126 
	Specialist subject/ professional workshop/seminar. 
	2.5

	CPD15127 
	Facilitators/stakeholders/school workshop/seminar. 
	2.5

	CPD15128 
	Academic/professional/ management structured presentations and discussion. 
	2.5

	CPD15129 
	Presentation/document/book review conference 
	2.5

	CPD1513  
	Attending Event Outside Place of Work
	Minimum Total points: 5 

	CPD15131 
	Subject association/ professional/academic clubs/societies/workshop. 
	2.5

	CPD15132 
	External facilitator/ stakeholder workshops/seminar. 
	2.5

	CPD15133 
	Educational/professional seminars/ workshops, conference. 
	2.5

	CPD15134 
	Management meeting, short training/short course. 
	2.5

	CPD15135 
	External examinations setting/marking/assessment/ moderation session 
	2.5

	CPD15136 
	Relevant study tours, bench marking programme, institution network meeting 
	2.5

	CPD15137 
	Regulator/employer capacity building programme 
	2.5

	CPD15138 
	Local and international twining/ collaboration programme 
	2.5

	CPD152
	Undertaking Training Courses/Development of documents
	Minimum  Total points: 5 

	CPD1521 
	Short CPD course evidenced by attendance certificate. 
	5

	CPD1522 
	Training CPD course evidenced by course completion certificate with assessment results. 
	15

	CPD1523 
	Distance college/university yearly training with course continuous assessment results transcript. 
	15

	CPD1524 
	Taking part in workshop producing guidelines, operational, policy, legal documents, tools, etc. 
	10

	CPD153 
	Professional/academic/management presentations 
	Minimum Total points: 15 

	CPD1531 
	Within one's place of work evidenced by presentation paper/documents 
	15

	CPD1532 
	Outside one's place of work evidenced by presentation/paper document 
	15

	CPD1533 
	Training others/facilitation at workshop/seminar/ training session 
	15

	CPD154 
	Research 
	Minimum Total points: 15 

	CPD1541 
	Developing/ editing/reviewing papers/articles for publications (per paper published) 
	15

	CPD1542 
	Reviewing education/professional article for publication (per paper published). 
	15

	CPD1543 
	Undertaking educational research and sharing/publishing the findings. 
	30

	CPD155 
	Service to the Profession 
	Minimum Total points: 30 

	CPD1551 
	Mentoring/coaching peers or fellow professionals. 
	15

	CPD1552 
	Supervision/coaching of learners’ class/club/association and other co- curricular activity. 
	15

	CPD1553 
	External examinations setting/invigilation/marking/moderation session. 
	15

	CPD1554 
	Representing of fellow staff on professional /subject/ association, etc. 
	15

	CPD1555 
	Hosting/adjudicating at show/trade fare/ professional/academic/subject fare. 
	15

	CPD156 
	Professionalism 
	Minimum Total points: 30 

	CPD1561 
	Culture 
	5

	CPD1562 
	Teaching and Learning 
	5

	CPD1563 
	Management 
	5

	CPD1564 
	Partnership and Networking 
	5

	CPD1565 
	Professional Improvement 
	5

	CPD1566 
	Upholding Code of Ethics for Teaching Profession 
	5


Source: The Teaching Council of Zambia, 2022
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Education.

The Ministry is assured of cooperation from the staff in the selected schools.

Joel Kamoko (Mr.)

Permanent Secretary —-Educational Services
MINISTRY OF EDUCATION

N










{ "type": "Document", "isBackSide": false }






[image: image33.emf]Integrating/Mixing
Quantitative Data

enhances
Qualitative Data










	

QUALITATIVE

(Primary Strand)

• Indepth Interviews data 

collection

• Constant Comparative Startegy 

analysis

QUANTITATIVE

(Embedded Strand)

• Questionnaire 

Survey data 

colletion

• SPSS-Version 23-

Data Analysis

Interpretation 

and 

Discussion

Integrating/Mixing

Quantitative Data 

enhances 

Qualitative Data

Appendix 8: District Education Board Secretary Introductory Letter

Appendix 9: Research Clearance Letter
[image: image30.emf]THE UNITED REPUBLIC OF TANZANIA

MINISTRY OF EDUCATION, SCIENCE AND TECHNOLOGY
THE OPEN UNIVERSITY OF TANZANIA

s
{Mrdapi gy qcation o\

Ref. No OUT/PG202108266 30" November, 2023

Permanent Secretary — Educational Services,
Ministry of Education,

P.O Box 50093,
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Dear Permanent Secretary,

RE: RESEARCH CLEARANCE FOR MR. SAMSON KANTINI, REG NO: PG202108266

2. The Open University of Tanzania was established by an Act of Parliament No. 17
of 1992, which became operational on the 15'March 1993 by public notice No.55 in the
official Gazette. The Act was however replaced by the Open University of Tanzania
Charter of 2005, which became operational on 1%'January 2007.In line with the Charter,
the Open University of Tanzania mission is to generate and apply knowledge through
research.

3. To facilitate and to simplify research process therefore, the act empowers the Vice
Chancellor of the Open University of Tanzania to issue research clearance, on behalf of
the Government of Tanzania and Tanzania Commission for Science and Technology, to
both its staff and students who are doing research in Tanzania. With this brief
background, the purpose of this letter is to introduce to you Mr. Samson Kantini, Reg.
No: PG202108266), pursuing Master of Education in Curriculum Design and

Development (MEDCDD). We here by grant this clearance to conduct a research titled







“Opportunities and Challenges on Continuing Professional Development for
Teachers in Selected Public Secondary Schools in Lusaka Province, Zambia”. He

will collect his data at your Ministry from 1% December 2023 to 31% January 2024.

4. In case you need any further information, kindly do not hesitate to contact the
Deputy Vice Chancellor (Academic) of the Open University of Tanzania, P.O.Box 23409,
Dar es Salaam. Tel: 022-2-2668820.We lastly thank you in advance for your assumed

cooperation and facilitation of this research academic activity.

Yours sincerely,
THE OPEN UNIVERSITY OF TANZANIA
NMoaueane
Prof. Magreth S.Bushesha
For: VICE CHANCELLOR

Kinondoni Biafra, Kawawa Road; P.O 23409; Dar es Salaam; Tel: +255 22 2668 445;
E-Mail:vc@out.ac.tz|| Website:www.out.ac.tz
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