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[bookmark: abstract][bookmark: _GoBack]Abstract
Continuous Professional Development (CPD) is essential for improving teaching effectiveness in sub-Saharan Africa, yet teacher engagement often remains superficial, driven more by compliance than meaningful involvement. This study examines the personal factors influencing primary school teachers’ engagement in CPD in Rwanda, focusing on intrinsic motivation, perceived value, contextual relevance, and socio-economic constraints. Employing a convergent parallel research design, data were collected from 200 primary school teachers across Rwanda’s 4 districts through structured questionnaires, semi-structured interviews with 34 key informants and focus groups discussion. Quantitative results revealed that teachers were significantly more likely to engage in CPD when it aligned with professional goals (M=4.56, SD=0.63), offered subject-specific relevance, and encouraged peer collaboration (M=4.42, SD=0.74). However, time constraints (67.08%) and financial burdens (62.26%) emerged as major deterrents, particularly in rural settings. Qualitative findings revealed that teachers perceived CPD as most valuable when it directly impacted classroom practice, especially in STEM and multilingual teaching contexts. Rural teachers cited logistical and financial challenges, while urban teachers emphasized disengagement from overly theoretical content. The study proposes a Value-Centered Engagement Framework grounded in Self-Determination Theory, emphasizing contextual relevance, teacher agency, and meaningful application. Findings suggest that CPD systems focused primarily on attendance and compliance may fail to produce substantive professional growth, calling for a paradigm shift toward autonomy-supportive, contextually grounded professional learning.
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[bookmark: introduction]1. INTRODUCTION
Continuous Professional Development (CPD) has become central to education reform agendas across sub-Saharan Africa, where teacher quality remains a critical determinant of educational outcomes (UNESCO, 2020). The region faces persistent challenges in teacher preparation, including inadequate pre-service training, limited content knowledge, and insufficient pedagogical capacity, issues that a well-designed CPD can potentially address. However, the effectiveness of CPD initiatives depends not merely on their availability but on teachers’ meaningful engagement with professional learning opportunities.
In Rwanda, CPD is integrated into national frameworks, including the Teacher Development and Management Policy (TDM, 2024), the Education Sector Strategic Plan (ESSP, 2013–2024) and the special Statute governing employees of basic education institutions (Governement of Rwanda, 2024), reflecting a strong national commitment to teacher learning. The government has invested significantly in school-based CPD, competency-based curriculum training, and digital learning initiatives to enhance teaching quality across pre-primary, primary, and secondary levels. These policy efforts position Rwanda as a regional leader in education reform, with CPD serving as a cornerstone of the country’s vision to become a knowledge-based economy.
Despite significant investment and policy emphasis, actual teacher engagement in CPD remains inconsistent and often superficial. The Rwanda Education Board (2019) reported that only 24% of teachers found CPD relevant to their teaching context, a troubling statistic given the resources allocated to professional development initiatives. Furthermore, participation rates vary significantly between urban (68%) and rural (41%) settings, revealing geographic disparities in both access and engagement. These figures suggest a substantial gap between policy intention and implementation reality, raising critical questions about what factors truly motivate teachers to engage meaningfully with CPD beyond mere compliance with attendance requirements.
This gap between policy intention and teacher experience is not unique to Rwanda but reflects broader patterns across sub-Saharan Africa. While regional studies document macro-level participation patterns (Lombard et al., 2024), few provide a detailed, context-specific analysis of motivational dynamics at the primary education level in Rwanda. Primary school teachers constitute the majority of the teaching workforce and play a foundational role in shaping learners’ trajectories, yet their voices and experiences remain underrepresented in CPD research, which has tended to focus on secondary-level STEM teachers.
Understanding what motivates primary teachers to engage in CPD, or what prevents them from doing so, is essential for designing effective professional development systems. This study addresses three research questions: (1) What personal factors most significantly influence primary teachers’ engagement in CPD in Rwanda? (2) How do intrinsic and extrinsic motivations interact with socio-economic constraints to shape participation patterns? (3) What contextual differences exist between urban and rural teachers’ CPD experiences and perceived barriers?
By centering teacher voice and lived experience, this research contributes empirical evidence from Rwanda’s primary education sector and proposes a Value-Centered Engagement Framework to guide policy reform. The study demonstrates how universal motivational principles from Self-Determination Theory (Ryan & Deci, 2000) operate within Rwanda’s specific cultural and systemic environment, offering insights applicable to similar contexts across sub-Saharan Africa. Ultimately, this research argues that moving beyond compliance-driven CPD models toward systems that honor teacher agency, contextual relevance, and perceived value is essential for achieving meaningful professional growth and improved student learning outcomes.
[bookmark: literature-review]2. Literature Review
2.1 Teachers' engagement in CPD
Empirical studies across sub-Saharan Africa consistently demonstrate that personal factors such as motivation, prior experience, perceived relevance, and professional identity strongly shape CPD engagement patterns. These factors often matter more than structural variables such as teacher qualifications or years of experience, suggesting that CPD policy must attend carefully to teachers’ subjective experiences and perceptions.
Lombard et al. (2024) conducted a comprehensive cross-national survey involving 1,273 teachers across Ghana, Kenya, Tanzania, Uganda, and Zambia, revealing that only 32% engaged in ongoing professional development (CPD) more than once annually despite policy mandates. The study identified three key barriers: financial costs (72%), family responsibilities (46%), and perceived lack of value (38%). Notably, teachers with positive prior CPD experiences were 2.8 times more likely to participate again, emphasizing the importance of initial quality and relevance in fostering sustained engagement. In Ghana, Abakah (2023) offered a novel perspective by framing teacher motivation through an “investment” lens. His mixed-methods research with 522 junior high teachers showed that motivations extend beyond intrinsic and extrinsic factors to include sociocultural identity, professional status, and anticipated resource gains. Teachers were more inclined to participate in CPD when they perceived tangible benefits such as career advancement, resource access, or increased community standing, indicating that perceived returns significantly influence motivation.
Abakah et al. (2022) previously found that recognition or promotions following CPD increased future participation by 3.6 times among 344 Ghanaian teachers, underscoring that perceived extrinsic and intrinsic benefits promote ongoing engagement. However, their urban-focused sample limits insights into rural contexts where recognition systems may differ. Belay and Melesse (2024) provided evidence supporting Self-Determination Theory (SDT) among 342 Ethiopian teachers, demonstrating that intrinsic motivation strongly influences participation in Professional Learning Communities (β=0.58, p<.001) and mediates effects of external regulation, suggesting that even externally mandated CPD can foster sustainable motivation if it cultivates intrinsic interest.
Amponsah et al. (2023) identified perceived value as the strongest predictor of CPD participation among 512 Ghanaian teachers (β=0.52, p<.001), surpassing demographic factors. Teachers’ subjective perceptions of usefulness and relevance are critical motivators, highlighting the importance of focusing on perceived benefits in CPD design. Mwila et al. (2022) found that in Zambia, teachers over 45 participate less in CPD (43% lower), with barriers including digital skills gaps, time conflicts, and low confidence in technology-based pedagogies. These findings suggest tailored approaches are needed to address age and technological readiness, ensuring more inclusive and effective CPD engagement.
Nsengimana et al. (2024) conducted a quasi-experimental study with 600 Rwandan STEM teachers, revealing that self-selected CPD participants achieved significantly higher knowledge gains (Cohen’s d=0.78, p<.001) than those assigned to programs. This sizable effect underscores the importance of motivation and ownership in effective learning, suggesting that teachers who choose CPD based on relevance and interest learn more effectively than those attending out of obligation. Although focused on secondary education, the findings imply that fostering autonomous motivation is crucial across all levels.
Nyirahabimana et al. (2024) highlighted a disconnect between CPD participation and classroom practice through classroom observations and surveys involving 32 and 208 teachers, respectively. Despite receiving training in learner-centered inquiry-based teaching and learning (IBTL), over 65% of teachers struggled to implement these approaches. Barriers included limited time, inadequate resources, resistance to change, and weak assessment design skills. This indicates that CPD attendance alone does not guarantee pedagogical transformation, raising concerns about policy effectiveness and return on investment.
Niyibizi et al. (2024) examined four teachers’ experiences with CPD in Innovative Mathematics and Science Teaching (ITMS), finding that while CPD improved pedagogical knowledge and attitudes, persistent barriers like time constraints, resource shortages, and lack of follow-up hindered full implementation. The study emphasizes that successful CPD requires ongoing support, peer collaboration, and systemic alignment, illustrating that CPD efforts must be integrated within broader educational structures.
Obiero (2020) identified gender disparities in CPD participation within Uganda, with male teachers 1.7 times more likely to engage than females (OR=1.7, p<.01). Cultural and household responsibilities limit women’s availability, highlighting the need for flexible, school-based CPD models that accommodate gender-specific constraints. Despite these insights, gaps remain in understanding primary-level CPD in Rwanda, especially regarding non-STEM subjects, motivational dynamics, urban-rural disparities, and teacher perspectives. This study aims to fill these gaps through nationally representative data, mixed-methods analysis, and the development of a Value-Centered Engagement Framework rooted in both theory and teachers’ lived experiences.
[bookmark: X67db9fbb3229f8d4f2f78cb9d3f20126d9152ed]2.2 Self-Determination Theory and Teacher Motivation

Teacher engagement in Continuing Professional Development (CPD) is rooted in Self-Determination Theory (SDT; Ryan & Deci, 2000, 2020), which conceptualizes motivation along a spectrum from amotivation to extrinsic and ultimately to intrinsic motivation. SDT posits that motivation is most durable and high when three basic psychological needs are satisfied: autonomy (feeling of volition and choice), competence (sense of mastery), and relatedness (connection and support from others). When these needs are met, teachers develop autonomous motivation engagement driven by personal interest, value, and enjoyment leading to more meaningful and sustained participation. Conversely, CPD perceived as imposed, ineffective, or isolating undermines these needs, resulting in superficial compliance rather than genuine engagement.
Recent studies demonstrate SDT’s applicability across diverse contexts. Vedder-Weiss et al. (2024) showed that need-supportive, collaborative reflection programs increased Israeli teachers’ autonomous motivation and professional achievement. Similarly, Prickett and Hayes (2023) found that SDT-based online interventions improved UK teachers’ self-efficacy and responsibility while reducing negative beliefs about student behavior. These findings highlight that CPD designed with SDT principles can positively influence motivation and professional attitudes.
Complementing SDT, Guskey’s (2002) model emphasizes a sequential process: professional development leads to changes in classroom practice, which then results in improved student outcomes, subsequently fostering positive shifts in teachers’ beliefs and attitudes. This underscores that observable impacts on students are crucial for teachers to internalize new practices and commit to long-term professional growth.
Additionally, Expectancy-Value Theory (Eccles & Wigfield, 2020) offers insight into engagement decisions, suggesting teachers weigh their confidence in implementing new skills against the perceived value of the activity and the associated costs. When perceived costs outweigh benefits or self-efficacy is low, motivation diminishes regardless of mandates.Together, these frameworks underscore that effective teacher CPD must satisfy psychological needs, demonstrate tangible positive impacts, and offer clear value beyond mere opportunities to foster genuine, sustainable engagement.
[bookmark: conceptual-framework]2.3. Conceptual Framework

[bookmark: methodology]This study introduces a Value-Centered Engagement Framework that synthesizes Self-Determination Theory (Ryan & Deci, 2000), Guskey’s (2002) model of teacher change, and expectancy-value theory (Eccles & Wigfield, 2020). The framework posits that meaningful CPD engagement results from dynamic interactions among three interconnected domains: personal, contextual, and structural factors.
Personal factors encompass intrinsic motivation teachers’ inherent interest in professional growth, curiosity about pedagogical innovations, and commitment to student success and extrinsic motivation, such as seeking recognition, career advancement, or fulfilling requirements. Past CPD experiences influence current motivation by shaping perceptions of relevance and value. Teachers’ professional identity and self-efficacy further affect their confidence and willingness to adopt new practices, but these are moderated by external constraints.
Contextual factors involve specific features of CPD opportunities that determine their perceived relevance and usefulness. Content relevance to daily classroom challenges, subject alignment, delivery mode (e.g., online, hybrid, school-based), and opportunities for peer collaboration are critical. Teachers are more engaged when CPD addresses real challenges and demonstrates tangible impacts on student learning, as emphasized by Guskey’s model. High-quality facilitation that is responsive and pedagogically skilled also enhances perceived value.
Structural factors include systemic conditions at school, district, and national levels. These encompass financial accessibility, time availability, geographical access especially for rural teachers and school support, including leadership attitudes and provision of release time. Policy mandates and incentive structures further influence motivation, either fostering autonomous engagement or fostering compliance-driven participation. Resource availability, such as teaching materials and technology, determines whether teachers can practically implement new practices learned.
The framework emphasizes feedback loops: positive CPD experiences strengthen intrinsic motivation and self-efficacy, leading to ongoing engagement and professional growth. Conversely, negative experiences such as irrelevance or resource shortages can diminish motivation and reinforce disengagement. Importantly, belief and attitude changes tend to follow observable practice and student outcome improvements, underscoring the need for follow-up support and evidence-sharing. Applying this framework in Rwanda’s primary education context can inform policies that move beyond compliance, fostering genuine teacher development through tailored, systemic, and motivationally supportive approaches.
3. METHODOLOGY
[bookmark: results-and-discussion]This study employed a convergent parallel research design, gathering quantitative and qualitative data concurrently, analyzing each independently, and combining the findings during interpretation. The target population included teachers, who completed questionnaires, while head teachers and district education officers participated in interviews guided by a structured interview framework. A large, representative sample was selected through sampling techniques to ensure broad applicability. Descriptive statistics using SPSS analyzed the quantitative data, while thematic analysis was used for the qualitative data. In-depth interviews offered contextual understanding, complementing the survey results to explore the complex, multidimensional factors affecting CPD engagement.
4. RESULTS AND DISCUSSION
[bookmark: X0da1d7e6656828dc2d96efd607773b809541ea1]4.1 Quantitative Findings: Motivational Drivers and Barriers
Table 1: Teacher Responses on CPD Engagement Factors (n=200)
	Statement
	Mean
	SD
	Strongly Disagree (%)
	Disagree (%)
	Neutral (%)
	Agree (%)
	Strongly Agree (%)
	Total Agree (%)

	I am motivated to participate in CPD because it aligns with my professional goals
	4.56
	0.63
	0.98
	0.24
	0.73
	37.56
	60.49
	98.05

	Support from school administration positively impacts my participation
	4.40
	0.67
	0.73
	0.49
	4.39
	46.83
	47.56
	94.39

	Peer collaboration during CPD sessions encourages my engagement
	4.42
	0.74
	1.22
	1.71
	2.68
	42.44
	51.95
	94.39

	Time constraints prevent me from fully engaging in CPD activities
	3.70
	1.15
	5.12
	13.90
	13.90
	40.49
	26.59
	67.08

	Financial support for CPD activities influences my level of participation
	3.53
	1.30
	10.29
	14.71
	12.75
	36.52
	25.74
	62.26


The quantitative findings reveal a clear pattern: teachers’ personal motivation for CPD engagement is significantly influenced by the degree to which professional development aligns with their professional aspirations and practical teaching needs. The data show that alignment with professional goals is the strongest motivator, with a mean score of 4.56 (SD=0.63) on the 5-point scale and 98.05% of respondents agreeing or strongly agreeing. This near-unanimous endorsement indicates that when teachers perceive CPD as supporting their career development and professional identity, motivation is extremely high regardless of other factors. The low standard deviation (0.63) suggests remarkable consensus across the diverse sample, spanning urban and rural settings, different experience levels, and various subject areas.
Peer collaboration emerged as another powerful motivator (M=4.42, SD=0.74), with 94.39% of teachers agreeing that collective participation fosters engagement. This finding aligns with Self-Determination Theory’s emphasis on relatedness as a basic psychological need (Ryan & Deci, 2000). Teachers value opportunities to learn with and from colleagues, share challenges and solutions, and feel part of a professional community. The slightly higher standard deviation (0.74) compared to professional goal alignment suggests some variability in how strongly teachers value collaboration, possibly reflecting individual differences in learning preferences or prior experiences with collaborative professional learning.
School administration support also received strong endorsement (M=4.40, SD=0.67, 94.39% agreement), indicating that teachers’ engagement is significantly influenced by whether their school leaders actively support professional development through the provision of time, resources, encouragement, and recognition. This finding underscores that CPD cannot be treated as solely an individual teacher responsibility but requires supportive school cultures and leadership that value continuous learning.
Conversely, structural barriers emerged as significant deterrents to engagement despite high intrinsic motivation. Time constraints were cited by 67.08% of teachers as preventing full engagement (M=3.70, SD=1.15). The higher standard deviation indicates greater variability in how severely time constraints affect different teachers likely reflecting differences in teaching loads, family responsibilities, and school contexts. Rural teachers and female teachers may experience time constraints more acutely due to longer commutes and greater household responsibilities, though disaggregated analysis would be needed to confirm these patterns. 
Financial constraints were reported by 62.26% of teachers as influencing participation (M=3.53, SD=1.30). The even higher standard deviation suggests substantial variability in financial situations and how much cost affects participation decisions. Some teachers may have sufficient resources or access to subsidized CPD, while others face significant financial barriers. The fact that over 60% report financial influence despite Rwanda’s efforts to provide free or low-cost CPD suggests that indirect costs (transportation, materials, opportunity costs of time) remain substantial obstacles, particularly for rural teachers who must travel to district centers for training.
These findings align closely with regional evidence. Lombard et al. (2024) reported that 72% of teachers in five sub-Saharan countries cited financial costs as deterrents to CPD participation, nearly identical to Rwanda’s 62%. The consistency across contexts suggests that financial barriers are a systemic challenge in the region, not unique to Rwanda, and require policy-level solutions such as subsidies, school-based delivery, or online alternatives that reduce travel and accommodation costs.
The results support Abakah et al.’s (2022) finding that CPD aligned with personal and professional growth is a stronger predictor of sustained engagement than mandatory attendance. Teachers in this study clearly valued CPD that promised career relevance and practical classroom application. The extremely high agreement on professional goal alignment (98.05%) suggests that when this alignment is present, teachers are willing to overcome even significant barriers. Conversely, when CPD lacks perceived relevance, even low barriers may be sufficient to deter participation.
Amponsah et al.’s (2023) demonstration that perceived value (β=0.52, p<.001) was the strongest predictor of participation among Ghanaian teachers is strongly supported by the current findings. The Rwandan data show that perceived value, operationalized through professional goal alignment, content relevance, and collaboration opportunities consistently received the highest ratings and lowest variability, suggesting it is the most universal and powerful motivator across diverse teacher populations.
[bookmark: Xef5f6f2c5540f714b440a0b22364603dbd51d62]4.2 Qualitative Findings: Teacher Voice and Lived Experience
[bookmark: X24dcc03ace882b816b53fe132323e643dc63190]Qualitative data from 34 key informant interviews provided detailed insights into how motivational factors influence teachers' daily work and how barriers vary across contexts. Teachers emphasized that CPD is most meaningful when it is practically relevant to their classroom challenges, with 18 of 20 teachers sharing examples of CPD that addressed real issues like managing large, multilingual classes, differentiating instruction, and teaching STEM with limited resources. For instance, one urban teacher expressed willingness to attend CPD if it improves teaching, even at personal cost, highlighting the importance of perceived tangible benefits aligned with expectancy-value theory. Conversely, a rural teacher appreciated training on creating teaching aids from local materials, emphasizing the need for contextually appropriate content. Both examples underscore that relevance and resource alignment are crucial for motivation and effective knowledge transfer.
Differences between urban and rural teachers' experiences emerged clearly. Urban teachers often criticized CPD content as overly theoretical, disconnected from real classrooms, or repetitive. One noted that trainers lacked practical teaching experience, making some sessions feel irrelevant. They also called for differentiated training tailored to teachers' experience levels and subject areas, recognizing that seasoned teachers need advanced strategies rather than basic management skills. Rural teachers, however, faced significant logistical and financial barriers. They described transportation costs, accommodation expenses, and time commitments often traveling hours and arriving exhausted as substantial obstacles that hindered participation. One rural teacher shared that attending district training could mean losing a significant portion of income and neglecting family responsibilities, illustrating how economic hardship influences attendance.
Gender-specific barriers also surfaced, particularly for female teachers in rural areas. They cited household responsibilities, such as meal preparation and childcare, as limiting factors for CPD participation. One woman explained that family obligations often conflicted with training schedules, especially off-site or overnight programs. School-based CPD during working hours was seen as more accessible, suggesting that policy adjustments could improve participation among female teachers. Additionally, many teachers expressed uncertainty about how CPD impacts career advancement. Over 24 interviews revealed confusion regarding the connection between training and promotions or salary increases, indicating a disconnect between policy goals and teachers’ perceptions. This ambiguity was reinforced by head teachers who acknowledged the lack of clear recognition systems for CPD in promotion decisions, which hampers motivation.
Despite these challenges, positive CPD experiences were also reported. Effective programs shared features such as being school or cluster-based, focusing on practical classroom issues, incorporating active learning and peer feedback, and fostering ongoing support and communities of practice. For example, a teacher described a lesson study approach involving collaborative planning, observation, and discussion an ongoing, practical form of professional development that promotes immediate application and sustained engagement. These examples align with Self-Determination Theory principles of autonomy, competence, and relatedness and Guskey’s model, demonstrating that well-designed, contextually relevant CPD can motivate teachers and lead to meaningful improvements in teaching practice.
4.3 Integrated Analysis: Convergence and Complementarity
[bookmark: the-value-centered-engagement-framework]The combined quantitative and qualitative findings highlight several key conclusions about CPD engagement. Firstly, personal motivation rooted in perceived value, relevance, and growth opportunities is central. Quantitative data shows 98% of teachers are motivated by goal alignment, while qualitative insights reveal that teachers are willing to overcome barriers when CPD is practically beneficial. Secondly, structural barriers such as time and finances significantly influence participation, with over 60% of teachers affected. These barriers differ across urban and rural, male and female teachers, emphasizing the importance of contextual understanding. Thirdly, institutional mandates alone do not ensure meaningful learning; teachers need content they find useful, relevant, and applicable to their careers. Otherwise, engagement remains superficial. Fourth, teacher agency participating in identifying needs, designing, and providing feedback is vital for fostering intrinsic motivation, aligning with Self-Determination Theory’s emphasis on autonomy. Lastly, effective CPD must recognize contextual diversity, tailoring content and delivery to urban-rural, gender, and experience-based differences. These findings reinforce that perceived value is the strongest predictor of engagement, surpassing demographics, and suggest that genuine motivation stems from relevance, impact, and supportive structures, imperative considerations for CPD reform in Rwanda and similar contexts.
5. THE VALUE-CENTERED ENGAGEMENT FRAMEWORK
[bookmark: pillar-one-relevance]The proposed Value-Centered Engagement Framework, grounded in SDT, Guskey’s model, and expectancy-value theory, emphasizes that effective CPD in Rwanda and sub-Saharan Africa requires aligning programs with teachers’ values, aspirations, and context. It highlights three interconnected pillars essential for meaningful engagement, moving beyond policy compliance to foster genuine motivation and impact.
5.1 Pillar One: Relevance
[bookmark: pillar-two-agency]Relevance in CPD is crucial, as 98.05% of teachers reported higher motivation when content addressed their real classroom challenges. Effective design requires needs assessments involving teachers, tailoring content to specific contexts like urban or rural settings, and aligning with teachers’ subjects and grade levels. Using examples from Rwandan classrooms enhances engagement, especially in multilingual, resource-limited, or large class settings. When CPD connects directly to teachers’ daily practice, motivation and impact increase; generic or theoretical content leads to disengagement. This approach aligns with Opfer and Pedder’s (2011) emphasis on situated practice and Guskey’s (2002) focus on contextual understanding, supported by expectancy-value theory, which highlights teachers’ need to see practical, achievable benefits in their own teaching environments. Overall, relevance ensures CPD is meaningful, fostering genuine engagement and sustainable change by addressing teachers’ actual needs and contexts.
5.2 Pillar Two: Agency
[bookmark: pillar-three-value-linkage]Agency in CPD highlights the importance of teacher voice, choice, and ownership, aligning with Self-Determination Theory’s autonomy principle. Teachers value input in needs assessment, selecting from varied CPD options, and adapting content to their contexts. Peer-led and school-based models foster collaboration and empowerment, addressing frustrations with one-size-fits-all approaches. Teachers prefer localized, needs-based, and peer-supported CPD, which recognizes their expertise and realities. This approach enhances engagement by making CPD a voluntary, meaningful opportunity rather than an obligation. It aligns with Desimone’s (2009) principles of active, collective learning and Abakah’s (2023) investment framework, emphasizing that when teachers control their professional development, motivation and commitment increase. Supporting teacher agency shifts perceptions of CPD from top-down mandates to personalized, collaborative growth experiences, fostering sustained engagement and professional empowerment.
5.3 Pillar Three: Value Linkage
[bookmark: framework-integration-and-implementation]Value Linkage emphasizes the tangible and perceived benefits teachers associate with CPD, including improved teaching, professional growth, student outcomes, recognition, career advancement, and salary increases. Teachers are more likely to engage when they see clear returns on their effort, and ambiguity about CPD’s career benefits reduces motivation. Operationally, policies should explicitly connect CPD to promotion, performance reviews, and salary progression, ensuring teachers see recognition through certificates, acknowledgment, or leadership roles. Effective CPD should enhance teaching and student learning, supported by practical implementation and evidence-sharing. Additionally, reducing costs via subsidies, paid time, and efficient scheduling is crucial, as many teachers cite time and financial constraints. The study found over 60% face barriers related to costs and unclear career links, weakening the perceived value. Strengthening value linkage can boost engagement, aligning with findings that recognition significantly sustains participation and the expectancy-value theory’s emphasis on balancing costs and benefits.
5.4 Framework Integration and Implementation
[bookmark: conclusion-and-recommendations]The three pillars relevance, agency, and value linkage are interconnected and essential for meaningful CPD. Relevance ensures content aligns with teachers’ needs, while agency fosters ownership and input. Value linkage links CPD to career benefits, motivating participation. Without balance, CPD risks becoming irrelevant, unengaging, or superficial. Implementing this framework requires systemic change: national policies must embed these principles; districts should involve teachers in planning; schools need supportive cultures; and CPD programs must be active, collaborative, and context-specific. Moving beyond compliance-focused models, the Value-Centered Engagement Framework emphasizes trust, understanding teachers’ needs, and fostering professional empowerment. It advocates for diverse, contextually grounded approaches, shifting from standardized content to personalized, meaningful professional growth rooted in teachers’ realities. This holistic approach aims to cultivate engaged, effective educators committed to ongoing development.
6. THEORETICAL AND PRACTICAL IMPLICATIONS 
To transform Continuing Professional Development (CPD) in Rwanda's education system, reforms are needed across five domains to make CPD a professionally rewarding opportunity that improves teaching and learning. The Value-Centered Engagement Framework provides a guiding principle for these reforms. First, a clear career progression linkage must be established, where CPD participation and demonstrated learning are integrated into promotion criteria, performance appraisals, and salary progression. Teachers need to see a direct connection between their professional learning investments and career advancement. This requires revising teacher evaluation systems to reflect this change.
Second, a culture of trust and collaboration must be fostered, where teachers are empowered to take ownership of their learning and contribute to system-wide innovation. This involves giving teachers a voice in planning and decision-making, and creating a safe space for experimentation and sharing best practices. Third, CPD programs must be designed to be active, collaborative, and context-specific, addressing the unique needs of each teacher and school. This involves a shift from one-size-fits-all approaches to more flexible and adaptable programs that cater to diverse learning styles and needs.
Fourth, the system must provide dedicated resources and support for teacher learning, including access to high-quality training, mentorship, and coaching. This requires investing in teacher development infrastructure, such as training facilities, technology, and personnel. Finally, the system must establish a robust monitoring and evaluation framework to track the impact of CPD on teaching and learning outcomes. This involves collecting and analyzing data on teacher learning and its effects on student outcomes, and using this data to inform future CPD initiatives.
7. CONCLUSION 
This study explored personal factors influencing primary school teachers’ engagement in Continuous Professional Development in Rwanda through a mixed-methods investigation of 200 teachers and 34 key informants including teachers, school leaders and district Education Officers. Findings confirm that motivation to participate is shaped primarily by intrinsic values particularly relevance to classroom practice, perceived professional growth, and collaboration opportunities rather than by policy mandates or compliance requirements. Teachers demonstrated willingness to engage deeply and overcome significant barriers when CPD supported their real instructional challenges, especially in STEM, multilingual teaching, and large class management. However, financial constraints, time pressure, and lack of contextual relevance significantly limited participation, particularly among rural and female teachers, revealing a critical disconnect between policy intentions and implementation realities.
[bookmark: implications-and-recommendations]The study makes several important contributions to the literature on teacher professional development in sub-Saharan Africa. First, it provides primary-level evidence from Rwanda, addressing a significant gap given that most existing research focuses on secondary STEM teachers. Second, it rigorously disaggregates intrinsic and extrinsic motivations and examines how these interact with structural barriers, providing nuanced understanding of motivational dynamics. Third, it explicitly compares urban and rural teachers’ experiences, revealing important contextual differences that have implications for equitable CPD design. 
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