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Abstract  

The objectives of the study were to explore secondary school teachers’ perceptions regarding the relevance 

of professional development programs and to assess secondary school teachers’ perceptions of the 

effectiveness of professional development programs. The study was conducted utilizing a quantitative 

research design in order to study the perception and practice regarding professional development 
programmes by teachers at secondary schools in Punjab, Pakistan. The population of the study comprised 

all the teachers teaching in the secondary classes, that is Grade 9 & 10, in public schools. 150 teachers 

were selected randomly. Data was collected using a structured questionnaire which was designed in a 
manner to achieve the objectives of the study. A five-point Likert scale, Strongly Disagree - Strongly Agree, 

was used to record responses. The questionnaires were personally administered, and cooperative school 

administrations have been ensured to collect a higher response rate. The data collected were coded and 
inputted in Statistical Package for Social Sciences (SPSS) for analysis. Descriptive statistics such as 

frequencies, percentages, means, and SDs were used to summarize the demographic information and 

responses to the questionnaire items. Composite mean scores were calculated for each domain of 

professional development to arrive at global perceptions and practices. The results are presented in the 
form of tables for easy interpretation and comparison between variables. The majority of the respondents 

44% agreed that they perceived that the CPD program improved their subject knowledge. The majority of 

the respondents 36% agreed that the Continuous Professional Development program was aligned with the 
curriculum. It was concluded that they perceived that the CPD program improved their subject knowledge. 

The Continuous Professional Development program was aligned with the curriculum. They perceive that 

they practice classroom management more effectively after attending the CPD program, and they use 

strategies from the CPD training in their daily classes.  
Key words: Professional Development, Perceptions, Effectiveness, Secondary Schools, PDP 

Introduction 

Teacher professional development (PD) programs have developed to become one of the 

foundations that have promoted the quality of education in both local and international settings. 

The purpose of these programs is to improve teacher skills, update any pedagogical knowledge, 

and match the instructional techniques and new emerging curriculum reforms. The changing 

climate of challenges with respect to teachers in Pakistan and particularly at the secondary school 

level is that of curriculum changes, technology incorporation, and the requirements of students 

(also known as student expectations). Therefore, continuous professional development (CPD) 

plays a significant role in not only the professional development but also the maintenance of 

teaching and learning standards (Akhtar, 2022; Ali et al., 2023). Even though various steps aimed 

at formalizing these PD processes, including those started by the Quaid-e-Azam Academy for 
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Educational Development (QAED), have been conducted at the governmental level, the perception 

and practice of these processes are highly different among teachers as far as the structural 

constraints, the absence of contextualization, and uneven implementations are concerned (Abbas 

et al., 2023; Kalim & Bibi, 2024). The current research tries to find answers to the question of how 

teachers of secondary schools view these PD programs and how, in fact, they use the results of 

training in their classroom activities. The examination is especially important considering the focus 

on professional standards and competency frameworks of teachers, which were implemented in 

accordance with the national policies (Arif et al., 2025). 

The connections between teacher perceptions and classroom work are important concerning the 

evaluation of the effectiveness of PD programs. A favorable reputation may result in active 

training, and doubt may negatively affect the participation or the use of new knowledge (Qaisra & 

Haider, 2023; Kausar et al., 2024). Additionally, PD outcomes are rather mixed by contextual 

factors, including school leadership, school support, resource availability, and the content 

relevance of training (Khurram et al., 2023). Current research findings indicate that although most 

teachers recognize the value of PD, they still experience difficulties in moving the theory to 

practice, especially in cases where programs are generic and do not mirror the reality in the 

classroom (Bibi et al., 2024; Saleem et al., 2021). Investigating the conjunction between teacher 

attitudes and practice, this study aims to help further policy making, as well as training solutions, 

that will be valuable and transformative in the broader Pakistani system of secondary schooling. 

The perception of teachers on any professional development (PD) programs cannot be studied or 

analyzed well without taking special attention to the way teachers perceive the purpose, relevance, 

and usefulness of any training opportunities to their own teaching needs. The studies have 

indicated that educators are more open to PD that is directly linked to the main subject areas, 

classroom contexts, and their personal development needs (Ali et al., 2023; Zeeshan et al., 2024). 

Teachers tend to withdraw or engage in minimal input when programs of PD are seen to be too 

theoretical or forced into place with an administrative directive (Khurram et al., 2023). The quality 

of the people who lead the PD is the other criterion that teachers use to evaluate the effectiveness 

of this practice (Saleem et al., 2021). The perception of teachers will be evaluated in the given 

study based on the structured survey questions that will be devoted to the level of satisfaction, the 

relevance of the initiative or curriculum to the teachers, and the willingness of the teachers to be 

engaged in the further departments of the PD initiative. This will assist in establishing the way the 

teachers rate the importance of PD and whether these perceptions are being converted into a desire 

to apply them. 

The way in which professional development is applied in the classroom is expressed in the 

practices of the teachers. Such things could be following new instructional techniques, a better 

evaluation process, or applying technology, subject to the kind of training they go through. 

Research has shown that despite teachers even having positive views of PD, a range of barriers 

usually serve as an impediment to its impediments, including the lack of resources, time, and 

systems within the institutions (Kalim & Bibi, 2024; Abbas et al., 2023). The fact that there is poor 

follow-up or absence of classroom-based reinforcement further dampens the success of sustained 

change. To investigate teacher practices, self-reported indicators, such as the frequency and the 

consistency of the implementation of PD strategies, perceived implementation success, and 

flexibility in different classroom contexts, will be addressed in terms of this research. This aspect 

is very important in determining whether the work to enhance PD has practical implications or is 

more of a theoretical nature. 
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Statement of the Problem 

In Pakistan, professional development (PD) programs are widely promoted to enhance teaching 

quality at the secondary school level. However, a noticeable gap persists between the training 

provided and its actual implementation in classrooms. Teachers often find these programs lacking 

in contextual relevance, with limited practical application and insufficient follow-up support 

(Kalim, 2024; Bibi et al., 2024). Additionally, institutional challenges—such as workload pressure 

and lack of incentives—further hinder the translation of PD into classroom practices. Despite these 

challenges, teachers’ perceptions and experiences are rarely considered in the planning of PD 

initiatives, leading to disengagement and ineffective outcomes. This study aims to explore 

teachers’ perceptions and practices regarding PD programs to identify barriers and improve their 

impact on teaching effectiveness. 

Research Objectives 

The objectives of the study were to explore secondary school teachers’ perceptions regarding the 

relevance of professional development programs and to assess secondary school teachers’ 

perceptions of the effectiveness of professional development programs. 

Literature review 

Professional development (PD) programs in Pakistan have experienced a slow change, influenced 

by new educational policy, donor-driven activities, and institutional reform. Traditionally, PD in 

Pakistan was mostly confined to ad-hoc in-service training, using centralized bureaucratic systems, 

with little contextual diversity and subject specialization. Most of the first few decades after 

independence, teacher education was not perceived as a development operation; most of the time, 

it was perceived as a qualification need. During the 1990s and early 2000s, PD started being 

strategically addressed through the efforts of international agencies, including UNESCO, 

UNICEF, and USAID, which brought in the school-based teacher training, cluster debates, and 

mentoring schemes to several tiers (Saeed, 2023).  

This changed a great deal with the setting up of the Provincial Institutes of Teacher Education 

(PITEs) and subsequently the Quaid-e-Azam Academy of Educational Development (QAED), 

trying to establish PD in the framework of mainstream education in the country. The motives of 

these reforms were to standardize the training contents, track the usage, and ensure standardized 

teaching practice within the schools. Nevertheless, there was still the challenge of scalability, 

sustainability, and relevancy of content. Most PD programs were oversimplified, out of reach with 

classroom practices, and not provided with adequate follow-up strategies. More recently, policy 

action has focused on Continuous Professional Development (CPD) models where teaching is seen 

as a developing practice that needs long-term support, learning amongst peers, and reflection. This 

is, however, usually not very consistent due to shortages in available finances, inadequate training-

of-trainers (ToT) schemes, and ineffective policy-practice connections. Even with these efforts, 

however, the picture in Pakistan remains incomplete, with PD remaining not only under-resourced 

but also over-centralized, with context-guiding, teacher-led, and needs-based future responses 

being necessary (Tahir & Fatima, 2023). 

The Quaid-e-Azam Academy of Educational Development (QAED) has become a major focal 

point of the government in the institutionalization of teacher professional development in Punjab, 

Pakistan. QAED was created as a successor of the Directorate of Staff Development (DSD) within 

the School Education Department, with the mission to plan, implement, and assess professional 

training of in-service teachers, headteachers, and education managers. Probably the greatest asset 

of QAED is its province-wide network of training and resource centers (DTRCs) located in each 

of the districts, so that QAED is able to access educators in both the urban and the rural areas. By 
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introducing the Continuous Professional Development (CPD) framework, the Government made 

a major step towards a controlled, needs-driven training which is aligned to national curriculum 

standards. The incorporation of training modules by QAED, the integration of technologies via 

Learning Management Systems (LMS), and the inclusion of school-based support provisions like 

cluster meetings can be seen as a shifting direction in the delivery of PD. In addition, QAED works 

with international partners such as UNICEF and the British Council to help them improve the 

content and pedagogy of the programs (Fazil, Arif, Ahmed, & Basit, 2022).  

Although much progress has been made in this regard, the critical response claims that most 

trainings have been too generic and not targeted to either focus on a particular subject or draw 

apart and address the differentiated needs of the teachers. Also, bureaucratic control and planning 

generally have the effect of diminishing the agency of teachers, leading to passive involvement 

instead of active professional development. Other problems that threaten the role of QAED are the 

lack of post-training evaluation, classroom implementation, and a reflective practice culture. 

Nevertheless, QAED is a central institution, and its current reforms may transform the PD results 

substantially with the help of decentralization, autonomy at the school level, and the maintenance 

of stakeholder involvement (Saleem et al., 2022). 

The attitude of teachers towards professional development (PD) determines the way they take up 

the training opportunities and apply the acquired strategies to a large extent. High attitude is a 

common cause of high involvement, welcoming change, and readiness to engage in new 

techniques of teaching and learning in the classroom. On the other hand, educators who view PD 

as not relevant or forced might be opposed to its implementation. Such an attitude is often defined 

by experience, the organization, and the content of PD programs, as well as the degree of 

correspondence of training with classroom realities. In numerous cases, where educators perceive 

the value and relevance of PD activities, they might be more prone to exhibit true enthusiasm and 

reflectivity in pursuing the knowledge gained (Farooq et al., 2022). 

Beliefs about teaching, learning, and the role of PD are deeply rooted and often stem from a 

teacher's own educational background, teaching philosophy, and institutional culture. PD 

programs that actively disrupt these beliefs, especially when accompanied by no contextual 

support or scaffolding, are likely to create the unwanted side effect of resistance. Some teachers 

might think that their practices are efficient and PD is a waste of time, whereas others might think 

that training is a proper chance to develop. In addition, the effectiveness of PD can be directly 

linked to measuring outcomes and whether educators report a positive change in student results 

after introducing it in the classroom (Abbas et al., 2023). 

The presence of motivation (which could be intrinsic as well as extrinsic) is critical to the manner 

in which the teachers engage in professional learning. Intrinsically motivated teachers are the ones 

likely to undertake PD in line with personal development and devotion to teaching. Such educators 

believe in learning actively and tend to be more active, thoughtful, and self-guided during training. 

Conversely, extrinsic motivators, including the possibility of promotion, pay incentives, or 

recognition by the administration, may inspire involvement, though not necessarily result in a 

significant change in teaching procedures. The PD programs to create sustainable change should 

support intrinsic motivation by creating compassion and relevance, teacher autonomy, and agency 

recognition (Iqbal & Ali, 2021). 

Malik et al. (2025) state that PD programs are significant to K-12 education, particularly STEAM. 

They state that PD should pay attention to the content knowledge and pedagogical skills to increase 

student engagement and learning. Good PD programs ought to provide teachers with skills that 

they need to apply interdisciplinary teaching methods and critical thinking. Likewise, Fatima et al. 
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(2025) emphasize the contribution of the human resource management towards training of teachers 

in inclusive education. According to them, PD programs should be modeled so as to encourage 

inclusiveness so that teachers could support the needs of the diverse students in their classrooms. 

Such programs help in building a favorable learning environment that is beneficial to every learner 

by enhancing inclusivity. 

Even though the significance of PD is increasing, there are still a number of challenges. Rafiq-uz-

Zaman and Nadeem (2025) discuss the discrepancy between the expectations of the students and 

the teacher training in the context of skills-based education in the Punjabi school-based education 

in Pakistan. They support that PD programs do not do a good job of equipping teachers to help 

foster student competencies that will make them successful in the real world. According to Rafiq-

uz-Zaman and Asif Nadeem (2025), the skill-based education is characterized with the critical 

success factors that require a student-centered approach. It would be best that teachers are trained 

to meet the particular needs of the students as programs should be designed to meet the local 

context. 

The implementation of STEAM education has new requirements on PD. In the presentation of 

educational strategies in Pakistan and India by Rafiq-uz-Zaman and Malik (2025), the authors state 

that educators should acquire various skills to effectively teach a course within a STEAM system. 

Such skills do not just impart content knowledge but also the ability to make learning inquisitive 

so as to enhance creativity and problem-solving. Rafiq-uz-Zaman (2025) goes as far as to support 

the application of PD programs in early childhood education to include the concepts of STEAM, 

which would help develop creativity and critical thinking since early childhood. Those programs 

need to be aimed at establishing a foundation of competencies that are related to STEAM and can 

be extended by the students later in their lives. 

According to Rafiq-uz-Zaman (2023), PD programs must focus on the obstacles to skill-based 

education. He concludes that newly graduated teachers are trained on specific subject knowledge, 

yet they are not provided with the skills they require to teach the subjects well. In addition, PD 

programs should offer sustained encouragement and materials to address these obstacles. 

Similarly, as Rafiq-uz-Zaman (2023) stresses, teacher well-being is especially important 

nowadays, especially when teaching hybrid and distance courses. The PD programs are to allow 

teachers to orientate through the digital environment and welcome students to the online space. 

Finally, although teacher PD is necessary to raise the teaching practice and student achievement, 

contemporary PD programs have critical gaps. These programs should be more specific to the 

needs of teachers and students and they should be based on content knowledge and pedagogue 

skills. Furthermore, the well-being of teachers must be included in the PD programs, particularly 

in remote and hybrid learning. To fill these gaps will make the PD programs more effective and 

responsive to the needs of educators and learners in the modern learning setting. 

Methodology 

Research Design 

The study was conducted utilizing a quantitative research design in order to study the perception 

and practice regarding professional development programmes by teachers at secondary schools in 

Punjab, Pakistan. The survey method was found to be an appropriate method since it offered the 

opportunity to collect standardized data from a relatively large number of respondents in a limited 

time frame.  

Population 

The population of the study comprised all the teachers teaching in the secondary classes, that is, 

Grades 9 & 10 in public schools of Punjab, Pakistan. The population consisted of teachers 
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representing different subject areas, academic qualifications, levels of teaching experience, and 

school settings, to ensure that there is a wide understanding of perceptions and practices in relation 

to professional development. 

Sampling Technique and Sample Size 

Due to the geographical vastness and large population size of the total size, it was not possible to 

include all the teachers in the secondary school in the study. Therefore, 150 teachers were selected 

randomly.  

Data Collection 

Data was collected using a structured questionnaire which was designed in a manner to achieve 

the objectives of the study. A five-point Likert scale, Strongly Disagree - Strongly Agree, was used 

to record responses. The questionnaires were personally administered, and cooperative school 

administrations have been ensured to collect a higher response rate.  

Instrumentation 

The research instrument used in this research was a structured questionnaire for measuring the 

perception and practice of the teachers of secondary schools regarding professional development 

programmes.  

Data Analysis 

The data collected were coded and inputted in Statistical Package for Social Sciences (SPSS) for 

analysis. Descriptive statistics such as frequencies, percentages, means, and SDs were used to 

summarize the demographic information and responses to the questionnaire items. Composite 

mean scores were calculated for each domain of professional development to arrive at global 

perceptions and practices. The results are presented in the form of tables for easy interpretation 

and comparison between variables. 

Analysis of Data 

Table 1 

Demographic Details 

 Option f % 

Gender 
Male 78 52.0% 

Female 72 48.0% 

Teaching 

Experience 

Less than 1 Year 48 32.0% 

1 - 3 Years 43 28.7% 

4 - 6 Years 28 18.7% 

More than 6 Years 31 20.7% 

Number of PD 

programs attended 

in the last 2 years 

None 45 30.0% 

1 - 2 36 24.0% 

3 - 4 42 28.0% 

5+ 27 18.0% 

Table 1 shows the demographic details of the respondents about the gender, teaching experienced 

the number of professional development (PD) programs attended in the last two years.  

The data exhibits that male respondents were 52%, while the female respondents were 48%. There 

were slight majority of the participants were male. 

The data about teaching experience indicates that the respondents who had experience of less than 

1 year were 32%, which is larger than the other respondents. The respondents with 1 – 3 years’ 

experience were 28.7%, while the 4 – 6 years of experience respondents were 18.7%; moreover, 
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the respondents who had more than 6 years of experience were 20.7%. Overall, the data show that 

the majority of the respondents were early-career teachers.  

the above table indicates the number of professional development program attended in the past 

two years, the data reveals that 30% of the respondents did not attend any PD in last two years, 

while 24% of them joined 1 – 2 PD programs in last two years, moreover 28% of the respondents 

attended 3 – 4 PD programs, meanwhile 18% of the respondents had more than five PD programs 

in last two years. The data shows that a significant number of the respondents attended the PD 

program in the last two years. 

Table 2 

Continuous Professional Development Program 

Sr.no Statements 

SA 

f 

(%) 

A 

f 

(%) 

UNC 

f 

(%) 

DA 

f 

(%) 

SDA 

f 

(%) 

Mean 

 

1.  
I perceive that the CPD program 

improved my subject knowledge 

34 

22.7 

66 

44.0 

27 

18.0 

15 

10.0 

8 

5.3 
3.68 

2.  

The Continuous Professional 

Development program was aligned 

with the curriculum. 

22 

14.7 

54 

36.0 

53 

35.3 

17 

11.3 

4 

2.7 
3.48 

3.  

I practice classroom management 

more effectively after attending the 

CPD program. 

22 

14.7 

38 

25.3 

35 

23.3 

28 

18.7 

27 

18.0 
3.64 

4.  
I use strategies from CPD training 

in my daily classes. 

30 

20.0 

63 

42.0 

33 

22.0 

16 

10.7 

8 

5.3 
3.91 

5.  
CPD materials are easy to adapt for 

my classroom teaching. 

39 

26.0 

50 

33.3 

36 

24.0 

20 

13.3 

5 

3.3 
3.94 

6.  
The CPD encouraged sharing and 

collaboration among teachers. 

62 

41.3 

33 

22.0 

35 

23.3 

15 

10.0 

5 

3.3 
3.70 

7.  

I observed a positive student 

response after applying ideas from 

the CPD program. 

36 

24.0 

55 

36.7 

34 

22.7 

19 

12.7 

5 

3.3 
3.82 

Total 
35 

23.34 

50 

33.9 

36 

24.37 

18 

12.38 

5 

5.88 
3.78 

The above table presents the opinion of respondents about the continuous professional 

development program (CPD). The data shows majority of the respondents, 66 (44%), agreed that 

they perceived that the CPD program improved their subject knowledge, while 34 (22.7%) of them 

strongly agreed. Meanwhile, 27 (18%) of them remained uncertain about the statements, while 15 

(10%) of the respondents disagreed, and 8 (5.3%) of them strongly disagreed with the statement. 

The mean score of 3.68 shows the positive response towards the statement that the CPD program 

improved the subject knowledge.  

The data displays majority of the respondents, 54 (36%), agreed that the Continuous Professional 

Development program was aligned with the curriculum, while 22 (14.7%) of them strongly agreed. 

Meanwhile, 53 (35.3%) of them remained uncertain about the statements, while 17(11.3%) of the 

respondents disagreed, and 4 (2.7%) of them strongly disagreed with the statement. The mean 

score of 3.48 shows the positive response towards the statement The Continuous Professional 

Development program was aligned with the curriculum. 
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The data demonstrates majority of the respondents, 38 (25.3%), agreed that they perceive that they 

practice classroom management more effectively after attending the CPD program, while 

22(14.7%) of them strongly agreed. Meanwhile, 35 (23.3%) of them remained uncertain about the 

statements, while 28(18.7%) of the respondents disagreed, and 27 (18%) of them strongly 

disagreed with the statement. The mean score of 3.64 shows the positive response towards the 

statement that they practice classroom management more effectively after attending the CPD 

program. 

The data reveals majority of the respondents, 63 (42.0%), agreed that they use strategies from CPD 

training in their daily classes, while 30 (20.0%) of them strongly agreed. Meanwhile, 33 (22.0%) 

of them remained uncertain about the statements, while 16 (10.7%) of the respondents disagreed, 

and 8  (5.3%) of them strongly disagreed with the statement. The mean score of 3.91 shows the 

positive response towards the statement that they use strategies from CPD training in their daily 

classes. 

The data exhibits majority of the respondents, 50 (33.3%), agreed that CPD materials are easy to 

adapt for my classroom teaching, while 39 (26.0%) of them strongly agreed. Meanwhile, 36 

(24.0%) of them remained uncertain about the statements, while 20 (13.3%) of the respondents 

disagreed, and 5 (3.3%) of them strongly disagreed with the statement. The mean score of 3.94 

shows the positive response towards the statement that CPD materials are easy to adapt for my 

classroom teaching. 

The data describes the majority of the respondents, 62 (41.3%) strongly agreed that the CPD 

encouraged sharing and collaboration among teachers, while 33 (22.0%) of them agreed. 

Meanwhile, 35 (23.3%) of them remained uncertain about the statements, while 15 (10.0%) of the 

respondents disagreed, and 5 (3.3%) of them strongly disagreed with the statement. The mean 

score of 3.70 shows the positive response towards the statement The CPD encouraged sharing and 

collaboration among teachers. 

The data exhibits majority of the respondents, 55 (36.7%), strongly agreed that they observed 

positive student response after applying ideas from the CPD program, while 36 (24.0%) of them 

agreed. Meanwhile, 34 (22.37%) of them remained uncertain about the statements, while 19 

(12.7%) of the respondents disagreed, and 5 (3.3%) of them strongly disagreed with the statement. 

The mean score of 3.82 shows the positive response towards the statement that they observed 

positive student response after applying ideas from the CPD program. 

The data describes that the overall mean score of 3.78 reveals the positive perception of the 

respondents about the continuous professional development program (CPD).  

Table 3 

Subject-Specific Training Modules 

Sr.no Statements 

SA 

f 

(%) 

A 

f 

(%) 

UNC 

f 

(%) 

DA 

f 

(%) 

SDA 

f 

(%) 

Mean 

 

1.  
Subject-specific training modules 

enhance my subject knowledge 

39 

26.0 

59 

39.3 

28 

18.7 

20 

13.3 

4 

2.7 
3.60 

2.  

The subject-specific training modules 

introduce innovative teaching 

strategies 

53 

35.3 

37 

24.7 

37 

24.7 

18 

12.0 

5 

3.3 
3.65 

3.  
The modules improve my ability to 

explain complex topics clearly 

40 

26.7 

49 

32.7 

29 

19.3 

17 

11.3 

15 

10.0 
3.88 
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4.  

I feel more confident in teaching 

difficult topics after subject-specific 

training. 

42 

28.0 

40 

26.7 

38 

25.3 

29 

19.3 

1 

0.7 
3.65 

5.  
I collaborate with peers after attending 

subject-based training effectively. 

47 

31.3 

47 

31.3 

30 

20.0 

21 

14.0 

5 

3.3 
3.81 

6.  

Students’ performance improved after 

I applied strategies from the subject-

specific modules. 

62 

41.3 

40 

26.7 

29 

19.3 

17 

11.3 

2 

1.3 
3.72 

7.  

I find subject-specific training modules 

helpful for preparing students for 

exams. 

30 

20.0 

50 

33.3 

45 

30.0 

15 

10.0 

10 

6.7 
3.76 

8.  

Subject-specific training modules 

supported my professional growth as a 

subject specialist. 

38 

25.3 

50 

33.3 

31 

20.7 

19 

12.7 

12 

8.0 
3.54 

Total 
43 

29.23 

46 

31 

33 

22.25 

19 

12.98 

6 

3.75 
3.70 

Table 3 presents the respondents’ perception of the subject-specific modules. The above table 

shows that the majority of the respondents (59 (39.3) agreed that Subject-specific training modules 

enhance my subject knowledge, and 39 (26.0%) strongly agreed with the statement. Moreover, 28 

(18.7%) remained uncertain; meanwhile, 20 (13.3%) disagreed, and 4 (3.3% ) of them strongly 

disagreed with the statement. The mean score of 3.60 shows a positive response about the Subject-

specific training modules enhancing my subject knowledge. 

Table 3 exhibits that the majority of the respondents 53, (35.3%), agreed that the subject-specific 

training modules introduce innovative teaching strategies, and 37 (24.7%) strongly agreed with 

the statement. Moreover, 37 (24.7%) remained uncertain; meanwhile, 18 (12.0%) disagreed, and 

5 (3.3% ) of them strongly disagreed with the statement. The mean score of 3.65 shows a positive 

response to the subject-specific training modules that introduce innovative teaching strategies. 

The data in the above table reveals that the majority of the respondents’ 49 (32.7%) strongly agreed 

that the modules improve their ability to explain complex topics clearly, and 40 (26.7%) agreed 

with the statement. Moreover, 29 (19.3%) remained uncertain; meanwhile, 17 (11.3%) disagreed, 

and 15 (10.0% ) of them strongly disagreed with the statement. The mean score of 3.88 shows a 

positive response about how the modules improve my ability to explain complex topics clearly. 

The above table describes that the majority of the respondents’ 42 (28.0%) agreed that they feel 

more confident in teaching difficult topics after subject-specific training, and 40 (26.7%) strongly 

agreed with the statement. Moreover, 38 (25.3%) remained uncertain, meanwhile, 29 (19.3%) 

disagreed, and 1 (0.7% ) of them strongly disagreed with the statement. The mean score of 3.65 

shows a positive response about the I feel more confident in teaching difficult topics after subject-

specific training. 

The data of the above table shows that the majority of the respondents’ 47 (31.3%) strongly agreed 

and agreed that they collaborate with peers after attending subject-based training effectively. 

Moreover, 30 (20.0%) remained uncertain, meanwhile, 21 (14.0%) disagreed, and 5 (3.3% ) of 

them strongly disagreed with the statement. The mean score of 3.81 shows the positive response 

to their collaboration with peers after attending subject-based training effectively. 

The data discloses that the majority of the respondents’ 62 (41.3%) strongly agreed that Students’ 

performance improved after I applied strategies from the subject-specific modules, and 40 (26.7%) 

agreed with the statement. Moreover, 29 (19.3%) remained uncertain, meanwhile, 17 (11.3%) 
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disagreed, and 2 (1.3% ) of them strongly disagreed with the statement. The mean score of 3.72 

shows a positive response about the Students’ performance improved after I applied strategies 

from the subject-specific modules. 

Table 3 displays that the majority of the respondents’ 50 (33.3%) agreed that I find subject-specific 

training modules helpful for preparing students for exams, and 30 (20.0%) strongly agreed with 

the statement. Moreover, 45 (30.0%) remained uncertain; meanwhile, 15 (10.0%) disagreed, and 

10 (6.7% ) of them strongly disagreed with the statement. The mean score of 3.76 shows a positive 

response to the subject-specific training modules that introduce innovative teaching strategies. 

The above table demonstrates that the majority of the respondents’ 50 (33.3%) agreed that Subject-

specific training modules supported my professional growth as a subject specialist, and 38 (25.3%) 

strongly agreed with the statement. Moreover, 31 (20.7%) remained uncertain, meanwhile, 19 

(12.7%) disagreed, and 12 (8.0% ) of them strongly disagreed with the statement. The mean score 

of 3.54 shows the positive response to the Subject-specific training modules, which supported my 

professional growth as a subject specialist. 

The overall mean score of 3.70 reveals the positive perception of the teachers about the role of 

subject-specific training modules in enhancing the teaching strategies and subject knowledge.  

Findings 

The data disclose that male respondents were 52%, while the female respondents were 48%. The 

data about teaching experience indicates that the respondents who had experience of less than 1 

year were 32%, which is larger than the other respondents. The number of professional 

development programs attended in the past two years, the data reveals that 30% of the respondents 

did not attend any PD in the last two years. 

The majority of the respondents 44% agreed that they perceived that the CPD program improved 

their subject knowledge, while 22.7% of them strongly agreed. The majority of the respondents 

36% agreed that the Continuous Professional Development program was aligned with the 

curriculum, while 14.7% of them strongly agreed. The majority of the respondents 25.3% agreed 

that they perceive that they practice classroom management more effectively after attending the 

CPD program, while 14.7% of them strongly agreed. The majority of the respondents 42.0% 

agreed that they use strategies from CPD training in their daily classes, while 20.0% of them 

strongly agreed. 

The majority of the respondents 33.3% agreed that CPD materials are easy to adapt for my 

classroom teaching, while 26.0% of them strongly agreed. The majority of the respondents 41.3% 

strongly agreed that the CPD encouraged sharing and collaboration among teachers, while 22.0% 

of them agreed. The majority of the respondents 36.7% strongly agreed that they observed positive 

student response after applying ideas from the CPD program, while 24.0% of them agreed. The 

majority of the respondents’ 39.3% agreed that Subject-specific training modules enhance my 

subject knowledge, and 26.0% strongly agreed with the statement.  The majority of the 

respondents’ 35.3% agreed that the subject-specific training modules introduce innovative 

teaching strategies, and 24.7% strongly agreed with the statement. The majority of the 

respondents’ 32.7% strongly agreed that the modules improve their ability to explain complex 

topics clearly, and 26.7% agreed with the statement. The majority of the respondents’ 28.0% 

agreed that I feel more confident in teaching difficult topics after subject-specific training, and 

26.7% strongly agreed with the statement.  

The majority of the respondents’ 31.3% strongly agreed and agreed that they collaborate with peers 

after attending subject-based training effectively. The majority of the respondents’ 41.3% strongly 

agreed that Students’ performance improved after I applied strategies from the subject-specific 



CONTEMPORARY JOURNAL OF SOCIAL SCIENCE REVIEW 

Vol.04 No.01 (2026) 

 
 
 

33 
 

modules, and 26.7% agreed with the statement. The majority of the respondents’ 33.3% agreed 

that I find subject-specific training modules helpful for preparing students for exams, and 20.0% 

strongly agreed with the statement. The majority of the respondents’ 33.3% agreed that Subject-

specific training modules supported my professional growth as a subject specialist, and 25.3% 

strongly agreed with the statement. 

Discussion  

According to the current study's findings, secondary school teachers largely have favorable 

opinions regarding the Continuous Professional Development Program's applicability and 

efficacy. This result is in line with findings from earlier studies conducted in Pakistan, which 

consistently demonstrated that organized professional development programs can help instructors 

become more conceptually knowledgeable and confident in their pedagogy (Akhtar, 2022; Abbas 

et al., 2021). Saleem et al. (2021), for instance, discovered similar patterns and discovered that 

teachers appreciated ongoing training when it was closely related to their teaching responsibilities. 

Additionally, the study demonstrated that professional development engagement improved 

teaching techniques and classroom management. The results of Bibi et al. (2024), who discovered 

that teachers who engage in frequent training are more adept at handling classroom dynamics and 

student conduct, support this. Khan et al. (2024) emphasized that teachers' ability to adjust their 

instruction is influenced by their professional growth, particularly in different classroom 

environments. The fact that the current results are similar to those from earlier research suggests 

that Punjabi training programs are progressively moving away from theoretical emphasis and 

toward more useful classroom-oriented outcomes. 

The use of acquired methods in regular instruction is another significant discovery. With an 

average score of 4.00, 64.0% of the participants in this survey reported using training-based tactics 

in their classes. This supports the findings of Qaisra and Haider's (2023) study, which highlighted 

that contextualized and classroom-oriented training increases the likelihood that teachers will 

adopt new techniques. The fact that a substantial number of questions had neutral responses, 

however, would suggest that while teachers recognize the value of training, its full implementation 

in reality varies. According to Saeed and Akhtar (2021), workload pressures and inadequate 

institutional follow-up are frequently linked to implementation difficulties. 

The survey also discovered that professional development facilitated teacher collaboration, with 

instructors agreeing that it pushed them to communicate and engage with one another. This result 

is in line with Khurram et al.'s (2023) emphasis on the value of collaborative learning settings for 

maintaining career advancement. It has been demonstrated that collaborative practices enhance 

reflective teaching and peer support, both of which are critical for sustained instructional progress 

(Singh et al., 2021). 

Conclusions 

It was concluded that most of the respondents were male; moreover, it was concluded that those 

who had experience of less than 1 year were 32%, which is larger than the other respondents. The 

number of professional development programs attended in the past two years, and the majority of 

the respondents did not attend any PD in the last two years. 

It was concluded that they perceived that the CPD program improved their subject knowledge. The 

Continuous Professional Development program was aligned with the curriculum. They perceive 

that they practice classroom management more effectively after attending the CPD program, and 

they use strategies from the CPD training in their daily classes.  

It was concluded that CPD materials are easy to adapt for my classroom teaching, while 26.0% of 

them strongly agreed, the CPD encouraged sharing and collaboration among teachers, they 
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observed positive student response after applying ideas from the CPD program, Subject-specific 

training modules enhance my subject knowledge, the subject-specific training modules introduce 

innovative teaching strategies, the modules improve their ability to explain complex topics clearly, 

and, they feel more confident in teaching difficult topics after subject-specific training. 

It was concluded that they collaborate with peers after attending subject-based training effectively. 

Students’ performance improved after they applied strategies from the subject-specific modules. 

They find subject-specific training modules helpful for preparing students for exams; moreover, 

Subject-specific training modules supported my professional growth as a subject specialist. 

 

Recommendations 

• Programs for professional development should have more of an emphasis on classroom 

relevance and make sure that the training material clearly meets curriculum requirements, 

subject-specific demands, and actual teaching issues faced by secondary school teachers.  

• To help instructors consistently apply newly learned tactics in their classrooms, training 

programs should include structured follow-up mechanisms, including peer observation, 

mentorship, and reflection sessions. 

• By providing instructional leadership, professional learning opportunities, and 

encouragement of collaborative teaching methods within schools, school leadership can 

actively promote the adoption of professional development. 

• Expanding and regularly updating subject-specific training modules would help teachers 

improve secondary student performance results, exam preparation techniques, and the 

clarity of instruction. 
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