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  Abstract 
The study critically examined the practicability and ambiguity of primary and sec-
ondary schools teachers’ continuous professional development policy framework 
and its practical toolkit. A qualitative method with content analysis design was 
employed throughout the study. The data were collected by using coded sheet 
checklists and analyzed on the bases of their themes and predetermined criteria. 
The finding indicated that there was lack of common understandings and harmoni-
zation among learning communities of practices on the framework and practical 
toolkit. The framework was generic, not transformative and didn’t propose appro-
priate induction models like basic orientation, beginning teacher development and 
transformative induction models for novice teachers. The professional competency 
development areas were not exactly identified by educational leaders for veteran 
teachers to be practiced through effective professional development activities. The 
framework didn’t show alignments among teachers’ continuous professional de-
velopment practices, teachers’ performance evaluation and career growth paths. 
Teachers’ professional development practices should focus on effective profes-
sional development (structural and opportunities to learn) features to improve their 
professional competencies, classroom practices and students’ learning outcomes. 
Therefore, new professional development policy framework and practical toolkit 
should be developed to the standard and implemented on the right time to improve 
the professional competencies of Ethiopian primary and secondary schools’ teach-
ers. 
 
Keywords 
Competency of Teachers, Teachers’ Continuous Professional Development, Poli-
cy Framework, Practical Toolkit, Novice Teachers, Veteran Teachers 

1. Introduction 
Teachers’ professional development is a dynamic process which continues throughout a person’s career and extends 

to receiving training, starting a profession and retirement. A successful professional development depends on the work-
ing conditions of teachers and how they perceive themselves within this framework (Nicholls, 2001). Likewise, it is a 
process that should continue throughout their career in which teachers may search for possibilities to review their 
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teaching and may learn how to meet the needs of students (Diaz-Maggioli, 2004; Yildirim & Seker, 2013). Teachers’ 
professional development is an on-going, job-embedded process in which there are learning opportunities for teachers 
(Guskey, 2000). Teachers may face difficulties with updating their teaching practices and construct knowledge in 
schools where professional development practices are critical for continuing their professional careers due to the limited 
attention given to teachers CPD practices. 

The international experiences like Singaporean policy initiative; thinking schools, learning nation vision for develop-
ing creative thinking and learning skills required for global future and making learning a national culture on the bases of 
values, skills and knowledge (Darling-Hammond, 2017). By working with this initiative from that time, Singapore 
started to pay special attention to continuous professional development (CPD) offered to its teaching forces and moved 
away from the traditional conception of the teacher as a technician to reflective professional. The other initiative was 
teacher growth model (TGM) which argues that professional development is responsive to teachers’ needs and interests, 
different levels of expertise and the desired career growth paths to guarantee the prestige and professional values of 
teachers in Singapore (Bautista,Wong & Gopinathan, 2015). It is equally important to note that in Malaysia, a highly 
systematic model of CPD called growth oriented teacher development (GOTD) has been implemented. The GOTD 
model includes focuses on teachers’ basic professional development and competency development. 

The Ethiopian teacher education traces back to its establishment in 1944 in Minilik primary school in Addis Ababa, 
and teachers’ professional development program has been given emphases through Education and Training Policy (ETP, 
1994). The education and training policy focused on the enrichment and improvement of accessibility, relevance, equity, 
and quality of education and training after 50 years. Yet, the mentioned education policy focus areas were not addressed 
completely. Especially, quality of education is deteriorated from time to time. Yet, Ministry of Education at national 
level attempted to take policy actions to improve quality of teachers at different educational arenas. The education pol-
icy strategies were related to teachers’ professional ethics, counseling and mentoring by using active learning metho-
dology (MoE, 2004), blue print of teacher development in Ethiopia (2007a), and CPD framework (MoE, 2009a), CPD 
practical toolkit (MoE, 2009b), mentoring guideline (MoE, 2010), professional standards set for teachers (MoE, 2012). 
Among the mentioned documents, the CPD framework and practical toolkit for Ethiopian primary and secondary 
schools teachers under operations were the central spheres of debates and discussion throughout this critical review of 
documents. 

Although the episodic CPD interventions practiced for a long periods of time, necessary improvements are not rec-
orded on teachers’ professional competencies, classroom practices, and students learning performances. Pertaining to 
the outlined bottlenecks, the national and local empirical research findings indicated that the problems associated with 
CPD program are emanated from three developmental areas such as MoE at national level, educational leaders and per-
sonal teachers at different career ladders. Thus, dynamism of the 21st century competencies and skills automatically 
calls for quality professional development practices for teachers. The document review was carried out based on pre-
liminary national and local research findings, review of literature of international and national experiences, professional 
standards set to verify teachers’ competencies (MoE, 2012), education development policy document (MoE, 2018), 
school forming standards (MoE, 2019). These criteria were believed to assure the validity and worthlessness of such 
document examination in an optimum situation. 

1.1 Rationales of the Review 
As a teacher educator and a researcher, I asked myself three aligned brain storming questions to be answered through 

teachers’ professional development practices. This includes: (1) What is the reason behind those teachers couldn’t be 
effective in classrooms and how can we improve teachers’ professional practices in classrooms? (2) What is the reason 
behind those students couldn’t achieve minimum learning competencies and how can we improve students’ learning 
outcomes? (3) What policy measures were taken place to solve such practical problems in the classrooms via CPD prac-
tices? Taking such questions as foods for thought, I decided to make critical review an Ethiopian primary and secondary 
schools teachers’ CPD framework (2009a) and its practical toolkit (2009b) based on the identified rubrics and criteria. 
In line to answering these questions, DuFour (2004) stated that teachers’ collaboration to improve classroom practices 
helps teachers to answer the questions in their minds as a whole team and this situation has significant effects on stu-
dents’ achievement. Likewise, it is important to note that one of the main criteria important to assure the efficiency of 
professional development program is the application of the knowledge in the classroom appropriately (Saunders, 2014). 
This assists practitioners to understand whether these have an effect on student achievement (Darling-Hammond, 2012). 

As knowledge is in a constant state of flux in today’s world, its horizon is expanding in a swift manner, and if the 
teachers fail to keep up with the latest knowledge, they will be giving yesterday's knowledge to tomorrow’s citizens 
(Kothari, Patel, & Shelat, 2012). The needs of improving knowledge from time to time bring changes in teachers’ pro-
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fessional competencies. The success of CPD practices is strongly influenced by the status of participants such as the 
learner and provider, and targeted professional competencies learned from CPD activities (Girma, Dawit, & Geberew, 
2021). In addition to learning from CPD practices and applying new knowledge and skills in the classrooms, teachers 
transfer knowledge from those who possess it to those who need to have it (Margaret, 2021). However, episodic partic-
ipation of teachers in CPD practices was observed, and the practices were unable to improve teachers’ competencies in 
the classrooms and students’ learning outcomes at national level. The mentioned underlined scenarios adversely af-
fected quality of education at the ground and its practices at all educational arenas. 

In the Ethiopian context, the most common policy gaps were linked to important developmental areas of the program 
such as ministry of education at national level, educational leaders at different hierarchies and personal teachers at 
school level. Pertaining to this, Yildirim and Seker (2013) discussed that supporting professional development and sur-
rounding this development process with colleagues’ cooperation are very important in educational institutions. There-
fore, international and national experiences show that CPD practices is important for educators (teachers and education-
al leaders such as principals, supervisors and TDP experts) to update professional competences; bridge the gaps be-
tween the curriculum and its actual practices. Likewise, it helps for improvement of classroom practices, for profession-
al renewals, for reflective professional practices and develops commitments and accountability across teachers’ profes-
sional careers. 

1.2 Objectives of the Study 
The main objective of this critical review was to evaluate the practicability and ambiguity of primary and secondary 

schools teachers’ continuous professional development framework and its practical toolkit. 
More specifically, the study has the following objectives. These were to: 

1) Recognize the practicability and ambiguity levels of CPD framework and its practical toolkit. 
2) Evaluate the components missed from CPD framework and its practical toolkit. 
3) Identify an induction program model (s) proposed to be used to assist novice teachers. 
4) Suggest strategies to improve teachers’ CPD framework and its practical toolkit. 

1.3 Research Questions 
1) What are the practicability and ambiguity levels of CPD framework and its practical toolkit? 
2) What were missed from the existing CPD framework and its practical toolkit? 
3) How to improve teachers’ CPD framework and its practical toolkit to the standard? 
4) What is the best induction program model proposed to be used to assist novice teachers? 
5) What should be suggested at the end of critical review? 

1.4 Significance of the Study 
The examination of the existing primary and secondary schools teachers’ CPD framework and its practical toolkit has 

earth shattering benefits to professional practitioners in general and teachers in particular. The importance of this critical 
review are identification of strengths and weaknesses of the professional development policy documents, taking re-
medial actions for the future before it affects the quality of teachers, students and education system at the base of educa-
tional arena. Furthermore, it gives high spot for the researchers to examine its actual practices in the schools. 

2. Research Methods and Materials 
The qualitative research method with content analysis practice (Schreier, 2012) was employed. The content analysis 

helps to identify patterns and themes in detailed and systematic ways (Berg & Lune, 2012). Accordingly, I followed a 
four-step path such as coding the data, forming the themes, classification of codes and themes, and identification of 
major findings (Yildirim & Simsek, 2013). After formation of themes, discussion was carried out on the bases of evalu-
ation criteria such as standards of professional knowledge, practices and engagements set to attest teachers’ competen-
cies, preliminary national and international research findings, and international experiences from literature, school clas-
sification framework standards, education development road map document, the requirements of digital and technolo-
gical literacy, and the necessities of 21st century teachers’ competencies and skills. 

2.1 Data Collection Tools 
The data collection instrument used for this particular study was document examination. According to Yin (2003), 

documents are useful sources of data because they help the researcher to develop a broader perspective of the context 
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under study. Yin (2011) further noted that the most important use of documents in research is to ‘corroborate evidences’ 
from data sources. Accordingly, the researcher made systematic review of CPD policy documents (framework and 
practical toolkit) which were practiced in primary and secondary schools by using coded sheet checklists. 

2.2 Data Analysis Techniques 
The collected policy documents such as CPD framework and practical toolkit were carefully read in order to structure 

the data and to differentiate between different meaningful verbatim or segments. Then, the identified meaningful seg-
ments were coded and categorized based on their particular focus (Schreier, 2012). Accordingly, 12 themes and some 
sub-themes were identified and discussed. The content analysis of the documents served to map the undertaken initia-
tives and procedures of review thematically. This indicated that this policy document review helps the researcher to get 
relevant textual and contextual evidences about the study. 

2.3 Ethical Practices 
Ethical approval: Ethical approval for this study was obtained from the concerned bodies to avoid the research mis-

conduct because harm is narrated in the context of institutional characteristics, policies, procedures, guidelines and 
work environment (Petousi & Sifaki, 2020). Accordingly, Creswell (2013) suggested that the respect has been shown by 
gaining ethical approval by concerned bodies. 

Competing interest disclaimer: I have declared that no competing interest exists. The products used for this re-
search are commonly and predominantly use products in our area of research and country. There is absolutely no con-
flict of interest between the authors and producers of the products because we do not intend to use these products as an 
avenue for any litigation but for the advancement of knowledge. 

3. Presentation and Discussion of Major Findings 
This section discuses appropriate verbatim statement of major findings organized into 12 thematic areas. The major 

findings were presented in summarized ways. These are: 

3.1 Need Alignment among Professional Development Areas 
The content analysis reveals that the existing framework didn’t give emphasis to the links among personal teacher, 

school and the national government expectation at national level which says CPD is something that makes me a better 
professional which lacked morale tale because the reverse of this saying is not good. Since, it didn’t follow the bottom 
to up professional reflective approach so that it was not in a position to improve teachers’ professional competencies 
and students’ learning outcomes. The approach of the framework is similar to Yurtseven (2016) who stated that profes-
sional development activities can be determined through administrative support and collaborative work by taking stu-
dents’ needs into account. Hence, teachers play fundamental roles identifying the needs which should be done by con-
sidering their personal preferences. 

This finding contradicts to some extents with the logic of effective CPD program which addresses specific needs of 
teachers in line to students’ learning. The needs of an individual, group of individuals, school and national government 
to address teachers’ professional development practices (Edmonds & Lee, 2001; Blandford, 2001). The 
three-way-possible pressures and needs usually develop among the three developmental areas (the government, the 
school and an individual teacher). 

3.2 Harmonization of Responsibilities of Learning Communities of Practices 
A content analysis shows that each stakeholder in learning communities of practice has individual and institutional 

responsibilities. It was presented from teacher to ministry of education level hierarchically. However, the existing CPD 
framework and its practical toolkit didn’t harmonize the accountability and responsibilities given to different stakehold-
ers at different educational hierarchies. It was totally thrown to teachers and schools alone without/with negligible pro-
visions of technical, expert and professional assistance as if they were the only target groups who are expected to im-
prove their professional practices. The lack of mutual understandings about CPD framework (policy gaps) among 
stakeholders created the rooms for uncertainties on its actual practices (practice gaps). Regarding this, Bolitho and 
Padwad (2013) confirmed that when there is confusion in policy understanding among stakeholders, the imagined bene-
fits of teachers’ CPD couldn’t be achieved at all. Thus, having common understandings among stakeholders on CPD 
policy vision and destinations point towards the success of its actual practices in schools. 
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3.3 Practicability of Teachers Effective Professional Development Features 
According to the content analysis, teachers’ professional competencies, improvements of classroom practices and 

students’ learning outcomes are highly required in the CPD framework and practical toolkit. The practices of teachers’ 
effective professional development such as instructional-focus contents, active learning and collective participation 
were missed from CPD framework and practical toolkit. This practice contradicts with the findings of Desimone (2009), 
Desimone and Garet (2015), Kennedy (2016) and Darling-Hammond (2017) who suggested the inclusions of opportun-
ities to learn features (content-focus, active learning and coherence) and structural features (sustained and intensive du-
ration of time and collective participation). 

3.4 The Support Systems 
According to the undertaken document review, although mentoring and coaching are professional and expert supports 

provided to novice and experienced teachers to develop basic and specific professional competencies along their career 
paths, they were not outlined in the framework and its practical toolkit. However, teachers as reflective professionals 
are expected to draw on an integrated knowledge base to constantly improve their practices through knowledge and 
inquiry (Doyle, 1990). 

3.5 Mentoring Relationships 
The content analysis result shows that newly deployed teachers (NDTs) were given professional support and guid-

ance through individual period by mentor who is a senior and experienced member of the school’s teaching staff. How-
ever, the existing framework and practical toolkit did not highlight mentoring strategies by using portfolio guide, con-
secutive conversation, classroom observation, feedback and reflective reflections. The framework didn’t propose any 
appropriate induction program models like basic orientation, beginning teacher development and transformative induc-
tion models for novice teachers. This finding contradicts with the finding of Mansfield and Thompson (2017) who sug-
gested that the beginning teachers highlighted the importance of having opportunities with other teachers to make di-
alogue, to observe, to co-plan, to have time to establish relationships with experienced teachers and mentors. Therefore, 
experienced teachers were not giving processional and technical supports, motivation to learn to improve actual class-
room practices and any other help when necessary to someone who is less experienced. 

3.6 Coaching Relationships 
After completion of two years induction program, teachers begin to participate in proper CPD practices aimed at up-

dating the professional competencies. However, the policy framework does not indicate how a teacher with expertise in 
the field assists colleagues through structured discussions and activities on how to solve their problems and perform 
their tasks. The policy framework and practical toolkit has not shown the varieties of coaching such as peer coaching, 
technical coaching, expert coaching and collegiality coaching relationships. This finding contradicts with the findings of 
Oja (2001) who discussed that teachers engage in reflective discussion and critical inquiry with colleagues. This prac-
tice focuses on reflection, analysis and creative problem-solving to enhance teaching through thinking outside the box. 

3.7 The Dynamics of Professional Development Contexts 
According to the undertaken document review, the CPD framework and its practical toolkit lacked dynamism in that 

they were generic one-size-fits-all but not context specific to the regions, zones, districts/woredas, schools and personal 
teacher. They didn’t possess rooms for modification aligned to the existing atmospheres of the schools and teachers. 
However, the success of teachers’ professional development program depends on participant level (the learner and pro-
vider), the type of contexts (targeted knowledge, skills and dispositions), school and facilitation of educational process 
(Desimone, 2009; Darling-Hammond, 2017). This is because professional development program that works in one con-
text may not work in another context (Murphy, 2013). These intersecting contexts are related to the ‘who, what and 
how’ of teachers’ effective continuous professional development practices based on prioritized needs of professional 
development practice centers, schools in the Ethiopian context. 

3.8 Appropriateness of Practical Toolkit Activities and Questions 
The document examination practice showed that the activities and questions in the practical toolkits were not in-

quiry-based. Hence, they didn’t assist teachers to develop professional competencies and improve students’ learning 
outcomes. Some activities lack cognizance of solving local classroom problems in that they were ambiguous and re-
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quires ample resources to be implemented in schools contexts. And, the mechanisms of how to adapt and conceptualize 
the activities were not clarified in the practical toolkit. Pertaining to this, Timperley and Alton-Lee (2008) summarized 
that an immediate challenge for policy is to attend to situations where teacher professional development may be doing 
harm or wasting investment through undermining rather than optimizing educational opportunities for students. 

3.9 CPD Coordinating Committees 
The CPD framework didn’t give ideas on how to set the coordinating committee, who leads it, and the numbers of 

coordinating committee members to be established in schools or cluster resource centers. The framework didn’t high-
light the roles and responsibilities of CPD coordinating committees. However, the school classification framework 
standard 21 and indicator 21.3 document revealed that committee monitors the implementation of CPD, identifies areas 
of improvement and provides supports (MoE, 2019). 

3.10 Teachers’ Portfolio Document 
The types of teachers’ portfolio were not identified as employment portfolios, assessment portfolios and learning 

portfolios in the CPD framework and practical toolkit for the allocated 60 hours per a year. The first two reveals a way 
of showing attainment of prescribed competencies and outcomes, and learning portfolios are collections of items that 
help teachers think about and describe the learning outcomes (Dietz, 1999). The criteria or rubrics up on which teach-
ers’ portfolio document developed and compiled were not prescribed in the document. What should be compiled and 
what shouldn’t be compiled in the 60 hours per a year portfolio documents of teachers were not highlighted. 

3.11 Preparation of Teachers for the 21st Century Competencies and Skills 
The content analysis showed that the CPD framework and practical toolkit lacked dynamism. Likewise, it didn’t 

show for how many years the framework is functional. The static nature of the material didn’t have a room to provide 
opportunities for teachers to prepare themselves for the 21st century skills and competencies. The policy document re-
garding teachers’ professional development is expected to address a vision of the role of teaching as responsive to di-
verse learners and the evolving challenges of the 21st century (Timperley & Alton-Lee, 2008). Likewise, the framework 
didn’t illustrate the access and utility of ICT. Merely, Sharon, Mahjabeen, and Edward (2019) suggested that in low and 
middle income countries, the 21stcentury skill set includes a range of competencies including critical thinking, prob-
lem-solving, creativity, meta-cognition, communication, digital and technological literacy, civic responsibility and 
global awareness. 

3.12 Resource Allocation 
The sources of the resources required for teachers’ CPD practices were not suggested in the framework though re-

sources are one of the pillars of professional development practices. This challenged provisions of technical, profes-
sional and material supports to teachers in schools. 

3.13 Li-censure Authorization 
The undertaken document review showed that the framework didn’t clarify the importance of accreditation for teach-

ers who should be licensed or not, how to give license (the criteria/rubrics) to attest that who will give a license, and the 
impacts of professional license on teachers’ career growth and students’ learning outcomes. Pertaining professional ac-
creditation, Henning (2000) suggested that CPD policy is important for licensing educational practitioners (teachers) on 
the bases of individual teacher, schools &professional priorities of activities. Hence, Henning (2000) further explained 
that practitioners who cannot take a license are considered as bare footed professionals who give first aid education. 

3.14 Monitoring and Evaluation 
The analysis of the documents suggested that CPD framework and its practical toolkit didn’t clearly summarized 

consecutive monitoring and evaluation system. They didn’t leave rooms for the development of monitoring and evalua-
tion guidelines and checklists. According to the observed international experiences, Guskey (2000) suggested five le-
vels of evaluation of the impacts of CPD practices. These includes: (1) Participant reactions (perceptions of importance 
& relevance of pedagogical change); (2) Participant learning (knowledge and skills acquired); (3) School support and 
change (factors that support or limit implementation); (4) Participant application of new knowledge and skills; and (5) 
Student learning outcomes. 
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3.15 Summary of Findings 
The following policy gaps were identified and evaluated pertaining to primary and secondary schools teachers’ CPD 

framework and practical toolkit in Ethiopia. 
1) The functional time of teachers’ CPD framework was not highlighted. Hence, its validity was questioned due to 

lack of dynamism to improvements for long period of time. 
2) The framework has gotten negligible achievements of its targets, poor quality of contents and activities, delivery 

or process, and the contexts in which it takes place due to professionally irrelevant contents, activities and ques-
tions prepared in the practical toolkit document. 

3) The lack of common understandings among learning communities of practices on CPD framework caused uncer-
tainties in the schools. This factor loosens the lines of communication and collaboration between learning com-
munities of practice, and affected their accountability and responsibility systems. 

4) The focus, targets and the modules and other materials utilized in CPD framework (MoE, 2009a) were not appro-
priate enough for teachers’ basic professional development and competency development due to lack of harmoni-
zation between theoretical underpinnings and actual practices. While developing the CPD policy framework 
(2009a), due attention was not given to the inclusion of teachers’ effective professional development features like 
their expertise in subject matter knowledge, pedagogical knowledge and skills. Thus, we couldn’t improve teach-
ers’ classroom practices and students’ learning outcomes in Ethiopia. 

5) Clear cut legislation and professional development law were not clearly seen in the Ethiopian primary and second-
ary teachers’ CPD framework. Accordingly, those who are participating and brought impacts on their professional 
work and students learning outcomes, and those teachers and educational leaders who were not totally doing CPD 
practices were neither motivated nor corrected at all. 

6) The importance of ICT and digital literacy were not included in Ethiopian primary and secondary schools teach-
ers’ CPD framework and its practical toolkit. 

7) The structures, procedures for identifying and aligning prioritized CPD needs at national, institutional and personal 
teacher levels were not displayed in the framework and practical toolkit of Ethiopian primary and secondary 
teachers. 

8) Primary and secondary schools teachers’ CPD framework and its practical toolkit didn’t show the alignments 
among teachers’ CPD practices, performance evaluation, students’ learning outcomes and career growth paths. 

9) The framework didn’t show the sources for trained human, financial budgets and material resources. So that 
teachers CPD practices are under implementation with very small amount of resources. Likewise, the schools’ 
CPD committees and cluster resource center supervisors are not properly working on teachers CPD practices. 

10) An overall lack of attention while developing the framework and its practical toolkit resulted to challenges to pre-
pare and distribute mentors’ guidelines, monitoring and follow-up checklists to schools, lack of supervisory con-
ferences, lack of trained mentors and coaches contributed to poor practices of teachers’ CPD 
interventions .Furthermore, there were no clear evidences documented at ministry of education, zone and district 
levels and schools which suggest the status of utilization of competencies by those teachers who learned from CPD 
practices in the classrooms. 

4. Conclusions 
This critical review of documents revealed that teachers’ CPD framework and its practical toolkit under operations 

are ambiguous and lacked the features of implacability. The targets, contents and activities, its methods of doing and 
intersecting contexts of professional development mirrored out in the framework and its practical toolkit were not 
aligned with realities and assumptions of improving teachers’ classroom practices and students’ learning outcomes. All 
learning communities of practices take the accountability system to follow up and execute appropriately prioritized 
needs based on the proposed contents for training but nothing was pointed out about their accountabilities in the 
framework. All learning communities of practices need to be committed, take accountability, and share responsibilities 
in professional development practices by using appropriate stages and indicators but nothing was mentioned in the 
framework and practical toolkit. The key stakeholders at different educational hierarchies have equal responsibilities to 
check whether teachers CPD are implemented to the target and content-focus or not. 

4.1 Policy Implications for Further Improvements 
The findings of critical reviews of the existing teachers’ professional development policy documents need radical 

improvements. This critical document review forecasts the requirements of new CPD framework, its practical toolkit 
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and guidelines which will focus on basic professional development of novice teachers and specific competency devel-
opment of veteran teachers. Therefore, the newly emerging documents will contribute to the improvements of teachers’ 
classroom practices and students’ learning outcomes. 
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