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The 21st century has brought remarkable developments in societies’ expectations of education systems across the world 
while new ideas and new teaching approaches have been promoted (Donaldson, 2014). Globalization has also created a 
more global unified agenda, standardized teaching and learning practices, and increased competition (Carnoy, 1999; 
Sahlberg, 2004). Dumont et al. (2010) consider that in the current knowledge society, schools must share their long 
standing near-monopoly on learning with information and communication media of all sorts. 

These developments bring a paradigm shift for traditional teacher roles in general, and for Continuous Professional 
Development (CPD) in particular. The way in which teachers instill subject knowledge in their learners has changed with 
the help of technology and innovations in curriculum and teaching. Not only should teachers be able to convey content 
knowledge and explain to their students how to learn, they should also be able to demonstrate how learning works 
serving as role models (Schollaert, 2011). In this context, CPD may be the only way teachers can keep up with all the 
developments and requirements associated with the profession. CPD is lifelong learning for teachers, a driving force that 
relates with adult learning principles, career opportunities, and personal and professional fulfilment.    
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Teachers’ PD has been approached through different theoretical perspectives, including developmental stage theories, 
socialization theory, cognitive and personality theory, and workplace learning (Eisenschmidt & Löfström, 2008). The 
Commission of the European Communities (CEC, 2007) argues that initial education cannot provide teachers with the 
knowledge and skills necessary for their entire teaching career. Developing as a teacher is a lifelong task, and it is best 
supported when teacher education and continuing development are properly funded, and nationally coordinated as a 
coherent and continuous system. In practice, this means that teachers should “take part in an effective program of 
induction during their first three years in post / in the profession; have access to structured guidance and mentoring by 
experienced teachers or other relevant professionals throughout their career; take part in regular discussions of their 
training and development needs, in the context of the wider development plan of the institution where they work” (CEC, 
2007, p. 13-12). Defise (2013) has pointed out that the teachers as lifelong learners must take risks, provide high-quality 
work, resolve problems, adapt, question themselves, and more. 

The impact of teachers on students learning cannot be underestimated. Meta-analyses research by both Marzano (2003) 
and Hattie (2009) presented strong evidence that there is no other influence on learner outcomes that can match the 
impact teachers have. They confirmed what Hargreaves (1994) had previously found, that the one decisive factor that 
affects learner behavior is not the curriculum, nor the textbook, nor the method of instruction, nor any organizational 
arrangement, but the teacher. A study coordinated by Yoon et al. (2007) found that the academic achievement of students 
whose teachers participated in PD programs increased by 0.54 standard deviations compared to students whose teachers 
did not participate in PD. 

These positive findings lend credence to the efforts of policymakers from developing countries who are in favor of using 
PD to improve the quality of teaching. Popova et al. (2018) found that top-performing Professional (PD) programs are 
those found to be the most effective at increasing student learning. An analysis for the EFA Global Monitoring Report 
(UNESCO, 2014) of the 2011 TIMSS results for Grade 4 students from 45 countries found that, across the countries, the 
better the teacher quality, the less frequency of student’s low achievement. Many systems of education have a greater 
interest in international monitoring of learning achievement through such programs as Trends in International 
Mathematics and Science Study (TIMSS), Progress in International Reading Literacy Study (PIRLS), Program for 
International Student Assessment (PISA) and there is a strong push to recognize standards related to these (Singer et al. 
2014). The countries “recognize the need to focus on globalization issues through raising education standards and take 
note of achievements in international assessment tests” (Singer et al. 2014). 

Finland, Singapore or Shanghai, high-performing countries in PISA international assessments, became in the last decade 
models for those who wanted to reform their education systems to achieve better results. Attempts to simply borrow the 
policies (CPD included) and reform systems through copy-paste techniques proved to be unrealistic. Sahlberg (2007) is 
critical of those who simply make comparisons by examining the PISA rankings of different countries rather than trying 
to learn about national underlying characteristics that might explain performance.  

Many specialists agree that the fastest way to achieve better student results is to increase the quality of teachers’ work 
(Barret et al., 2007). For this, any system needs at least three basic elements: a modernized curriculum, meaningful 
teaching and learning resources, and effective PD (Barret et al., 2007; Tikly, 2010). Countries everywhere are facing 
trade-offs when deciding whether to spend scarce sources on teachers or financing other educational inputs. Investing in 
PD, working conditions, and salaries of current and future teachers often proves to be more effective for increasing 
student learning (The World Bank, 2019). 

PD and on-the-job support for teachers are an essential component of teacher policies (The World Bank, 2013). Teacher 
PD can take many forms, ranging from traditional, government-mandated mass training programs to teacher pedagogical 
support groups headed by coaches or mentors that provide needs-based, embedded support (Popova et al., 2018) but the 
decision-makers need to carefully analyze the aims of each intervention. A one-off CPD seminar or workshop clearly 
falls short of reaching the ambitious goal of turning teachers into expert learners (Schollaert, 2011). To date, almost any 
reform is accompanied by a form of continuous PD enabling teachers to transpose in practice the new approaches. In 
modern PD programs, theories of curriculum, effective teaching, and assessment are developed together with their 
applications to practice (Timperley, 2008). 
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One of the most important words in CPD today is “balance”. Evidence shows that the balance is rarely respected 
especially in relation to teachers’ needs and system’s inputs, theory and practice, CPD time and teacher’s available time, 
performance and rewards, available funds and the number of trainees, school-based CPD and centralized CPD, online 
CPD, and face-to-face CPD, requirements and benefits, application time and visible results, experienced teachers and 
novice teachers etc. Every variable can be calculated while planning and compromises can be made without disturbing 
the balance. Pressured by low budgets and time, many programs are offered as quick fixes: cheap, fast, centralized, 
traditional, theorized, without helpful support materials, superiors as trainers. Going back to adult learning principals 
and teachers need to be treated as professionals— and good professionals should receive support and respect, while also 
being held to high expectations (WDR, 2018).

Teachers’ PD in a tech-based, globalized, interconnected 21st century

Traditional CPD models are often associated with site-based CPD, while CPD using technologies to give access 
regardless the distance and time is often self-directed CPD. Self-directed technology based CPD should be used to 
complement and extend standardized and/ or site-based CPD (Gaible & Burns, 2005). TALIS 2013 found that teachers’ 
ICT and problem- solving skills are similar to those of other tertiary-educated adults (OECD, 2014). Educators need 
training to learn how to use technology and the use of Information and Communication Technology (ICT) to improve 
teaching methodologies, while staying firmly focused on student learning (OECD, 2016b). For example, in Denmark, 
%74 of lower secondary teachers reported that their students used ICT for project or class work frequently or in all or 
nearly all lessons, compared with only %10 in Japan (OECD, 2014). 

Kampylis & Berki (2014) identified how teachers can take full advantage of the potential of ICTs to encourage creative 
thinking and twenty-first century skills. Teachers can: use available ICT tools for learners to collaborate, communicate 
and connect with creative ideas.  ICT can also be utilized to  help students understand technology as an educational tool, 
use available technologies for ‘flipping’ teaching and learning routines, take advantage of free online resources provided 
by educational and cultural institutions (virtual tours, e-books, maps, illustrations, audios, videos, infographics, 
animations, simulations, games and 3D applications). With a simple access to internet, the teachers have access to 
endless resources targeting all areas of interest: curriculum, pedagogy, subject-related knowledge. 

Teachers today have a wide range of opportunities to access training and learn. ICT has enabled the rapid expansion of 
online and blended courses (Redmond, 2011). Learning and teaching (partially) online is one of the fastest growing fields 
in the educational use of technology (Means et al., 2013). Online courses are often promoted often due to (1) their 
cost-effective nature, (2) the way they make learning and educational experiences available for those who cannot attend 
face-to-face education, and (3) the possibility they offer to make instructors and teachers available in places where they 
would otherwise not have been available (Means et al., 2013). Based on these reasons, CPD strategies are designed, 
developed, and implemented to provide teachers with the opportunity to prepare themselves professionally for teaching 
in an online and blended learning environment (Philipsen et al., 2019).

CPD programs can reach teachers in at least three forms of delivery: face-to-face, online and blended (which is a 
combination of face-to-face and online). Blended learning became in time the favorite form of delivery for many training 
institutions as it reduces the costs of training and pushes the participants to get accustomed with the online platforms, 
manipulation of applications and programs. More than that, the blended learning model encourages teachers (between 
face-to-face sessions) to reflect on learning processes, apply the new knowledge and practices in their classrooms, create 
portfolios and upload them into the online environment as assignments. The rapid evolution of technologies enables 
participants to communicate and see each-other when online. Guests/trainers from thousand miles away can give a 
real-time presentation to a class of teachers and communicate interactively. For countries with limited capacity to train 
teachers, technology that enables training from a distance is one way to reach larger numbers of trainees more effectively 
(UNESCO 2014). For continuing education, high quality online courses are offered internationally via platforms like 
Coursera, Udemy or Lynda.
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Expansion of ICT in education and training is evident and has to be seen as a tool that offers many possibilities to 
organize teaching and learning but it cannot replace the teacher. In 2002, Carlson & Gadio stated that “educational 
technology is not, and never will be, transformative on its own—it requires teachers who can integrate technology into 
the curriculum and use it to improve student learning. In other words, computers cannot replace teachers - teachers are 
the key to whether technology is used appropriately and effectively” (Carlson & Gadio, 2002, p. 119). With all the 
progress registered in the last 15 years, their statement appears to remain valid.  

The main role/objectives of teachers’ CPD 

Studying the New Educational Model or Paradigms in Figure 1 by Salmi, Sotiriou and Bogner (2009) it is apparent that 
many challenges are attached to the teaching profession today. Along with Aviation and ICT, the education sector is one 
of the most dynamic in terms of employees’ learning. In education, learning is deeply embedded in the job description 
of teachers since changes happen very often.
 

Figure 1. New Educational Model or Paradigms

Source: New Educational Model or Paradigms (Source: Salmi, Sotiriou and Bogner, 2009)
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To understand how to design CPD programs and how to set objectives, planners must identify what is the “need” and 
what can be “solved” through a CPD program.  Sometimes, teaching does not choose the best candidates. Some have not 
received enough education during pre-service training. In some countries, teaching is seen as a second-class job for those 
who do not do well enough academically to enter more prestigious careers, for example as doctors or engineers 
(UNESCO, 2014; GTS Index, 2018). In this case, CPD may be required to complement teachers’ subject knowledge and 
teaching skills. The PD can be designed also to help teachers comply with the teaching standards. As Revai (2018) 
explains, the standards for teachers may have multiple functions including assessment, professional development 
framework for teachers’ competences, and a basis for teacher education curriculum. Therefore, a major objective for the 
CPD is to help teachers meet the standards in their classrooms. It is a false idea that only novice teachers need more 
attention. A teacher with 25 years in service no longer relies on the knowledge received during his/her initial teacher 
education. Since then, the curriculum changed several times, new pedagogies have emerged, new teaching standards 
have been introduced
 
New roles, new strategies, new objectives for the CPD programs 

According to Stoll, Fink and Earl (2003) if teachers are to embed and sustain changes in teaching they need to: 
understand learning, keep up with the new knowledge, have a deep knowledge of pedagogy, be aware that learning is 
emotional, help students prepare for changes, act professionally and responsibly.  Moreover, teacher professionalism 
depends on collaborative learning, design and networking, and cannot be reduced to a set of personal traits (Paniagua & 
Istance, 2018).

The European Commission (CEC, 2007) has emphasized that teachers must have competences to work in multicultural 
settings and as lifelong learners should: continue to reflect on their practice, undertake classroom-based research and 
incorporate the results into their teaching, evaluate the effectiveness of their teaching strategies, and amend them 
accordingly and assess their training needs themselves. 

Evolution of teaching strategies and classroom management are evident, and they go along with the innovations in 
curriculum. Niemi (2012) observed that new teaching methods, which consisted of more independent learning, more 
collaborative arrangements, more open tasks and projects, enabled students to collaborate with each other, but very often 
the teacher participated in the learning process as a team member. The teacher was a circulating expert, learning together 
with students and trying to give more freedom to students. These scenarios of teachers’ work create new demands on 
teacher education (Niemi, 2012).

Pantic & Wubbels (2012) found that in many countries teacher education institutions restructured their programs, setting 
in order to set new competences as the aims of the curricula. According to the authors, there are four sets of competences 
all teachers should possess: self-evaluation and PD; subject matter, pedagogy, and curriculum; understanding of the 
education system and contribution to its development; and values and child rearing (Pantic & Wubbels 2012).

In order to become reflective professionals capable of designing effective learning environments teachers need to 
develop skills for innovation, as shown inFigure 2). Conversely, these processes for innovation do not start in a vacuum, 
but are based on teacher knowledge, the capacity to take decisions and to interact with other colleagues (Paniagua & 
Sanchez-Marti, 2018, p. 8).
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Reviewing the most advanced models of PD through desk research is a challenging task for three key reasons:

1.PD systems/models are not stand-alone products or processes that are ready to be transferred anywhere in the world. 
They need to be analyzed or reviewed in their national or regional context, taking into account educational data, status 
of reforms, policies and aims for education for a medium/long term.

2.PD systems/models are always subject to change depending on the developments in curriculum, teacher policies, 
career path or societal demands.  
 
3.To prove itself a successful model, a CPD system should produce measurable evidence at least at national level (for 
example enhanced students’ achievement or better results in teachers’ appraisal).

Usually CPD is offered under the two special sub-categories as follows: 

• Supply-driven CPD is generated by the Ministry of Education’s (MOE’s) strategic interests and has the aim to align 
teachers’ knowledge and practices with the latest developments in education (e.g. Subject Pedagogies, Subject 
Didactics and Methodologies, Implementing the new curriculum for various stages, ICT in teaching different subjects, 
Assessment, Childcare, CPD derived from various national programs- No Child Left Behind, Second Chance etc.). 
Under this sub-category we find what Popova et al. (2018) call government-mandated mass training programs that are 
often associated with major reforms.

• Demand-driven CPD is generated by teachers’ group or individual needs. This sub-category tends to be more 
diverse, specific and targeted, supplementing the supply-driven CPD. It can support a greater number of forms of 
delivery and methods and is recognized as more effective for at least two reasons: teachers are grouped by their 
professional interests and, if they pay for it, may be more accountable.  

  

Figure 2. The relationship between teacher professionalism and innovation

Source: Adapted from Paniagua and Istance (2018).

Global CPD best models review
General considerations
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Within each category of CPD the parameters, such as the objectives, duration, funding, forms of participation, location, 
pre-conditions, foreseen results may vary dramatically. Studied closely, it seems like each CPD strategy or program 
serves a specific purpose related to change in education rather than a general policy. However, there are many common 
points embedded in the CPD policies across countries, most probably as a result of policy borrowing and lending as 
described by Steiner-Khamsi (2004) and Phillips & Ochs (2003):

In general, the countries that have achieved the highest and most equal learning outcomes are those that invest the most 
in both initial and ongoing training, allowing teachers to adapt to new approaches. In Shanghai, China, which topped the 
2009 and 2012 PISA rankings, all primary school teachers are expected to complete 240 hours of PD within five years 
(Lu et al., 2017). In Singapore, teachers are entitled to 100 hours of in-service training a year, and new teachers receive 
mentoring for the first few years of their career (Revai, 2018). Trainers visit schools to identify difficulties teachers face 
or to introduce new practices, such as approaches to critical thinking or the use of information and communication 
technology (ICT) (OECD, 2011a, 2011b cited from UNESCO 2014). To emphasize even more the importance given to 
CPD, United States spends almost 18,000$ per teacher and 19 days of teacher time on training each year (TNTP, 2015 
cited from Popova et al., 2018).

 Methodology

There is little agreement about how to assess the quality of PD (Desimone, 2009), and, to date, there exists no instrument 
to capture the step between teacher policy design and teachers’ classroom practice (Popova et al., 2018). Sometimes it is 
almost impossible to assess a PD program against its own objectives or design parameters due to the dynamic nature of 
human actions and development mechanics. In practice, every PD program is altered by the participating actors 
(administrators, learning materials’ designers, trainers/facilitators, participants). Beyond the “scientific” or 
“administrative” approach to CPD, there is one question that really matters: How much change in knowledge and 
practice a CPD model is likely to produce? While there are some signs indicating programs’ faulty designs (e.g. too many 
objectives per allocated time, too much theory and less practice, too many participants/trainers etc.) there is one place 
we can measure the effectiveness of CPD: the classroom. Unfortunately, very few countries directly linked their CPD 
with students’ achievement, but those which have, dominate the rankings in international assessments (WDR, 2018).  

In our quest to identify the best practices/models of CPD worldwide, we relied on international validated data. For this 
study, the CPD practice/model is defined as the modality through which various governments around the world ensure 
the continuous PD of teachers from public schools. It may include policies, strategies, standards and regulations leading 
to certain CPD programs or practices, currently applied at the national level. Initial teacher education (also called 
pre-service training) and induction programs1 may be mentioned but only the CPD represents the focus for this paper. 
Moreover, isolated initiatives, pilots, small-scale CPD practices have not been considered because their impact at the 
national-level cannot be documented or estimated.  

Teacher training through face-to-face courses– sometimes even educators use CPD and teacher training 
interchangeably but they are not synonyms (most common);
Linking CPD participation with career ladder or promotion (very common);
Supply-driven CPD, mostly through courses and workshops, is compulsory and free of costs for teachers (quite 
common);

Imposed number of CPD hours within a certain interval of time (quite common)
CPD programs developed as a result of Teachers Needs Assessment (common)

1Since induction programs are limited, unique, non-repetitive, offered only to newcomers in schools, they are considered in this report as part of the CPD. 
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We have started with three assumptions:

1. CPD is the only way teachers update themselves with subjects related knowledge or teaching practices and 
maintain a high level of teaching performance throughout their career; 
2. The ultimate goal of CPD is to increase student learning and only highly motivated and trained teachers can achieve 
this goal. 
3. Enhanced student achievement demonstrates successful teacher policies and is the best indicator for CPD 
effectiveness. 

To identify which countries have highly motivated and trained teachers, data from six established studies was 
triangulated:

The selection of different studies, with various intentions and methodologies, is based on the belief that CPD needs to be 
analyzed from different perspectives and the results produced by each study would complete each other indicating 
countries where CPD is important but it is also reflected in students’ results. The analysis of each study led to a short-list 
of ten countries ranked by the above-mentioned corresponding indicator. For example, the top 10 countries with the 
highest result in Mathematics in TIMSS 2015 or top 10 countries with the highest Teacher Status Index in 2018. Placing 
all rankings in a comparative table allowed for the triangulation of data which consisted in counting the cases (countries) 
based on frequency of appearance across the board. Singapore was the only case present in top ten countries in all 
studies. 

The most mentioned countries were introduced in a pool of potential “best places” to search for effective CPD models 
or practices promoted in public schools. From this pool of significant countries, it was the author’s choice to identify and 
present potent CPD practices from the following countries (in alphabetical order): Canada, China (Shanghai mainly), 
Finland, Hong Kong, Japan, and Singapore. For the Arab States there are two representative countries: Jordan, for its 
emerging reforms in the area of teacher policies and United Arab Emirates for its latest achievements on PISA, high rates 
of participation in CPD and influence among the other Gulf Countries.   

Findings based on the case studies

The analysis of the above-mention studies shows that CPD is important everywhere but it just one part of a complex 
engine. CPD has to be seen as one part of a whole.  Top scorer countries identified in the pool tended to share the 
following common characteristics:

• Moderate to high respect for the teaching profession;
• Modern curriculum, specific teacher policies and up-dated teacher standards;  
• Selection of candidates for the teaching profession;

      

Study Institution (or similar) Ranking indicator Top 10 countries

PISA 2015
TALIS 2013
SABER (-2010present)
TIMSS 2015 
PIRLS 2016
GLOBAL TEACHER STATUS
INDEX 2018

OECD
OECD

The World Bank
IEA
IEA

Varkey Foundation

 Students’ achievement
Teachers’ participation in CPD

Advanced/established CPD policies
Students’ achievement
Students’ achievement.

GTS index correlated with PISA 2015
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• Solid initial teacher education (ITE) that includes the study of curriculum, subject knowledge, pedagogy and 
practicum;
• Effective induction programs (formal or non-formal);
• Teacher licensing systems/probation period;
• Compulsory CPD – certain number of hours per year, longer and diverse programs in which teachers apply new 
concepts in their classroom, observe other colleagues, receive feedback;   
• Collaborative school-based PD seen as an opportunity to improve teaching and learning through collective or 
individual research, mentoring and coaching, curriculum development and planning;
• Student achievement is measured through a combination of high-stakes exams and formative assessments; 
• Teachers’ autonomy in creating, selecting and using teaching and learning resources, and choosing the most appropriate 
teaching strategies;   
• Intensive use of technology both in teacher training and teaching; 
• A specific culture oriented towards achievement through learning.      

On the other hand, the review of the above-mentioned studies revealed that there are other aspects that should be 
considered in any CPD model analysis. For example, the existence of established or advanced CPD policies and high 
participation in CPD programs does not guarantee high student achievement.  Singapore is the only country that scored 
well in all studies. Mexico has advanced CPD policies according to SABER (2012) and a high rate of participation in 
CPD programs (frequency and duration) but on PISA 2015 scored well below the OECD average.  Egypt and Tunisia are 
other cases with established or advanced CPD policies according to SABER (2011 ,2010) but low results in assessments- 
Egypt obtained among the lowest scores in TIMSS 2015 (IEA, 2015) while Tunisia was among the weakest in PISA 
2015 (OECD, 2016a). As presented by Lu et al. (2017) in their case study about teacher training effects in rural China, a 
larger number of teachers participated and acquired new subject knowledge, but they were not motivated to transpose it 
into practice. Therefore, having teachers trained is just the first step, convincing them to apply the new 
knowledge/practices in their classrooms is a different discussion. Countries with successful CPD programs support 
participation and reward performance.  

According to the TALIS Survey 2013 (OECD, %86 ,(2014 of the surveyed teachers participated in various forms of PD. 
To date, there is no rigorous evidence on the effectiveness of such programs, or of the resources spent to roll them out. 
Evidence for the sample programs that have been evaluated so far, indicates that most current teacher education 
programs are outdated and over-theoretical (Popova et al., 2018). Somehow this conclusion is confirmed by TALIS 
results (see Figure 1) where high-quality TPD, associated with collaboration, collective participation, active learning and 
duration, was reported in less than %50 of the cases. The imbalance between collective participation and collaboration 
may indicate that teachers are receiving more TPD that can be counterproductive to their work than TPD based on 
collaboration, which is the feature that consistently supports instruction (Barrera-Pedemonte, 2016).
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Figure 3. Participation in PD activities focused on the curriculum, subject matter and pedagogy

Countries are ranked in ascending order by participation in TPD with longer duration.

Source: Barrera-Pedemonte, (2016, p. 12) cited from OECD (2013).

The triangulation of data showed a limited number of countries (for example Canada, Japan or Singapore) where 
the CPD policies and practices in�luence to a greater extent the student achievement. Since student performance 
in learning (Figure 4) is obtained as a collective effort of all components of an education system and not only 
through teacher’s professionalism, motivation and competence, cannot be af�irmed that one CPD model is better 
than the other. 

Figure 4. Why learning doesn’t happen: Four immediate factors that break down. 
Source: WDR (2018, p. 10).
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Key components and features of effective 
professional learning identified in review of 
research literature

Key Findings from Study of Educators’ Professional 
Learning in Canada

Quality Content

Learning Design and 
Implementation

Support and 
Sustainability

Evidence-informed
Evidence, inquiry, and professional judgement are informing professional 
learning policies and practices
The priority area identified by teachers for developing their knowledge and 
practices is how to support diverse learners’ needs

A focus on a broad range of students’ and professionals’ learning outcomes is 
important
The appropriate balance of system-directed and self-directed PD for teachers is 
complex and contested
There is no “one-size-fits-all” approach to professional learning; teachers are 
engaging in multiple opportunities for professional learning and inquiry with 
differentiation for their professional needs

Collaborative learning experiences are highly valued and prevalent within and 
across schools and wider professional networks

Teachers value professional learning that is relevant and practical for their work; 
“’job-embedded” should not mean school-based exclusively as opportunities to 
engage with external colleagues and learning opportunities matter also

Time for sustained, cumulative professional learning integrated within educators’ 
work lives requires attention

Inequitable variations in access to funding for teachers’ self-selected PD are 
problematic

System and school leaders have important roles in supporting professional 
learning for teachers and for themselves

Subject-specific and pedagogical 
content knowledge 

A focus on student outcomes 

A balance of teacher voice and 
system coherence 

Active and variable learning 

Collaborative learning 
experiences 

Job-embedded learning 

Ongoing in duration 

Resources 

Supportive and engaged 
leadership 

An effective CPD model is one working well within the national context that supports existing policies and sector’s 
long-term vision. One important point to be mentioned here: what seems to be attractive for the governments may not be 
attractive for teachers, their associations and unions. For example, compulsory CPD with imposed thematic programs is 
useful for a government in terms of equal chances and unity of the message but is not equitable since most of the teachers 
want to choose when, what, how much and how to study. Starting from “the need”, finding or building a suitable CPD 
model is a matter of compromise between the two parties: the decision-makers and teachers. 

Canada

There is no one “Canadian” approach to education and there is “no one size fits all” approach to professional learning in 
Canada (Campbell, 2017). Canadians value the importance of education and wider social, economic, and cultural 
policies to support the development of the people in Canada (Osmond-Johnson, Campbell & Zeichner, 2017). The fact 
that, overall, Canada performs relatively well on international assessments and with lower impact of socio-economic 
status on educational outcomes has generated international interest in its models and practices. In the latest round of 
PISA assessments, for example, Canada was the highest scoring OECD country in reading and second in the world, 
behind Singapore and equal to Hong Kong (OECD, 2016a).

With respect to teachers’ professional learning, Alberta is the only province to participate in the TALIS (OECD, 2014). 
To complement the TALIS data, there are other studies depicting CPD practices in Canada. One of the most 
comprehensive is “The State of Educators’ Professional Learning in Canada-Final Research Report” by Campbell et al. 
(2017). The main findings of that report are synthesized in the table below: 
Table 1. Features of Professional Learning and Key Findings from The State of Educators’ Professional Learning in 
Canada study
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In Alberta, the CPD starts with an Individual Annual Growth Plan. According to The Alberta Teaching Association 
(ATA, 2019, p. ), “every teacher employed by a school system must develop and implement an annual plan for 
professional growth that outlines the PD activities the teacher intends to undertake in that year. Developing the plan is a 
professional function through which teachers demonstrate their commitment to lifelong professional learning while 
fulfilling their regulatory requirement pertaining to continuing education”. Developing an individual growth plan 
presents a number of advantages as puts teachers in a reflective state of mind identifying the real professional needs, 
connects these needs with local and provincial priorities in education, help teachers in searching and engaging in the 
most suitable CPD opportunities. More importantly, not only formal state-funded workshops and training are recognized 
as CPD but so are a wide-range of activities the teachers and participate in and develop professionally from, as shown in 
Table 2.

Table 2.  List of recognized PD strategies and activities in Alberta, Canada 

In Ontario, experienced teachers may apply to participate individually or as a team in the Teacher Learning and 
Leadership Program (TLLP) in order to model and share best practices with other teachers through self-directed, job 
embedded PD projects, which are funded by the Ministry of Education. According to MoE Ontario (2019), the projects’ 
topics may envisage one of the following: “lesson study and creation of an electronic resource that can be shared 
province wide, action research into innovative classroom strategies and publication of the outcomes in a professional 
magazine, deepening and sharing teaching expertise (e.g. math skills), learning about adapting new methodologies / 
technologies for students with special needs and opening the classroom to other teachers”.  The teachers’ benefits by 
participating in the program were synthesized in rank order by Campbell, Lieberman and Yashkina (2013, p. 13): new 
knowledge/improved understanding, improved instructional practice, improved technology skills, increased 
self-efficacy improved leadership skills.    

Another popular form of CPD in Ontario is represented by the Additional Qualifications (AQ) programs offered every 
year to upgrade teachers’ qualifications and enhance their practice. The AQ courses help participants to expand 
knowledge and skills in the subjects in which they are already qualified, to acquire knowledge in new subject areas, 
extend knowledge and skills in the design and delivery of specific programs, to prepare teachers to assume specific roles 
such as coordinator or consultant for a particular course or program (OCT, 2019). AQ programs are offered by Ontario 
College of Teachers and their accredited partners. Pervin & Campbell (2011, p.27) claim that over 35,000 teachers enroll 
voluntarily every year in these programs, taken on their own personal time (e.g., during the summer), and the cost of 
participation paid by the teacher is up to 1,000$ per program. 

Source: ATA (2005, p.8)
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Even though Canadian provinces offer a wide range of PD opportunities, there is a range of interest depending on the 
type of PD. The figure below shows that participation in workshops, individual or collaborative research are perceived 
to be the most interesting by Canadian jurisdiction: 

Table 3. Qualitative comparison of types/models of PD or learning perceived to have the most impact 

In the conclusion of their research, Campbell et al. (2017, p. 70) noted that “overall, workshops and collaborative 
professional learning opportunities were the predominant forms of activity; these were also perceived as the most 
beneficial forms of professional learning in surveys of teachers.”

Jurisdiction

Alberta

New Brunswick

Ontario

Type/model of PD or learning

Most interest
• Seminar or workshop
• Collaborative less/unit planning
• Interschool/classroom visitation
Most…valuable
• Collaboration with
colleagues

Most impact
• Workshops
• Collaborative inquiry/action research
• Individual research/inquiry
on a topic of self-interest

Most interested in
• Face-to-face workshops
• Multi-day courses
• Conferences

Least interest
• Book/article study group
• Attending an online conference
• Online curriculum/ teaching issues forum

Least Impact
• University course work
• Conference
• Institute

N/A

Source: Adapted from Campbell et al. (2017, p. 40)

Canada CPD highlights:
• Courses and workshops
• Collaborative and individual research
• Networks of teachers
• Individual professional growth plan (accepting many forms of CPD opportunities)
• Self-paid additional qualification programs 
• Self-learning

China/Shanghai

Following the Hong Kong model, Shanghai was among the early systems to introduce comprehensive reform in 
secondary education with learning as the central theme. Under the concept of “Learning to Learn”, introduced in 
2000, the reform targeted the “quality education” with its first goal: to reduce the focus on examinations. Under the 
slogan of “First-Class City, First-Class Education”, Shanghai promoted comprehensive reforms across pedagogy, 
assessment, school leadership, and teachers’ PD (Cheng, 2014).
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To achieve the vision of “quality-oriented education”, the government introduced important changes to the curriculum, 
pedagogy and assessment, with variations across provinces and municipalities (Tan, 2012; Tan & Chua, 2014). Chinese 
schools now implement the national curriculum, locality-based curriculum, and school-based curriculum. This means 
that more roles and responsibilities are given to school principals to launch new courses on extra-curricular activities, 
community projects and research by collaborating with museums, social centers, research centers, universities and 
institutions of higher learning (Tan & Reyes, 2016). Chinese educators have increasingly adopted student-centered 
approaches as part of China’s curriculum reforms. Schools in China are expected to encourage the students’ active 
participation, nurture their practical abilities, and foster interaction and cooperation through a variety of subjects, 
programs and activities (Ministry of Education, 2001 cited from Tan & Reyes 2016), but such student-centered 
approaches exist within a teacher-dominated environment and maintenance or improvement of high-stakes exam scores.

To cope with the aforementioned reforms, the Chinese government has invested many resources in teacher PD programs.  
In 2010, China’s government launched the National Teacher Training Program (NTTP), “the country’s flagship teacher 
PD program” (MOE and MOF, 2010 cited from Lu et al., 2017, p. 3).  In order to improve the PD of teachers, the 
Ministry of Education has prescribed that the training content should focus on ethics in teaching, subject-specific 
knowledge, and pedagogical practices in proportions of %40 ,%10, and %50, respectively (MOE, 2012 cited from Lu et 
al. 2017, p. 3). In 2011, the CPD requirement for teachers was raised to 360 hours of inservice training every five years 
and for the secondary school senior teachers raised to 540 hours every five years (Zhang, Ding & Xu, 2016).  A study 
conducted by Lu et al. (2017) investigated the effect of National Teacher Training Program (NTTP) on student outcomes 
in rural China. The evidences suggest that teachers who received NTTP training did have improved teaching knowledge 
relative to control teachers but this improvement in knowledge did not result in any significant effect on teaching 
practices (Lu et al., 2017). Corroborated with the results of a different study (Liu et al., 2016) arguing that only a limited 
number of teachers benefited of NTTP face-to-face training and the vast majority attended online courses may suggest 
that online courses are less effective in changing daily classroom practices. 

Figure 5. Framework for how the NTTP affects student achievement

The above framework (Figure 5) reflects what Desimone (2009, p. 184) proposed in her core theory of action for PD 
as natural steps:

1. Teachers experience effective PD.
2. The PD increases teachers’ knowledge and skills and/or changes their attitudes and
beliefs.
3. Teachers use their new knowledge and skills, attitudes, and beliefs to improve the content of their instruction or 
their approach to pedagogy, or both.
4. The instructional changes foster increased student learning.

Source Lu et al. (2017, p. 34)
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Particularly for Shanghai, the CPD market is open to a variety of providers conducting CPD for teachers including 
normal universities, teachers’ colleges, comprehensive universities, teachers’ training institutes, and an increasing 
number of on-line training institutes, private providers and professional organizations (Zhang, Ding & Xu, 2016, p. 15).  
However, school-based training is prevalent: 50 percent of a teacher’s required training hours should come through 
in-school training (Shanghai Municipal Education Commission, 2011b cited from Zhang, Ding & Xu, 2016, p. 16). 

A potent PD activity to be briefly mentioned here is the practice of giving an end-of-semester work report as described 
by Hu (2005). It is a professional norm in Chinese schools that teachers write a comprehensive work report and present 
it orally at meetings held by their teaching research group toward the end of a semester. This report typically reviews the 
teacher’s professional work in three broad areas: ideological and ethical, classroom teaching, and pedagogical research. 
The work-reporting practice requires teachers to engage in conscious reflection on their professional work and to carry 
out inquiries into teaching practices. It helps teachers make sense of their own work and promote their beliefs and 
assumptions. Teachers also have their chance to plan for their individually guided PD. More importantly, it creates 
opportunities for teachers to share knowledge, experience, skills, and strategies (Hu, 2005).

Another successful CPD practice described by Zhang, Ding and Xu (2016) is the action research. Through action 
research, schools evaluate pilot reform results, find the most suitable solutions for their school’s needs, and share the 
finding with others.  To date, almost all schools in Shanghai have clear regulations on how to conduct action research, 
set up research teams, access funds for the research (Zhang, Ding & Xu, 2016).  

China/Shanghai CPD highlights:

• Seminars and workshops conducted by the education colleges or other universities with in-house or invited 
specialists; 
• Needs-based training programs designed and delivered at particular schools;
• Short-term courses that lead to the award of professional certificates for work in curriculum and materials;
• Collective curriculum/lesson planning;
• Classroom observation;
• Action research;
• Presentation of work-reports on classroom teaching and pedagogical research. 

Finland

The Finnish education system has received attention from all over the world because of PISA results (Niemi, 2012) and 
Finnish teacher education has had a strong reputation because of student learning outcomes and the quality of programs 
offered in pre-service training. The high quality is based on political decisions that have raised programs to a -5year 
master’s program and it is also based on systematic evaluations and research on teacher education (Sahlberg, 2011). 

The CPD in Finland represents an “add-on” over a solid foundation built by pre-service training. To explain why 
Finnish teachers are so performant, Darling-Hammond & Rothman (2011) emphasize the features of their education: 
rigorous selection of candidates, university courses that model strategies of cooperative and problem-based learning, 
reflective practice, and computer-supported education, compulsory master’s thesis on pedagogical problems, clinical 
practice in one of the model schools coached by experienced teachers, evaluation system that rewards effective, 
innovative teaching practice. Once in schools, the teachers are surrounded by a climate of trust, support, and 
collaboration (Halinen, 2018).  
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All teachers are obligated to participate in CPD training for up to five days a year preserving their full salary benefits 
(Eurydice, 2018). Continuing education and training is divided into the following: Self-motivated CPD, 
employer-funded CPD (local municipality), state-funded CPD linked to education policy and priorities. Based on 
supply-demand logic, the teachers may apply for grants to participate in the available CPD opportunities that are tailored 
each year based on the announced priorities. The state-funded CPD for 2019 focused on the following themes: 
developing school cultures; pedagogy, subject-specific and vocational competences; well-being and support for learning; 
language and cultural diversity; digitalization and ICT, and the budget was 11 million euro (Eurydice, 2018). The CPD 
providers, institutions possessing expertise in the field of education and training can apply for these funds through a 
tendering process, and then develop programs for teachers. Since CPD is primarily the teachers’ responsibility 
(Darling-Hammond & Rothman, 2011; FNBE, 2013), they have the power to decide what is best for them. Having no 
formal benefits such as salary increases or promotions, the main motivation is PD, updating and renewing one’s own 
knowledge and competences as well as professional well-being (Eurydice, 2018). 

However, Finland provides other opportunities for teachers to develop their practice. In line with the National 
Curriculum, teachers engage in joint curriculum planning and approve the school-level curriculum. The curriculum 
design in teacher practice has shifted the focus of CPD from fragmented in-service training toward more systemic, 
theoretically grounded school-wide improvement efforts (Darling-Hammond & Rothman, 2011). From 2014 to 2017, 
Finland reformed the national core curricula at all levels of education: early childhood, pre-primary, basic (primary and 
lower secondary), and upper secondary. This reform had strong influence on school practices, on the provision of 
education in municipalities as well as on teacher education and activated new school development programs and 
educational research (Halinen, 2018). In addition to compulsory CPD, Finnish teachers possessing a master’s degree 
have the right to participate in postgraduate studies to supplement their PD. Many teachers pursue doctoral studies in 
education, often while simultaneously teaching (Sahlberg, 2011).

One important fact about CPD in Finland is that the number of applications for continuing education programs is 
considerably higher than the capacity for funding such programme and the participation in CPD is higher than the 
teachers are required to (Eurydice, 2018). 

Finland CPD highlights:

• Courses, workshops, seminars - compulsory up to 5 days/year  
• Individual/collaborative research
• Local curriculum study and development
• Postgraduate studies
• Free training concerning current reforms (for example the new curriculum that requires “phenomenon-based” 
teaching) 

Hong Kong
In the 1980s and earlier, the Hong Kong government treated teacher PD as ‘teacher training’. The training courses of 
local institutions were the sole teacher PD teachers received. At that time, Hong Kong education was almost completely 
teacher-centered, and placed excessive emphasis on ‘quantity’ (training more teachers and producing more students) 
over ‘quality’ (providing high-quality education) (Bick-Har, 2015). But once the criticism against the “training” 
approach arose, the government responded by implementing teacher PD practices that emphasized long-term growth 
and development for teachers. In 2003, the Advisory Committee on teacher Education and Qualifications (ACTEQ) 
drew up a comprehensive Teacher Competencies Framework (TCF) as a guide and reference, for both individual 
teachers and schools, for formulating PD plans relevant to their respective needs. ACTEQ also recommended to the 
teaching profession a soft target of 150 CPD hours in each three-year cycle, which has since been put into practice and 
supported by the profession (COTAP, 2015). 
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In 2013, The Committee on Professional Development of Teachers and Principals (COTAP) was established and 
replaced ACTEQ. This new era started with intensive dialogue with stakeholders and learning from external best 
practices from Shanghai, Australia, California, Finland, Ontario, Singapore, and the United Kingdom (COTAP, 2015). 
Bick-Har (2015) found that Hong Kong authorities, however, did not blindly adapt the practices from Anglosphere, but 
instead are explicit in their attempts to cater their measures to Eastern values (derived from Confucianism) and cultures. 
She concludes that overall, teacher PD practices of Hong Kong resemble those in the dominant literature, with one 
critical difference: the lack of self-direction in Hong Kong. This is shared by Cheng (2014) as well arguing that along 
with Singapore and Shanghai, Hong Kong had a very strong sense of looking at the global scene, and hence has profound 
knowledge of the frontiers of education development around the world. However, “they have moved away from the 
mode of copying from elsewhere and have created their own path for education development” (Cheng, 2014, p.4).

To realize its vision, mission, and objectives COTAP launched its “T-excel@hk” portal with eight areas of focus (Table 
4):

Since 2018, by accessing T-surf, teachers have easy access to information on PD programs offered by the Education 
Bureau, tertiary institutions and other educational bodies. The platform offers access to various e-learning resources and 
repositories for self-paced learning, and supporting tools for CPD planning and evaluation at individual, subject panel, 
functional committee and school levels. T-surf 7/24 is being developed and enhanced incrementally by phase, and to date 
is hosting 239 courses/modules on more than 30 key learning areas (COTAP, 2019).

Table 4. “T-excel@hk” portal 

Area name Content

T-standard+

T-datasetPD

T-craft

T-share

T-trainß

T-surf7/24

T-applause

T-bridge

Unified set of standards for the teaching profession

Dataset to inform policies and strategies for the PD of teachers and school leaders at different 
career stages

Three-tier mentorship scheme to support student and novice teachers, middle leaders and 
newly-appointed principals

Reinforcement of professional learning communities for networking, sharing, interactive 
exchange and collaboration

New types and modes of training to be explored to meet the changing PD needs of teachers and 
school leaders

One-stop portal for sharing of information and resources, and for self-paced PD anytime, 
anywhere

Promotional and contribution schemes to celebrate achievements of high-performing practitioners

Feasibility studies on how best to improve the design and delivery of teacher preparation 
programs, e.g. clinical model

Source: COTAP (2015).
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Figure 6. T-surf –One stop portal for PD

Hong Kong CPD highlights:

• Mentorship
• Collaborative lesson planning;
• Teachers’ social network 
• School visits
• Teacher exchange programs
• Post-graduate studies
• Courses and workshops held by local trainers/facilitators 

Source: COTAP (2019)

Japan

For the past several decades, Japan’s students have consistently ranked among the world’s top performing in science, 
mathematics, and reading (OECD, 2016a). Japan is famous for collaborative PD models such as lesson study, which has 
gained popularity around the world. As government employees, teachers are essentially granted tenure on the very first 
day of hire (Ahn et al., 2016). But their status as civil servants bring with them many policies governing their work 
conditions, including PD requirements. Since the late 1980s, the Ministry of Education, Culture, Sports, Science, and 
Technology (MEXT) has required teachers to complete mandatory PD hours that include such activities as first-year 
induction, 10th-year training, and license renewals every 10 years (MEXT, 2009a cited from Ahn et al., 2018). These 
national policies target teachers at different stages in their careers — beginning, middle, and veteran. In addition, many 
prefectures and local governments have their own PD policies.

In 2003, MEXT mandated 10th-year of PD to prepare mid-career teachers for leadership roles (commonly known as 
middle leaders). The 10th-year training requires midcareer teachers to spend an average of 28 days (11 days off-site and 
17 days on-site) on PD activities. School-based training includes content-teaching skills, current educational issues, 
lesson study, and consultations with the principal and assistant principal. In universities or other training centers the 
teachers learn about content teaching, student discipline, and other areas of interest, as well as experiences with 
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other training centers the teachers learn about content teaching, student discipline, and other areas of interest, as well as 
experiences with technology and environmental education. Teachers who are already serving as middle leaders or 
working on license renewal may have reduced requirements (MEXT, 2002 cited from Ahn et al., 2018). From 2009, all 
teachers need to renew their teacher license every 10 years. As part of the renewal process, teachers take more than 30 
hours of coursework at institutions or educational offices approved by MEXT. The curriculum is composed of more than 
12 hours on contemporary educational issues and 18 hours of elective courses on subject-matter instruction, guidance, 
and counseling. Courses are mainly offered during summer or winter holidays, and teachers pay tuition to take them 
(MEXT, 2017b cited from Ahn et al., 2018

Teaching in Japan is seen as a collaborative profession. To foster this collective attitude, schools in Japan have shokuin 
shitsu, or a teachers’ room, where all teachers have assigned individual desks and meet daily to prepare, complete work, 
and collaborate on practice, supervised by administrators (Ahn, 2014).Instead of being isolated, novice teachers are 
surrounded by experienced colleagues in a trusting environment. They do not have to wait for scheduled meetings or 
make appointments to ask questions, they can always share issues and questions as they arise (Ahn et al., 2018). Japan 
is the inventor of lesson study - a PD practice that has become increasingly popular and exported to many countries 
(Singapore and United States included). Lesson study is usually described as a process consisting of the following steps: 
(i) collaboratively planning a study lesson, (ii) implementing a research lesson to be observed, (iii) discussing the study 
lesson, (iv) revising the lesson plan (optional), (v) teaching the revised version of the lesson (optional) and (vi) sharing 
reflections on the revised version of the lesson (Fernandez & Yoshida, 2004 cited from Saito & Sato, 2012).

Japan CPD highlights:

• Compulsory courses and workshops for beginning, middle, and veteran teachers;
• Teachers network;
• Research;
• Conferences;
• Shokuin shitsu (teachers’ room) for collaboration on teaching practices;
• Mentoring/coaching;
• Lesson study

Singapore

The education system is highly centralized in Singapore and the MOE is responsible for setting education goals and 
controlling the national curriculum across primary and secondary schools (SABER, 2015). Teacher education in 
Singapore is provided by a single institution, the National Institute of Education (NIE), an autonomous institute of the 
Nanyang Technological University, which works in partnership with the Ministry of Education (MOE) and schools in 
preparing teachers (Lim, 2013 cited from Revai, 2018). Selection to enter teacher education is based on an estimated 
need of the number of teachers and is a highly competitive process in Singapore, with candidates being recruited from 
the top third of secondary graduates (Revai, 2018). Cheng (2014) argues that because of continuous reforms over the last 
three decades Singapore is able now to offer equitable opportunities for all young people, increasingly shifting the focus 
towards, individual development. In order to enhance teaching quality, the MoE developed a competency-based 
management framework, the Enhanced Performance Management System (EPMS). The EPMS (Figure7) lays out the 
knowledge, skills and professional characteristics for the three types of educational officers: teachers, leaders and senior 
specialists (Ministry of Education Singapore, 2006 cited from Revai, 2018).
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Figure 7. Singapore Enhanced Performance Management System

In Singapore, PD is recognized as vital to maintaining an effective teaching workforce. PD activities include induction, 
observation and mentoring, collaborative learning, workshops and courses, and action research. On average, the 
government pays for one hundred hours of PD each year for all teachers (NCEE, 2019). Teachers can also take PD leave 
and sabbaticals to enhance their skills (Choo & Darling-Hammond, 2011). To support school-based learning, senior and 
master teachers are appointed to lead the coaching and development of the teachers in each school and teachers have 
about twenty hours a week built into their schedule for shared planning and learning, including visits to one another’s 
classrooms (Darling-Hammond and Rothman, 2011). 

Singapore launched a series of initiatives with focus on PD, including the 2011 “TEACH” framework, strengthening the 
professional culture of the teaching fraternity, the 2011 establishment of the Academy of Singapore Teachers, with 
dedicated Subject Chapters and Professional Learning Communities, and the 2012 “Teacher Growth Model”, focusing 
on continual learning (SABER, 2015, p.13).

The Teacher Growth Model encourages teachers to pursue personal development through a self-developed balance of 
training, mentoring, research-based practice and networked, and experiential learning (MoE Singapore, 2012; SABER, 
2015). The program came with five desired outcomes: the ethical educator, the competent professional, the 
collaborative learner, the transformational leader, and the community builder (MoE Singapore, 2012). To turn these 
attributes into reality, MoE made available face-to-face and online courses, workshops, and postgraduate programs 
(e.g., Masters and PhDs), professional conferences, conventions, and symposiums, action-research, mentoring and 
coaching, and school-university partnerships (MOE, 2012; Bautista, Wong & Gobinathan, 2015). 
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According to SABER (2015), most of the CPD in Singapore is carried out in a highly collaborative school-based environment 
(Figure 8) and is comparable with other Asian high performing countries such as Japan and Singapore (OECD, 2014; SABER, 
2015; Bautista, Wong & Gobinathan, 2015).  

PD continues to be highly encouraged, facilitated and subsidized in Singapore. However, beyond teacher’s choice, the PD needs to 
be approved by his/her reporting officers and must be relevant to the teacher’s role and expertise level - beginner, experienced, 
expert (Bautista, Wong & Gobinathan, 2015). As with many other countries, Singaporean teachers experience barriers to successful 
participation including conflict with work schedules and the perceived irrelevance of programs offered (OECD, 2014). 

“In MENA, modernity is frequently associated with Western models and approaches and is used by opponents of change 
to halt reforms. However, modernity is the process of renewing social norms, and there are multiple ‘modernities.’ The 
issue is not replacing tradition with modernity. Rather, it is allowing review of the traditional practices and norms that 
hold back the potential of education and engaging in a process of renewal that prepares students to better relate to a 
changing world (The World Bank, 2019, p.11)”.

The World Bank (2019) states that MENA countries have high expectations from the education sector. As such, the 
region started in the last decade major reforms in education following different models. Some countries succeeded some 
not yet because successful education reforms depend on understanding the existing constraints (Rodrik, 2008 cited from 
The World Bank, 2019). From the group of countries that registered important progresses in transforming their education 
systems, two examples can be chosen: Jordan and United Arab Emirates.    

Figure 8. Singapore collaborative school-based CPD

Source: SABER (2015). 

Singapore CPD highlights:

• Courses, workshops, conferences, and seminars (100 hours/year)
• Teacher networks;
• Observation visits;
• School networks;
• Research;
Mentoring and coaching;

Arab States/MENA region 
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 important progresses in transforming their education systems, two examples can be chosen: Jordan and United Arab 
Emirates.    

Jordan 

With its recent success, the Jordanian CPD policies and practices may become a valid model for the surrounding Arab 
States for these reasons:
- As Jordan is not a country rich in natural resources,  it is determined to make the human capital the most valuable asset 
for the country (Alawamleh et al., 2019).
- The fast-paced, on-going bold reforms backed by the Royal Family and government will show results (MoE Jordan, 
2018).
- The number of projects under the international assistance is high, therefore, a part of the cost of reforms is supported 
with foreign money. 
- The number of refugees and involvement of the UNRWA and other humanitarian agencies puts pressure on education 
towards quality and transferable best practices (UNRWA, 2019).  

Jordan’s education system aims to equip its citizens with skills that are necessary to achieve their personal aspirations 
and to meet the challenges of twenty-first century (MoE Jordan, 2018). Along with the MoE, there are other important 
stakeholders contributing significantly to achieve these goals, including the Queen Rania Teacher Academy (QRTA)2 , 
Universities, the National Center for Curriculum Development, and many international agencies and donors. These 
changes are mainly represented by the implementation of the Education Reform for the Knowledge Economy (ERfKE) 
project which was rolled on two phases,  ERfKE I in 2009–2003 and ERfKE II in 2015–2010 (MoE Jordan, 2018). The 
results of TIMSS and PISA triggered a wide range of policies improvements, including implementing teacher policies 
with a focus on better selection and education of candidates for the teaching profession, aligning national examinations 
with international trends, and launching a comprehensive human resources development plan. In addition, there are 
ongoing attempts in Jordan to benefit from the experiences of countries that have performed at high levels in large-scale 
assessments mostly through study visits. 

According to SABER (2010), the Jordanian CPD policies are established. Teacher performance data from evaluations 
are directed toward improving teaching, and MoE takes PD seriously and makes it mandatory for teachers to participate. 
The amount of time set aside for PD is in line with the practice in high-performing systems. Also, the survey found that 
PD is varied and covers most aspects related to teaching and learning (SABER, 2010). 

A study by the National Center for Human Resources Development (NCHRD) and World Education, Inc. (MEP, 2012) 
suggests that Jordanian teachers have room for improvement in terms of utilizing student-centered active learning and 
teaching (SCALT) methodologies, integrating technology into classroom teaching and learning, motivating students in 
learning, and providing in-classroom student assessment feedback to students. This study also found that a significant 
number of excellent teachers in the measured domain areas can be found in many directorates, urban and rural areas, and 
at all grades. Learning from high performing teachers is critical to strengthening the Jordanian education system. The 
authors concluded that permanent teachers with more than five years in service were more likely to use SCALT 
methodologies.  

2Queen Rania Teacher Academy (QRTA) has been a key partner of the Ministry of Education since 2009, providing professional in-service learning opportunities for 
teachers.
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To handle the high demand for CPD properly, the Education Training Center and Supervision was established in 2012, 
with the mandate of developing training policy, endorsing the annual training plan, specifying the teacher training 
period for novice teachers, endorsing the selection criteria of trainers and trainees, approving the training themes and 
programs to be carried out by the ETC based on the national standards for the PD of teachers. Through the 
implementation of the Education Reform for the Knowledge Economy project, teacher competencies/standards have 
been developed, and a comprehensive teacher PD plan is intended to be prepared (MoE Jordan, 2018).

In 2014, there were nearly 117,000 teachers working in Jordan, responsible for the education of 1.9 million children 
(MoE, 2015). Of these teachers, nearly 79,000 worked in public schools, comprising %68 of the workforce (QRF, 
2015). The majority of teachers who received training in 2015-2013 reported that training was organized by the MoE. 
As the figure below illustrates, about three-quarters of public schools  teachers received their most recent training from 
the MoE, and smaller proportions from USAID (%7), Queen Rania Teacher Academy (QRTA) (%5), UNICEF (%4), 
and Change Agent for Arab Development & Education Reform (CADER) (%4). However, many training programs are 
developed in partnership between multiple stakeholders and teachers may recall more prominent organizations such as 
the MoE more readily than smaller local partners (QRF, 2015).

While the majority of teachers reported positive benefits from training, just under half (%48) of teachers said they need further 
training and PD opportunities to improve their competencies. The most common responses seem to be in-line with TALIS (OECD, 
2014) findings (in order of frequency): education technology, teaching methods and curricular material, classroom management 
skills, child behavior language courses, professional and vocational skills, and communication with parents and community. Most 
teachers in the QRF National Teacher Survey reported that they were happy in their lives in general, and that job satisfaction is a 
significant factor in their happiness. In addition, nine out of every 10 respondents considered the teaching profession to be 
honorable and %76 of them said they planned to stay as a teacher in their school for the foreseeable future (QRF, 2015).

Alkhawaldeh (2017) found that Jordanian teacher education and training has traditionally been dominated by theory-based teacher 
education but this is about to change. The new wave of projects making teacher education more decentralized and based on the 
school, has captured the attention of policy makers, school principals and educationalists. This new trend of setting the school as 
the center for the teacher sustainable PD gains more and more enthusiasts since the training is less costly and local experienced 
teachers could transfer their knowledge to others (Alkhawaldeh, 2017).  This initiative is validated by the PISA 2015 data showing 
that in countries that performed above the OECD average in science, at least %80 of the students are in schools that invite 
specialists to conduct teacher training or organize in-service workshops for teachers or where teachers cooperate with each other 
(OECD, 2016a).  

Figure 9. Jordan Teacher Survey

Source: Queen Rania Foundation (QRF, 2015). 
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others (Alkhawaldeh, 2017).  This initiative is validated by the PISA 2015 data showing that in countries that performed 
above the OECD average in science, at least %80 of the students are in schools that invite specialists to conduct teacher 
training or organize in-service workshops for teachers or where teachers cooperate with each other (OECD, 2016a).  

Among the most impactful in-service programs QRTA has been implementing with MoE, is the “School Networks” 
program, which was established in partnership with Teachers College - Columbia University for instructional 
improvement in core subjects of Math, Science, Arabic, and English. QRTA, has been delivering this program since 2009.

The National Strategy for Human Resource Development of Jordan in 2016 set out clear strategic objectives and projects 
to achieve the required results. The Strategy specifically seeks to:
•  Establish an Initial Teacher Education Program
• Develop comprehensive in-service teacher training
• Introduce a teacher licensing system
• Introduce a school leader certification and licensing system
In response to this strategy, QRTA designed a -9month professional diploma with University College London- IOE to 
qualify and prepare pre-service teachers. This program is different from other professional diplomas in many aspects, 
particularly as it includes a practicum where students spend 20 weeks in schools before receiving their diplomas. 

Jordan CPD highlights:

• Traditional activities, such as courses, workshops, conferences and seminars conducted by moe or other national or 
international partners within the reform efforts; 
• Qualification programs;
• Focus on content, skills, and psychosocial support
• School visits;
• Lesson observation;
• Participation in QRTA’s teacher networks;
• Mentoring programs;
• School-based PD (not so widespread yet).

The United Arab Emirates (UAE)

One of the objectives of the UAE Vision 2021 is to ensure quality, efficiency, and good governance of educational and 
institutional performance, including the delivery of teaching (UAE, 2019). Another ambitious target is to score among 
the top 15 countries in TIMSS and among top 20 countries in PISA (MoE UAE, 2019a). To achieve these goals, the 
government launched comprehensive reforms assisted by prestigious international agencies and counselling companies. 
Despite efforts to promote Emiratization (Nethercott & Buckner 2017), a large proportion of public school teachers 
continue to be expatriates, and there is a significant gender disparity among Emirati teachers—nationally, approximately 
%80 of male public school teachers are expatriate whereas %15 of female teachers are expatriate (Ridge, 2014). Emiratis 
have a slightly lower barrier to entry and can teach after they have graduated from university with a teaching 
qualification (Pennington, 2016b cited from Nethercott & Buckner 2017). A more rigorous UAE-wide teacher licensing 
policy was scheduled to be implemented in 2017, and the MOE aims to fully roll out the policy across all emirates by 
2021 (MoE UAE, 2019b).

In the UAE, PD for teacher and school leaders became a priority, with excellent teaching, student-centered pedagogy, 
and personalized learning being national and federal strategic objectives (MoE, 2019a). Practitioners, expatriate and 
Emirati alike, generally have regular access to training. Both the MOE and Abu Dhabi Department of Education and 
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Knowledge (ADEK- formerly known as ADEC) have implemented PD programs, and plans to roll out further training 
(Buckner, Chedda, & Kindreich, 2016).  One of these initiatives is the “Education Partnership Schools” (EPS) program 
which creates charter schools funded by the government and is run by the private sector. In this context, ADEK is 
planning to offer continuous development to teachers and administrators to enhance their teaching skills and create new 
career opportunities (ADEK, 2019). 

The Professional Standards for Teachers is used as a core part of the process of continual PD and evaluation of teachers 
in the UAE. Teachers are evaluated based on four teaching standards in terms of performance criteria and indicators as 
shown in Table 5 (MoE UAE, 2018a).

The rates of participation in various forms of PD are higher in the UAE than in most nations surveyed by TALIS (OECD, 
2014). Of the 987 teachers surveyed in lower secondary public schools in Abu Dhabi, %88)  873) of them had 
participated in a course or workshop in the past 12 months, and %46) 458) stated that they had participated in a network 
of teachers formed specifically for PD. Such high rates of teacher PD are likely due to the fact that participation in PD 
workshops is mandatory for teachers, who are expected to attend a week of training prior to each term (Buckner, Chedda, 
& Kindreich, 2016). The main provider of CPD is the MoE and its partners. The most effective types of PD were related 
to curriculum knowledge (%66) and subject field knowledge (%60). However, there was a higher rate of satisfaction 
with the CPD as it is based on needs assessment. Training programs are evaluated at different levels to ensure their 
effectiveness and measure their impact.   The Emirates College for Advanced Education (ECAE) represents one of the 
key actors in teacher professional development in the UAE (see Box 1 for more information.). 

Table 5. Teacher standards for the UAE

Standard Elementst

1. Professional and ethical conduct

2. Professional knowledge

3. Professional practice

4. Professional growth

Respect and promotion of the UAE values, demonstration of personal and 
professional ethics, accountability for and to learners, compliance with national and 
organizational expectations, communication and collaboration

Demonstration of knowledge of learning, development and diversity, knowledge of 
curriculum and theoretical basis of teaching  

Promotion of positive learning environments, demonstration of learner-centered 
teaching, assessment for learning

Reflection on own practice, engaging in professional growth, estimation of impact 
on learner achievement

Source: Adapted from MoE UAE (2018a).
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Box 1. The Emirates College for Advanced Education (ECAE)

Established in 2007, the Emirates College for Advanced Education (ECAE) is affiliated with both the Abu Dhabi 
Government higher and the Department of Education and Knowledge (ADEK).  ECAE prides itself on its supporting 
teachers, leaders and other professionals in the education sector with their continuous professional growth, learning and 
development at all stages of their career.  All of ECAE’s programs are run in English, and the College offers a wide 
range of teacher professional learning and development opportunities under three primary strands:

1. Ten specialist graduate programs at diploma, master’s and doctoral levels. 
2. A range of short course programs 
3. School-university research and development partnerships.

Each of the three strands of learning and professional development opportunities above are informed by research. They 
involve the development and application of research skills in pursuit of educational transformation and innovation in 
contexts of our students’ work and aspirations. In these ways ECAE’s programs of professional learning and 
development serve the strategic aim of contributing research-informed improvements in educational policy and practice 
in the UAE.  In order to support the professional development of educators, the ECAE also has a Continuing Education 
Centre (CEC). 

ECAE’s Continuing Education Centre. The mission of the CEC is to transform education through providing 
high-quality professional development opportunities that promote growth and support the needs of the nation. The 
CEC’s educational philosophy is to develop programs and offer services that focus on enhancing individuals by 
encouraging a growth mindset and enhancing their knowledge, skills and attitudes. This approach allows for active 
participation and a sense of ownership and commitment towards learning. Learners are motivated to set personal and 
professional goals. CEC-ECAE’s wide array of services include the following:

1. Teacher Training Programs and Workshops 
2. Vocational National and International Qualifications 
3. Leadership Courses 
4. Consultancy Services 
5. Standardized Tests 
6. Training Needs Analysis (TNA)
7. Training Content Development
8. Learning Management Platform – MASARY

Through focusing on individual needs in the above services, learners are capable of internalizing new practices that in 
turn maximize the sustainability of the training programs offered.

Source: Personal Communication with ECAE, November 2019; ECAE, 2019

In line with the UAE Vision 2021 ambition to create an advanced educational system, in 2018 the MoE started a massive 
teacher training campaign (involving 1,583 trainers and 25,000 teachers) to develop teachers' competencies in all areas 
(MoE UAE, 2018b). Teachers received training in a variety of fields, focusing on subject knowledge and pedagogy, and 
educational technology (TPCK) and using innovative and systematic ways that contribute to the continuous 
development of the diverse skills of teachers through the application of modern teaching methods, the use of technology 
in the performance of their functions efficiently (MoE UAE, 2018b). 
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UAE CPD highlights:
• Compulsory courses, workshops and seminars conducted by the moe or other national or international partners, part 
of the reforms efforts;
• Regular compulsory training every school year;    
• Qualification programs;
• School visits;
• Lesson observation;
• Participation in teacher networks;
• Mentoring programs;
• School-based PD
• Communities of learning
• Online Training 
• Summer training courses.

CPD related policies and practices that ensure successful adoption of a new tool/pedagogy/curricula 

Successful adoption of a new tool, pedagogy or curriculum is a matter of policies and practices that could positively 
influence the following three key factors:
1. Teacher’s professionalism – teacher’s behavior towards change and novelty in education;
2. Teacher’s willingness – internal motivation to learn and try out a specific method, strategy or curriculum;
3. Teacher’s readiness – the teacher acquired sufficient knowledge and skills and is confident to use the new tool, 
pedagogy or curriculum (reflects the impact of the CPD program). 

CPD and incentives 

Low status of the profession and low salaries may impact teachers’ professional attitude and motivation, but a 
combination of effective CPD and incentives can alleviate some of these shortcomings. Guskey (2002) argued that in 
order to change teacher practices and beliefs and improve students’ learning, good PD requires substantial resources, 
funding, and a coherent plan.  Popova et al. (2018) demonstrated that some characteristics of teacher PD programs — 
such as linking participation to incentives such as promotion or salary implications, having a specific subject focus, 
incorporating lesson enactment in the training, and including initial face to- face training—are positively associated with 
student test score gains. 

Time for reflection and practice

Different studies have underlined that the governments should not use pressure or punitive measures to force teachers to 
adopt and work with innovations if they are not technically prepared (Schollaert, 2011; WDR, 2018).  Teachers need time 
to practice and reflect upon changes. Earl et al. (2003) and Defise (2013) warned decisionmakers in education that 
full-scale educational reforms that target teaching and learning depend on the capacity of individual teachers to change 
the way that they engage with the children and the resources in their classrooms. This kind of change is connected to 
teachers’ motivation, as well as to their understanding of the reform and its underlying philosophy. Such change also 
depends on teachers having opportunities to examine their existing beliefs, challenge what they do against new ideas and 
practice using new approaches in their own classrooms. In many large-scale reform environments, teachers establish a 
superficial knowledge of the reforms but have difficulty making the changes (Earl, Watson & Katz, 2003). 
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Multiple opportunities to learn
Teachers readiness and confidence to apply the new practices is important, therefore, the successful adoption of any new 
development in education is directly linked with the quality and effectiveness of the CPD program. The adoption should 
happen within the CPD program. Even for a simple tool, like a new evaluation form, CPD should include multiple 
stages. These stages may include an initial workshop where teachers learn how to use it, school-based meetings where 
teachers simulate collaboratively the use of the evaluation form in their classroom under the coordination of an expert 
teacher for three to four weeks, a follow-up workshop where teachers share their experiences and discuss the most 
effective ways to do it. Based on the feedback received, the authority may decide to move officially with the new form 
if the teachers adopted it successfully or may decide that more CPD is needed. Teachers need multiple opportunities to 
internalize new information and translate it into practice. Learning is cyclical rather than linear, therefore teachers need 
to be able to revisit partially understood ideas as they try them out in their everyday contexts (Timperley, 2008). 
According to Schollaert (2011). if we want CPD to be effective and to contribute to sustainable development in schools, 
it needs to be a deliberate and cooperative undertaking embedded in a wider school policy. As shown in the cases of 
Ontario, Shanghai or Singapore, learning may be initiated outside schools in various settings and through formats, but it 
equally important is the learning happening in schools, every day.  School-based CPD can be relevant since it includes 
the local context and own students’ needs. Observing colleagues’ lessons, giving and receiving feedback from 
colleagues, coaching and mentoring each other, planning lessons together with colleagues, doing action research, 
reflecting together with colleagues, and team teaching are excellent opportunities to learn and adopt new practices. 

Effective CPD is longer in duration and collaborative 

In terms of types and duration, a study  across several European countries by Lipowski et al. (2011) found that there are 
at least two patterns in how the PD is organized: (a) Traditional character:  in Germany and Hungary the teacher training 
is compulsory, dominated by individual participation into short-term courses (one-day course) and (b) Innovative 
character: in Denmark, the United Kingdom and Norway other forms emerged such as the school-based PD and 
collective participation. In line with other specialists (Timperley, 2008; Desimone 2009; Kasempour, 2009; Popova et 
al., 2018), Lipowski et al. (2011) consider collaborative and longer PD in duration are effective.  In case of major 
reforms, many types of PD are possible. Some are considered less effective like the common “on-off” workshop style 
PD (Schollaert , 2011)  while others are described as more effective for long-term change in teacher practice and in 
enhancing student achievement.  These tend to be high quality programs offered over a longer period of time (Lowe & 
Appleton, 2014). Effective PD according to Kasempour (2009) has four characteristics. It occurs over an extended 
period, involves active participation, models the pedagogy, and provides opportunities for continuous reflection on 
beliefs and practices during the learning activities.

A possible CPD model for successful adoption of a new practice 

Bearing in mind Desimone’s Framework (2009, p. 185), the author of this paper designed a CPD model that may lead to 
successful adoption of a new approach in teacher’s practices. This model supports a single major topic per cycle (e.g. 
formative assessment) and is not suitable for major changes, such as the curriculum, unless the CPD program is broken 
down into smaller components approached at different times. 

 Figure 9. CPD model for successful adoption of a new practice3 

3 The CPD model for successful adoption of a new practice is published for the first time, and it is based on author’s national and international 
experience in the area of teacher professional development.   opportunities for teachers.
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Common drawbacks and challenges that are faced when planning effective teachers’ PD 

Planning CPD for teachers is generally a complex process because planners deal with large numbers of teachers divided 
into groups based on various criteria, with different interests in learning or content of the programs. While self-learning 
is vital in the post-reform phase, this is less effective during the reform process because teachers need to interact both 
with experts and colleagues in order to understand and learn about new changes. The literature captures some of the 
common CPD drawbacks and challenges:

Disregarding teachers’ experiences and beliefs. “Teachers are reluctant to hear answers to questions they never asked in 
the first place, nor do they want to ‘waste their precious time’ pondering over abstract problems that are situated in a 
void” (Schollaert, 2011, p. 20). Teachers want to learn from people who share their experiences, who understand their 
contexts, and who have found practical solutions. In other words, they want to learn from peers (Schollaert, 2011). 
External experts who simply promote their own preferred practices are less effective than those who involve teachers in 
discussing and developing understandings that are meaningful in their practice contexts (Timperley, 2008).

“One-size fits all” top-down directed approach. Some designers of PD treat teachers as technicians who can be taught a 
new set of behaviors and then be expected to implement them. However, Effective teaching practice is based on a 
coherent and integrated set of beliefs, knowledge, and values (Timperley, 2008) that cannot be changed with a rigid 
approach. In practice, teachers most frequently follow a top-down pyramid type structure where someone else prescribes 
the initiatives, directives, and schedule they are to follow to implement (Defise, 2013).

Disregarding schools’ capacity and readiness. Delegating PD to schools without a clear plan, appropriate resources and 
support will result in poor quality programs with huge differences among schools (Lowe & Appleton 2014). 

Pushing new practices too quickly or slowly. Before new teaching practices can be put into place, change generates 
emotions, such as fear, which result in individuals feeling shocked and resistant. But with more CPD and support those 
concerned seek information, become involved, resolve conflicts, and undergo personal transformations that let them 
adapt to the situation. All of these stages require time (Defise, 2013). Studies suggest that at a pace too fast, teachers may 
not be able or willing to implement; too slow, the implementation process may lose momentum or drain the system’s 
resources (Viennet & Pont, 2017).
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Social media can be an ally but also an enemy. Social media provide citizens with a mechanism to hold policymakers 
and educators accountable. However, social media can also be exploited by interest groups to block important initiatives 
and spread misinformation. Since reforms are introduced in schools through CPD programs, these can be impacted by 
the opponents of change (The World Bank, 2019). 

Teachers’ CPD programs can be affected by political change. Reform agendas tend to change dramatically with a change 
in government or even a change in ministerial responsibility (Earl, Watson & Katz 2003). Government policy is typically 
the impetus for large-scale reform and can impact the ongoing PD programs. If a new government or minister is not 
supporting the essence or direction of the already started reforms they can halt all the initiatives (CPD included). 
Frequent change of ministers may not be beneficial for education (The World Bank, 2019). 

Shortage of incentives for increasing the quality of teaching.  According to Paniagua and Sanchez-Marti (2018), one of 
the most sobering findings from the first TALIS survey in 2008 was that %70 of teachers reported that they would receive 
no recognition for increasing either their performance or the quality of their teaching (OECD, 2009). This trend was 
consistent over time, with %73 of teachers in 2012 stating that teachers who are consistently underperforming will not 
be dismissed (OECD, 2014). Simply put, most teachers may not be held accountable to improve their teaching. The 
provision of incentives for PD (e.g., salary increases, promotions, reduction in teaching time) may foster participation, 
but for the wrong reasons. Where incentives are not available and participation is voluntary, participation may be too 
low, especially in countries where teachers work for many hours (The World Bank, 2013). 

No follow-up, no support, no learning. Many countries believe that offering teachers three to five days of initial training 
for a curriculum change is sufficient. This is the a common problem. “The order” from the MoE that they have to comply 
with the new requirements does not replace a proper preparation and can result in poor understanding and application. 
Teachers need time, a supportive environment and multiple learning opportunities to realize the benefits of new practices 
and apply it in classrooms as intended by the designers (Timperley, 2008; Defise, 2013; Popova et al., 2018).    
 

Policy recommendations 
“Strong national policies that make quality teaching and learning a high priority are essential to ensure that all children 
in school actually obtain the skills and knowledge they are meant to acquire (UNESCO 2014)”.

Building a solid CPD model to satisfy the educational needs of teachers is not an easy task since it entails a wide range 
of variables, pre-conditions and limitations that are specific to each country. However, there are a set of 
recommendations which may make existing systems more effective: 

Increase quality of pre-service training and focus CPD on future challenges. The main entry to the teaching profession 
is through the universities, namely, education colleges because they are the suppliers of teachers. Attempts to raise the 
quality of the teaching workforce should start there, with admission exams, aptitude tests, new curriculum and updated 
courses to include all ongoing changes in national policies, school curriculum, assessment, pedagogy, solid longer 
practicum in representative schools (Darling-Hammond & Rothman, 2011). All candidate teachers, in order to be 
employed, should graduate the pre-service training module with a nationally agreed minimum mark. The higher the bar, 
the better the chances to filter only well prepared and motived teachers into the education system. Induction programs, 
as literature suggests, must be compulsory for at least one year, followed by in-school mentoring or coaching. Licensing 
systems and probation periods also serve to help candidates to prove that they are determined to embrace teaching as full 
professionals.  Raising the quality of the pre-service training give chances to CPD to concentrate on novelty rather than 
on fundamentals of education.  

nationally agreed minimum mark. The higher the bar, the better the chances to filter only well prepared and motived 
teachers into the education system. Induction programs, as literature suggests, must be compulsory for at least one year, 
followed by in-school mentoring or coaching. Licensing systems and probation periods also serve to help candidates to 
prove that they are determined to embrace teaching as full professionals.  Raising the quality of the pre-service training 
give chances to CPD to concentrate on novelty rather than on fundamentals of education.  
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Connect policies across the sector for a coherent CPD design.  CPD is a sub-component of teacher policies (The World 
Bank, 2013). Policies establish the character of CPD (the who, how, when, what)– compulsory or not, the number of 
days or hours in a certain interval, the link with the teaching career and promotion, incentives (e.g., professional credits, 
salary increases). On the other hand, CPD should reflect teaching standards, national curriculum instructions, and 
assessment policies. The planners should take into account all existing policies in order to design coherent CPD models 
or programs. Correlations must be made between the objectives of the CPD, teacher standards, curriculum and 
incentives.   

Tailor CPD models to meet the needs of the local contexts. Instead of copying foreign models, policymakers should 
define the purpose of their CPD according to the education system particularities, learning what works from countries 
with similar cultures and building their own. For example, models based on lesson study or action research are 
implemented by various countries, but they have been adapted to local conditions taken into account the CPD objectives, 
systems’ regulations, teaching and working time, and other duties teachers need to accomplish.  

Ensure adequate funding and support to the national authority for CPD. For a coherent implementation of CPD policy, 
the MoE should ensure adequate funding and support to the department or agency acting as the national authority for 
CPD. Their main activities such as the development  and implement of CPD policies and implementation, CPD delivery 
standards, teacher training programs development and accreditation, accreditation of training providers, certification of 
trainers and trainees, teacher PD tracking data base, teacher’s need assessments, help desk and information hub for CPD 
need to backed by the MoE and correlated with other departments’ efforts.  

Encourage participation and reward performance. Many specialists have observed that CPD combined with incentives 
contribute significantly to the success of the programs can bring a boost in students’ learning (Guskey, 2002, Popova et 
al. 2018, WDR, 2018). As shown in the beginning of this paper, simple participation in CPD does not guarantee the 
change in practices. If a government’s intention is to facilitate the adoption of a new tool/pedagogy or curriculum, then 
support and access to high quality CPD should be granted to all teachers but incentives only to those demonstrating the 
adoption of new approaches. Part of the equal access policies, the government may support travel and subsistence costs 
during PD activities and reimburse the acquisition of learning materials, costs related to participation in conferences, 
study trips, etc. 

Promote worldwide best practices in CPD design.  According to studies, longer and collaborative CPD programs are 
more effective than one-off workshops on various topics (Desimone, 2009; Lipowski et al., 2011; Schollaert, 2011; 
Lowe and Appleton, 2014).  At the same time, it has been shown that teachers learn better from peers because outside 
experts are not present in the school on a continuing basis and they are not aware of the real problems and situations the 
teachers encounter (Schollaert, 2011; Timperley, 2008). The most effective CPD activities mentioned in this paper are 
those where teachers are not simple spectators but entail a high degree of personal engagement: customized workshops 
with modeling pedagogy, individual or collaborative research, collective curriculum or lesson planning, lesson study, 
presenting activity reports, etc. A modern CPD program should incorporate most of these forms. To reduce costs, the 
government may consider blended learning as a viable solution.

Ensure support and follow-up until new practices are adopted in classrooms. According to Earl, Watson & Katz (2003) 
sustaining reform efforts requires mechanisms for ongoing PD for teachers and administrators as they become more 
deeply engaged in an innovation. Sharing the same ideas, Timperley (2008) believes that expectations for change can 
touch raw nerves if teachers take them as reflections on their competence or challenges to their professional identity. 
Emphasizing the importance of learning community, Defise (2013) insist that teachers need continuing support, as many 
issues arise for them outside their classes. Considering these points of view, besides providing teachers with the best 
learning opportunities and support, officials need provide adequate time for new practices to be adopted and to measure 
results. 
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Appendix

Box 1. Variables in CPD comparisons

Variable that make CPD models more or less comparable include (but are not limited to): 
• Structure of the educational system (centralized/de-centralized);  
• Leadership of the educational system (levels in decision-making);
• Aims of education, national aspirations;
• Importance given to CPD within other regulatory bodies or departments;
• Existing teaching body profile and teacher policies;
• Initial Teacher Education providers, the quality of ITE programs and the admission criteria into the teaching profession; 
• CPD providers and effectiveness of their programs (for example, in Singapore almost all CPD is carried out by 
Nanyang Technological Institute while in Europe any qualified entity can be authorized or accredited as CPD provider);
• Teachers’ salaries and other benefits;
• Teachers’ workload (teaching time plus other duties);
• Teachers’ recognition in society as a professional;  
• Teachers’ motivation to continue and advance into the teaching profession; 
• Type of curriculum and its associated pedagogies, teaching strategies and methods.

Box 2. Teacher status, salaries and CPD

Respect for the teaching profession, participation in CPD, and motivation to perform well are not necessarily correlated 
with the wages. The teaching profession and teachers are the most respected in China but the actual salary is around 
12,000 USD/ average year (GTS Index, 2018). Even with these wages China managed to rank 7th in PISA 2015. 
However, the status of teachers within a country is often compared to other professions and can lead to salary 
dissatisfaction. 

According to Ridge (2010, cited from Nethercott and Buckner, 2017) in the UAE national teachers receive, on average, 
double the monthly salary of expatriate teachers (on average USD 3,800 versus USD 1,900) and a package that includes 
allowances for housing and children, as well as a pension. Nonetheless, for many Emiratis, these salaries are lower than 
those received by nationals in other professions, and as such “low salaries and low status continued to deter men from 
entering teaching” (Swan, 2016 cited from Nethercott and Buckner, 2017). Depending on the national teacher policies, 
teachers expect from CPD not only professional advancement but also salary increases or promotion.  Participation in 
longer CPD programs is associated with more money but where the CPD is compulsory teachers participate to preserve 
their benefits and professional rank rather than for a salary increase (example: China- 360/240 hours within 5 years, 
Singapore 100 hours every year, Romania – 90 credits or 360 hours within 5 years). Money is not always the right 
solution. Although higher salaries could attract more capable candidates to the profession over time, raising salaries is 
no quick fix for shortcomings in motivation or effort of the current teaching body (WDR, 2018). Furthermore, there is 
no correlation between higher salaries and the cost paid for CPD - those who earn more do not necessarily pay for their 
CPD (OECD, 2014).  
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