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Abstract 

This article focuses on the experience of a bilateral educational aid project 
concerning a continuing professional development (CPD) programme for teachers with 
specific reference to Guinea-Bissau. The authors were keen to understand how teachers 
and school principals perceived the impact of this CPD programme on the quality of 
teaching and learning. In this qualitative study, data from teachers and school principals 
were collected by means of interviews, focus groups and field notes. The article argues 
that the programme improved the language skills of the teachers and impacted 
positively on scientific, pedagogical, and didactic content. 

 
Keywords: teachers; professional development; fragility; Guinea-Bissau 
 

 
Introduction 

Quality education for all is a global concern, a human right and it is closely 
related to the education for all agenda stated in the Jomtien (1990) and Dakar (2000) 
Declarations. Given what can be considered the “global learning crisis”, the post-2015 
education for all development goals put the improvement of the quality of education at 
the centre of the discourse (UNESCO, 2014).  

In order to achieve equitable and good quality education teachers play a critical 
role, specifically as key agents for the improvement in the achievements of learners 
(Christie, Harley, & Penny, 2010; Flores & Simão, 2009; O’Sullivan, 2006). Taking this 
into consideration the continuing professional development (CPD) of teachers, 
particularly in developing countries, may function as a non-monetary compensation and 
can play an important role in enhancing and/or introducing knowledge and skills. 

 
1 Correspondence: Via panorâmica, s/n, 4150-564 Porto – Portugal; Email: rdasilva.email@gmail.com 
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Continuing education credits are required in many school systems and this approach to 
value-added education has been recognized (Bainton, Barrett, & Tikly, 2016; Benavente 
& Varly, 2010; Coleman, 2014). 

In contexts of protracted crises and fragility teachers face tough working 
conditions and are often paid on an irregular basis, underpaid or not paid at all (Burns & 
Lawrie, 2015; INEE, 2009; Lundy, 2018). The setting up of CPD programmes in these 
contexts faces a variety of challenges, are often episodic and are based on workshops or 
short course training with practically no follow-up to monitor the practices of teachers 
(Burns & Lawrie, 2015). 

This article explores how teachers and school principals perceived the impact of 
a CPD programme on the quality of teaching and learning. The CPD programme under 
scrutiny was a long term school-based programme (2002-2012) developed in a context 
of fragility and political uncertainty and based on the experience of a bilateral 
educational aid programme in Guinea-Bissau – PASEG (Programa de Apoio ao Sistema 
Educativo da Guiné-Bissau) [Aid Programme for the Educational System of Guinea-
Bissau]. In this study data collection involved semi-structured interviews with school 
principals, focus groups with the participating teachers and field notes taken during 
meetings, informal conversations and observations. The data was collected during 
intermittent periods of field research carried out between 2009 and 2014 during at least 
ten field visits to Guinea-Bissau. Also in the period 2009 to 2012 the researchers were 
actively involved in the programme, as a consultant. The ethical issues raised by taking 
on the roles of both researcher and consultant are addressed in the article. 

The article is organised into four main parts. Following these introductory 
notes, the article first provides a brief country overview followed by the conceptual 
framework. Following this overview is an explanation of the research methods and then 
a discussion of the findings. The fourth and final part presents the main conclusions of 
the study. 

 
Context 

To put the research for this paper into context, it is necessary to give a brief 
overview of the country and the programme under scrutiny. 
 
Previous research on professional development of teachers in Guinea-Bissau 

Few studies have examined the professional development of teachers in Guinea-
Bissau and this country is underrepresented in comparative and international education 
journals. In general, and from the research conducted so far regarding professional 
development, it can be concluded that the first national initiative started in 1975 (one 
year after independence) with the creation of Study Committees (Comissões de Estudo)2. 
The professional development of teacher’s initiatives/programmes were/are promoted/ 
financed by donors, UNICEF and international NGOs. In general these professional 
development initiatives can be considered discontinuous, unarticulated and with little or 
no impact on teaching practice or the career progression of teachers and they have been 
responsible for producing unrealistic expectations with regard to their impact on the 
quality of teaching (Andersson-Brolin, Catela, Fernandes, & Liljeson, 1990; Aveleira, 
2006; Barbosa & Bizarro, 2011; Barreto, 2012; Benavente & Varly, 2010; Campos & 
Furtado, 2009; Candé, 2008; Correia, 2013; Costa, 2014; Cá, 2005; Daun, 1997; Dâmaso, 
1997; R. Landim & Bamba, 1994; Lepri, 1988; Medeiros, 2005; Monteiro, 2005; Oliveira, 
2014; Oliveira, Lanceros-Mendez, Neves, & Santos, 2012; G. Portugal & Aveleira, 2007; 
M. G. Portugal & Aveleira, 2009; Rosabal, 2005; Santos, Silva, & Mendes, 2012). 

 
2 This initiative is like what in other contexts is called lesson study, where teacher co-learning, through 
mutual collaboration and feedback, is usually conducted under the leadership of an experienced teacher. 
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The research conducted so far about Guinea-Bissau discloses several challenges 
faced by teachers. In general, the teachers face many constraints in coping with the 
official/instructional language (Portuguese) and with the subjects of mathematics, 
social, and civic education (Campos & Furtado, 2009; Cá, 2005; Freire, 1984; Furtado, 
2005; R. Landim & Bamba, 1994; R. C. Landim, 2010; Lundy, 2013; Monteiro, 2005; 
Namoni, 1994; Pereira & Namoni, 1994; Pityana, 2013).  

When initiatives like the Study Committees were examined, it could be seen that 
these initiatives were revitalised in 1997 by a World Bank project. This led to an 
improvement of  lesson planning by teachers and teaching methods (Rosabal, 2005). It 
was also clear from these studies under review that the teachers predominantly used the 
blackboard, oral presentation of the subjects, textbook exercises (when they are 
available) and student evaluation was by means of written tests. 

This paper fits into the ongoing conversation about CPD in Guinea-Bissau and 
complement the priviest studies. This stems from the fact that it analysed the impact 
and effects of the most systematic and longest CPD programme in Guinea-Bissau from 
the last 20 years. 

 
PASEG and the involvement in teacher training 

The programme under scrutiny, PASEG, had two phases and it was 
implemented over 12 years from 2000 to 2012. The first phase covered the school years 
2000/2001 to 2008/2009 and the second phase school years 2009/2010 to 2011/2012 
(Santos, Silva, & Mendes, 2014). PASEG was a bilateral programme between the 
Portuguese and the Guinea-Bissau Governments that was developed after a political 
decision was made to fill the lack of qualified human resources in the Guinea-Bissau 
educational system3. 

In the school year 2006/2007, the PASEG started the first structured approach 
to the CPD of teachers with the development of Pedagogical Support Groups (Grupos 
de Acompanhamento Pedagógico) (IPAD, 2011; Santos et al., 2012). Up to the school 
year 2008/2009 teachers from Grade 7 to Grade 11 were involved and from school year 
2009/2010 onwards teachers from Grade 1 to Grade 12 were involved. The subjects 
covered in this CPD programme were philosophy (until 2011), physics, Portuguese 
language, mathematics, chemistry and biology (Afonso, Magalhães, Ribeiro, & 
Monteiro, 2008; IPAD, 2011; Santos et al., 2012).  

The Pedagogical Support Groups until 2009 were an initiative that allowed 
teachers to meet with an expatriate teacher trainer to prepare lesson plans, produce and 
select pedagogical materials for the classes and promote collaborative work among 
teachers (PASEG, 2007). During this period some of these groups promoted issues 
related to teaching methods and pedagogical exchanges among teachers. However these 
issues were limited to those expatriates that promoted this approach (Afonso et al., 2008; 
IPAD, 2011). An agreement was established between PASEG and the Ministry of 
Education to reduce the timetable of the teachers by four hours per week in order to 
allow them to take part in the Pedagogical Support Groups. In the second phase this 
agreement was kept and included a reduction of 3 hours per week for the teachers from 
Grades 1 to 6 (Santos et al., 2012). 

In the second phase of PASEG the Pedagogical Support Groups were redesigned 
and defined as a strategy for the CPD of teachers based in schools. It was established 
that the Pedagogical Support Groups followed a didactical and pedagogical approach 
focused mainly on four issues: pedagogy, scientific subject content, material production 
and collaborative work among teachers (Santos et al., 2012). It also included lesson 

 
3 For a deeper analysis of PASEG and to explore the embedded theory and praxis see Silva & Oliveira, 
2017. 
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observation by the CPD Programme trainer based on the pedagogical supervision 
framework. The pedagogical supervision framework included meetings before and after 
the class observation (training sessions), class observation, and meeting after class 
observation with the trainer to critically reflect about the class. This circle appended in a 
continuum. 

This restructuring also specified that the Pedagogical Support Groups from 
Grades 7 to 12 should have a yearly total of 80 to 100 hours of training and from Grades 
1 to 6 a total yearly training of 64 hours. The Pedagogical Support Groups also included 
class support by the trainers and the final evaluation was based in the assessment of a 
portfolio produced by the teachers during the training (Santos et al., 2012).  

In this phase the PASEG was also negotiating with the Ministry of Education 
for Pedagogical Support Group certification in order to link this to the career 
progression of teachers (Santos et al., 2012).  

 
Conceptual framework 

The CPD of Teachers is a complex process, where the teacher is always at the 
centre of the whole process. In this way teachers act as both a subject and an object of 
learning (Avalos, 2011; Flores & Simão, 2009). In a broad perspective CPD provides 
teachers with opportunities to learn for extended periods of time in a cyclical way. These 
learning opportunities should be contextualized and can be formal and/or informal. 
Teachers involved in CPD initiatives can be in groups and/or on an individual basis 
following a continuous process of learning professional skills. As a consequence, CPD 
should lead to changes and innovation in schools (Avalos, 2011; Flores & Simão, 2009; 
Lopes & Silva, 2010; Villegas-Reimers, 2003). The CPD of teachers is considered critical 
for improving the quality of education and student achievements. In this way, CPD 
promotes the pedagogical development, self-knowledge, and self-understanding of 
teachers. Also teachers develop  new cognitive, theoretical, and analytical skills (Avalos, 
2011; Flores & Simão, 2009). 

The communities of practice are also powerful CPD strategies because allow 
different ways of es organization and design enabling teachers to be and live in the 
profession in various ways. The communities of practice “are groups of people who share 
a concern or a passion for something they do and learn how to do it better as they 
interact regularly” (Wenger & Wenger-Trayner, 2015, p. 1). Nevertheless, communities 
of practice come in a variety of forms and can follow a three-layer model where each 
layer is a prerequisite to the following: breaking of isolation; improvement of teaching 
and/ or research; professional development regarding research and teaching (Hadar & 
Brody, 2010). 

Context sensitivity is one important aspect that must be taking in consideration 
when designing CPD programmes, acknowledging socio-cultural capital by ensuring 
that educational initiatives and projects seriously consider local contexts and realities 
(Lundy, 2013). This arises from the fact that the CPD worldwide is very diverse and 
“teachers engaging in professional development in the Namibian study may not be 
relevant to teachers in Canada or The Netherlands” (Avalos, 2011, p. 17). Another 
aspect that arises from research is that long term interventions are more effective than 
shorter ones (Avalos, 2011). However, the traditional INSET is still in use in contexts of 
protracted crises and fragility (Burns & Lawrie, 2015). In these contexts CPD 
programmes are often episodic and based on workshops or short term training with 
practically no follow-up to monitor the practices of teachers (Burns & Lawrie, 2015). 

The CPD of teachers also has the power to allow teacher co-learning in a first 
phase in an informal manner and then, through networking and exchanges between 
schools, in formal CPD settings (Avalos, 2011). This is important, because evidence 
from research suggests that an effective way for teachers to learn is to co-learn through 
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observation and feedback (e.g. Avalos, 2011; Geldenhuys & Oosthuizen, 2015; Hardman 
et al., 2015). 

In many cases in the African context the CPD pays attention to the academic 
qualification of teachers. This issue arises, because of the generally low qualification of 
teachers. In this way the CPD goals are altered (Christie et al., 2010; Hardman, Ackers, 
Abrishamian, & O’Sullivan, 2011).  

Several studies in the African context (e.g. Tanzania, Kenya, Uganda, South 
Africa, Zambia) highlight that CPD programmes that combined school-based training 
and opportunities to learn over extended periods of time, among others, contribute more 
meaningfully to the improvement of the pedagogical skills of teachers (e.g. Geldenhuys 
& Oosthuizen, 2015; Hardman et al., 2011; Hardman et al., 2015; Haßler, Hennessy, 
Cross, Chileshe, & Machiko, 2015). However, the inclusion of lesson observation can be 
critical for improving and measuring quality (Hardman et al., 2015; O’Sullivan, 2006). In 
lesson observation the principles of pedagogical supervision must be taken into 
consideration. This stems from the fact that pedagogical supervision is a process that 
allows the teachers to overcome their lesson difficulties on a daily basis. In this way the 
supervisor should learn “the skills of working with groups to solve instructional 
problems” (Glickman & Gordon, 1998, p. 323). Nevertheless, it is necessary to overcome 
the prejudice that supervision is a control tool (De Grauwe, 2007). Another critical 
aspect is to “recognize a supervisory model as a dynamic process, or a metaphor, for a 
journey toward professional growth for all educators.”(Snow-Gerono, 2008, p. 1508). 

In broad terms, and taking in consideration the priviest studies, in order to 
improve the results from teacher professional learning and development the 
programmes should have the following features: 

 Direct involvement of teachers in discussions about the concepts taking into 
account their background, beliefs, ideas and expectations concerning the 
students; 

 Integration of theory and practice; 
 If the programme is developed in the school environment, it is important that 

the educational leaderships are actively involved; 
 To improve the practices of teachers it is important that the programme is 

developed for extended periods of time and promotes multiple opportunities 
for learning; 

 The programme environment should be characterised by trust and challenge; 
and 

 Involvement of external expertise with regard to the group of teachers. 
 
Methodology and data collection 

This study made use of a qualitative research design in order to understand how 
teachers and school principals perceived the impact of this CPD programme in teaching 
and the quality of learning.  

Evaluation plays a key role in regard to development assistance projects, in 
particular impact assessment – developmental evaluations. This stems from the fact that 
“Policymakers are not only interested in ‘evidence-based policy’, but also wish to judge 
the effectiveness of specific interventions” (Befani, Ramalingam, & Stern, 2015, p. 1). 
The developmental evaluations usually follow the OECD DAC criteria - relevance, 
effectiveness, efficiency, impact and sustainability (Andersen, 2014; Feinstein & Beck, 
2007; Picciotto, 2014). Presently there is a renewed emphasis on measurement and 
certain evaluation methods, particularly experimental or quasi-experimental methods. In 
this way the quantitative methods are identified as having greater validity assuming the 
randomized controlled trials, followed by quasi-experiments, mixed methods and 
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qualitative methods the most common used (Befani, Barnett, & Stern, 2014). Because the 
focus of this paper is an in-deep understanding how teachers and school principals 
perceived the impact of this CPD programme on the quality of teaching and learning, 
and not a developmental evaluation, deviates from the OECD-DAC criteria or 
experimental methods. 

The data in this article derived from intermittent periods of field research carried 
out between 2009 and 2013 during at least eight field visits to Guinea-Bissau. In the 
period from 2009 to 2012 the researchers were involved in the programme as 
consultants4. However, the authors were aware of the ethical issues involved in playing 
both roles and were particularly wary of the risks of bias. The processes of data 
collection and analysis were consequently subjected to external, independent academic 
appraisal through ongoing critical discussion with two other researchers. This guarded 
against the risk of selective data identification and analysis.  

Three types of data were collected during this research. The data sources were: 
semi-structured interviews with school principals, focus groups of teachers. Field notes 
were also used. Four public schools, 71 teachers and four school principals, who 
participated in the CPD programme, were selected for the research. There were 59 
males and 16 females. 

School 1 was a public school founded in 1983 and located in an urban area in one 
of the Guinea-Bissau regions. 72 teachers and 3,481 students worked in this school from 
the seventh to the twelfth grades. The CPD programme started in the school year 
2010/2011.  

School 2 was a public school founded in 1999 and located in one of the most 
populated neighbourhoods of the capital city, Bissau. In this school are 155 teachers and 
5,685 students from the first to the twelfth grades. The CPD programme started in the 
school year 2005/2006 for post-basic education teachers. 

School 3 was a public school founded in 1989 and located in another 
neighbourhood of Bissau. Here another 136 teachers and 4,202 students also worked 
from the first to the twelfth grades. The CPD programme started in the school year 
2009/2011 for primary education teachers. 

School 4 was another public school, which was founded in 1958 and located in the 
capital city centre. In this school are 170 teachers and 4,895 students from the seventh 
to the twelfth grades. The CPD programme started in the school year 2006/2007. 

The content analysis of the interviews and focus groups  was open and the 
categories emerged from the data (Bardin (2007).  

Ethical concerns were addressed through informed consent, the guarantee of, 
anonymity and the right to unconditional withdrawal from the research process at any 
stage (BERA, 2011; CEUM, 2012; Cohen, Manion, & Morrison, 2009; Robson, 2011).  

 
 

Findings and discussion 
This section discusses the main findings by school and compares differences and 

common points between the schools. It also discusses how teachers and school principals 
perceived the impact of this CPD programme in teaching and on the quality of learning. 
 
 
School 1 

 
4 The consultancy services were related to the programme pedagogical and scientific issues that were not 
directly linked to the study participants and did not affect the continuation of the Programme support. 
The consultant role was the entry point to the schools under analysis and the study participants were not 
pressured to provide data for the research in order to continue the consultancy services. 
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All the participating teachers commented that the CPD programme had an 
impact and effects in their school, on the students and in their daily practices. The 
perception of the school principal was similar. In this regard the school principal stated 
that: 

We had good learning results. The students achieved better results with 
the support that the teachers had from the Pedagogical Support Groups. 
The student results were much better than in previous years. If we go to 
the results from the first national exams in 2011, our school had the best 
scores nationally. This is a consequence of the PASEG intervention in 
the school, because the best results were in Portuguese language and 
mathematics, the subjects on which the Pedagogical Support Groups 
worked. [School 1 Principal – authors translation].  

 
Discussions revealed that the CPD programme allowed, in particular, for the inclusion 
of local trainers and lesson observation to: 
 

 Improve the use of Portuguese language; 
 Change the way the daily class plan was organised; 
 Change the way the teaching content was selected;  
 Allow the teacher to have access to teaching aids; 
 Change the pedagogical strategies adopted; 
 Change the way the students were evaluated; 
 Promote collaborative work among teachers; 
 Promote curricular mediation5; 
 Improve the specific scientific subject knowledge in mathematics and 

Portuguese language; 
 Improve the student results;  
 Improve the results in the national exams; and 
 Allow for the opportunity to have access to a CPD programme on the school 

premises. 
 
The school principal also commented that teachers from two schools from the rural area 
in the region also were involved in the CPD programme. This involvement was 
informal, because they attended the training at their own expense and without being 
part of the direct target group. Nevertheless, their willingness to participate at their 
own expense suggests that the program was effective. 

The improvement of Portuguese language promoted the de facto improvement of 
the knowledge of teachers of the language, while at the same time it increased their 
empowerment to speak it on a daily basis. In the words of the teachers: 
 

We learned a lot in terms of planning. We knew how to plan but we 
learned new things. We learned how to introduce the contents to our 
students. [Teacher 1 School 1 – authors translation] 
 

 
5 By curricular mediation we refer to the role developed by the textbooks and other supporting aids, which 
allowed the teachers to work without using the official curriculum and to teach the same content 
(Pacheco, 2003). 
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The teachers were 10 to 15 years teaching without attending training. 
The Pedagogical Support Groups broke this cycle. [Teacher 2 School 1 – 
authors translation] 

 
The Pedagogical Support Groups helped the teachers a lot to follow a 
curriculum, because, in practice, each teacher chose the class content on 
their own. With the materials and teaching aids we all followed the same 
content. In this way, if we add a national exam, we were all at the same 
point. [Teacher 3 School 1 – authors translation] 

 
Teachers confirmed that the benefits of this CPD programme also reached other 
teachers and schools indirectly. This stems from the fact that:  
 

We could in the meetings at the regional level transmit the training 
session content and materials to our colleagues from other schools. 
[School 1 Principal – authors translation] 

 
Some negative effects of the CPD programme were identified; namely: 
 

 The training attendance certificates were not delivered; 
 The students did not have access to materials; and 
 The CPD programme should have included other subjects in addition to 

mathematics and Portuguese language. 
 
School 2 

All participating teachers stated that the CPD programme had an impact and 
effects in their school, on the students and in their daily practices. The subjects involved 
were mathematics, Portuguese language and biology. The school principal had a similar 
perception, even though it seems that there were some difficulties in reconciling the 
timetables of the teachers to allow them to attend the training. 

Many participants perceived that the organisation of the CPD programme had 
changed, since its beginning. In a first phase the teachers developed their annual and 
weekly lesson plans. The sessions involved the selection of the content for the lessons 
and clarification of the scientific concerns of the teachers about the content of specific 
lessons. 

Nerveless, the teachers stated that in this period one of the trainers adopted a 
different model including observations of lessons by the trainer of the trainees. In the 
words of the teachers: 
 

The Pedagogical Support Groups were important, because they showed 
us how to plan and how we could teach good classes to our students. 
They also gave us teaching aids and helped us to correct our daily plans 
and sometimes they watched our classes and helped us to improve 
[Teacher 1 School 2 – authors translation] 
 
This Pedagogical Support Groups helped me to recycle my knowledge 
about my subject content and the way I planned my classes. We learned a 
lot by exchanging experiences in the training sessions. [Teacher 2 
School 2 – authors translation] 
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In the second phase, when the CPD programme was systematised and re-
organised, it functioned in a different way. Discussions revealed that the CPD 
programme, in particular, allowed for the inclusion of local trainers and lesson 
observations to: 
 

 Improve the use of Portuguese language; 
 Change the way the daily class plan was organised; 
 Change the way the teaching content was selected;  
 Allow the teachers access to teaching aids and ICT; 
 Change the pedagogical strategies adopted; 
 Change the way the teachers evaluated their students; 
 Promote collaborative work among teachers; 
 Promote curricular mediation; 
 Improve the specific scientific subject knowledge in mathematics, biology and 

Portuguese language; 
 Allow the opportunity to have access to a CPD programme on the school 

premises; and 
 Introduce the issues of citizenship and environmental education. 

 
With regard to curricular mediation it seems that this school started by adopting 

materials and teaching aids from the most prestigious private school in the country. 
However, these materials were produced by the expatriate trainer from this CPD 
programme. In this case there was a second level of curricular mediation. This materials 
and teaching aids sharing also suggests PASEG importance and success. 

The improvement of Portuguese language promoted the de facto improvement of 
the knowledge of the teachers of the language and at the same time it helped their 
empowerment in speaking it on a daily basis. In the words of the teachers: 

 
We - from mathematics - learned a lot from the Pedagogical Support 
Groups. The training allowed us to exchange experiences but with the 
help of the trainers this exchange became easier. They also provided us 
with teaching materials that helped to improve our teaching and helped 
us with specific subject content issues. [Teacher 3 School 2 – authors 
translation] 
 
The Pedagogical Support Groups helped us to unify the curriculum. 
Before the teachers sometimes had different curriculums and each one 
taught what they wanted [Teacher 4 School 2 – authors translation] 

 
Negative effects of the CPD programme that were identified were: 
 

 The CPD programme should include other subjects in addition to mathematics, 
biology and Portuguese language; and 

 The CPD programme should include tenth, eleventh and twelfth grade classes. 
 

School 3 
From the data it emerged that the participants considered that the CPD 

programme had an impact and effects in their school, on the students and in their daily 
practices. The teachers involved were from Grades 1 to 6. Taking into consideration 
that in Guinea-Bissau from Grade 1 to 6 one teacher is in charge of teaching all subjects, 
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this training covered all subjects. Even so, the focus was on Portuguesa language and 
mathematics, because they are the subjects with more content and a priority area for 
Portuguese Aid. 

Teachers commented particularly on how this training helped them on a daily 
basis. Nevertheless, a teacher emphasised that the expatriate trainers also benefited from 
the CPD programme in the following way:  

 
The trainers also learned from us about our way of teaching and working 
with our children [Teacher 1 School 3 – authors translation] 

 
The improvement of Portuguese language promoted the de facto improvement of the 
knowledge of the teachers of the language but at the same time their empowerment in 
speaking it daily: 

 
The improvement of the Portuguese language was very important. Now 
I can say that I can speak Portuguese, as I have the courage to speak 
Portuguese in any place. [Teacher 2 School 3 – authors translation] 

 
 
Discussions revealed that the CPD programme, in particular, allowed for the inclusion 
of local trainers and lesson observations to: 
 

 Improve the use of Portuguese language; 
 Change the way the daily class plan was organised; 
 Change the way the teaching content was selected;  
 Allow the teacher to have access to teaching aids; 
 Change the pedagogical strategies adopted; 
 Promote collaborative work among teachers; 
 Promote curricular mediation; 
 Improve specific scientific subject knowledge; 
 Allow the opportunity to have access to a CPD programme on the school 

premises; and 
 Introduce the issues of citizenship and environmental education. 

 
The curricular mediation in this school started with the adoption of the materials 
produced by the Ministry of Education to which the teachers did not have previous 
access. 

Negative effects of the CPD programme that were identified were: 
 

 The CPD programme should include monetary compensation; and 
 The CPD programme should include tenth, eleventh and twelfth grade classes. 

 
School 4 

All participating teachers and the school principal commented that the CPD 
programme had an impact and effects in their school, on the students and in their daily 
practices. The subjects involved were mathematics, physics, chemistry, Portuguese 
language and biology.  

Taking into consideration that it was in this school that the CPD programme 
started many participants perceived that the organisation of the CPD programme was 
divided into two phases. In the first phase teachers developed their annual and weekly 
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lesson plans. The sessions involved the selection of the content for the lessons and 
clarification of the scientific concerns of the teachers about content of a specific lesson. 
In the second phase the CPD programme included class support by the trainers and the 
final evaluation based on the assessment of a portfolio made by the teachers during their 
training. Also a didactical and pedagogical approach with lesson observation was 
followed. In the words of some teachers: 

 
After we graduated as teachers, at least from my experience, we were on 
our own. In this way the Pedagogical Support Groups were very good, 
because they helped us to prepare the planning and the teaching aids 
with other teachers. In this way we were not alone. [Teacher 1 School 4 
– authors translation] 
 
In the Pedagogical Support Groups, we could meet with other teachers 
to prepare the plans and the teaching aids. The trainers observed us in 
the classroom and in the end, we talked about the class. With this we 
learned - me in particular - learned a lot of things that I never thought 
that I could learn. [Teacher 2 School 4 – authors translation] 

 
Discussions revealed that the CPD programme, in particular, allowed for the inclusion 
of local trainers and lesson observations to: 
 

 Improve the use of Portuguese language; 
 Change the way the daily class plan was organised; 
 Change the way the teaching content was selected;  
 Allow the teachers to have access to teaching aids and ICT; 
 Change the pedagogical strategies adopted; 
 Change the way they evaluated their students; 
 Promote collaborative work among teachers; 
 Promote curricular mediation; 
 Improve the specific scientific subject knowledge in mathematics, biology, 

chemistry, physics and Portuguese language; and 
 Allow the opportunity to have access to a CPD programme on the school 

premises. 
 
The improvement of Portuguese language again promoted the de facto improvement of 
the knowledge of the teachers of the language but at the same time their empowerment 
in speaking it on a daily basis. 

Only the school principal identified one negative aspect of the CPD programme. 
He mentioned that a negative outcome was the inclusion of local trainers. From the data 
it emerged that this strategy did not work well and there were tensions between the 
teachers and the school principal over the CPD programme. This aspect was only found 
in this particular school. In the other schools the national trainers were accepted 
without question. In the words of this school principal: 

 
They told me [the programme coordinator] that the Portuguese 
language trainer would be a national not an expatriate. These two 
trainers were rejected in this school. The teachers almost did not attend 
the Portuguese Pedagogical Support Groups. If the trainer is a national, 
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the teachers reject them, because they consider that they can only learn 
with the expatriate. [School 1 Principal – authors translation].  

 
Common points among the schools 

We found that globally all the participants in this research stated that the core 
contribution of this CPD programme was the improvement of Portuguese language 
and/or confidence to speak it publicly. The CPD programme also allowed the schools to 
provide access to teacher development opportunities on school premises and for a 
resource centre with ICT.  

The findings suggest that the CPD programme also promoted curricular 
mediation that went beyond the public schools that were the target of the programme. 
This stems from the fact that the teachers also taught in private schools (principally in 
the capital city) in order to increase their income. In doing so they used the training 
content and teaching aids of the CPD programme in these schools. The teachers also 
shared the teaching aids and training materials with other teachers in their personal 
network, thus contributing more widely to the spread of the impact of this CPD 
programme. However, more research is needed concerning this matter in order to have 
a deeper insight of this issue and to understand the complex web of relationships 
between public and private schools. This aspect is amplified by the size of the country.  

All the participants stated that the CPD programme contributed to a change in 
the way that they planned their daily classes. It also contributed to improve the way the 
teaching content was selected and what type of pedagogical strategies were adopted. 
Moreover, it was stated by the participants that the organisation of the training sessions 
was similar in the second phase of PASEG (that followed a didactical and pedagogical 
approach with lesson observations and local trainers). In this way, the CPD under 
analysis promoted changes and innovations in the schools that are in line with the 
finding from other author in different contexts (Avalos, 2011; Flores & Simão, 2009; 
Villegas-Reimers, 2003) and also with previous initiatives in the country (Rosabal, 
2005).The participants mentioned that the CPD programme improved the scientific 
subject specific skills of the teachers and promoted collaborative work among them. The 
agreement established between PASEG and the Ministry of Education to reduce the 
teacher timetables was stated to be an important contribution to the participation of the 
teachers in the CPD Programme. 

The CPD programme gradually became a model for the professional 
development opportunity of the teachers on the school premises for long periods of time, 
following the findings of several studies (Avalos, 2011; Hardman et al., 2011; Hardman 
et al., 2015). The inclusion of the lesson observation was identified as a catalyst for the 
implementation of the training content and teaching aids by the teachers. This is in line 
with the findings of other authors (e.g. Guskey, 2002; O’Sullivan, 2006) and it stems 
from the fact that teachers change their attitudes and beliefs, when they see that an 
innovation works and, particularly, when they gain feedback or evidence (Guskey, 2002). 
The supervision used in this CPD programme follow Snow-Gerono (2008) approach 
were supervision is a dynamic process. It also overcomes the perspective that 
supervision is a control tool addressing the conclusion from a study conducted by De 
Grawe (2007). The priviest studies about CPD in the country found similar effects but 
regarding a CPD programme for kindergarten teachers. 

The approval in the second phase of PASEG of the strategic concept for the 
teaching of Portuguese, as a second language in a multilingual context (PASEG 
undated), indicated an important change. This allowed the introduction of this approach 
in the CPD programme and we started to see the Portuguese language, as a strategy for 
an improvement in the quality of education. It also allowed, at least at a formal level, for 
the recognition of the linguistic diversity of Guinea-Bissau and the importance of other 
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national languages in the education sector. This aspect is important because is the 
recognition of the particular characteristics of the local context (Avalos, 2011; Lundy, 
2013) were language of instruction plays a key role (Barbosa & Bizarro, 2011; Candé, 
2008; Medeiros, 2005). This issue was absent in the beginning of the CPD programme. 

All teachers clearly showed a willingness to learn. This fact seemed to be one of 
the reasons for the success of this CPD programme. In its own way the CPD 
programme also raised the morale of the teachers, which went beyond the material 
support. This goes in line with the three-layer model of the communities of practice 
(Hadar & Brody, 2010) and the benefits of a CPD program that provide opportunities 
for teachers to learn for long periods of time (Hardman et al., 2011; Hardman et al., 
2015; Haßler et al., 2015) and not follow a classic perspective of CPD in the global south 
– episodic teacher training not based in schools (Burns & Lawrie, 2015). 

We found that among the four schools the CPD programme produced more 
effects in School 1. This stemmed from the fact that this school is smaller than the 
others, is outside the capital city and, among other factors, all teachers of Portuguese 
language and mathematics were involved in the CPD programme. This seemed to 
indicate that the strategies in the schools in the capital city must be different from those 
in the interior of the country, that is a characteristic absent from the studies reviewed in 
chapter 2.1. Another issue that arose from this school was that the CPD programme 
only started in Phase 2 of PASEG, which also seems to indicate that the strategy 
adopted was more effective. 

The results from this research point in the opposite direction to that of Campos 
and Furtado (2009). This stems from the fact that they stated that all the teacher 
training activities in the country had little impact on teaching practice. The CPD 
programme under analysis in this article seemed to have a strong impact on the practice 
of participating teachers. Nevertheless, some of the innovation introduced by this CPD 
programme (e.g. ICT, on-site CPD programme) hardly can continue without some kind 
of external support taking into consideration the fragility of the country and its 
education system  

The CPD programme under analysis in this article points in the opposite 
direction of what has been common in similar contexts to Guinea-Bissau (Burns & 
Lawrie, 2015). In fact, the Pedagogical Support Groups attempted to provide the 
opportunities for teachers to learn what is recommended in the literature reviewed 
above (e.g. Avalos, 2011; Geldenhuys & Oosthuizen, 2015; Hardman et al., 2011; 
Hardman et al., 2015; Haßler et al., 2015). This fact is more evident from 2009 onwards 
after the restructuring of the Programme. 
 
Conclusion 

This study examined the experience of a bilateral educational aid continuing 
professional development (CPD) programme for teachers with specific reference to 
Guinea-Bissau. The CPD programme results point in the opposite direction to what has 
been commonly shown in similar contexts to Guinea-Bissau (Burns & Lawrie, 2015). 
This stems from the fact that the Pedagogical Support Groups attempted to provide 
opportunities for teachers to learn what is recommended in the literature and common 
in higher performance countries (e.g. Avalos, 2011; Geldenhuys & Oosthuizen, 2015; 
Hardman et al., 2011; Hardman et al., 2015; Haßler et al., 2015). In this way, this case 
study reveals that in contexts of protracted crises and fragility CPD programmes can 
offer opportunities for teachers to learn for long periods of time on a regular basis. 
However, some of the innovations introduced by this CPD programme (e.g. ICT, on-site 
CPD programme) hardly can continue without some kind of external support. 

The teachers were unanimous in their perception that the core contribution of 
this CPD programme was their Portuguese language improvement and/or their 
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confidence to speak it publicly. The teachers were also unanimous that the CPD 
programme allowed the schools to provide access to teacher development opportunities 
on the school premises and to a resource centre with ICT.  

The study illustrated that the CPD programme promoted curricular mediation 
that went beyond the public schools that were the target of the programme. The CPD 
programme also raised the morale of teachers that went beyond the material support. 

The inclusion of the lesson observations following the principles of pedagogical 
supervision is identified as a key factor for the implementation of the training content 
and teaching aids by the teachers. All teachers clearly showed a willingness to learn and 
improve their skills. This fact, in conjunction with the lesson observations and the 
didactical and pedagogical approach, seems to be the main reasons for the success of this 
CPD programme. In this way one of the main lessons to emerge from this study was 
that the CPD programme under analysis moved away from an ad hoc provision to a 
more systematic, longer term and sustainable approach. 

From the data, it seems that strategies for large schools from big urban centres 
should be different from those of a smaller size and from the interior of the country. 

In summary, the findings suggest that the CPD programme under analysis in 
this article had an impact on the teaching practices, thinking and morale of the 
participating teachers. 
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