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ABSTRACT 

This study investigated the level of awareness of and barriers to 

professional development (PD) among elementary teachers in the 

District of Sofronio Española, Palawan. Using a quantitative 

descriptive-correlational design, data were gathered from 281 public 

elementary school teachers through an adapted Likert-scale survey 

questionnaire. The study analyzed teachers’ demographic profiles, 

their awareness of PD programs, and the barriers affecting 

participation using descriptive statistics and Spearman’s rho 

correlation. Findings revealed that teachers were moderately aware 

of available PD programs, such as career progression initiatives, 

special programs, and in-service training. While most teachers recognized the importance of these 

programs, they reported limited knowledge of their practical and skills-based applications. The most 

prominent barriers identified were transportation difficulties and heavy workloads, followed by funding 

constraints, limited internet access, and mismatched training needs of teachers. Correlation analysis showed 

no consistent significant relationship between teachers’ level of awareness of professional development 

programs and their demographic profile, except for selected indicators related to years of teaching 

experience. Similarly, the relationship between awareness of professional development and perceived 

barriers was generally not statistically significant, although internet accessibility demonstrated a strong 

association with INSET awareness. However, awareness alone did not significantly reduce participation 

barriers. Based on these findings, the study concludes that while professional development opportunities 

are available, their effectiveness is constrained by systemic and contextual barriers in rural settings. It 

recommends localized, flexible, and resource-supported PD initiatives that address logistical and 

technological constraints. A professional development plan was proposed to guide DepEd and school 

administrators in improving the access, relevance, and sustainability of PD programs for rural educators.  
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INTRODUCTION 

Professional development (PD) has significant implications for improving teachers’ skills, 

particularly among educators in rural locations where access to training is challenging. In many cases, PD 

programs are criticized for being too general and for failing to address the actual challenges teachers face 

in the classroom (Schwartz, 2023). A study by Glover et al. (2016) argues that mainstream PD initiatives 

often fail to address the realities of rural teachers, including issues such as poor transportation, limited 

internet access, and a lack of institutional support. In addition, rural teachers experience further difficulties 

in accessing professional development due to financial and administrative constraints, which create a gap 

between policy intent and implementation (Eroglu & Kaya, 2021; Popova et al., 2022). 

 

According to UNESCO, by 2030, an additional 44 million teachers will be needed to achieve 

universal education. Teacher shortages are driven by poor working conditions, low salaries, and heavy 

workloads. In the Philippines, the Department of Education (DepEd) has launched initiatives, such as the 

National Educators Academy of the Philippines (NEAP) Core Progression Programs, to support teacher 

growth. However, a 2021 DepEd report indicatesthat these programs are largely ineffective in rural areas 

due to infrastructure limitations and misalignment with teachers’ actual needs. Recent studies support these 

concerns. Alba and Gamozo (2024) found that while PD programs exist in Palawan, rural teachers often 

struggle to participate due to transportation and facility issues. Similarly, Peñaflor and Illescas 

(2023) identified challenges associated with blended learning in rural Palawan, citing limited internet 

access and teachers’ lack of digital skills. 

 

Krille (2020) noted that younger teachers tend to adapt more easily to new methods, while those 

with advanced education are more likely to pursue further professional development. In addition, awareness 

of available PD opportunities plays a significant role in participation. The Philippine Professional Standards 

for Teachers (PPST) support career progression through initiatives such as INSET and special training 

sessions; however, these programs often fail to address the specific needs of rural teachers. 

 

The existing literature has largely overlooked the unique challenges faced by rural teachers, 

including heavy workloads, limited funding, and restricted access to professional development programs 

and resources (Rodríguez, 2021). Research often generalizes teacher experiences without focusing on 

remote districts such as Sofronio Española. This gap results in insufficient policy attention and limited 

support mechanisms for teachers in geographically isolated areas. 

 

This study examines the demographic backgrounds of elementary teachers in Sofronio Española, 

their awareness of professional development programs, and the challenges they experience. Specifically, it 

aims to identify gaps and propose strategies to increase teacher participation in PD initiatives. Addressing 

these challenges is essential to ensure quality education and teacher well-being in rural areas. The 

study seeks to determine whether these issues stem from program design and implementation or from 

external contextual factors that hinder teacher participation. The primary purpose of this research is 

to assess the current status of PD programs, identify existing barriers, and develop a professional 

development plan aligned with community needs. This study will contribute to the design and 
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implementation of context-sensitive PD plans that respond to the realities of elementary teachers in rural 

settings. 

 

Statement of the Problem 

 

 This study aimed to examine the professional development awareness and barriers among 

elementary teachers through a survey-based approach in the District of Sofronio Española, Division of 

Palawan.  

 

Specifically, it sought to answer the following questions: 

 

1. What is the profile of the respondents in the District of Sofronio Española, Division of 

Palawan, in terms of: 

1.1 age; 

1.2 highest educational attainment; and 

1.3 number of years of teaching experience in rural areas? 

2. What is the level of awareness of the current professional development opportunities 

available to teachers in Sofronio Española in terms of: 

2.1 career progression programs; 

2.2 special programs; and 

2.3 in-service training? 

3. What are the barriers preventing elementary teachers from taking advantage of professional 

development opportunities in terms of: 

3.1 workloads; 

3.2 funding; 

3.3 transportation; 

3.4 teachers’ needs; and 

3.5 internet accessibility? 

4. Is there a significant relationship between the level of awareness of the current professional 

development available to elementary school teachers and their demographic profile? 

5. Is there a significant relationship between the level of awareness of the current professional 

development available to elementary school teachers and the barriers preventing them from 

taking advantage of professional development? 

6. Based on the findings, what professional development plan may be proposed? 

 

Hypotheses 

 

There is a partially significant relationship between teachers’ level of awareness of the current 

professional development available for elementary school teachers and their demographic characteristics, 

with results varying across specific demographic groups. 
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There is no significant relationship between the level of awareness of elementary school teachers 

regarding available professional development opportunities and the barriers that prevent them from taking 

advantage of these opportunities. 

 

Significance of the Study 

 

The study is significant because it examines the professional prospects and challenges encountered 

by elementary teachers in the District of Sofronio Española, Palawan. 

The findings are expected to benefit the following: 

 

Department of Education (DepEd). This study helps DepEd understand the actual concerns of rural school 

teachers. The research can guide the improvement of the design, accessibility, and relevance of professional 

growth activities, especially for schools in rural areas. 

 

School Administrators. School administrators and supervisors may apply the results in designing support 

mechanisms and schedules that allow teachers to engage in training without experiencing excessive 

workload or logistical constraints. 

 

Teachers. Teachers benefit from this study as it identifies their needs and challenges. As teachers 

enhance their instructional skills and confidence, they can implement more effective teaching practices that 

support clearer instruction and improved classroom engagement. The study also supports the development 

of more tailored programs suited to teachers’ subject areas, teaching contexts, and individual professional 

development goals. 

Policymakers. Local and national policymakers may use the findings to formulate frameworks for 

professional development programs for elementary teachers, considering geographical limitations, internet 

accessibility, and funding needs in rural areas. 

 

Learners and the Community. Learners benefit from clearer instruction, more engaging lessons, and 

stronger academic support, leading to improved understanding, motivation, and academic performance. 

These improvements also contribute to a more supportive school environment and stronger school–

community relationships. Overall, the study highlights that investing in teacher development yields positive 

outcomes not only for educators but also for students and the wider community. 

 

Future Researchers. This study provides a foundation for future research on professional development in 

rural areas. It may also serve as a reference for researchers conducting related studies, particularly in the 

review of related literature on professional development. 

 

Scope and Delimitation 

 

This study was conducted in the District of Sofronio Española, Division of Palawan, as it is a rural 

district where elementary teachers experience unique challenges in accessing professional development 
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opportunities. The locale was selected to examine how professional development programs operate in a 

geographically isolated setting and to identify barriers specific to rural schools. 

 

The study population consisted of 281 public elementary school teachers, ranging from Teacher I 

to Head Teacher III, in the district. All eligible teachers were included to ensure that the 

data represented the full range of teaching positions and experiences within the district. Secondary school 

teachers and private school teachers were excluded, as the study focused solely on the professional 

development system implemented in public elementary schools. 

 

The study focused on teachers’ level of awareness of professional development programs, 

specifically career progression programs, special programs, and in-service training, as well as the barriers 

that affect teachers’ participation, such as workload, funding, transportation, teachers’ needs, and internet 

accessibility. These variables were selected because they directly relate to the availability and accessibility 

of professional development in rural school settings. 

 

The study’s timeframe was limited to the current school year, during which the data were collected. 

This period was chosen to ensure that the findings reflected the most recent conditions of professional 

development programs and the current experiences of teachers in the district. 

 

Conceptual Framework 

 

The ITO (Input–Throughput–Output) model presents the conceptual paradigm used in this 

study, representing Input, Throughput, and Output. 

 

For the input section, the researcher included variables from the Statement of the Problem (SOP), 

such as the demographic profile of the respondents in terms of age, highest educational 

attainment, and number of years of teaching experience in rural areas, as well as the survey questionnaires 

and validators. These demographic factors were crucial because they influenced teachers’ awareness of 

professional development (PD) opportunities and their perceived barriers. In addition, research 

instruments were designed to collect quantitative data related to the demographic profile, awareness of PD 

programs, and teacher barriers. The quality of the input directly affected the reliability and validity of 

subsequent data analysis. 

 

The demographic data and survey responses served as raw data for the throughput phase, where 

data processing and analysis took place. Accurate and relevant input ensured that the analysis faithfully 

reflected the teachers’ realities and experiences. 

 

For the throughput section, the researcher identified various barriers that prevented teachers from 

participating in professional development opportunities, such as workload, funding, 

transportation, teachers’ needs, and internet access. To ensure the reliability and accuracy of the data, the 

survey instrument underwent validation and pilot testing. Data collection involved gathering responses 

from teachers in Sofronio Española, followed by data encoding and organization for efficient 
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analysis. Spearman’s rho correlation was then applied to analyze relationships between demographic 

factors, awareness levels, and barriers. Finally, the data were interpreted to draw conclusions based on 

statistical results and observed patterns. 

 

The thorough analysis of input data led to meaningful conclusions that formed the basis of 

the output. The patterns identified during the throughput phase helped determine which factors most 

significantly hindered professional development. 

 

Based on the findings, the researcher proposed appropriate professional development plans aligned 

with the needs of elementary teachers in rural areas. The conclusions drawn from the data analysis guided 

the development of strategies tailored to the specific needs of elementary teachers in rural settings. These 

plans aimed to mitigate identified barriers and enhance the accessibility and effectiveness of PD programs. 

 

The quality of the input and the effectiveness of the throughput processes directly influenced the 

output. Without accurate data collection or proper analysis, the proposed professional development plans 

might not have adequately addressed the real barriers teachers face. Conversely, well-validated inputs and 

thorough analysis ensured practical, evidence-based outputs. 

 

Figure 1. Conceptual framework of the study 
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METHODS 

Locale of the Study 

 

 The locale of the research was the Sofronio Española District, located in the province of Palawan, 

Philippines. The district has numerous elementary schools that collectively contribute to the educational 

growth of the area. The district consists of 30 elementary schools, namely Aboabo Elementary School, 

Bengao Cunsang Elementary School, Bidang Elementary School, Caramay Elementary School, Carasanan 

Elementary School, El Salvador Elementary School, Eniaran Elementary School, Ipaputo Elementary 

School, Iraray Elementary School, Isumbo Elementary School, Labog Elementary School, Luntab 

Elementary School, Malanap Highway Elementary School, Malanap Interior Elementary School, Malangse 

Hillside Elementary School, Maribong Elementary School, Naltep Elementary School, Olympic 

Elementary School, Pangatban Elementary School, Panitian Elementary School, Panitian Interior 

Elementary School, Pansor Elementary School, Pinawpawan Elementary School, Pulot Interior Elementary 

School, Pulot Shore Elementary School, Punang Elementary School, Sofronio Española Central School, 

Sincab Elementary School, Suked Elementary School, and Tagbabalat Elementary School. 

This district served as the primary location for the study and comprised 281 elementary teachers 

from various ranks, ranging from Teacher I to Head Teacher III. This location was chosen because it is a 

rural educational setting that has not yet been extensively studied. Studying this area benefited the district, 

particularly elementary teachers, by providing valuable insights and practical knowledge. The 

researcher aimed to investigate teachers’ participation in professional development and the factors that 

hindered their engagement. 

 

 

 

 

 

 

 

 

 

 

Figure 2. Map of Sofronio Española, Palawan 



International Journal 
of Education, Research, and Innovation Perspectives 

Volume 2 Issue 3 (March 2026) 

 

 
 

 
668 

ISSN: 3116-3475 

Research Method 

 

This study utilized a quantitative research design employing a descriptive–correlational approach. 

Allen (2019) explained that quantitative research involves the collection of numerical data, which may 

be intrinsically quantitative or transformed into numerical form. The collection of quantitative 

information enabled the researcher to conduct statistical analyses ranging from simple to sophisticated, 

allowing data to be aggregated, relationships among variables to be examined, and comparisons to be made 

across datasets. 

 

A descriptive research design describes the characteristics of a population or phenomenon being 

studied and is primarily used to gain an understanding of a group or phenomenon (Creswell & Creswell, 

2023). This study adopted a descriptive approach to examine the demographic characteristics of elementary 

teachers in the District of Sofronio Española, their awareness of professional development (PD) 

opportunities, and the challenges they faced in accessing these programs. By describing teachers’ profiles, 

familiarity with PD initiatives, and the barriers they encountered, this approach provided a comprehensive 

understanding of the factors influencing professional development engagement, particularly in rural 

educational settings. 

 

Additionally, this study employed a correlational research approach to investigate the relationships 

between teachers’ demographic factors—such as age, educational attainment, and years of experience—

and their awareness of professional development (PD) opportunities. It also examined whether barriers such 

as workload, funding, and transportation significantly influenced teachers’ awareness of and engagement 

with PD initiatives. This approach helped identify patterns and associations among variables within the 

rural educational context. 

 

Respondents of the Study 

 

The respondents in this research were public elementary school teachers from all elementary 

schools in the Sofronio Española District. They ranged from Teacher I to Head Teacher III. The study 

included 281 teachers, distributed across various positions as follows: 104 Teacher I, 24 Teacher II, 120 

Teacher III, 16 Master Teacher I, six (6) Master Teacher II, three (3) Head Teacher I, and eight (8) Head 

Teacher II. 

 

Population and Sample 

 

A census refers to a complete population enumeration, often conducted by government agencies to 

gather essential demographic data (Anderson, 2001). The researcher employed the census method for data 

gathering, ensuring that all members of the population were included as respondents. This 

approach ensured comprehensive and accurate results by considering the responses of every elementary 

teacher in the district. Including all 281 teachers provided a complete and unbiased dataset, forming a strong 

foundation for analysis and conclusions. 
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Research Instrument 

 

The researcher utilized an adapted survey questionnaire. A four-point (4-point) Likert scale was 

used to gauge the level of professional development available to elementary teachers in the Sofronio 

Española District and the barriers preventing them from taking advantage of professional development 

opportunities. A Likert scale assigns quantitative values to qualitative responses, making them suitable for 

statistical analysis. Each response option was assigned a numerical value, and mean scores were 

computed to interpret the results of the survey. 

 

The research instrument consisted of three parts: 

 

Part I contained three (3) indicators related to the demographic profile of the respondents: age, 

highest educational attainment, and number of years of teaching experience in rural areas. 

 

Part II consisted of 30 items that measured teachers’ level of awareness of the current professional 

development opportunities available in Sofronio Española in terms of career progression programs, special 

programs, and in-service training. 

 

Part III included 25 items that examined the barriers preventing elementary teachers from 

participating in professional development opportunities, specifically in terms of workloads, funding, 

transportation access, teachers’ needs, and internet accessibility. 

 

The Likert scale questionnaires in Parts II and III were rated from one (1) (strongly disagree) to 

four (4) (strongly agree). This scoring system enabled the quantification and interpretation of teachers’ 

responses across the different dimensions measured in the study. 

 

Likert scale descriptors  

      

  NUMERICAL STATISTICAL      VERBAL         INTERPRETATION 

      SCALE       LIMITS  DESCRIPTION 

 

4     3.25-4.00  Strongly Agree  Very High Level 

3     2.50-3.24         Agree       High Level  

2     1.75-2.49       Disagree        Low Level 

1     1.00-1.74  Strongly Disagree Very Low Level 

 

For the validation of the instrument, the researcher sent a formal request letter, including a copy of 

the researcher-developed questionnaire, to three (3) experts holding Doctor of Philosophy degrees and one 

(1) Registered Psychometrician with a strong background in research. They were selected based on their 

academic and professional expertise to ensure the instrument’s relevance, clarity, and appropriateness. The 

validators evaluated the questionnaire items for clarity, simplicity, cultural sensitivity, and 

alignment with the study’s objectives. They also assessed the instrument's consistency by comparing it with 
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similar instruments or measures that had previously been validated. All feedback, comments, and 

suggestions from the validators were carefully considered and incorporated to ensure that the 

questions aligned with the study's objectives. 

 

The researcher conducted pilot testing among thirty (30) non-respondent elementary teachers. 

Cronbach's alpha, a measure of internal consistency, was used to assess the reliability of the instrument. A 

higher Cronbach's alpha indicated greater internal consistency among the survey items. A Cronbach's alpha 

value above 0.70 was set as the benchmark for satisfactory internal consistency, ensuring the instrument's 

reliability. After completing the pilot test, the researcher proceeded with the actual data gathering. It was 

also acknowledged that the teachers’ level of comprehension and the time allotted for answering the survey 

questionnaires may have influenced the results of the indicators. 

 

Data Collection Procedure 

 

The researcher sent a letter of request to the College Dean, along with a copy of the manuscript and 

the validated instrument, requesting permission to conduct the study. The researcher also informed the 

Schools Division Superintendent of Palawan and the Public Schools District Supervisor of Sofronio 

Española about the study through formal correspondence and scheduled appointments for personal visits. 

 

Afterward, the researcher visited the offices of the School Heads/Principals of all elementary 

schools within the Sofronio Española District for courtesy calls, presented the permit to conduct the 

study, briefly explained the purpose of the research, and requested permission to begin data gathering. 

 

The survey instrument was prepared to ensure that it addressed the study's specific objectives. It 

was then validated through pilot testing to establish its accuracy and relevance. 

 

During the data collection phase, the researcher personally distributed the survey questionnaires to 

the respondents. The researcher ensured that the respondents understood the purpose of the data 

collection, explained the instructions clearly, and informed them that their participation was voluntary. The 

questionnaires were administered during the respondents’ free time within official working hours, from 

8:00 a.m. to 5:00 p.m., to ensure convenience and minimal disruption to teaching duties. 

 

After the respondents completed the questionnaires, the researcher collected all survey forms 

and proceeded with data encoding and organization. The researcher also consulted a statistical expert to 

analyze the collected data, ensuring the accuracy and validity of the findings through the application of 

appropriate statistical treatments. 

 

Methods of Data Analysis 

 

The data were subjected to statistical analysis using appropriate techniques. Descriptive 

statistics, specifically frequency and percentage distributions, were employed to summarize the 

demographic profile of the respondents in Problem 1. Likewise, Likert-scale responses were summarized 



International Journal 
of Education, Research, and Innovation Perspectives 

Volume 2 Issue 3 (March 2026) 

 

 
 

 
671 

ISSN: 3116-3475 

using weighted mean values to determine the level of awareness of professional development programs and 

the barriers to professional development. 

 

Additionally, Spearman’s rho was used to examine the relationship between the level of awareness 

of professional development opportunities available to teachers and the barriers that prevented them from 

taking advantage of these opportunities, as addressed in Problem 5. A rho value of 0.70 and above indicated 

a very strong relationship, 0.40–0.69 a strong relationship, and 0.30–0.39 a moderate relationship. A weak 

relationship was identified when the rho value ranged from 0.20–0.29, while a negligible relationship was 

indicated by values between 0.01–0.19. These interpretations apply to both positive and negative 

relationships and were adapted from Dancey and Reidy (2007). This statistical procedure provided a 

foundation for drawing meaningful conclusions from the data. 

 

The gathered data were organized, tabulated, and analyzed using descriptive statistics, 

particularly mean scores, to determine the level of awareness of current professional development programs 

and the barriers preventing elementary teachers from taking advantage of these opportunities. For clarity 

and ease of reference, legends were provided to interpret the mean scores presented in the tables: 

 

Legend for level of awareness on current professional development programs 

 

Legend for barriers preventing teachers from availing professional development 

Mean Range Description Abbreviation 

3.51 – 4.00 Highly Barrier HB 

2.51 – 3.50 Moderately Barrier MB 

1.51 – 2.50 Fairly Barrier FB 

1.01 – 1.50 Poorly Barrier PB 

 

These legends ensured that readers could accurately and consistently interpret the ratings presented 

in all tables throughout the study. 

 

Ethical Considerations 

 

Informed Consent. The researcher requested teachers’ permission to participate in the study on a 

voluntary basis and provided a clear explanation of the study’s purpose, procedures, potential 

risks and benefits, and the voluntary nature of participation. Teachers were informed that they had the right 

to decline participation or withdraw from the study at any time. Informed consent was obtained before the 

questionnaires were distributed, ensuring that participation was based on full understanding and free choice. 

Mean Range Description Abbreviation 

3.51 – 4.00 Highly Aware HA 

2.51 – 3.50 Moderately Aware MA 

1.51 – 2.50 Fairly Aware FA 

1.01 – 1.50 Poorly Aware PA 
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Privacy and Confidentiality. Respondents’ confidentiality was strictly maintained throughout the 

research process. No identifying information, such as names, school assignments, or employee 

numbers, was collected in the survey instrument. Responses were treated anonymously and were used only 

for academic and research purposes. Completed questionnaires were securely stored, with access limited to 

the researcher, and encoded data were stored in password-protected files. All results were presented 

in aggregated form to prevent the identification of individual respondents or schools. 

 

Empathetic Approach. To ensure that the survey instrument was appropriate, clear, and non-

harmful, it underwent content and ethical validation by three qualified experts, including a licensed 

psychometrician and doctoral-level professionals with strong backgrounds in educational research. The 

validators reviewed the instrument for clarity, relevance, cultural sensitivity, and the absence of emotionally 

or psychologically distressing items. Their recommendations were incorporated prior to pilot testing and 

final data collection. Throughout the study, the researcher ensured that no form of bias or discrimination 

based on gender, age, religion, or professional rank was present, and that all participants were treated with 

respect and fairness. 

 

RESULTS AND DISCUSSION 

Table 1. Selected demographic profile of the elementary teachers 

SELECTED VARIABLES INDICATORS FREQUENCY % (n=281) 

A. Age 20-30 80 28.47 

 31-40 125 44.48 

 41-50 46 16.37 

 51 and above 30 10.68 

B. Highest Educational Attainment    

 College Degree 79 28.11 

 With Master's Units 128 45.55 

 CARMA 60 21.35 

 Master's Degree 14 4.98 

C. Years of Teaching Experience in 

Rural Areas 

    

 1-10 87 30.96 

 11-20 124 44.13 

 21 and above 70 24.91 

 

Table 1 presents the demographic characteristics of elementary school teachers in Sofronio 

Española, specifically their age, highest educational attainment, and years of rural teaching experience. 

Understanding these demographics is crucial, as they provide a basis for shaping the district’s professional 

development (PD) approach by highlighting teachers’ readiness, motivations, and potential levels of 

engagement. 
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 The age distribution shows that most respondents were in the 31–40 age group (44.48%), followed 

by those aged 20–30 (28.47%). Teachers aged 41–50 years accounted for 16.37%, while those aged 51 

years and above comprised only 10.68%. This distribution indicates that the teaching workforce is 

predominantly young to mid-career, characterized by adaptability, openness to innovation, and strong 

potential for professional engagement. These findings suggest that PD initiatives should be differentiated 

according to career stage. Younger teachers may benefit from programs that strengthen foundational 

competencies and technological skills, while mid-career teachers may require leadership-oriented and 

skills-enhancement training. Older teachers, on the other hand, may benefit more from reflective, practice-

based PD opportunities and mentoring roles that allow them to share expertise without excessive 

administrative or technological demands. 

 

Previous studies indicate that younger teachers tend to adapt more readily to technological and 

pedagogical reforms (Nasution et al., 2024), while teachers in their thirties and forties often demonstrate 

stronger commitment to career advancement and professional mastery (Santos-Pallasigui, 2019). The 

smaller proportion of teachers aged 51 and above may reflect retirement patterns or difficulties in retaining 

senior teachers in rural assignments. Although Dulo (2022) observed that veteran teachers may show 

reduced motivation toward PD when programs lack relevance, research also indicates that they continue to 

exhibit professional growth when provided with structured, supportive, and context-appropriate training. 

 

In terms of educational attainment, the data indicate that 45.55% of teachers had completed 

master’s units, 28.11% held bachelor’s degrees, 21.35% were enrolled in CARMA, and only 4.98% had 

completed a master’s degree. This distribution suggests a workforce that is highly motivated to pursue 

advanced academic qualifications but constrained by systemic barriers. The implications for PD planning 

are clear: the district must provide stronger institutional support, such as scholarship opportunities, 

university partnerships, and flexible scheduling, to encourage degree completion. Given that many teachers 

are already enrolled in graduate programs, PD offerings should be complementary rather than redundant, 

emphasizing school-based and practice-oriented learning instead of theoretical content typically covered in 

graduate coursework. Teachers holding only a bachelor’s degree may also require structured guidance to 

better understand promotion pathways and prepare for further academic advancement. 

 

The large proportion of teachers with master’s units reflects strong professional commitment, 

consistent with the findings of Galeng (2024) and Osei-Owusu (2022), who noted that teachers with 

advanced academic preparation are more likely to seek PD opportunities and demonstrate higher 

pedagogical confidence. However, the low percentage of teachers who have completed a master’s degree 

suggests that financial constraints, limited access to graduate institutions, and heavy teaching 

workloads may hinder degree completion—challenges similarly identified by Yi et al. (2024) in rural 

education settings. 

With respect to rural teaching experience, 44.13% of teachers reported 11–20 years of service in 

rural schools, 30.96%had 1–10 years, and 24.91% had 21 years or more of rural teaching experience. This 

distribution indicates that Sofronio Española is served by a stable and experienced teaching workforce with 

extensive familiarity with the realities of rural education, including multigrade instruction, limited 
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resources, and geographic isolation. These findings imply that PD programs should be explicitly 

contextualized to rural teaching conditions. Teachers with fewer years of rural experience may benefit from 

training focused on contextual adaptation, community engagement, differentiated instruction, and localized 

curriculum development. Meanwhile, teachers with extensive rural experience should be positioned as 

mentors or resource persons, allowing the district to capitalize on their expertise while sustaining their 

professional motivation. 

 

Research by S and Bhaskar (2022) and Channa et al. (2024) supports the finding that longer teaching 

experience is associated with higher PD awareness and stronger professional competence. 

However, prolonged service in rural areas may also result in motivational fatigue, particularly when 

teachers are repeatedly exposed to generic PD programs that fail to address localized instructional 

challenges. Glover et al. (2016) similarly reported that rural teachers often experience intensified workloads 

and limited access to PD resources, factors that may reduce sustained engagement. 

Overall, the demographic characteristics of teachers in Sofronio Española carry important 

implications for professional development planning. The predominance of young to mid-career teachers 

indicates strong long-term potential for professional growth, provided that PD initiatives are responsive to 

their developmental stages. The high incidence of partially completed graduate studies underscores the need 

for institutional mechanisms that support academic advancement without increasing workload strain. The 

substantial rural teaching experience of many teachers highlights the importance of PD programs that 

are context-based, problem-oriented, and reflective of rural instructional realities. These findings are 

consistent with the recommendations of Avalos (2011), Tantawy (2020), and Esparagoza et al. (2024), who 

emphasized that PD must be relevant, differentiated, and grounded in teachers’ lived experiences to 

promote meaningful participation and improved instructional outcomes. 

 

In summary, the demographic profile of teachers in Sofronio Española reflects a workforce with 

considerable capacity for professional growth. However, this potential can only be realized if professional 

development opportunities are accessible, contextually relevant, and responsive to teachers’ career stages 

and rural teaching conditions. Such an approach is likely to enhance PD participation, strengthen 

instructional quality, and contribute to improved learning outcomes across the district. 

 

Table 2.1. Level of awareness of teachers on career progression programs 

INDICATORS MEAN 
DESCRIPTIVE 

RATING 

1. career progression programs enhance 

teachers’ professional practice.   

3.60 HA 

2. failure to participate in career progression 

programs can limit my opportunities for career 

advancement as a teacher.   

3.42 MA 

3. career progression programs are aligned with 

the Philippine Professional Standards for 

Teachers (PPST).     

3.74 HA 
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INDICATORS MEAN 
DESCRIPTIVE 

RATING 

4. regular programs help improve teaching skills 

for advancing in a career.       

3.57 HA 

5. regular programs fail to support assessing 

teachers’ skills or meeting their professional 

learning needs.        

2.33 FA 

6. subject content programs are made to 

improve teachers’ knowledge of their subject

 and how to teach it. 

3.31 MA 

7. regular programs, subject content programs 

and master classes fail to help teachers 

understand subject-specific skills or 

instructional supervision practices. 

2.69 MA 

8. master classes are advanced training sessions 

that go beyond regular teaching skills. 

3.27 MA 

9. master classes lack hands-on or practical 

learning opportunities. 

2.35 FA 

10. failure to participate in master classes can 

limit improvements in my teaching and 

leadership skills. 

2.78 MA 

WEIGHTED MEAN 3.11 MA 

Legend. 3.51 - 4.00 - Highly Aware (HA); 2.51 - 3.50 - Moderately Aware (MA); 1.51 - 2.50 - Fairly Aware (FA); 1.01 

- 1.50 - Poorly Aware (PA) 

 

 Table 2.1 shows that the highest mean score (M = 3.74) reflects the area where teachers 

demonstrated the highest awareness of the alignment of career progression programs with the Philippine 

Professional Standards for Teachers. This indicates that most teachers clearly recognize that professional 

development and advancement initiatives are anchored in nationally defined standards of teacher 

competence and performance. 

 

The findings imply that while awareness of PPST alignment is strong, the district 

must operationalize the PPST through contextualized coaching, standards-based classroom observations, 

and feedback tools. Strengthening practical translation mechanisms will allow teachers to meaningfully 

apply standards in their local instructional contexts rather than viewing them as abstract policy 

requirements. 

 

This interpretation is supported by Koniushenko and Komissarova (2025), who stressed that 

alignment with professional standards strengthens teacher identity and sets clear expectations for 

performance and development. Similarly, Vaillant (2016) noted that professional standards define what 

teachers are expected to know and demonstrate at various career stages, while Kumar (2023) argued that 

standards-based professional development helps ensure that teachers’ competencies meet national 
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benchmarks. Taken together, these studies suggest that alignment with professional standards provides a 

coherent framework for teacher development. 

 

The same table further indicates that the second-highest mean score (M = 3.60) represents 

respondents reported high level of awareness that career progression programs strengthen professional 

practice. This suggests that respondents recognize career progression as more than a structural requirement; 

they perceive it as a mechanism that strengthens pedagogical knowledge, reflective teaching, and 

instructional decision-making. 

 

The findings imply that while teachers view career progression programs positively, the district 

must ensure that these initiatives translate into tangible improvements in classroom practice. This 

necessitates embedding structured mentoring, post-training coaching, and collaborative learning 

communities so that the competencies emphasized in progression systems become observable in day-to-

day instruction. The district must also strengthen program coherence to prevent career progression from 

becoming a merely formal requirement rather than a substantive avenue for professional growth. 

 

This finding aligns with Santos-Pallasigui (2019), who emphasized that participation in career 

advancement initiatives cultivates reflective and adaptive teaching behaviors. Similarly, Galeng (2024) 

documented that teachers engaging in structured career pathways tend to demonstrate heightened 

commitment to instructional innovation and self-improvement. Liao et al. (2022) also underscored the value 

of career-oriented PD, demonstrating that clear advancement pathways motivate teachers to integrate 

evidence-based teaching practices. Collectively, these studies indicate that career advancement 

opportunities can serve as a strong driver of professional growth and instructional improvement. 

 

Consequently, the indicator that ranked third highest in Table 2.1 (M = 3.57) suggests that teachers 

expressed high awareness of the role of regular professional development programs in improving teaching 

skills for career advancement. This result indicates that teachers generally perceive continuous and 

recurring training activities as important for strengthening instructional competence and supporting long-

term professional growth. 

 

The district must ensure that program regularity is coupled with relevance, progression, and 

contextual specificity. Regular programs should follow a developmental sequence—beginner, intermediate, 

and advanced—while also integrating classroom application tasks and reflective learning outputs. Doing 

so prevents routine programs from becoming stagnant and increases their capacity to meaningfully support 

career progression. 

 

This finding is consistent with Germanos and Longarezi (2019), who emphasized that repeated 

engagement in professional learning allows teachers to revisit, apply, and refine instructional strategies over 

time, leading to more effective teaching practices. Together, these studies suggest that regular professional 

development plays a key role in deepening instructional competence. However, Esparagoza et al. (2024) 

emphasized that program regularity must be coupled with contextual relevance. In rural areas, teachers may 

experience PD fatigue when programs feel repetitive or disconnected from classroom realities. Likewise, 
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Yi et al. (2024) documented that rural teachers may perceive regular programs as insufficiently responsive 

to local needs, limiting their impact on instructional improvement. 

 

Conversely, Table 2.1 reveals that the indicator with the lowest mean score (M = 2.33) reflects 

teachers’ perception of limitations in how regular programs respond to individual learning needs or assess 

skill development. The district must institutionalize systematic needs assessment procedures, such as 

surveys, focus group discussions, and classroom observation data, to guide PD planning. Moreover, 

competency assessment tools—such as portfolios, reflective journals, and post-training evaluations—must 

be integrated to ensure that PD impact is documented and understood. Without these mechanisms, regular 

programs risk becoming generic, compliance-driven, and disconnected from teachers’ realities. 

 

This issue is well documented in the literature. Glover et al. (2016) similarly highlighted that rural 

teachers often experience PD that does not reflect their instructional challenges or resource limitations. 

DiBenedetto et al. (2018) further emphasized that PD disengages teachers when programs do not 

incorporate formative assessment mechanisms to track competency development. In contrast, Booth et al. 

(2021) argued that needs-based PD leads to higher motivation and improved instructional quality. Taken 

together, these studies suggest that the effectiveness of professional development depends largely on its 

responsiveness to teachers’ actual needs. The low rating observed here indicates a significant gap between 

teachers’ expectations and program implementation. 

 

The indicator with the second-lowest mean score (M = 2.35) further shows that teachers in Sofronio 

Española perceive master classes as lacking sufficient hands-on, practice-based learning. This result implies 

that although these programs are intended to provide advanced professional development, many teachers 

find them overly theoretical and insufficiently connected to classroom realities in rural settings. As a result, 

teachers experience difficulty applying learning from master classes to actual instructional tasks, thereby 

reducing the programs’ impact on professional growth. 

 

Although master classes are designed to develop higher-level teaching competence, the low mean 

score suggests that their current implementation in the district does not fully achieve this objective. Instead 

of strengthening instructional mastery, the lack of practical components limits teachers’ ability to translate 

theory into improved classroom performance. To address this gap, master classes should 

incorporate practicum activities, lesson study, demonstration teaching, and practical modeling to better 

support professional growth in rural school settings. 

This result is consistent with Tzotzou et al. (2024), who found that many advanced professional 

development programs emphasize content delivery rather than experiential learning. 

 

 Similarly, Hébert et al. (2021) stressed that meaningful teacher learning occurs when educators are 

provided with opportunities to apply new knowledge in authentic classroom situations. Opfer and Pedder 

(2011) also explained that teacher beliefs and instructional practices change more effectively when 

professional development includes active participation, reflection, and practice rather than passive listening. 

Taken together, these studies indicate that advanced professional development is most effective when it 

integrates experiential, reflective, and practice-based components. 
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 Moreover, the indicator ranked third lowest in Table 2.1 (M = 2.69) indicates that teachers 

expressed moderate awareness of limitations in subject-specific supervision. Although subject-focused and 

supervisory elements are present in career progression programs, they are not sufficiently strong or 

consistent to fully support instructional mastery. This suggests that teachers only partially benefit from these 

programs in developing deeper subject expertise and instructional guidance, which may limit improvements 

in subject-based teaching practices. 

 The findings suggest that supervision must be embedded within subject-specific professional 

development. This may include coaching sessions, peer observations, and supervised practicum activities 

to ensure that teachers not only acquire conceptual knowledge but also demonstrate effective subject-based 

instructional practices. 

 This interpretation is supported by Tzotzou et al. (2024), who found that many professional 

development programs lack depth in supervision and reflective practice, resulting in surface-level learning 

rather than substantive instructional improvement. Similarly, Esparagoza et al. (2024) showed that when 

programs lack modeling, coaching, or practice-based supervision, teachers struggle to internalize subject-

specific strategies. Hébert et al. (2021) further emphasized that subject mastery develops through scaffolded 

coaching and guided practice rather than lecture-based or purely theoretical training. 

 Collectively, the findings illustrate a teaching workforce that values career progression but 

identifies critical gaps in program responsiveness, practicality, and instructional relevance. Consistent with 

the literature, the district must move toward a professional development model that is standards-aligned, 

needs-based, context-responsive, and supportive of sustained career growth. 

Table 2.2. Level of awareness of teachers on special programs 

INDICATORS MEAN DESCRIPTIVE RATING 

1. special programs are part of NEAP’s plan to 

improve teachers’ and leaders’ practical skills. 

3.58 HA 

2. special programs are designed to develop 

supplementary competencies for teachers. 

3.59 HA 

3. special programs focus on supporting 

additional tasks beyond teaching.  

3.03 MA 

4. special programs address non-pedagogical 

tasks.   

2.81 MA 

5. engaging in special programs promotes 

continuous professional growth. 

3.48 MA 

6. special programs lack support in helping me 

gain skills for modern educational challenges. 

2.52 MA 

7. failure to participate in special programs can 

make it harder for me to perform supplementary 

tasks efficiently.  

2.81 MA 



International Journal 
of Education, Research, and Innovation Perspectives 

Volume 2 Issue 3 (March 2026) 

 

 
 

 
679 

ISSN: 3116-3475 

INDICATORS MEAN DESCRIPTIVE RATING 

8. failure to participate in special programs 

weakens my ability to handle non-teaching 

responsibilities effectively.  

2.72 MA 

9. special programs are unnecessary for 

supporting school management functions. 

2.55 MA 

10. regular assessments are insufficient to 

guarantee the skills gained through these 

programs are relevant and effective.  

2.40 FA 

WEIGHTED MEAN 2.95 MA 

Legend. 3.51 - 4.00 - Highly Aware (HA); 2.51 - 3.50 - Moderately Aware (MA); 1.51 - 2.50 - Fairly Aware (FA); 

1.01 - 1.50 - Poorly Aware (PA) 

 

As presented in Table 2.2, the highest mean score (M = 3.59) indicates that teachers strongly 

acknowledge the contribution of special programs to the development of competencies beyond classroom 

instruction. Teachers in Sofronio Española recognize that these programs support non-instructional skills 

such as leadership, communication, organization, and participation in school-related functions—

competencies that are essential for effective performance in both instructional and administrative roles. 

 

This result suggests that special programs should deliberately integrate activities that develop 

leadership capacity, collaborative skills, and administrative competence. The district may strengthen 

program outcomes by incorporating applied components such as project planning, school governance tasks, 

and scenario-based activities that reflect real school situations. Such an approach prepares teachers not only 

for classroom teaching but also for broader institutional responsibilities. 

 

Consistent with this interpretation, Cárdenas (2016) emphasized that leadership and interpersonal 

competencies enhance teachers’ contributions to school improvement. Aparicio and Márquez (2020) 

likewise highlighted the importance of skills such as data use, community coordination, and resource 

management in sustaining instructional reforms. Osei-Owusu (2022) further noted that teachers with 

broader professional skill sets tend to exhibit stronger initiative and collaborative problem-solving. 

However, Xie et al. (2023) observed that access to programs developing these competencies remains 

uneven, particularly in under-resourced contexts. This may explain why teachers perceive special programs 

positively while still encountering limitations in skill development. 

The second-highest mean score (M = 3.58) reflects strong awareness of national initiatives designed 

to enhance instructional competencies. This indicates that teachers regard these initiatives as important 

mechanisms for improving classroom practice. 

 

Despite this awareness, the findings point to the need for contextual adaptation. National programs, 

including those under NEAP, must be localized to reflect district-specific conditions. Embedding school-

based coaching, demonstration lessons, and community-responsive training designs can improve relevance 

and usability. Without such adjustments, nationally developed programs may remain conceptually valuable 

but practically limited. 
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This view aligns with Germanos and Longarezi (2019), who argued that national professional 

development frameworks provide direction for instructional improvement. Similarly, Cárdenas (2016) 

emphasized that nationally designed programs promote coherence in competency development. Vaillant 

(2016) further noted that practice-oriented professional development strengthens teachers’ capacity to 

address diverse learning needs. In contrast, Yi et al. (2024) cautioned that national programs often lose 

effectiveness in rural contexts due to resource and access constraints, a concern that may apply to Sofronio 

Española. 

 

The third-highest mean score (M = 3.48) suggests that teachers believe special programs contribute 

to professional growth, although not consistently enough to support sustained development. This indicates 

that while programs are viewed as beneficial, gaps in continuity, relevance, or follow-up may reduce their 

long-term impact. 

To address this concern, special programs should be embedded within a continuous professional 

learning structure that includes mentoring, coaching, and iterative skill development. Cyclical learning 

processes—such as reflection sessions and classroom-based application—can help ensure that learning 

extends beyond isolated training events. 

 

This finding is supported by Koniushenko and Komissarova (2025), who emphasized the 

importance of coherence and continuity in professional development. Avalos (2011) similarly argued that 

professional growth is most effective when PD is sustained and closely connected to classroom practice. 

Esparagoza et al. (2024) further observed that progressive PD models strengthen long-term instructional 

improvement, while Xie et al. (2023) noted that disconnected programs reduce perceived relevance. 

 

In contrast, the lowest mean score (M = 2.40) highlights teachers’ concerns regarding the lack of 

systematic evaluation in special programs. This suggests limited mechanisms for assessing program 

effectiveness and monitoring skill development. 

 

The district should therefore institutionalize evaluation processes such as classroom observations, 

performance-based assessments, and reflective documentation. Establishing clear evaluation protocols can 

strengthen accountability, guide program refinement, and ensure that professional development leads to 

measurable instructional improvement. 

 

Supporting this recommendation, Avalos (2011) emphasized that systematic assessment is essential 

for sustained PD impact. Tzotzou et al. (2024) underscored the role of evaluation in measuring changes in 

teaching practice, while Booth et al. (2021) warned that the absence of evaluation can render PD repetitive 

and ineffective. Vaillant (2016) further noted that integrating assessment tools enhances teacher learning 

and instructional transfer. 

 

The second-lowest mean score (M = 2.52) indicates moderate awareness that special programs help 

teachers address current educational challenges. This suggests that program content may not be sufficiently 

aligned with contemporary instructional demands. 
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To improve relevance, special programs should incorporate topics such as digital pedagogy, 

inclusive education, differentiated instruction, and 21st-century competencies. Hands-on technology 

workshops, problem-based learning activities, and locally grounded innovations may help bridge the gap 

between current practice and evolving educational expectations. 

 

This interpretation is consistent with Xie et al. (2023), who emphasized the need for PD to adapt to 

rapid technological change. Hébert et al. (2021) similarly argued that modern PD must integrate learner-

centered and digitally supported approaches. Yi et al. (2024) further reported that rural teachers face 

additional challenges in adopting modern practices due to infrastructure and training limitations. 

 

The third-lowest mean score (M = 2.63) indicates perceived gaps in the application of program 

content to daily work tasks. While some teachers benefit from special programs, others struggle to translate 

learning into practice. 

 

This finding suggests the need for PD designs that prioritize authentic tasks, simulations, and 

context-specific examples. Emphasizing feedback, guided practice, and iterative improvement can 

strengthen application and efficiency in daily teaching tasks. 

 

This observation aligns with Esparagoza et al. (2024), who found that PD is most effective when 

directly linked to teachers’ work. Hébert et al. (2021) and DiBenedetto et al. (2018) similarly emphasized 

the importance of practice-based and reflective learning. In contrast, Xie et al. (2023) noted that 

theoretically oriented programs often fail to improve efficiency when contextual relevance is lacking. 

 

Overall, the findings indicate that while teachers view special programs as valuable, their 

effectiveness is limited by gaps in contextual relevance, practical application, and systematic evaluation. 

Consistent with existing literature, professional development must be continuously refined and localized to 

ensure sustained relevance and meaningful impact in rural school settings. 

Table 2.3. Level of awareness of teachers on in-service training for teachers 

INDICATORS MEAN DESCRIPTIVE RATING 

1. INSET provides opportunities for skill 

enhancement. 

3.78 HA 

2. INSET sessions are tailored to meet teachers' 

classroom needs. 

3.79 HA 

3. it aims to develop skills relevant to 21st-century 

teaching and leadership. 

3.80 HA 

4. INSET programs is sufficient for professional 

growth. 

3.36 MA 

5. INSET activities contribute to overall teaching 

effectiveness. 

3.37 MA 

6. some INSET sessions fail to include Higher Order 

Thinking Skills (HOTS) for English, Math, and 

Science. 

2.35 FA 



International Journal 
of Education, Research, and Innovation Perspectives 

Volume 2 Issue 3 (March 2026) 

 

 
 

 
682 

ISSN: 3116-3475 

INDICATORS MEAN DESCRIPTIVE RATING 

7. INSET sessions fail to address the learning and 

development needs that teacher identify. 

2.41 FA 

8. Maintenance and Other Operating Expenses 

(MOOE) funds can be used to cover School-Based 

INSET expenses. 

3.32 MA 

9. INSET fails to keep me updated with new teaching 

strategies and methods. 

2.55 MA 

10. INSET sessions lack a participatory and practical 

approach, offering no hands-on learning 

experiences. 

2.50 FA 

WEIGHTED MEAN 3.12 MA 

Legend. 3.51 - 4.00 - Highly Aware (HA); 2.51 - 3.50 - Moderately Aware (MA); 1.51 - 2.50 - Fairly Aware (FA); 1.01 

- 1.50 - Poorly Aware (PA) 

 

As shown in Table 2.3, the highest mean score (M = 3.80) corresponds to the integration of 21st-

century competencies such as digital literacy, critical thinking, collaboration, and creativity. This indicates 

that teachers in Sofronio Española clearly perceive INSET programs as aligned with contemporary teaching 

demands and current educational priorities. 

 

While awareness of 21st-century competencies is high, the findings suggest that INSET must move 

beyond conceptual discussion and emphasize strategies that are feasible in rural contexts. Training activities 

should include hands-on digital literacy sessions, the use of offline or low-technology instructional tools, 

and localized classroom examples. These approaches can help teachers apply modern competencies despite 

infrastructure limitations. 

This result is consistent with Vaillant (2016), who emphasized that professional development 

should equip teachers with competencies responsive to contemporary pedagogical challenges. Koniushenko 

and Komissarova (2025) likewise found that PD focused on 21st-century skills strengthens learner-centered 

instruction and higher-order thinking. Hébert et al. (2021) also reported that integrating digital pedagogy 

into PD enhances teacher confidence and instructional effectiveness. However, Xie et al. (2023) and Yi et 

al. (2024) cautioned that limited technological resources in rural settings often restrict the practical 

application of these skills. This supports the present finding that strong awareness does not always translate 

into consistent classroom practice in Sofronio Española. 

 

Closely following, the second-highest mean score (M = 3.79) reflects teachers’ perception that 

INSET responds to instructional challenges they encounter in daily teaching. This suggests that teachers 

find the training relevant in addressing learner diversity, lesson delivery concerns, and classroom 

management issues. 

 

The results underscore the importance of maintaining a needs-responsive INSET framework 

through regular training needs assessments, classroom observations, and structured teacher consultations. 
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These mechanisms ensure that training content remains grounded in actual classroom conditions and 

supports meaningful instructional improvement. 

 

This finding aligns with DiBenedetto et al. (2018), who noted that PD grounded in classroom 

realities enhances teachers’ instructional decision-making and reflective practice. Quilapio and Callo (2022) 

similarly found that INSET programs designed around teacher-identified needs are more effective in 

supporting instructional improvement. Esparagoza et al. (2024) further emphasized that PD aligned with 

situational challenges promotes adaptive teaching expertise. Nonetheless, Yi et al. (2024) observed that 

rural teachers face unique constraints such as multigrade classes and limited instructional materials, 

indicating that further localization of INSET content remains necessary. 

 

The third-highest mean score (M = 3.78) indicates that teachers recognize INSET as instrumental 

in improving instructional skills and classroom performance. Teachers associate participation in INSET 

with better lesson planning, instructional strategies, and classroom management, reflecting positive 

perceptions of its relevance to teaching practice. 

 

However, the findings suggest that INSET should function as a structured developmental process 

rather than a stand-alone activity. Post-training mentoring, coaching, and feedback cycles are necessary to 

sustain instructional gains and ensure that learning transfers effectively into classroom practice. 

 

This interpretation is supported by Quilapio and Callo (2022), who emphasized that INSET 

provides opportunities for teachers to apply updated pedagogical strategies. Vaillant (2016) likewise argued 

that continuous, school-based PD strengthens instructional competence. Germanos and Longarezi (2019) 

further noted that practice-oriented INSET promotes the application of new knowledge in real teaching 

contexts. In contrast, Xie et al. (2023) reported that the absence of follow-up mechanisms often limits the 

impact of INSET, suggesting that implementation quality remains a critical factor. 

In contrast, the lowest mean score (M = 2.35) reflects limited awareness that INSET supports the 

development of higher-order thinking skills (HOTS). This suggests that teachers perceive many INSET 

sessions as emphasizing procedural or foundational content rather than instructional strategies that promote 

analysis, evaluation, and creativity. 

 

This finding indicates the need to redesign INSET to explicitly address HOTS through inquiry-

based learning, case analysis, problem-based instruction, and strategies for assessing higher-order 

cognition. Incorporating lesson modeling and practice teaching can further strengthen teachers’ capacity to 

foster deeper learning. 

 

This concern is echoed by Tzotzou et al. (2024), who found that many PD programs prioritize 

content delivery over cognitive engagement. Hébert et al. (2021) similarly observed that PD often lacks 

emphasis on higher-order pedagogies, while DiBenedetto et al. (2018) stressed the importance of 

metacognitive and inquiry-based PD for developing HOTS. These findings help explain the low awareness 

reported by teachers in this study. 
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The second-lowest mean score (M = 2.41) indicates that teachers perceive INSET as insufficiently 

aligned with their specific learning needs. Despite the availability of training activities, many teachers feel 

that INSET content does not fully reflect their classroom challenges, professional goals, or local concerns. 

This suggests a reliance on standardized training formats that may limit contextual relevance. 

 

The findings point to the need for systematic needs assessment procedures, including surveys, focus 

group discussions, classroom observations, and performance diagnostics. Strengthening these processes can 

improve relevance, increase teacher engagement, and enhance professional satisfaction. 

 

This result is supported by Avalos (2011), who noted that PD is less effective when it does not 

address teachers’ self-identified needs. DiBenedetto et al. (2018) likewise emphasized that needs-

responsive PD enhances motivation and instructional improvement. Esparagoza et al. (2024) further 

stressed that PD grounded in teacher needs leads to deeper competence. In contrast, Quilapio and Callo 

(2022) highlighted the importance of teacher consultation in INSET design, which appears limited in 

Sofronio Española. 

 

The third-lowest mean score (M = 2.50) indicates moderate awareness that INSET lacks 

participatory and interactive learning activities. This suggests that many sessions may rely heavily on 

lecture-based delivery, which is less effective for adult learners. 

 

To address this limitation, INSET should incorporate interactive approaches such as microteaching, 

lesson study, collaborative workshops, coaching cycles, and model lessons. These strategies promote 

engagement, skill application, and professional collaboration. 

 

This observation aligns with Quilapio and Callo (2022), who found that PD becomes meaningful 

when teachers actively participate. Opfer and Pedder (2011) similarly emphasized collaborative and 

reflective learning, while Hébert et al. (2021) highlighted the role of experiential learning in instructional 

innovation. Germanos and Longarezi (2019) further reported that schools implementing active-learning PD 

models show stronger improvements in teaching practice. 

 

Overall, the results in Table 2.3 indicate that while teachers recognize the value of INSET—

particularly in strengthening instructional skills, addressing classroom challenges, and developing 21st-

century competencies—significant gaps remain in relevance, depth, innovation, and responsiveness. High 

awareness across several indicators reflects INSET’s potential contribution to instructional improvement. 

However, lower ratings in other areas reveal concerns related to outdated content, limited participation, 

weak needs alignment, and insufficient focus on HOTS. 

 

Consistent with existing literature, professional development is effective not merely by its presence 

but by its coherence, contextual relevance, active-learning design, and sustained implementation (Avalos, 

2011; Opfer & Pedder, 2011; Vaillant, 2016; Yi et al., 2024; Xie et al., 2023). Accordingly, INSET in 

Sofronio Española must continue evolving toward a more needs-based, practice-oriented, and context-

responsive model to fully support teacher development and instructional improvement. 
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Table 3.1. Barriers encountered by teachers related to workload 

 

INDICATORS MEAN DESCRIPTIVE RATING 

1. daily teaching responsibilities allow 

sufficient time for professional development. 

1.94 FB 

2. paperwork and administrative tasks hinder 

participation in training. 

3.03 MB 

3. classroom management duties provide ample 

availability for PD sessions. 

2.01 FB 

4. the workload assigned to teachers makes it 

difficult to attend training. 

2.99 MB 

5. Schools often fail to allocate enough time for 

teachers’ professional development. 

2.77 MB 

WEIGHTED MEAN 2.55 MB 

 Legend. 3.51 - 4.00 - Highly Barrier (HB); 2.51 - 3.50 - Moderately Barrier (MB); 1.51 - 2.50 - Fairly Barrier (FB); 

1.01 - 1.50 - Poorly Barrier (PB) 

 

The findings indicate that workload functions as a moderate barrier to professional development, 

with an overall weighted mean of 2.55. This suggests that teachers regularly experience difficulty balancing 

routine responsibilities with opportunities for professional learning. A closer examination of the indicators 

in Table 3.1 clarifies the specific sources of this constraint. 

  

The highest mean score (M = 3.03), interpreted as a moderate barrier, shows that paperwork and 

administrative tasks significantly hinder teachers’ participation in professional development. Teachers in 

Sofronio Española perceive clerical duties and documentation requirements as recurring demands that limit 

both time and energy for training activities. The relatively high mean score indicates that administrative 

responsibilities consistently compete with professional learning opportunities. 

 

These results point to the need for institutional strategies aimed at reducing paperwork demands. 

Possible measures include simplifying reporting requirements, assigning clerical assistance during peak 

documentation periods, and using standardized digital templates to reduce preparation time. Scheduling 

professional development during periods of lower administrative demand may also improve participation 

and reduce work-related stress. 

 

This finding aligns with Abdullah and Hassan (2024) and Lagawid (2024), who reported that 

excessive paperwork contributes to teacher fatigue and lowers motivation to engage in professional 

learning. Eroğlu and Donmus Kaya (2021) further noted that misalignment between administrative cycles 

and professional development schedules intensifies this challenge. When training activities coincide with 

reporting deadlines, participation is often reduced. The present results reinforce these observations, 

highlighting administrative workload as one of the most persistent barriers to professional development. 
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The second-highest mean score (M = 2.99) indicates that teachers perceive their overall workload 

as a moderate obstacle to attending professional development activities. This suggests that the volume and 

complexity of assigned responsibilities—ranging from instruction to ancillary duties—restrict teachers’ 

ability to disengage from routine tasks to participate in training. Even when professional development 

opportunities are available, competing obligations often limit attendance. 

Addressing this issue requires policy-level intervention. Measures such as redistributing 

responsibilities, providing substitute or relief teachers during training days, and offering institutional 

incentives for prioritizing professional learning may help reduce participation gaps. Without such support, 

professional development is likely to remain accessible only to teachers with relatively lighter workloads. 

 

This finding is consistent with Ennes et al. (2021) and Rizka et al. (2024), who found that heavy 

workloads constrain sustained engagement in professional learning. These studies emphasize that 

workload-related barriers are not merely time-related but are rooted in broader organizational structures, 

including staffing arrangements and uneven task distribution. Glover et al. (2016) similarly reported that 

while professional development enhances pedagogical competence, its benefits are limited when teachers 

are unable to manage routine responsibilities alongside training requirements. 

 

The third-highest mean score (M = 2.77) reflects teachers’ perception that insufficient time is 

formally allocated for professional development. This suggests that professional learning is not consistently 

embedded in school schedules and is often treated as secondary to instructional and administrative 

priorities. The result indicates that professional development time is neither systematically protected nor 

strategically planned. 

To address this concern, schools should formally integrate professional development into annual 

calendars and school improvement plans. Publishing clear PD schedules and linking participation to 

performance frameworks may strengthen institutional commitment. The findings suggest that time 

allocation reflects organizational priorities; when PD time is not formally safeguarded, teachers perceive 

professional learning as optional rather than essential. 

 

This interpretation is supported by Ennes et al. (2021), who emphasized that school culture and 

leadership priorities strongly influence teacher participation in professional development. Tantawy (2020) 

similarly argued that effective professional learning requires deliberate time allocation rather than expecting 

teachers to accommodate training within already congested schedules. These studies help explain why 

teachers in Sofronio Española view time allocation as a limiting factor. 

 

In contrast, the lowest mean score (M = 1.94), interpreted as a fair barrier, indicates that daily 

teaching responsibilities moderately limit teachers’ time for professional development. Classroom 

instruction, lesson preparation, and learner management occupy a substantial portion of teachers’ schedules, 

reducing—but not eliminating—opportunities for professional learning. 

 

This result reflects the realities of rural teaching contexts, where educators often perform multiple 

roles simultaneously. While instructional duties may take precedence, they do not completely prevent 
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participation in professional development. Schools can adopt strategies such as embedding short, job-

embedded learning activities into weekly schedules, rotating teacher coverage during intensive training 

periods, and reviewing non-instructional tasks for possible reassignment or streamlining. 

 

This finding is consistent with Opfer and Pedder (2011), who identified instructional duties as a 

common structural challenge but emphasized that their impact can be reduced through intentional 

scheduling and embedded learning. Rizka et al. (2024) and Ennes et al. (2021) likewise noted that rural 

teachers frequently manage multiple responsibilities but can still engage in professional learning when 

institutional support mechanisms are in place. Juma (2024) further highlighted that protected PD time and 

structured lesson-study cycles can significantly reduce the effects of instructional workload. 

 

The second-lowest mean score (M = 2.01) indicates that classroom management responsibilities 

pose a fair barrier to professional development. This suggests that the cognitive and emotional demands of 

managing learners and addressing behavioral concerns may limit teachers’ capacity to participate fully in 

training activities. However, the rating also indicates that these responsibilities do not completely restrict 

access to professional learning. 

 

Schools can mitigate this constraint by implementing peer-support arrangements, temporary class 

coverage during training sessions, and mentoring partnerships. Lesson study and collaborative learning 

activities conducted during non-instructional periods may also provide meaningful development 

opportunities without disrupting classroom management. 

 

This finding aligns with Rizka et al. (2024), who reported that teachers handling large or multigrade 

classes often face reduced capacity for sustained professional learning. However, participation remains 

feasible when professional development is designed to accommodate workload realities. S and Bhaskar 

(2022) similarly observed that experienced teachers develop strategies to balance classroom demands with 

learning opportunities, reinforcing the view that classroom management is a manageable constraint rather 

than a prohibitive barrier. 

 

Overall, the results indicate that workload-related barriers to professional development arise from 

interconnected instructional, administrative, and organizational factors. While individual responsibilities 

consume significant time and effort, the most influential constraints stem from institutional systems that 

insufficiently prioritize or structure professional learning. Addressing these barriers requires coordinated 

action at both school and division levels, including streamlining administrative processes, protecting 

professional development time, redistributing workload, and embedding professional learning within 

school culture. Through such systemic reforms, teachers can more effectively engage in sustained 

professional growth. 
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Table 3.2. Barriers encountered by teachers related to funding 

Legend. 3.51 - 4.00 - Highly Barrier (HB); 2.51 - 3.50 - Moderately Barrier (MB); 1.51 - 2.50 - Fairly Barrier (FB); 

1.01 - 1.50 - Poorly Barrier (PB) 

 

The findings indicate that funding constitutes a fair barrier to teachers’ participation in professional 

development, with an overall weighted mean of 2.39. Although financial constraints are less pronounced 

than workload and transportation issues, they continue to influence teachers’ access to training 

opportunities in meaningful ways. 

 

As shown in Table 3.2, the highest mean score (M = 3.25) identifies the cost of professional 

development programs as the most significant financial constraint. Teachers reported that registration fees, 

certification charges, and specialized training expenses limit their ability to participate, particularly in 

under-resourced and geographically remote schools. This result reflects a shared perception that the 

financial requirements attached to professional development often exceed teachers’ personal capacity to 

pay. 

 

These findings raise concerns about equity in access to professional learning. When participation 

depends on personal financial resources, opportunities for growth become unevenly distributed. Similar 

conclusions were drawn by Mpahla and Okeke (2015), Khotimah et al. (2024), and Darling-Hammond et 

al. (2017), who found that high participation costs disproportionately exclude teachers in rural and low-

income contexts. Collectively, these studies help explain why financial barriers in Sofronio Española may 

limit some teachers’ engagement in career-enhancing professional development activities. 

 

The next highest mean score (M = 3.09) indicates that out-of-pocket expenses, particularly those 

related to transportation, meals, and learning materials, also present a substantial barrier. Teachers in 

Sofronio Española often shoulder these costs themselves, which discourages participation even when 

INDICATORS MEAN 
DESCRIPTIVE 

RATING 

1. sufficient financial support enhances access 

to professional development (PD) programs. 

1.55 FB 

2. teachers struggle to afford transportation and 

training materials. 

3.09 MB 

3. professional development activities are often 

provided without requiring out-of-pocket 

expenses. 

2.35 FB 

4. adequate school funding can greatly enhance 

teacher participation in PD programs 

1.70 FB 

5. the cost of professional development 

programs is a major barrier. 

3.25 MB 

WEIGHTED MEAN 2.39 FB 
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training programs are available. The mean score suggests that such expenses are recurring and significant 

enough to affect decision-making. 

 

This result reflects the realities of rural contexts, where teachers frequently travel long distances 

under challenging conditions to attend training sessions. As a result, transportation and material costs 

become decisive factors in participation. Consistent with this finding, Khotimah et al. (2024) and Mpahla 

and Okeke (2015) reported that transportation expenses in geographically isolated areas significantly reduce 

attendance in professional development activities. Darling-Hammond et al. (2017) likewise noted that 

indirect costs can reinforce inequities by limiting participation to those who can afford travel and materials. 

 

The third-highest mean score (M = 2.35) suggests inconsistency in the level of financial support 

provided for professional development activities. While some programs are fully subsidized, others require 

partial or full payment by teachers. This variability introduces uncertainty and affects teachers’ willingness 

to participate. 

 

Such inconsistency contributes to uneven access to professional development, particularly in 

resource-constrained settings. Eroğlu and Donmuş Kaya (2021) similarly observed that irregular funding 

arrangements reduce participation and shift the burden of cost onto individual teachers. Avalos (2011) 

described this pattern as structural inequity, where access to professional learning depends more on 

available resources than on instructional priorities. These perspectives help explain why variations in 

financial support function as a barrier in Sofronio Española. 

 

In contrast, the lowest mean score (M = 1.55), interpreted as a fair barrier, indicates that although 

financial support is limited, it does not entirely prevent teachers from engaging in professional 

development. Teachers acknowledged constraints related to registration fees, materials, and incidental 

expenses, yet participation remains possible under certain conditions. 

 

To strengthen access, schools and division offices may adopt strategic financing measures, such as 

allocating portions of Maintenance and Other Operating Expenses (MOOE) for capacity-building, seeking 

support from Local Government Units, and applying for external grants. Establishing multi-year funding 

plans or professional development trust funds may also promote continuity and reduce reliance on short-

term, event-based spending. 

 

This finding aligns with Eroğlu and Donmuş Kaya (2021) and Khotimah et al. (2024), who noted 

that rural schools often manage to sustain professional learning through alternative strategies, including 

school-based training, shared facilitation, and community support. Glover et al. (2016) similarly found that 

partial funding can still enable participation in workshops and localized professional development activities. 

Darling-Hammond et al. (2017) further emphasized that institutional support and teacher motivation can 

offset financial limitations, allowing continued engagement despite constrained resources. 

 

The second-lowest mean score (M = 1.70) reinforces this pattern, indicating that while funding 

limitations exist, they do not fully restrict access to professional development. Teachers reported that some 
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learning opportunities remain available through locally supported initiatives, low-cost activities, and 

school-based strategies. This explains why funding is viewed as a manageable rather than prohibitive 

barrier. 

 

To improve effectiveness, schools may adopt evidence-based planning approaches grounded in 

needs assessments, classroom observation data, and competency standards. Financial resources should 

prioritize sustained learning models—such as mentoring, coaching, and lesson study—rather than isolated 

training events. Establishing professional development quality committees at the division level may further 

ensure alignment between funding decisions and instructional goals. 

 

Consistent with these findings, Glover et al. (2016) and Khotimah et al. (2024) reported that schools 

with limited resources can still support professional learning through flexible and collaborative approaches. 

Darling-Hammond et al. (2017) also emphasized that teacher commitment and institutional support can 

partially compensate for funding constraints. 

Taken together, the results indicate that financial barriers to professional development are shaped 

not only by individual economic capacity but also by systemic factors such as budgeting practices, funding 

consistency, and logistical realities in rural settings. The literature consistently shows that strategic and 

equitable financing increases participation, sustains learning initiatives, and reduces disparities. 

Accordingly, strengthening the district’s professional development system requires transparent policies, 

consistent funding mechanisms, and deliberate investment in teacher learning. 

Table 3.3. Barriers encountered by teachers related to transportation 

INDICATORS MEAN 
DESCRIPTIVE 

RATING 

1. distance to training venues affects 

participation in PD sessions. 

3.32 MB 

2. poor access to transportation makes attending 

PD difficult. 

3.29 MB 

3. travel costs hinder teachers from participating 

in training programs. 

3.26 MB 

4. establishing training centers in remote areas 

can improve access to professional 

development. 

1.65 FB 

5. providing transportation support can enhance 

teacher participation in PD activities. 

1.35 PB 

WEIGHTED MEAN 2.57 MB 

Legend. 3.51 - 4.00 - Highly Barrier (HB); 2.51 - 3.50 - Moderately Barrier (MB); 1.51 - 2.50 - Fairly Barrier (FB); 

1.01 - 1.50 - Poorly Barrier (PB) 
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Transportation emerged as a moderate barrier to teachers’ participation in professional 

development, with a weighted mean of 2.57, making it one of the more persistent challenges faced by 

teachers in Sofronio Española. Distance to training venues and limited transportation options constrain 

regular attendance. Previous studies describe these constraints as both logistical and equity-related, as 

physical distance and inadequate transport systems increase time and financial costs, disproportionately 

affecting teachers in remote and low-income communities (Glover et al., 2016; Mpahla & Okeke, 2015; 

World Bank, 2021). 

 

As shown in Table 10, the highest mean score (M = 3.32) indicates that distance to training 

venues is the most significant transportation-related barrier. This finding suggests that extended travel time, 

increased expenses, and logistical complexity discourage consistent participation in professional 

development, particularly for teachers assigned to geographically isolated schools. Distance therefore 

functions as a recurring structural constraint rather than an occasional inconvenience. 

 

To reduce the impact of distance, professional development activities should be decentralized. 

Cluster-based training models, rotating host schools, and the use of barangay halls or community learning 

spaces can reduce travel demands. Institutionalizing mobile training teams and strengthening school-based 

Learning Action Cells (LACs) would further ensure that professional development reaches teachers 

directly, rather than requiring extensive travel. 

 

This finding is consistent with Aparicio and Marquez (2020), who reported that teachers located far 

from training centers demonstrate lower attendance due to added time and resource demands. Glover et al. 

(2016) likewise observed that centralized training disproportionately disadvantages teachers from distant 

barangays. Mpahla and Okeke (2015) further noted that in geographically dispersed districts, distance often 

determines participation, as travel interferes with classroom responsibilities and personal commitments. 

Eroğlu and Donmuş Kaya (2021) added that when travel demands outweigh perceived benefits, teachers 

are less likely to engage in professional development. Khotimah et al. (2024) also found that long travel 

distances reduce both attendance and engagement due to fatigue and time pressure. These findings 

collectively explain why distance remains a tangible barrier in rural contexts such as Sofronio Española. 

 

The second-highest mean score (M = 3.29) reflects limited transportation access as a moderate 

barrier. This indicates that unreliable, unsafe, or infrequent transportation options restrict teachers’ ability 

to attend training activities, even when venues are not especially distant. The result highlights that 

availability and reliability of transport are as influential as geographic distance in shaping participation. 

 

To address this concern, transportation planning should be integrated into professional development 

delivery. Divisions and Local Government Units (LGUs) may coordinate pooled transport services, 

scheduled shuttles, or transportation allowances for major training events. Advance planning of transport 

logistics can promote safety, punctuality, and equitable access for teachers from remote barangays. 

 

This finding aligns with Mpahla and Okeke (2015), who described poor transportation networks as 

a systemic disadvantage for rural teachers. Aparicio and Márquez (2020) similarly noted that transportation 
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scarcity amplifies geographic barriers, forcing reliance on costly private arrangements. Glover et al. (2016) 

emphasized that irregular public transport often prevents timely attendance. Diliberti et al. (2020) further 

observed that transportation constraints reduce participation, particularly when access varies by season or 

weather conditions. Atiya (2022) reinforced that transportation barriers are closely tied to rural 

infrastructure limitations and socio-economic inequities. 

 

The third-highest mean score (M = 3.26) indicates that travel-related costs constitute a significant 

barrier to professional development. Expenses for fuel, fares, meals, and incidental travel discourage 

participation, particularly when teachers must shoulder these costs personally. The mean score suggests 

that travel expenses consistently limit access to professional learning opportunities. 

 

Schools and divisions should therefore institutionalize financial support mechanisms, including 

transportation allowances, reimbursement schemes, or fuel subsidies. Cluster-based training delivery and 

hybrid or online formats may further reduce travel-related expenses. Allocating funds for transportation 

support should be a standard component of professional development planning to promote equitable 

participation. 

 

This finding is supported by Khotimah et al. (2024), who found that indirect costs often outweigh 

perceived benefits of attending professional development, especially in rural contexts. Mpahla and Okeke 

(2015) similarly identified transportation expenses as a primary deterrent, even when training fees are 

waived. Glover et al. (2016) noted that teachers living far from municipal centers bear disproportionate 

financial burdens. Sovacool et al. (2021) added that poor infrastructure increases fuel consumption and 

travel costs, while Al-Mahdi (2019) reported that insufficient subsidies discourage participation among 

teachers with limited financial capacity. Together, these studies confirm that travel costs remain a decisive 

financial constraint. 

 

In contrast, the lowest mean score (M = 1.35) indicates that limited transportation support is 

perceived as a fair barrier. This suggests that while transportation assistance is recognized as important, 

many teachers are still able to attend professional development through personal arrangements or school-

level support. The constraint reduces convenience but does not completely prevent participation. 

 

Expanding transportation-support initiatives—such as scheduled shuttles, ride-sharing programs, 

LGU-supported transport, or travel vouchers—can further ease this burden. Institutionalizing transportation 

support as a routine component of professional development may strengthen consistency and participation 

over time. 

 

This finding aligns with Mpahla and Okeke (2015), who emphasized that logistical support reduces 

geographic inequities but does not entirely determine participation. Khotimah et al. (2024) likewise found 

that partial assistance increases willingness to attend training, even when full support is unavailable. 

Aparicio and Márquez (2020) noted that predictable transport arrangements reduce stress and improve 

engagement. Glover et al. (2016) similarly observed that teachers adapt to travel challenges when support 

is limited, suggesting that the barrier is manageable. 
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The second-lowest mean score (M = 1.65) indicates that proximity to training venues is an 

important factor in reducing travel demands, though many teachers continue to attend professional 

development through school-based alternatives. This result suggests that proximity affects frequency and 

convenience rather than completely restricting access. 

 

Divisions and LGUs may enhance participation by establishing strategic cluster hubs using existing 

facilities such as central schools, district offices, or community learning centers. Rotating professional 

development activities across these hubs can reduce travel demands, encourage local participation, and 

strengthen community-based capacity-building. This interpretation is supported by Aparicio and Marquez 

(2020), who found that localized training centers increase accessibility, while Mpahla and Okeke (2015) 

noted that proximity improves engagement without eliminating participation in centralized programs. 

Glover et al. (2016) highlighted those decentralized venues, combined with school-based support 

mechanisms like LACs and peer mentoring, promote continuity of learning. Harris and De Bruin (2018), 

Khoza (2019), and Darling-Hammond et al. (2017) likewise emphasized that proximity enhances 

effectiveness, even though teachers may still attend distant training when necessary. 

 

Overall, transportation-related barriers in Sofronio Española are best characterized as moderate and 

manageable. While distance, access, and travel costs influence convenience and participation frequency, 

they do not fully prevent teachers from engaging in professional development. Addressing these barriers 

through decentralization, logistical planning, and targeted financial support can significantly improve 

access and sustain professional learning in rural contexts. 

Table 3.4. Barriers encountered by teachers related to teachers’ needs 

INDICATORS MEAN 
DESCRIPTIVE 

RATING 

1. aligning PD programs with real classroom 

challenges enhances their relevance and impact. 

1.33 PB 

2. training content is often too theoretical and 

lacks practical application. 

3.15 MB 

3. PD sessions focuses on daily teaching needs 

to address actual classroom challenges. 

1.67 FB 

4. teachers struggle to apply concepts learned in 

PD training. 

2.95 MB 

5. tailoring PD programs to specific subject 

needs can significantly enhance their 

effectiveness. 

1.73 FB 

WEIGHTED MEAN 2.16 FB 

Legend. 3.51 - 4.00 - Highly Barrier (HB); 2.51 - 3.50 - Moderately Barrier (MB); 1.51 - 2.50 - Fairly Barrier (FB); 

1.01 - 1.50 - Poorly Barrier (PB) 
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Barriers related to teachers’ needs yielded a weighted mean of 2.16, indicating a fair barrier. While 

this rating suggests that the constraint is not severe, teachers raised specific concerns regarding the 

relevance, applicability, and instructional value of professional development (PD) activities. 

 

As shown in Table 3.4, the highest mean score (M = 3.15) indicates that teachers perceive many 

PD programs as overly theoretical. This perception suggests that training activities are often disconnected 

from classroom realities, reducing their immediate usefulness and limiting sustained instructional 

application. The elevated mean reflects concern that lecture-heavy formats do not adequately support the 

translation of concepts into daily teaching practices. 

 

These findings point to the need for PD designs that emphasize application and practice. Training 

activities may be strengthened by incorporating microteaching, lesson study, classroom-based 

demonstrations, video reflection, and in-class coaching. Ensuring that each PD activity includes 

opportunities for enactment and feedback may increase the likelihood that learning translates into classroom 

practice. 

 

This result is consistent with Tzotzou et al. (2024) and Avalos (2011), who reported that theory-

focused professional development has limited impact when opportunities for practice are absent. Quilapio 

and Callo (2022), as well as Butangen and Azarias (2024), likewise found that teachers are more likely to 

engage with and apply learning when PD includes microteaching, lesson study, and coached 

implementation. Darling-Hammond et al. (2017) demonstrated that professional development combining 

demonstration, guided practice, and follow-up produces substantially higher classroom adoption than 

lecture-based approaches alone. These findings help explain why teachers in this study identified overly 

theoretical PD as a notable barrier. 

 

The next highest mean score (M = 2.95) reflects teachers’ difficulty in transferring professional 

learning into classroom practice. This result suggests that although teachers are exposed to new ideas during 

PD, they often encounter challenges when attempting to implement these strategies in actual teaching 

contexts. The mean highlights a persistent gap between learning acquisition and instructional application. 

Addressing this gap requires sustained post-training support. Structured coaching cycles, peer 

observation with shared criteria, and classroom-based inquiry projects may help teachers refine and adapt 

new strategies. Evaluating PD effectiveness based on observable changes in practice rather than attendance 

alone may further support implementation. 

 

This finding aligns with Tzotzou et al. (2024) and Xie et al. (2023), who emphasized that without 

follow-up support, teachers struggle to apply new instructional approaches. Quilapio and Callo (2022) 

underscored the role of coaching and peer feedback in increasing implementation fidelity. Opfer and Pedder 

(2011) further argued that teacher learning is socially situated, indicating that isolated training sessions are 

unlikely to result in lasting instructional change without collaborative and structural support. 
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The third-highest mean score (M = 1.73) indicates that subject-specific professional development 

is generally viewed as useful and accessible, though teachers still identify areas for improvement. This 

result suggests that discipline-focused training addresses instructional needs to some extent but may lack 

consistency or coherence across programs.  

 

Research by Mpahla and Okeke (2015) and DiBenedetto et al. (2018) supports this finding, showing 

that subject-specific PD strengthens content knowledge and supports appropriate pedagogical strategies. 

Darling-Hammond et al. (2017) further highlighted the effectiveness of PD models that integrate content 

knowledge with pedagogy. However, Avalos (2011) cautioned that fragmented or isolated subject-based 

workshops may weaken long-term professional learning coherence. This perspective explains why teachers 

perceive subject-specific PD as beneficial while still identifying room for improvement. 

 

In contrast, the lowest mean score (M = 1.33) suggests that misalignment between PD content and 

instructional needs is not perceived as a major barrier. Teachers generally view existing PD activities as 

relevant to their classroom contexts, indicating that some programs already respond to practical teaching 

concerns. 

 

This finding supports the importance of systematic needs assessment in PD planning. Studies by 

Avalos (2011), DiBenedetto et al. (2018), and Mpahla and Okeke (2015) showed that PD grounded in 

classroom needs increases relevance and transfer of learning, particularly in rural settings. Darling-

Hammond et al. (2017) likewise found that PD aligned with instructional challenges is more likely to result 

in sustained classroom implementation. The low mean score suggests that teachers recognize the value of 

aligned PD, even though such alignment may not be consistently applied across all programs. 

 

The next lowest mean score (M = 1.67) indicates that PD addressing day-to-day instructional 

concerns is perceived as only a fair barrier. Teachers appear to value short, focused training that targets 

immediate classroom needs, such as assessment strategies, classroom routines, and differentiated 

instruction. However, these opportunities may not occur with sufficient regularity or structure. 

 

Previous studies by Quilapio and Callo (2022) and Butangen and Azarias (2024) found that PD 

addressing specific classroom tasks leads to higher satisfaction and faster application. Mpahla and Okeke 

(2015) further emphasized that in rural contexts, targeted and time-efficient PD is more feasible and more 

likely to be attended. The present findings suggest that while some PD activities address daily instructional 

needs, there is a need for more consistent, structured, and task-focused learning opportunities. 

 

Overall, the results indicate that barriers related to teachers’ needs are primarily associated with the 

relevance and practicality of professional development. Teachers value PD that is applied, contextualized, 

and responsive to classroom realities. When professional learning emphasizes practice, follow-up support, 

and needs-based design, its perceived usefulness and impact on instruction are likely to increase. 
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Table 3.5. Barriers encountered by teachers related to internet access 

INDICATORS MEAN 
DESCRIPTIVE 

RATING 

1. stable internet connectivity can increase 

participation in online PD sessions. 

1.30 PB 

2. lack of digital devices limits engagement in 

virtual training. 

3.64 HB 

3. some online training sessions require high-

speed internet that is unavailable. 

3.72 HB 

4. faster internet access improves accessibility 

to online PD platforms. 

1.30 FB 

5. improved connectivity enhances interaction 

and engagement in virtual PD. 

1.23 FB 

WEIGHTED MEAN 2.24 FB 

Legend. 3.51 - 4.00 - Highly Barrier (HB); 2.51 - 3.50 - Moderately Barrier (MB); 1.51 - 2.50 - Fairly Barrier (FB); 

1.01 - 1.50 - Poorly Barrier (PB) 

Internet-related constraints registered a weighted mean of 2.24, indicating a fair barrier overall. 

While the aggregate rating suggests moderate impact, the individual indicators reveal persistent challenges, 

particularly for teachers’ participation in online professional development (PD). 

 

As shown in Table 3.5, the highest mean score (M = 3.64) indicates that limited access to digital 

devices is a major constraint. This finding suggests that insufficient availability of functional devices 

restricts teachers’ ability to participate effectively in online PD, particularly in attending live sessions, 

engaging with digital content, and completing required tasks. The high mean reflects a shared experience 

among teachers that inadequate hardware directly limits meaningful engagement in virtual learning 

environments. 

 

This result confirms that access to digital devices is not simply a logistical concern but a 

fundamental prerequisite for online professional learning. Many teachers rely on personal devices—often 

low-capacity smartphones—that are poorly suited for video conferencing and interactive platforms. At the 

school level, limited ICT resources and competing MOOE priorities further restrict access to appropriate 

hardware. Consequently, teachers view device availability as one of the most serious barriers to online PD 

participation. 

 

These findings are supported by Hébert et al. (2021), who reported that teachers without reliable 

digital devices face difficulties in accessing multimedia resources and participating in synchronous 

sessions. Ibda et al. (2023) likewise emphasized that limited access to hardware deepens digital inequities, 

particularly in rural and low-income contexts. Darling-Hammond et al. (2020) further argued that effective 

online PD requires devices capable of supporting videoconferencing and interactive learning tools. Opfer 

and Pedder (2011) similarly noted that access to digital tools is integral to teachers’ learning systems, as 

disruptions in device availability negatively affect engagement and opportunities for instructional transfer. 
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The second-highest mean score (M = 3.72) highlights bandwidth-intensive PD formats as a 

substantial barrier. This result indicates that online training requiring high data consumption limits 

participation due to unstable or insufficient internet connectivity, especially in rural and geographically 

isolated areas. Teachers often rely on mobile data connections or shared school Wi-Fi that cannot 

consistently support real-time video-based sessions. 

 

This finding aligns with Xie et al. (2023), who reported that teachers in low-bandwidth areas 

frequently experience session interruptions and reduced learning quality. Hébert et al. (2021) likewise found 

that synchronous online PD disproportionately disadvantages rural teachers. Ibda et al. (2023) further noted 

that many PD programs assume high-speed connectivity, unintentionally excluding teachers from resource-

constrained settings. Darling-Hammond et al. (2020) emphasized that PD designs that ignore infrastructure 

variability tend to reduce participation and engagement. Together, these studies explain why bandwidth-

heavy formats remain a prominent barrier. 

 

In contrast, the lowest mean score (M = 1.23) indicates that limited digital interactivity is perceived 

as a fair barrier. Teachers recognize that stronger connectivity enhances engagement but do not view 

reduced interactivity as a major obstacle. This suggests that many teachers do not rely heavily on real-time 

interactive formats and are accustomed to alternative modes of learning. 

 

This interpretation is supported by Opfer and Pedder (2011), who argued that teacher learning can 

occur effectively through self-paced and reflective approaches. Ibda et al. (2023) similarly observed that 

teachers in developing contexts often engage in asynchronous PD due to infrastructural constraints. While 

Hébert et al. (2021) and Xie et al. (2023) noted that interactive formats can deepen learning, they also 

acknowledged that asynchronous models remain viable when connectivity is limited. These findings 

suggest that teachers’ adaptation to low-interactivity formats reduces the perceived severity of this barrier. 

 

The second-lowest mean score (M = 1.30) indicates that unstable internet connectivity, while 

recognized as important, is not perceived as a major constraint. This pattern suggests that teachers have 

developed coping strategies—such as accessing school-based internet, downloading materials during stable 

periods, or completing tasks asynchronously—that reduce the immediate impact of inconsistent 

connectivity. 

 

Prior research supports this interpretation. Hébert et al. (2021) emphasized that stable connectivity 

facilitates smoother participation in synchronous learning, while Oker (2019) noted that connectivity 

stability affects access to digital resources and task completion. However, studies also show that teachers 

often adapt by relying on school ICT hubs, shared connections, or low-bandwidth platforms (Ibda et al., 

2023; Xie et al., 2023). These adaptive practices likely explain why connectivity instability is perceived as 

manageable rather than prohibitive in Sofronio Española. 

 

Similarly, teachers acknowledged that faster internet improves PD access, yet the low mean score 

(M = 1.30) indicates it is not viewed as a significant barrier. This suggests that current PD formats do not 

heavily depend on high-speed connectivity. Teachers appear accustomed to slow connections and employ 
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Demographic 

Variable 

strategies such as advance downloading, off-peak access, or school-based connectivity to meet PD 

requirements. 

 

This finding aligns with Oker (2019), who found that teachers can participate effectively in 

asynchronous PD using low-speed internet when content is lightweight and accessible. Ibda et al. (2023) 

likewise reported that teachers in rural settings adapt to bandwidth limitations through flexible access 

strategies. Hébert et al. (2021) further noted that when PD is text-based or asynchronous, internet speed has 

limited influence on learning outcomes. These findings explain why limited internet speed is viewed as a 

manageable constraint affecting convenience rather than access. 

 

Overall, the results indicate that internet-related barriers reflect broader structural inequalities in 

ICT infrastructure, particularly in rural school settings. This pattern aligns with national and local evidence 

highlighting uneven digital access in Philippine schools (Hébert et al., 2021; Peñaflor & Illescas, 2023). 

Teachers in Sofronio Española, like those in other remote districts, continue to face challenges related to 

device availability and bandwidth limitations. Strengthening school-based ICT infrastructure, expanding 

access to shared connectivity hubs, and providing offline or low-bandwidth PD options may help address 

these constraints and support more equitable access to professional learning. 

Table 4. Relationship between teachers’ demographic profile and their level of awareness of 

professional development programs 

 

 Career Progression 

Programs 
Special Programs In-Service Training 

(INSET) 

 r12 Sig (2-tailed) r12 Sig (2-tailed) r12 Sig (2-tailed) 

Age -0.400 0.600 1.000** 0.000 0.400 0.600 

Highest 

Educational 

Attainment -0.400 0.600 1.000** 0.000 0.400 0.600 

Years Of 

Teaching -1.000** 0.000 1.000** 0.000 

 

-0.500 
 

0.667 

**. Correlation is significant at the 0.01 level (2-tailed). 

 

 The results presented in Table 4 examine the relationship between teachers’ demographic 

characteristics—age, highest educational attainment, and years of teaching experience—and their level of 

awareness of three types of professional development (PD): career progression programs, special programs, 

and in-service training (INSET). The findings reveal which demographic variables are associated with 

differences in awareness and which forms of professional development are communicated uniformly across 

the teaching population. 

 

A weak, negative, and non-significant correlation was found between age and awareness of career 

progression programs (r = –0.400, p = 0.600). This result indicates that teachers’ age does not meaningfully 
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influence their awareness of promotion systems, ranking guidelines, or competency requirements. Both 

younger and older teachers appear to receive comparable information regarding career advancement. The 

absence of a significant relationship suggests that career progression information is disseminated through 

standardized and formal communication channels that reach teachers regardless of age, such as official 

memoranda, orientations, and institutional briefings. As a result, age-specific interventions to improve 

awareness of career progression programs do not appear necessary. 

 

This finding contrasts with Santos-Pallasigui (2019) and Booth et al. (2021), who reported age-

related differences in engagement with career-oriented professional development. However, it aligns with 

Juma (2024), who noted that when information dissemination is institutionalized, age-related disparities in 

awareness tend to diminish. 

 

In contrast, a perfect, positive, and significant relationship was observed between age and 

awareness of special professional development programs (r = 1.000, p = 0.000). This result indicates that 

awareness of scholarships, specialized training, and externally funded programs increases with age. Older 

teachers are likely to have greater exposure to such opportunities due to longer professional experience, 

repeated participation in development activities, and broader professional networks. Younger teachers, 

meanwhile, may prioritize instructional adjustment and classroom management, limiting their engagement 

with information related to specialized programs. This pattern highlights the need for structured orientation 

and mentoring systems to ensure that younger teachers are equally informed about available special 

professional development opportunities. 

 

This finding is consistent with Nasution et al. (2024), Galeng (2024), and Osei-Owusu (2022), who 

emphasized that professional maturity and extended service increase teachers’ access to and awareness of 

specialized learning opportunities. 

 

With respect to INSET, the relationship between age and awareness was positive but not 

statistically significant (r = 0.400, p = 0.600). This suggests that age does not meaningfully differentiate 

teachers’ awareness of school-based in-service training. Since INSET activities are scheduled regularly, 

formally announced, and conducted at the school level, teachers across all age groups receive similar 

exposure. Awareness of INSET therefore appears to be uniformly distributed, reinforcing its 

institutionalized and mandatory nature. 

 

This result supports findings by Quilapio and Callo (2022), and Vaillant (2016), who described 

INSET as a standardized form of professional development implemented across entire school faculties. 

The analysis further shows a weak, negative, and non-significant relationship between educational 

attainment and awareness of career progression programs (r = –0.400, p = 0.600). This indicates that 

teachers’ academic qualifications do not significantly influence their understanding of promotion pathways 

or competency standards. Career-related information appears to be communicated uniformly, regardless of 

whether teachers hold bachelor’s or graduate degrees. These findings suggest that strengthening 

communication strategies may be more effective than relying on academic qualifications to improve 

awareness of career advancement opportunities. 
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While this result contrasts with Galeng (2024) and Osei-Owusu (2022), who associated higher 

academic attainment with greater PD awareness, it aligns with Booth et al. (2021) and Cárdenas (2016), 

who emphasized the role of institutional support in shaping teacher awareness. 

 

In contrast, a perfect, positive, and significant relationship was found between educational 

attainment and awareness of special PD programs (r = 1.000, p = 0.000). Teachers with higher academic 

qualifications demonstrated greater awareness of specialized learning opportunities. This relationship may 

be attributed to increased engagement in academic networks, research activities, and professional 

communities, which often serve as channels for information about advanced or specialized programs. 

Teachers with lower academic attainment may have more limited access to these networks, underscoring 

the importance of inclusive dissemination strategies. 

 

This finding is supported by Garba (2024), Germanos and Longarezi (2019), and Kumar (2023), 

who noted that academic exposure enhances teachers’ capacity to identify and pursue specialized 

professional development opportunities. 

The relationship between educational attainment and awareness of INSET was positive but non-

significant (r = 0.400, p = 0.600), indicating that academic qualifications do not meaningfully influence 

awareness of in-service training. As INSET is institutionally delivered and mandatory, information about 

these activities reaches teachers uniformly, regardless of educational background. 

 

Similarly, years of teaching experience showed a perfect, negative, and significant correlation with 

awareness of career progression programs (r = –1.000, p = 0.000). This result indicates that less experienced 

teachers reported higher awareness of promotion pathways compared to more experienced teachers. Early-

career teachers are often more actively engaged in orientation activities and promotion briefings, while 

veteran teachers may rely on prior knowledge or perceive fewer advancement opportunities. This finding 

highlights the need for sustained communication efforts to keep experienced teachers informed about 

updated promotion policies and competency standards. 

 

This result aligns with Channa et al. (2024) and Juma (2024), who emphasized that ongoing 

communication is necessary to maintain awareness across all career stages. 

 

Conversely, years of teaching experience showed a perfect, positive, and significant relationship 

with awareness of special professional development programs (r = 1.000, p = 0.000). Teachers with longer 

service demonstrated greater familiarity with specialized opportunities, likely due to cumulative exposure, 

repeated participation, and expanded professional networks. These findings suggest that early-career 

teachers may require additional support to access information about specialized programs. 

 

Finally, the relationship between years of teaching experience and awareness of INSET was weak 

and non-significant (r = –0.500, p = 0.667). This indicates that awareness of INSET does not depend on 

length of service. Since INSET is mandatory and school-wide, teachers receive the same information 

regardless of experience level. 
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Transportation  

Barrier 

 

Overall, the results indicate distinct patterns across professional development types. Awareness of 

INSET is consistently distributed across all demographic groups due to its institutionalized and mandatory 

implementation. In contrast, awareness of special professional development programs is strongly 

influenced by age, educational attainment, and teaching experience, reflecting the role of professional 

networks and academic exposure. Awareness of career progression programs is primarily shaped by 

teaching experience rather than age or educational attainment, suggesting that institutional familiarity plays 

a key role in understanding promotion pathways. 

 

Table 5. Relationship between teachers’ level of awareness and barriers to professional development 

 

Awareness 

Indicator 

Workload 

Barrier 

Funding 

Barrier  
Teachers 

Needs Barrier 

Internet Access 

Barrier 

Career Progression 

Programs 
-0.600 0.285 -0.700 0.188 0.500 0.391 -0.600 0.285 0.667 0.219 

Special Programs 0.100 0.873 0.200 0.747 0.600 0.285 0.100 0.873 0.051 0.935 

In-Service 

Training (INSET)  -0.200 0.747 0.100 0.873 0.500 0.391 -0.200 0.747 0.821 0.089 

**. Correlation is significant at the 0.01 level (2-tailed). 

 

Table 5 shows that awareness of professional development (PD) programs does not consistently 

correspond with reduced barriers to participation. Across most indicators, correlations between awareness 

and barriers were weak or statistically non-significant, indicating that being informed about PD 

opportunities does not automatically lessen logistical, financial, or contextual constraints. 

Awareness of career progression programs demonstrated weak negative correlations with workload 

(r = –0.600) and transportation (r = –0.700), suggesting that even teachers who are knowledgeable about 

promotion systems continue to experience time and mobility challenges. Similarly, the relationships 

between awareness of special programs and funding (r = 0.200) and between awareness of INSET and 

internet access (r = 0.821) were not statistically significant (p > .05), reinforcing the conclusion that 

awareness alone does not remove participation barriers. 

 

The moderate negative correlation between awareness of career progression programs and 

workload (r = –0.600, p = 0.285) suggests a tendency for more informed teachers to perceive slightly fewer 

workload constraints. However, the lack of statistical significance indicates that workload pressures persist 

regardless of awareness. While informed teachers may be more intentional in planning time for career-

related PD, structural workload demands—particularly in rural schools—remain largely unchanged. 

 

This pattern is consistent with Avalos (2011), who found that understanding career pathways can 

support better time management, and with Darling-Hammond et al. (2017), who noted that clarity in 

professional pathways increases engagement. However, Opfer and Pedder (2011) emphasized that systemic 
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workload pressures often operate independently of teacher awareness. Rizka et al. (2024) further 

highlighted that multigrade teaching, administrative responsibilities, and staffing limitations in rural 

contexts continue to shape PD participation regardless of individual motivation. 

 

A similar pattern appears in the relationship between awareness of career progression programs and 

funding barriers (r = –0.700, p = 0.188). While greater awareness may help some teachers identify available 

subsidies or stipends, the non-significant result suggests that financial constraints remain a common 

challenge. Funding limitations appear to be shaped more by institutional budgeting and policy than by 

individual awareness. 

Khotimah et al. (2024) and Garba (2024) observed that teachers pursuing advancement often 

become more familiar with financial supports, yet Glover et al. (2016) and Ennes et al. (2021) emphasized 

that funding disparities are structural and affect teachers regardless of awareness. These findings suggest 

that awareness may provide marginal advantages in navigating resources but does not overcome systemic 

financial limitations. 

 

In contrast, a positive but non-significant correlation (r = 0.500, p = 0.391) indicates that teachers 

with higher awareness of career progression programs tend to report greater transportation barriers. This 

may reflect heightened recognition of travel requirements once teachers seriously consider participation. 

However, the lack of statistical significance suggests that this pattern should be interpreted cautiously. 

 

Studies by Mpahla and Okeke (2015) and Aparicio and Márquez (2020) similarly reported that 

teachers who actively pursue PD become more aware of logistical constraints, particularly in rural areas 

where training is centralized. Avalos (2011) cautioned that travel-dependent PD disproportionately affects 

rural teachers, regardless of motivation. 

 

A weak negative association between awareness of career progression programs and perceived 

misalignment of PD with teachers’ needs (r = –0.600, p = 0.285) suggests that informed teachers may view 

PD as slightly more relevant. However, this relationship was not statistically significant, indicating that 

alignment concerns persist even among knowledgeable teachers. 

 

Avalos (2011) and Quilapio and Callo (2022) noted that PD linked to competency standards can 

increase perceived relevance, while Mpahla and Okeke (2015) and Tzotzou et al. (2024) emphasized that 

relevance is often undermined when PD remains theoretical. These findings suggest that awareness may 

improve perceptions marginally but does not guarantee practical alignment. 

 

A positive but non-significant correlation between internet access and awareness of career 

progression programs (r = 0.667, p = 0.219) indicates that connectivity may support access to information, 

though it does not strongly determine awareness. Teachers with better connectivity may receive updates 

more easily, but reliance on digital dissemination alone risks excluding those in low-connectivity areas. 

Mixed communication strategies therefore remain essential. 
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Table 5 also shows near-zero correlations between workload and awareness of special programs (r 

= 0.100, p = 0.873), suggesting that awareness of special PD opportunities is largely independent of daily 

workload demands. This may be because special programs are often communicated through professional 

networks rather than internal school routines. 

 

Nasution et al. (2024) and Galeng (2024) similarly emphasized that awareness of specialized PD is 

shaped more by professional exposure than by workload conditions. 

 

A weak positive relationship between awareness of special programs and funding barriers (r = 

0.200, p = 0.747) suggests that increased awareness may heighten recognition of associated costs. Teachers 

who are informed about special programs may also become more aware of registration fees, travel expenses, 

or documentation requirements. However, the relationship remains non-significant, indicating variability 

across program types. 

 

Likewise, awareness of special programs showed a moderate but non-significant association with 

transportation barriers (r = 0.600, p = 0.285), suggesting that logistical demands become more visible once 

teachers consider participation. Prior studies (Mpahla & Okeke, 2015; Aparicio & Márquez, 2020) similarly 

noted that specialized programs often require travel, particularly for rural teachers. 

 

Awareness of special programs was also unrelated to perceptions of PD relevance (r = 0.100, p = 

0.873) and internet access (r = 0.051, p = 0.935), indicating that awareness is not strongly shaped by these 

factors. This supports arguments by Cárdenas (2016) and Osei-Owusu (2022) that professional networks, 

rather than connectivity, are the primary drivers of awareness. 

 

For INSET, awareness showed weak or near-zero correlations with workload (r = –0.200, p = 

0.747), funding (r = 0.100, p = 0.873), and alignment with teachers’ needs (r = –0.200, p = 0.747). These 

findings reflect the institutionalized nature of INSET, which is school-based, scheduled, and communicated 

uniformly. As such, awareness is largely independent of personal constraints. 

 

However, a moderate positive correlation between INSET awareness and transportation barriers (r 

= 0.500, p = 0.391) suggests that teachers who engage more actively with INSET may encounter travel 

demands related to cluster-based or division-level activities. Similarly, a strong but non-significant 

correlation between internet access and INSET awareness (r = 0.821, p = 0.089) indicates a potentially 

meaningful pattern that warrants further investigation with a larger sample. 

 

Overall, the findings demonstrate that awareness alone is insufficient to remove participation 

barriers. When PD is institutionalized and predictable, as in the case of INSET, awareness is widespread 

and less sensitive to individual constraints. In contrast, awareness of externally provided or career-oriented 

PD interacts with funding, transportation, and connectivity, yet these barriers persist even among informed 

teachers. 

 



International Journal 
of Education, Research, and Innovation Perspectives 

Volume 2 Issue 3 (March 2026) 

 

 
 

 
704 

ISSN: 3116-3475 

Most correlations in Table 5 are not statistically significant (p > .05), underscoring the importance 

of interpreting effect sizes alongside sample size. Moderate to large correlation coefficients in small 

samples may indicate emerging patterns that require replication rather than definitive conclusions. 

 

Taken together, the results highlight the need for a contextualized approach to professional 

development in rural settings. Improving infrastructure, ensuring transparent funding support, 

decentralizing delivery, and strengthening communication strategies are essential for translating awareness 

into meaningful participation. These findings directly inform the proposed Professional Development Plan, 

which prioritizes barrier reduction, flexible delivery, and locally responsive training for teachers in Sofronio 

Española and similar rural districts. 

 

OUTPUT   

Proposed Professional Development Plan for Elementary Teachers in Sofronio Española 

SY 2025-2026 

Rationale 

Professional development (PD) plays a critical role in strengthening teacher competence and 

improving instructional quality. In geographically isolated and resource-constrained districts such as 

Sofronio Española, assessment results indicate that teachers demonstrate only moderate awareness of 

professional development programs aligned with the National Educators Academy of the Philippines 

(NEAP) and the Philippine Professional Standards for Teachers (PPST). Moreover, gaps persist in the 

relevance, accessibility, and contextual responsiveness of available PD opportunities. 

 

Teachers identified several constraints that limit participation, including heavy workload demands, 

transportation difficulties, limited digital access, and professional development activities that do not 

adequately reflect classroom realities. These barriers restrict meaningful engagement in professional 

learning and weaken the implementation of PPST and the Department of Education’s Schools Governance 

Framework. 

 

This Professional Development Plan (PDP) presents a structured and needs-responsive approach to 

enhancing teacher competencies while addressing systemic participation barriers. It proposes localized and 

context-sensitive strategies such as cluster-based in-service training (INSET), digital access support, 

mentoring systems, and strengthened administrative and logistical mechanisms. Anchored on empirical 

findings and teacher-identified needs, the PDP aims to improve instructional practice, promote equitable 

access to professional learning, and support sustained capacity development across the district. 

 

Target Objectives 

 

1. Increase teacher awareness of NEAP- and PPST-aligned professional development programs to at 

least 75% by the end of the second quarter of SY 2025–2026. 
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2. Ensure that at least 75% of teachers rate PD programs as highly relevant to their instructional and 

contextual needs by the end of the fourth quarter of SY 2025–2026. 

3. Reduce workload-related barriers to PD participation by 20% and increase PD completion rates 

to 75% by the end of the second quarter of SY 2025–2026. 

4. Increase PD attendance to 90% and reduce transportation-related barriers by 30% through 

quarterly cluster-based sessions and coordinated logistical support during SY 2025–2026. 

5. Improve digital access by ensuring that at least 70% of teachers utilize school-based learning hubs 

and by increasing participation in digital PD activities by 50% by the third quarter of SY 2025–

2026. 

6. Strengthen teachers’ ICT and instructional competencies by improving ICT proficiency 

by 60% and increasing performance in PPST Domains 2 and 4 by 20% by the end of the fourth 

quarter of SY 2025–2026. 

7. Enhance classroom application of learning by establishing at least 25 mentoring pairs and ensuring 

that 70% of mentees demonstrate improved instructional practices by the end of the second quarter 

of SY 2025–2026. 

8. Institutionalize sustainability by integrating 100% of required PD provisions into the School 

Improvement Plan (SIP) and Annual Implementation Plan (AIP) and producing annual PD 

monitoring and evaluation reports 

Description 

The proposed PDP directly responds to assessment findings on teachers’ professional development 

experiences in Sofronio Española. Moderate awareness of NEAP- and PPST-aligned programs underscores 

the need for improved information dissemination. To address this, the plan includes district-wide 

orientations, regular Learning Action Cell (LAC) updates, and the distribution of PD catalogues that clearly 

outline available programs and their alignment with national competency standards. 

 

Concerns regarding PD relevance point to the need for contextualization. Teachers reported that 

many PD activities do not adequately address multigrade teaching conditions, limited instructional 

resources, and diverse learner profiles. The PDP introduces localized interventions such as community-

based modules, differentiated instruction strategies, and contextualized learning material development to 

ensure applicability to real classroom settings. 

 

Workload-related barriers remain a major deterrent to PD participation. The PDP schedules 

activities during non-peak periods and encourages school heads to streamline administrative requirements 

during PD implementation. To address transportation challenges in remote barangays, the plan adopts 

cluster-based INSET delivery, LGU-supported travel allowances, and school-organized shuttle 

arrangements. 

 

Digital access limitations are addressed through the establishment of school-based learning hubs, 

provision of offline PD modules, and development of low-bandwidth training materials. These measures 

aim to ensure equitable participation in digital professional learning regardless of connectivity constraints. 
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Teacher self-assessments also revealed gaps in ICT and administrative competencies. The PDP 

includes targeted ICT training, workshops on documentation and instructional resource development, and 

coaching aligned with PPST indicators. Peer mentoring and structured feedback mechanisms are 

incorporated to support classroom application and continuous instructional improvement. 

 

To ensure sustainability, all PD initiatives will be embedded in the SIP and AIP. Alignment with 

Maintenance and Other Operating Expenses (MOOE) allocations, alongside partnerships with local 

government units and external institutions, will support long-term implementation beyond the initial plan 

period. 

 

Summary 

 

This Professional Development Plan adopts an evidence-based and context-sensitive approach to 

supporting elementary teachers in Sofronio Española. It outlines strategic interventions to improve teacher 

awareness, relevance, and access to professional development, particularly in relation to workload, 

transportation, and digital limitations. Mentoring systems, ICT capacity-building, and administrative 

support are aligned with PPST and NEAP frameworks. Through systematic monitoring and integration into 

school planning processes, the PDP promotes sustainability and continuous improvement. Ultimately, the 

plan seeks to strengthen teacher competence, enhance instructional quality, and improve learner outcomes 

across the district. 

 

Proposed professional development plan for elementary teachers in Sofronio Española 

 

Key 

Findings 

PD 

Objectives 

Strategies / 

Interventions 

Major 

Activities 

Responsible 

Persons / 

Offices 

Time 

Frame 

Means of 

Verification 

Success 

Indicators/ 

Expected 

Outputs 

Teachers 

have 

moderate 

awareness of 

NEAP-

aligned PD 

programs. 

By the end of 

the school 

year, at least 

75% of 

teachers will 

demonstrate 

an increased 

level of 

awareness of 

PD programs 

aligned with 

the PPST and 

the NEAP. 

Conduct 

district-wide 

PD orientation 

and 

information 

dissemination. 

Orientation on 

NEAP & 

PPST; 

Distribution of 

PD catalogues; 

PD updates 

during LAC 

sessions. 

 

District 

Supervisor, 

NEAP 

Coordinator, 

School Heads 

1st–

4th 

Quarte

r SY 

2025–

2026 

Attendance 

sheets, 

evaluation 

forms, LAC 

documentatio

n. 

75% of 

teachers 

report 

increased 

awareness; 

100% of 

schools 

conduct 

orientation. 

Teachers 

perceive 

gaps in 

relevance 

and 

Within six 

months, at 

least 75% of 

teachers will 

perceive PD 

Implement 

needs-based, 

localized PD. 

Conduct needs 

assessment; 

develop 

modules on 

multigrade 

NEAP 

Coordinator, 

Master 

Teachers, 

School Heads 

1st–

3rd 

Quarte

r 

Needs 

assessment 

report, post-

evaluation 

75% of 

teachers 

rate PD as 

highly 

relevant; at 
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alignment of 

PD to 

classroom 

needs. 

activities as 

relevant and 

aligned with 

classroom 

needs. 

teaching, 

contextualized 

materials, 

differentiated 

instruction. 

 

surveys 

developed. 

least 3 

localized 

modules 

developed. 

Teachers 

experience 

workload-

related 

barriers that 

limit PD 

participation. 

Within one 

school year, 

PD 

participation 

rates will 

increase by 

at least 20% 

through the 

implementati

on of 

workload-

sensitive 

scheduling. 

 

 

Integrate PD 

within school 

calendar; 

minimize 

admin load. 

Schedule PD 

in non-peak 

months; 

reduce 

paperwork 

during PD 

week. 

School Heads, 

District 

Supervisor 

1st–4th 

Quarte

r SY 

2025–

2026 

Attendance 

reports, 

survey 

comparison 

results 

75% PD 

completion 

rate; 20% 

decrease in 

workload 

barrier 

reports. 

Teachers 

face 

transportatio

n difficulties 

in attending 

district-wide 

PD. 

 

 

 

 

Within one 

school year, 

participation 

in district-

wide PD 

activities will 

increase by 

at least 20% 

through the 

provision of 

accessible or 

alternative 

delivery 

options. 

Conduct 

cluster-based 

PD; provide 

transport 

support. 

Host cluster-

based sessions; 

provide travel 

allowance or 

shuttle. 

School Heads, 

District Office, 

LGU 

1st–

4th 

Quarte

r SY 

2025–

2026 

Cluster 

attendance 

sheets, 

liquidation 

reports 

90% 

teacher 

attendance; 

30% 

reduction in 

transport 

issues. 

 

 

 

 

 

 

 

 

 

 

 

 

 

Teachers 

have limited 

internet/digit

al access. 

Within one 

school year, 

at least 70% 

of teachers 

will 

participate in 

PD using 

Establish 

digital hubs; 

use offline PD 

modules. 

Set up school 

learning hubs; 

provide low-

bandwidth and 

offline 

materials. 

ICT 

Coordinator, 

DepEd ICTS, 

LGU 

1st–

4th 

Quarte

r SY 

2025–

2026 

Usage logs, 

ICT 

monitoring 

sheets 

70% 

teacher hub 

usage; 50% 

increase in 

digital PD 

participatio

n 
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offline or 

low-

bandwidth 

modalities. 

 

 

Teachers 

need support 

in 

administrativ

e and 21st-

century 

skills. 

 

 

 

 

 

 

Within one 

school year, 

at least 60% 

of teachers 

will 

demonstrate 

improved 

competence 

in ICT, 

administrativ

e 

documentatio

n, and 21st-

century 

teaching 

strategies. 

Conduct ICT 

and admin 

skills training. 

Workshops on 

ICT; 

documentation 

training; 

sessions on 

21st-century 

pedagogy. 

School Heads, 

Master 

Teachers, 

NEAP 

Trainers 

1st–

4th 

Quarte

r SY 

2025–

2026 

Skills 

assessment, 

PPST reports 

60% 

improveme

nt in ICT 

skills; 20% 

improveme

nt in PPST 

Domain 2 

& 4. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Teachers 

require more 

practical, 

hands-on PD. 

Within one 

school year, 

at least 70% 

of teachers 

will apply 

hands-on PD 

strategies in 

classroom 

practice. 

 

Implement 

mentoring and 

peer-coaching 

programs. 

Establish 

mentoring 

pairs; conduct 

observations 

with feedback; 

monthly LAC. 

Master 

Teachers, 

School Heads 

1st–

4th 

Quarte

r SY 

2025–

2026 

Coaching 

logs, LAC 

documentatio

n, 

observation 

reports 

10 

mentoring 

pairs; 70% 

improve in 

classroom 

practice. 

Teachers 

need 

sustained PD 

funding and 

support. 

 

 

 

 

By the end of 

the 

implementati

on period, 

PD funding 

will increase 

by at least 

80%, 

supporting a 

minimum of 

Mobilize 

MOOE, 

partnerships, 

and external 

linkages. 

Prioritize PD 

in SIP/AIP; 

coordinate 

with NGOs 

and LGUs. 

School Heads, 

Division 

Office, LGU 

1st–

4th 

Quarte

r SY 

2025–

2026 

SIP/AIP 

documents, 

financial 

reports 

Approved 

PD  

budget; 

80% 

SIP/AIP 

with PD 

funds. 
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CONCLUSIONS 

 

Based on the findings discussed in Chapter III, the following conclusions are drawn: 

 

1. Elementary teachers in Sofronio Española differ in terms of age, highest educational attainment, 

and years of teaching experience in rural schools, reflecting a diverse teaching population with 

varied professional backgrounds. 

2. Teachers in the district demonstrate general awareness of professional development opportunities, 

including career progression programs, special programs, and in-service training (INSET). 

However, the level of awareness differs across program types. 

3. Teachers encounter multiple barriers that limit participation in professional development 

activities. These barriers include workload demands, financial constraints, transportation 

difficulties, personal learning needs, and limited internet access. 

4. Awareness of professional development opportunities alone does not reduce participation 

barriers. The absence of significant relationships between awareness and most identified barriers 

indicates that information dissemination, without corresponding logistical, technological, and 

financial support, is insufficient to promote meaningful engagement. 

5. Effective professional development for rural teachers requires a localized and context-responsive 

framework. Addressing documented barriers through relevant content, adequate resources, 

systematic monitoring, and sustained institutional support is essential for successful 

implementation. 

 

 

three 

sustained PD 

activities. 

 

PD programs 

require 

sustainability

. 

By the end of 

the 

implementati

on period, at 

least 75% of 

PD programs 

will be 

guided by an 

approved 

sustainability 

plan. 

Embed PD in 

SIP, AIP, and 

annual school 

operations. 

Annual PD 

planning; 

include PD in 

school 

performance 

reviews. 

Division 

Office, District 

Supervisor, 

School Heads 

1st–

4th 

Quarte

r SY 

2025–

2026 

SIP/AIP 

documents, 

M&E reports 

PD plan 

appears in 

all 

SIP/AIP; 

yearly 

M&E 

report 

completed. 
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RECOMMENDATIONS 

 

Based on the study’s conclusions, the following recommendations are proposed for key 

stakeholders. These recommendations emphasize practical, context-appropriate strategies suited to rural 

school settings. 

 

1. For the Department of Education (DepEd) 

1.1. Design professional development programs tailored to rural teaching contexts, including training 

on multigrade instruction, differentiated teaching in resource-limited classrooms, low-bandwidth 

or offline blended learning strategies, and contextualized instructional material development. 

1.2. Strengthen infrastructure and logistical support for professional development in rural areas by 

allocating funds for improved internet connectivity, establishing low-cost digital learning hubs, 

and partnering with service providers to offer subsidized data or connectivity solutions for 

remote communities. 

1.3. Enhance monitoring and evaluation mechanisms to ensure that professional development 

programs remain relevant, responsive, and aligned with the instructional realities of rural 

schools. 

 

2. For School Administrators 

2.1 Schedule professional development activities strategically by conducting sessions during non-

peak periods in the academic calendar and reducing administrative workload during PD 

implementation. 

2.2 Organize cluster-based INSET sessions within or near school communities to minimize 

transportation challenges and improve teacher participation. 

2.3 Strengthen peer mentoring and collegial support systems by encouraging experienced teachers to 

guide and assist less experienced colleagues in instructional improvement and professional 

development planning. 

2.4. Allocate a portion of Maintenance and Other Operating Expenses (MOOE) to support teacher 

training, learning materials, and logistical needs related to professional development. 

 

3. For Teachers 

3.1 Actively engage in professional development programs that address contextual classroom 

challenges and enhance instructional competence, particularly in multigrade teaching, classroom 

management, and localized pedagogy. 

3.2 Establish professional learning networks within and across schools to promote collaboration, 

shared problem-solving, and mutual support in professional growth. 

3.3 Pursue continuing academic and professional learning opportunities, such as graduate studies, 

micro-credential programs, and specialized training, to broaden skills and strengthen professional 

awareness. 
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4. For Policymakers 

4.1 Formulate and support policies that address rural constraints in professional development by 

prioritizing budget allocations for infrastructure improvement, digital resource access, and teacher 

support systems. 

4.2 Integrate teacher professional development initiatives into broader rural development plans to 

promote sustained collaboration between local government units and the Department of 

Education. 

 

5. For Future Researchers 

5.1 Employ qualitative or mixed-method research designs to capture deeper insights into teachers’ 

experiences, perceptions, and contextual challenges through interviews, focus group discussions, 

or classroom observations. 

5.2 Conduct longitudinal studies to examine the long-term effects of professional development 

programs on teaching practices, learner outcomes, and teacher retention. 

5.3 Improve data quality by ensuring respondent readiness prior to survey administration. Clear 

orientation on key concepts, questionnaire structure, and response procedures should be provided 

to minimize response errors and enhance validity. 

5.4 Undertake comparative studies involving other rural districts within Palawan or similar regions to 

identify best practices and inform broader policy development for rural teacher professional 

development. 

Addressing the professional development needs of elementary teachers in Sofronio Española 

requires more than information dissemination. It demands concrete logistical support, contextualized 

training, and sustained institutional commitment. By prioritizing multigrade instruction training, low-

bandwidth and blended learning approaches, cluster-based INSET, mentoring systems, and practical ICT 

support, and by strengthening research rigor in future studies, DepEd, school leaders, policymakers, and 

researchers can collaboratively enhance teacher capacity, improve instructional quality, and promote 

more equitable learning opportunities for rural learners. 
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