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Abstract 

The purpose of this study was to asses and analysis the contribution of 
school principals in the implementation of CPD program in secondary 
schools of Debre Markos town. In doing so, the attempted to answer the 
following basic questions; are the principals aware of their roles and 
responsibilities in the implementation of CPD? To what extent the school 
principals contribute for the development and implementation of CPD? And 
what are the major challenges and or weaknesses of a school principal 
during the implementation of CPD? The research method used to conduct 
this study was descriptive survey. All secondary schools in Debre Markos 
town were selected using availability sampling technique. Seventy eight 
teacher respondents w ere selected to fill out the questionnaire. 
Nevertheless, 61 teacher respondents filled out the questionnaires 
properly. Thus, the analysis and interpretation of data was undertaken 
based on the data gathered from 61 teachers, 6 principals and 2 worda 
education experts. Furthermore, schools' CPD program reports and study 
report of the ministry of Education were incorporated. The findings of the 
study indicate that the contribution of school principals in the 
implementation of the program has been weak although the inspection of 
documents states that principals' contribution seems good. Poor school 
management, lack of the required knowledge to implement the program 
and absence of incentive has been identified as crucial behind the poor 
contribution of the principals. Establishing more efficient school 
management system, better training for the school leadership and 
implementing effective incentive system are some of the possible solutions. 

VI 



o· 

Chapter One 

1. The Problem and Its Approach 

1.1. Background of the Study 

Professional development has existed for several decades and has become 

increasingly diverse. It goes beyond the term "training" and it encompasses 

formal and informal means of developing workers professionally. 

According to Galloway (in Daniel Muijs and Geoff LindsayIt, 2008), the 

concept is often ill defined. However, being in many cases conflated with 

the related concepts of in-service training and on-the-job training, both are 

limited than Continuous professional development (CPD); as CPD can 

encompass a wide variety of approaches and teaching and learning styles 

in a variety of settings (inside a!1d outside of the work place). It is also 

distinguishable from the broader concept of lifelong learning, which can 

include all kinds of learning. It is seen primarily as being related to 

practitioners' professional identities and roles and the goals of the 

organization for which they are working. 

Continuous professional development (CPD), benefits individuals in 

identifying their own strengths and areas which they need to work on so 

that they improve their attributes, knowledge and understanding skills, 

which enable them to cop up with the ever changing world. It also benefits 

organizations in increasing their efficiency and achieve their goals through 

professional practices. When it comes to the education sector, it even 

becomes more critical. It is clear that competent teachers are vital to the 

success of any teaching institution. It is equally clear that teachers require 

continuous professional development enabling them to address the 

challenges they face . 

Continuous educational reforms are the norm and are more frequent. They 

trigger numerous demands to re-examine and reform the way teachers 
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educate and perform their job. Academic expectations are also increasing. 

Advances III technology are changing the working environment. 

Development of new instructional strategies and delivery methods continue 

to evolve to help teachers respond to a multitude of issues, ranging from 

increased student expectations to the conditions that students would . 

confront in their communities. Employers are demanding more flexible 

workforce with ever-growing skills. As a result, teachers need to keep 

abreast of all these changes and requirements. In other words, as 

Haileselasse (2004) stated: 

While the world is evolving rapidly today, teachers like 
most other professional groups, must know the fact 
that their initial training will not fit them throughout 
the rest of their lives; they need to up-date and 
improve their own knowledge and techniques 
throughout their lifetime. 

In helping teachers develop professionally, the presence of a strong school 

principal is a prerequisite. A principal must have a clear vision of the 

future direction of her/his school and the leadership ability to bring the 

dream to reality. Because schools reflect the increasing complexity of 

society as a whole, modern principals find themselves faced with 

unprecedented challenges III maintaining quality educational 

environments. According to the GLISI (2d06) study, there are eight major 

roles of school principals: Curriculum, assessment, and instruction; data 

analysis; process improvement; learning and professional development; 

leadership; performance; operations; and change. 

Among the roles school principals play, enhancing teachers' 

professionalism is critical. It allows teachers to develop professionally and 

frees the principal from many of the time-consuming tasks of dealing with 

staffs who do not or cannot work together (Paul E. Teske, 1999). In playing 

this role, the school principal helps teachers make full use of their 
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strengths towards personal and organizational goals and works to create a 

collaborative teaching and learning organization which develops leaders at 

all levels. 

The availability of opportunity for staff members, energize teachers to work 

hard towards the achievement of common goals. In this respect, the school 

principal through its supervisory and evaluative role is expected to identify 

staff members and facilitate their participation in continuous professional 

development. 

Different research studies showed that staff development is one of the 

major aspects of instructional leadership and it is essential for principals 

who aspire to be effective instructional leaders. In support of this idea 

Hughes, Ribbins and Thomas (1985) described that, managers and 

administrators in education, whether their work is in the classroom or in 

the local authority office, or national department, all face increasing 

pressures due to ever widening horizons of education itself, the rapidly 

changing economIC, social and political context of educational 

management. 

This implies that there is a pressure on the management of the education 

system in developing teachers' professionally due to the changing 

educational scene. Change is inevitable and unavoidable and in this 

respect, school principals have to work with their staffs to ensure that an 

entitlement to learning and development is a reality for all staff and play 

their role in organizing continuous staff development programs that are 

linked to the improvement of teaching and learning. 

For this reason, this study tries to scrutinize the contribution of the 

secondary school principals towards implementing continuous professional 

development programs and suggest possible recommendations against 

weaknesses and shortcomings that may be found. 
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1.2. Statement of the Problem 

Teachers must continuously develop and modernize their range of skills, 

techniques, and knowledge in order to best utilize new curricula and 

support continuous education reform initiatives. And continuous 

professional development can be provided in various ways: Higher 

education training, such as continuing education courses and degree 

programs; Pre-service training and orientation for new staff; In-service 

training provided by programs to current staff; Training seminars and 

resource centers provided by external organizations; Local and national 

conferences; Mentoring programs; and Ongoing informal resources. 

Taking this in to consideration, MOE (2003) stresses the importance of 

CPD. 

On the job training programs such as workshops, symposiums 
or seminars shall be extensively given as part of CPD to improve 
the quality of teachers. 

The School principals should be committed to developing the school as a 

professional learning community and this commitment should involve 

every staff member of the school. The school leader should encourage and 

enable professional learning to happen and flourish by empowenng 

individual staff to be responsible for their own professional development 

and believe that CPD is vital to the improvement of the school. The 

question here is, are school principals (especially secondary school) playing 

their roles in concrete terms? Are there challenges they faced or 

weaknesses they exhibited during implementation process? All these and 

other questions necessitate the assessment of the issue. In doing so, this 

study attempts to answer the following basic questions: 
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1. Are the school principals aware of their roles and responsibilities in 

the implementation of CPO? 

2. To what extent the school principals contribute for the practical 

implementation of CPO? 

3. What are the major challenges and/or weaknesses of school 

principals during the implementation of CPO? 

1.3. Objectives of the Study 

The main objective of this study is to examine the contribution of school 

principals .for the development and implementation of CPO in the 

secondary schools of Amhara region, Oebre Markos town with a view to 

provide ideas for enhancing its effective implementation and improves its 

level of success. Besides, the study has the following general objectives: 

1. To investigate the awareness of principals in the implementation of 

CPO? 

2. To examine practical situations in playing their role. 

3. To identify problems arise from the school principals and the 

problems they face during implementation of CPO. 

1.4. Significance of the Study 

To be effective, teachers need to develop good interpersonal skills that 

enable them to interact positively with students and parents. To this effect, 

a continuous professional development program for teachers is a necessity. 

Teachers must continuously develop and modernize their repertoire of 

skills, techniques, and knowledge in order to best utilize new curricula and 

support continuous education reform initiatives. In order to maximize the 
.~ 

benefit and efficiency of teachers' performance, the role of school leaders is 

vital. This study therefore may be useful for designing strategies that may 

help: 
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1. Secondary school principals dearly aware of their roles in implementing 

cpo. 

2. Inform secondary school principals where they stand and what they 

need to do towards developing their staff professionally. 

3 . Form an understanding on the part of secondary school principals and 

experts, the gap that may exist between the theoretical framework and 

the practice. 

Furthermore, since such kind of study has not been done so far in the 

Oebre Markos town, this study has a vital importance in indicating the 

status of cpo implementation and the practical role of secondary school 

principals towards implementing it in the selected secondary schools of the 

town. 

1.5. Delimitation of the Study 

The study is delimited to the governmental secondary schools of Oebre 

Markos town. This is done because of two main reasons: First, it is 

believed by the researcher that it will be convenient to manage it and 

tackle the problem with some pattern of uniformity regarding the 

distribution of facilities and form of delivery of schools. Second, the 

researcher had been working in the area where these schools are located. 

Thus, it will be convenient to distribute and collect questionnaire and 

obtain relevant documents in a timely manner. 

1.6 Limitation of the Study 

It is found out that sampled schools do not have CPO work plans. 

Besides, the schools', the word a's and zone's reports regarding CPO 

activities were not well stated. Their report only stated that the program 

was being implemented by teachers. There was no detailed documentation 

regarding how the CPO activities are being implemented. 
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1.7 Operational Definitions of Terms 

Continuous Professional development: is the sum total of formal and 

informal learning experiences throughout one's career from 

pre-service teacher edu cation to retirement". 

Mentoring: a continuous staff development activity usually done by an 

experienced teacher in school who trains and counsels new 

teachers or junior teachers. 

Profession: a paid occupation, especially one that involves prolonged 

training and a formal qualification 

School principal: refers to management of the school that includes: school 

director and assistant director. 

Secondary School: Structure of educational system that includes general 

secondary education (9- 10) and preparatory education. 

1.8 organization of the study 

The study contains five chapters. The first chapter deals with the problem 

and its approach. Chapter two consists of the details of review of related 

literature. Chapter three is devoted to research design and methodology. 

Chapter four includes presentation of data, analysis and interpretation of 

the findings of the study. Chapter five consists of summary, conclusion 

and recommendations of the study. 
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Chapter Two 

2.1 Overview of the Concept of Continuous 

Professional Development? 

2.1.1 What is Continuous Professional Development? 

The idea of continuous professional development emanates from the 

understanding that reflection on self-practices and collaboration are 

essential to improve competence and bring quality in education. Teachers 

and schools are responsible for student learning. Knowledge does not 

pour from outsiders; it is to develop through collaborative discussions, 

application and reflection in accordance with local realities (Sparks and 

Hirsh, 1997). 

Scholars define the practice of teachers' continuous professional 

development in various ways; but they express the same concept. For 

example Hayes (2004) define continuous professional development as, "The 

activities designed to support teachers in using standards-based 

instruction and also to help them to develop and interpret standards­

based assessment" 

...,....Tilahun (1990) also defines continuous professional development as whole 

range of planned activities by which education personnel in active service 

have opportunities to further their education, develop their understanding 

of educational principles and techniques. 

The definitions given by the above scholars have one crucial thing in 

common; they all agree that continuous professional development activities 

are mainly concerned- with the improvement of schools and professional 

development of individual teachers and the school community as a whole. 

We can therefore understand from this that continuous professional 

development activities are career life endeavors to improve professional 
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competencies and standards. The definitions also carry the message that 

the process includes renovation of knowledge, skill and attitude so as to 

elevate one's professional status to the desirable level. 

./Continuous professional development prepares teachers to manage their 

future responsibility because it is a future oriented process. It is 

considered in this research as one of the most important pedagogical 

activities that is used to improve teachers' effectiveness and enhance 

school improvement with all its constitute parts. 

Many writers use continuous professional development interchangeably 

with staff development (Tilahun, 1990) and (Clyne, 1995). However, 

(Huberman in Soler, 2001) and Abdal Haqq (1998) scrutinized the 

differences between the two. He considered staff development as narrowly 

focusing on minor institutional missions; lacked integration among efforts, 

follow-up mechanisms; results were not satisfactory; attempts were just to 

relieve crises; and reliance was on external expertise. The learner has no 

right to choose the content and method of learning. Continuous 

professional development, on the other hand, is concerned with staff 

collaboration, broadening of pedagogical and subject matter knowledge, 

strengthening of relationships between schools and research institutions, 

minimizing the gap between professional requirements and limitations in 

pre-service teacher training, and focuses on capacity building up to 

required standards. y emphasizes on empowerment and responsiveness 

to local needs and identified development needs rather than prescribed 

ones. 

2.1.2 What Necessitates Continuous Professional Development? 

;/ Change is inevitable and unavoidable. One of the means to cope up with 

changes is improving oneself through learning, which is a continuous 

process. Ongoing experimentation on existing knowledge is always useful. 

In order to cope up with the ever changing environment, however, the need 
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for improving oneself is unquestionable. In this respect, professional 

development has become increasingly important as a way to ensure that 

teachers succeed in matching their teaching goals with their students' and 

demands of the community . 

.,../The future of any country depends on the quality of manpower and 

technical ability. To have a qualified manpower with such ability, one time 

training is not sufficient, it should be given continuously. By the same 

token, to have a well fitted and up to date teacher, a continuous 

V' 

developmen tal training IS a must. In this respect, 

llan (1998) noted the following: 

"if schools are to become responsive, reviewing institutions 
that they must, the teachers in them must be purposefully 
engaged in the renewal process." 

Fu 

TESO (2003) noted that the main factors that initiate the needs for 

teachers continuous professional developments practices are 

diversification of student culture, rising demand for quality education and 

work conditions, varying service deliver reform, expectation of curriculum 

to serve immediate needs from various interested groups, students 

inadequacy in social skills and self-centeredness of adults. 

v Sharma (2005,) on the other hand, pointed out some factors that initiate 

the need for professional development as: the defects in pre-service 

training and education, gap in pre-service training and real working 

situation, introduction of new roles of teachers and others. Craft (2004) 

also listed some reasons as to the need for continuous professional 

development: 

• To improve the job performance skills of the whole staff or groups 

of staff 

• To improve the job performance skills of an individual teacher. 
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• To extend the expenence of an individual teacher for career 

development or promotion purposes 

• To develop professional knowledge and understanding of an 

individual teacher 

• To develop an enhanced view of the job and 

• To enable teachers to anticipate and prepare for change and clarify 

the whole school or department's policy. 

In short, the need for continuous professional development and the reason 

) why many teachers engage in professional development is to be able to do 

a better job, to be a better teacher and to improve the learning of their 

- L students. In this respect, Bell and Gilbert (1996) noted that while these 

professionals' concerns are foremost, they will also protect their own series 

of well-being, self esteem and ensure that they as teachers are viewed with 

respect by their students, colleagues and the community. 

J In view of all the above facts, one can clearly understands that continuous 

./ developmental training must be considered as a normal characteristic of 

teachers work throughout their entire career. And the success of this 

practice needs active participation of all stakeholders such as school 

principals, teachers, students, community representatives and officials of 

the education sector. 

2.1.3 Purposes, Principles and Approaches in Continuous 

Professional Development 

2.1.3.1 Purposes of Continuous Professional Development 

Although the purpose of CPO depends on one's instance and on the value 

the beneficiary a ssigns to professional development, multiple purposes of 

CPO can be observed. According to Nashville State Community College 

(http://ww2.nscc.edu), 

11 



• CPO is concerned with maintaining knowledge a nd skills. More 

recently, this would be summarized as maintaining one's competence or 

competencies. It is about keeping up-to-date. 

• CPO improves and broadens knowledge and skills; that is, CPO is 

intended to support future professional development. 

• CPO develops personal qualities necessary to execute professional and 

technical duties; such personal qualities as may be needed to achieve 

the above two purposes. 

As we can see above, the first purpose clearly benefits not only employees 

and employers, but a lso contributes to the reputation of the profession as 

a whole and the professional body as well as public interest. The second 

purpose relates largely to the individual professional as the beneficiary. It 

supports individual professionals in developing and broadening their 

knowledge and skills, which can then support their career development. 

The third purpose benefits not only individual professionals, but also 

affects clients and employers . 

yparks and Hirsh (1997), on the other hand, stresses that professional 

development should be designed and implemented for one of the following 

purposes; Awareness/ exploration/, Skill building activities, program 

improvement and strategic planning. 

The purpose of CPO according to TESO (2003) is to prepare and support v 
teachers and school communities to help students achieve the highest 

learning standard through improving learning process and school 

environment. Because the purposes of the whole edu cation systems are 

the production of good caring citizens who are enterprising problem 

solvers, endowed with a belief in democratic principles. To meet these 

long-term purposes, the teachers' education system must implement 

practical and effective continuous professional programs. 
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2.1.3.2 Principles of Continuous Professional Development 

The dynamic evolution of science, technology, culture and school system 

itself makes it necessary for the basic training of teachers to be 

complemented by the further training. According to West (1989) , the 

principles of staff development are the following: Staff must see themselves 

as owners of the program, it must suit all staffs, it must be rooted in the 

organizations' culture and it should be based on need assessment. 

The Web site Teachingexpertise (http://www.teachingexpertise.com) looks 

at the principles of professional development from a different angle. 

Accordingly, the principles that a professional development practice should 

be based are: 

.:. Fairness in selecting beneficiaries and giving equal chance for all 

staff 

.:. Based upon rigorous and continuous analysis of professional 

learning needs 

.:. Be part of a school's overall strategy and self evaluation 

.:. Supported by senior leader/managers 

.:. Subject to review 

.:. Critically examining all evidence, including any unexpected evidence 

for unintended outcomes 

'.' Evaluation of impact 

The principles of professional development which help as a guidance 

reflect the main characteristics of professional teachers and are based on 

the societal requirements. This means they are based on the socio­

economic and cultural development of the society. Consequently, MOE 

(1994) noted that the professional requirements rely on creativity; 

knowledge and skills, collaboration and cooperation among colleagues and 

its positive attitude towards the needs of the society. 
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Teachers Training Agency (TTA, 1998) also pointed out a number of 

principles that CPO needs to follow. Some of the points are: 

~ Professional development should depend on broaden knowledge of 

content. 

~ Professional development should provide a strong foundation in the 

pedagogy of particular disciplines and knowledge about the teaching 

and learning process. 

~ The contents of professional development should be a ligned with the 

standards and curriculum teachers' use. 

~ Professional development should contribute to measurable 

improvement in students' achievement. 

~ Professional development should be intellectually engagmg and 

address the complexity of teaching. 

~ Professional development should be designed by teachers m 

cooperation with experts in the field. 

~ Professional development should be job embedded and site specific. 

The principles outlined in the Ethiopian context, on the other hand, 

according to MOE (2003) are: 

• There should be an initial CPO program phase for all teachers to 

follow. It should focus on areas of identified needs that are common 

across the system. 

• Staff development program will be more effective if a ll on-gomg 

activities are registered or documented. 

• One key element of CPO will be the provision of courses related to 

the levels and status of teachers. 

• The renewal of a professional teaching license will reqUire the 

completion of equivalent of stated minimum number of semester 

hours of CPO credits over the period concerned. 

14 



C' 

• All teachers will keep a record of their participation in CPD 

programs. The mentors will also keep records of all completed 

activities classroom observations and meetings held with teachers. 

• School principals and/or other education professionals must verify 

professional silence renewal documents, indicating that teachers 

have met the required renewal criteria, mainly WOE, who are 
l' 

responsible locally. 

• All professional development activities used for renewal purposes 

must be approved in advance by the principal or other person 

responsible for conducting local evolutions. 

• Documentation providing participation in there activities will be 

retained at the school level. Summary compilations should be 

submitted to the WOE with renewal applications. 

2.1.3.3 Approaches of Continuous Professional Development 

In a broader sense, as noted in the web site, www.wikipedia.orq. 

professional development may include formal types of vocational 

education, typically post-secondary or poly-technical training leading to 

qualification or credential required to obtain or retain employment. 

Professional development may also come in .the form of pre-service or in­

service professional development programs. These programs may be 

formal, or informal, group or individualized. 

Professional development opportunities can range from a single workshop 

to a semester-long academic course, to services offered by different 

professional development providers and varying widely with respect to the 

philosophy, content, and format of the learning experiences. Some 

examples of approaches to professional development listed by the same 

web-site include: 
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• Case Study Method - The case study method is a teaching approach 

that consists in presenting the students with a case, putting them in 

the role of a decision maker facing a problem. 

• Consultation - to assist an individual or group of individuals to clarify 

and address immediate concerns by following a systematic problem­

solving process. 

• Coaching - to enhance a person's competencies in a specific skill area 

by providing a process of observation, reflection, and action . 

• Communities of Practice - to Improve professional practice by 

engaging in shared mqUiry and learning with people who have a 

common goal 

• Lesson Study - to solve practical dilemmas related to intervention or 

instruction through participation with other professionals m 

systematically examining practice 

• Mentoring - to promote an individual's awareness and refinement of 

his or her own professional development by providing and 

recommending structured opportunities for reflection and observation 

• Reflective Supervision - to support, develop, and ultimately evaluate 

the performance of employees through a process of inquiry that 

encourages their understanding and articulation of the rationale for 

their own practices 

• Technical Assistance - to assist individuals and their organization to 

improve by offering resources and information, supporting networking 

and change efforts 
\ 
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Similarly, John Nixon (1989) put CPD approaches by categorizing them in 

to three groups based on the methods they follow: 

Methods 

On-the-job Off-the-job-Method Off-the-job-Method 
method (school based) (external) 

Instruction Discussion groups External courses 

Demonstration Staff meetings Management courses 

rJJ Coaching Visiting speakers Visits Q) 
..cI 
u 

Counseling School based courses Secondment (l$ 
0 ... 
Q, Job rotation Team workshops Cross-School links Q, 

-< 
Observation Pupil tracking Conferences 

Team teaching School conferences Regional meetings 

Gusky T. and Huberman, M. (1995), on the other hand, listed four major 

approaches to professional development: 

.:. Workshop/Presentation fosters acquisition of new skills and 

knowledge about a topic through direct instruction and participatory 

activities . 

• :. Observation/Feedback provides practitioners with data and feedback 

regarding their performance 

.:. Inquiry/Research requires practitioners to reflect upon their daily 

practices in a systematic, intentional manner, over time . 

• :. Product/Program Development engages practitioners In such 

processes as curriculum development, program enhancement, and 

program improvement. 
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According to these authors, Workshops/Presentations may be a first step 

in the professional development process, particularly if the purpose is to 

raise awareness among participants regarding new ideas or strategies. A 

workshop may be a vehicle for introducing practitioners to other 

approaches to professional development, or it may be a jumping off point 

for refining skills or for further exploring other concepts .! Practitioners 

may, for instance, want to practice a new skill introduced in the workshop 

and choose to follow up with the Observation/ Feedback approach. Or, 

practitioners may wish to explore a new concept introduced in the 

workshop through the Inquiry/ Research approach. Likewise, workshops or 

conferences may be held to discuss needs assessments and to 

collaboratively plan program-or product-development activities. 

Different literatures reveal that there is no single best approach to 

,/ professional development. Rather, it is preferable for mUltiple approaches 

to be integrated with one another and address the complex and dynamic 

characteristics of specific program contents and learner needs. Success 

rests on finding the optimal combination of approaches for different 

situations. 

2.2 Emergence and Evolution of Continuous Professional 

Development 

oJ CPO is a recent phenomenon. According to Nicollas (2001), CPO was 

formerly known as in-service education and training, or INSET. He also 

states that CPD was first developed in 1960's in Great Britain. The reasons 

that gave birth for its emergence were problems identified on the issue of 

the quality of teaching. In America, as noted by Abdal-Haqq (1998), the 

factors that initiated the need for CPO were: 
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1. The coming of rival countries to the lead in scientific and economic 

competition, such as the launching of the sputnik satellite by the 

Soviet Union. 

2. The issue of social justice and pragmatism. Social justice advocates 

were worried about the gap in learning acquisition between the poor 

and the rich. Less privileged children achieved less and this was not 

healthy. 

These necessitated the search for improved teacher training and 

restructuring of educational management. So, instead of developing 

teachers in teacher training institutions only, the upgrading programs 

were made to take place in schools. Thus professional development schools 

...... became familiar in America. 

Hence, due to a continuing internal and external pressure on the 

education system, CPD has emerged and got a wider attention. In support 

of this idea Baldford (2000) pointed out that CPD program is demanded 

due to increasing quality of education and the need to improve teachers' 

skills. As a result, governments' involvement in the professional 

development has increased overtime and the program is now more 

structured and became part of government policies and targets. 

2.2.1 Continuous Professional Development in Ethiopia 

As indicated above, CPD is a recent phenomenon world wide. In Ethiopia, 

J as some literatures indicate it is even a new issue that has not yet got the 

attention it deserved. As indicated in MOE (2005), even though there 

might have been some efforts to upgrade teacher's professional 

competence through workshops, seminars and short-term trainings, a 

dedicated training of CPD for primary school teachers was developed only 

in 2005. And it was introduced with two components: 
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1. A two year induction program for new teachers. 

2. Giving training for those who are already in the system where each 

teacher is expected to complete a minimum of 60 hours CPO per 

year. 

Many of the ideas of education quality and teacher learning are evident in 

Ethiopia's current policies and programs, particularly in the overall 

guidelines for quality teacher development m the Teacher Education 

Strategic Objective (TESO) and the in-service continuous professional 
/ 

development (CPO) program, both of which are national policies adopted by 

all of the regional states (MOE, 2005). In the same token, Amare et al 

(2006) indicate that the government acknowledges the key role that 

teachers play in education quality and places teachers at the core of its 

quality improvement strategies. 

Nevertheless, findings of different studies show that the quality of CPO 

program in Ethiopia is low and it was deservingly criticized for focusing on 

qualification upgrading, inefficient in producing enough number of 

teachers and for lack of necessary quality. Moreover, CPO in Ethiopia did 

not equip teachers with the necessary pedagogical skills and sense of 

professionalism (Bilillign cited in Tilahun, 1990). MOE (2005) also 

recognized: 

"Lack of teachers' commitment, school initiatives, 
trainers' capacity problem and lack of supervisory 
support from the principal were among the various 
implementation problems while CPD was practiced". 

Furthermore, TESO (2003) identified the problems of the CPO program in 

the country as: poor educational management and planning, and lack of 

/ crucial, effective and positive support and supervision combined with 

mismanagement of scarce resources. In addition, the quality of educational 
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leadership at grass root level and the role of the community in the 

implementation process have not been satisfactory as desired. 

2.2.2 The Role of TESO Program in Relation to Continuous 

Professional Development 

The policy document MOE (1994) indicates that during the earlier two 

decades education was entangled with complex problems in that it lacked 

relevance, quality, equity, and accessibility. In addition, inadequate 

facilities, insufficient training of teachers, overcrowded classes, shortage of 

books and other teaching materials are mentioned as indicators of low 

quality of education. On top of these, low participation rate of the relevant 

age cohort, wastage due to discontinuity of education and relapse to 

illiteracy are cited as major problems. 

The document further states that, to overcome these problems, the 

Government of Ethiopia set a new education and training policy. The policy 

states general and specific objectives of education, an overall strategy and 

areas of special attention and prioritized action. Teacher training and 

overall professional development of teachers and other personnel has been 

considered among the three areas of special attention and prioritized 

action. 

According to the some document, to facilitate implementation of the policy 

in the area of teacher education, a task force was formed to study the 

problems. The study report showed that the Ethiopian teachers' education 

had multifaceted problems, and this led to a complete teacher education 

system overhaul, hence, the emergence ofTESO. 

The strategy set for staff development includes introduction of relevant 

pre-service and in-service teacher training and development of educational 

and subject matter competence among teachers. To this effect short-term 
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training such as workshops for teaching and learning in higher education 

and diploma programs for teacher certification are being implemented. 

From the above point, one can understand that TESO is created to improve 

the over all quality of education based on the new education and training 

policy. This was to be accomplished through teacher training and overall 

professional development of teachers and other personnel. 

The national framework for the teacher education system overhaul (TESO) 

document has envisaged five major priority programs. It is an extensive 

and radical reform of the teacher education system encompassing areas 

ranging from pre-service teacher education to continuing professional 

development. Though CPO is not new to Ethiopia, there was no structured 

provision of CPO for teachers in schools. TESO-CPO strategies aim to put 

this structure in place (MOE, 2004). 

The TESO-CPO strategy has three phases to be accomplished at the school 

or cluster level: Induction, the proper CPO training and individual CPO. 

The former two are modular approaches planned [or two successive years. 

Induction is a program for newly deployed teachers having four modules, 

two per year to be practiced in the actual teaching with mentor. The proper 

CPO, on the other hand, is meant for those teachers already in the system 

or requirement with the objective of licensing. 

Besides, TESO (2003) identifies features influencing CPO programs 

implementation as follows:-

1. Lack of motivation and application, combined with self interest and lack 

of training opportunities, have created achievement of apathy and 

cynicism amongst teachers; 

2. The geographical feature of many regions and resulting problem of 

access transport and communication will Limit access for many 
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teachers to sustained Professional development programs out side their 

own school; 

3. Lack of available Bureau or woreda personnel to plan, manage and 

monitor the program. 

4. The quality of Knowledge and expertise available III administrative 

positions. 

5. The severely restricted Availability of Resources to sustain development, 

including access to electricity and technology, especially in schools of 

remote areas. 

So, from the above facts it looks that TESO is improving the quality of 

education in Ethiopia to large extent through teachers' professional 

development strategies. It does not only support CPD activities but CPD is 

became one component ofTESO. 

2.3 School-Based Practices of Teachers' Continuous 

Professional Development 

The schools, where teachers work together on a daily basis and share their 

professional experiences is the obvious place for the most effective staff 

development to take place (TESO, 2003). In other words, school based 

practices of teachers' continuous professional development as a new 

approach where teachers, school principals and others develop their 

knowledge and skills at the work site, is the best way that change III 

education can be realized and sustained. It is where improvement III 

education starts, i.e., at implementation level. It is a lso effective in terms 

of time and cost saving for training experience. 

Different examples of CPD activities for teachers can be identified here: 

assisting students on their personal needs, participating in curriculum­

based activities, the use of lCT to increase knowledge. Moreover, 
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endeavors to meet national qualification or quality standards, reflection on 

self practices, consultation with professional bodies, participation in 

educational panels, working to implement educational plans by school, 

departments or others as members of a taskforce, sharing experience with 

other school teachers etc. are all CPD activities (Tilahun, 1990) . 

CPD practices can be formally or informally practiced through the 

exposure of new information and techniques and are varied based on their 

requirements of time and place. However, the most commonly used 

practices are briefly discussed below: 

2.3.1. Induction 

Induction is a systematic organizational effort to assist personnel to adjust 

to new assignment (Castetter, 1992). It could be argued that induction is 

an intended activity to help beginners and/or new staff so as to properly 

perform their duties. This is because the first year of teaching has always 

been difficult as almost any serving teaching will testify . 

..->r Newly hired teachers need to understand how the system is functioning 

and how they fit into it. More specifically, newly hired teachers face 

difficulties in understanding their responsibilities due to lack of 

information about the school's mission and its goals. It can be crucial for 

new staff to have job description and knowledge of the formal structure of 

the school (Craft, 2004) . 

According to David (2006), unless teachers get sufficient information about 

their roles, responsibilities and other related issues, they will frustrate and 

may leave their profession. Schools should avoid placing newly qualified 

teachers to perform complex tasks. They should establish guidance and 

provide assistance to ensure that they can demonstrate their proficiency in 

their teaching. To this effect, Induction programs should be customized 
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based on analysis of individual needs to support new teachers from widely 

diverse backgrounds and experiences. 

The importance of teachers' induction both for the beginner teachers and 

the schools is that it contributes to avoid unnecessary tension and future 

malfunction. It is known from studies on teachers' professional 

development that, teachers who have been left to fend for themselves in 

the first years of teaching tend to develop a strongly survival-oriented 

repertoire of actions sometimes called a survival kit (Reilly, 1996). 

2.3.2. Mentoring 

According to Bladford (2000), mentoring can be defined as a process 

(assistance) offered by experienced staff to other practitioner who needs to 

acquire professional skill. The experienced practitioner is appointed as a 

mentor to assist beginning or inexperienced teacher to adapt to the 

demands of a complex job of teaching. 

Mentoring recognizes that growth in teaching is a process that takes time. 

A mentor focuses on learning rather than teaching and engages in co­

enquiry to encourage reflection on teaching as a process . This reflective 

model incorporates a more critical element in the mentoring process to 

move teachers from novice through to expert status (Berliner, 1994). 

A mentor provides a new comer with support, problem solving, guidance 

and network of staff who shares resources, insight, practices and 

materials. Mentors are also expected to establish a supportive supervisory 

relationship and apply effective counseling skills (Bleach, 1999). Moreover, 

induction tutors, in their day to day work with newly qualified teachers are 

expected to respect, encourage, motivate and understand them to take 

increasing responsibility for their own development. 

For mentoring to be successful, it should be free from compulsion and 

externa l pressures. Mentees are free to choose their mentors. Mentoring 
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activities a re fruitful if they help newly qualified teachers to develop; if 

relationships are cohesive and efforts are collaborative. Group 

achievements are celebrated more than individual efforts. Mentees have 

chances to reflect. Mentors have development opportunities (Glover and 

Law, 1996). 

2.3.3. Peer Coaching 

~ Coaching is the process where a person with expertise in the field assists 

colleagues through structured discussions and activities on how to solve 

their problems and perform their tasks better than they would do it 

without this assistance (ITA, 1998). The main purpose of coaching IS 

improving practical skills. It takes place at workplace when workers seek 

advice, explanations or demonstrations. Major coaching opportunities are 

research, participation In .study groups, problem-solving teams, 

observation on performance of their colleagues, writing journals, 

participating in improvement endeavors (Kalinaucka s in Clyne, 1995). 

In class, coaching may take different forms depending on the purposes and 

goals for coaching, i.e. technical coaching - involves the transfer of 

teaching methods, introduced in workshops, to the classroom (Moon et a1 

2001). Expert coach utilizes specially trained teachers with expertise 

using particular methods. They observe, support and provide feedback to 

the other teachers. 

In general coaching requires human interpersonal relationships, collegial 

atmosphere and collaboration. Skillful, knowledgeable and committed 

teachers are required to play coaching role. Selecting appropriate coaches 

is essential. If this process is successfully implemented in schools, the 

education system will benefit a lot. 
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2.3.4. Action Research 

One of the major CPD activities for teachers is action research. It is an 

important practice in developing educational profession in educational 

system. To appreciate its importance, we have to answer these questions: 

What is action research? How it is useful for the development of teaching 

profession and the educational system? 

Different scholars viewed action research from different perspectives. 

According to Gay and Airasian (2000) action research is a form of collective 

self reflective enquiry undertaken by participants in social situations in 

order to improve the rationality and justice of their own social or 

educational practices as well as their understanding of the practices and 

the situations in which the practices are carried out. 

ICDR (1998) also viewed action research as, " ... a small-scale intervention 

in the function of the real world and close examination of the effects of 

such intervention" . This entails that it is the process by which the 

researcher involves in the function of real world in order to understand the 

function of real world. 

What makes action research different from pure research is that the 

former is directed to increase the quality of practical application. It is 

international and practical in nature. It follows phases of problem 

identification, systematic data collection, reflection, analysis, data driven 

action and problem redefinition. It is then improving action through 

systematic studies (Gay and Airasian, 2000) . 

According to McBride (1996), there are three basic reasons why action 

research is good for teachers' professional development: 

1. It is enquiry based and allows teachers to investigate their own 

words. 

2. It is aimed at the improvement of teaching and learning in schools. 
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3. It leads to deliberate and planned action to improve conditions for 

teaching and learning. 

Research is then useful to generate knowledge, to disseminate it, to 

improve practice and to win public esteem to teachers and their 

profession. That is why school principa ls and concerned educational 

authorities have to undertake exemplary action research, allocate fund, 

furnish libraries with current education journals a nd related m aterials and 

involve teachers in research activities (Terry cited in Amare et ai, 2001). 

2.4 Conducive School Environment for the Implementation 

of Continuous Professional Development 

As it has been observed in the approaches of CPO, most of the 

mechanisms through which CPO activities are implemented are school­

based, which makes schools appropriate places where most of the actual 

professional development activities take place. This entails that school 

cultures influence CPO programs. School cultures that are supportive to 

CPO programs foster CPO activities, while school cultures that are 

unfavorable impede the program. Hence, schools need to enhance CPO 

supportive cultures. 

According to Skyrme (1999), culture encompasses symbols, rites, 

attitudes, behaviors, values and describes it as an abstract set of 

prescriptions on how things are done in a certain organization. The sign of 

good school environment is its ability to provide opportunities for teachers 

to develop their knowledge and skills; and its willingness to create 

networks with teacher education institutions. The premise of professional 

development schools is collaboration and acceptance of teachers' potentia l 

(Oadds in Soler, 2001). 

Simila rly, professional development schools a re points to relate school 

realities to theoretical knowledge acquired in teacher tra ining institutions 
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and reconcile the differences between the worlds of theory and practice so 

that pre-service teacher training will be enriched. Professional development 

schools are analogous to university medical centers in that the experienced 

practitioner executes surgery, the patient receives proper treatment, and 

the internee learns from the observation (Kirk, 2000). 

However, Glover and Law (1996) pointed out that some schools have 

paternalistic while others have participative school cultures. With regards 

to which type of school culture is desirable, Potts (1998) reminds that it all 

depends on organizational context. What works in one does not work in 

another school. 

In some schools, there is culture of knowledge enrichment. Work is 

collaborative. Teachers and professionals as individuals as well as in 

groups strive to get their dreams in action. They are committed to student 

learning. There are also other schools whose climate is to the contrary. 

School cultures supportive to CPD programs motivate teachers and they 

will lead schools to success (Skyrm, 1999). 

When it specifically comes to the CPD programs, Fullan (1998) noted that 

./ cultures conducive to CPD programs have norms of learning. A learning 

school is inquisitive and has learning strategies. A skillful school principal 

builds teams, facilitates supportive learning conditions for staff and 

establishes shared visions. Staffs are generally encouraged to learn. 

Programs are not rigid. Knowledge creation and utilization are unique 

characteristics of the learning school. The school develops continuously 

and this helps it to control and manage change. 

It is therefore unquestionable that schools are grounds for the 

development of teachers and their profession, and that, CPD programs are 

opportunities for all the teaching force and they are based in the school 

v itself. And for the CPD program to be effective a conducive school 

environment is an absolute necessity. 

29 



'. 

2.5 Overview of the Role of the School Principal 

Different authors have written on school principal leadership practices in 

different administrative setting and tasks of school organization. Benjamin 

and Gard (1993) noted that a leader who intends to bring about a change 

must develop and articulate a vision of what a school look like. 

The school principal is the manager of the school. In order to manage and 

administer a school efficiently, he must provide organizational leadership 

in the school. In this respect, he is responsible for planning, organizing, 

coordinating, operating, monitoring the staff and the students, and 

managing school building and facilities (Mussazi, 1982). 

He also noted that the principal is an organizational man who must plan 

and sustain an organization of the school. He plays an important role in 

communicating his ideas to those with whom he works, and he must be 

responsive to the communication of other. He provides a leadership 

recognizing the impact of the changing world outside. He a lso seeks to 

transform the behavior of teachers, students, and members of the 

community so that they will better serve themselves, their fellow men, and 

./ the educational enterprise from which they reap untold cultural and 

personal benefits. 

According to the GLIS! (2006) study, there are eight major roles of school 

principals: Curriculum, assessment, and instruction; data analysis; 

process improvement; learning and professional development; leadership; 

- performance; operations; and change. On the other hand, 

www.wikipedia.orq listed about seven major roles of school principals: 

~ They make sure the faculty is doing their jobs correctly and are 

happy doing their jobs. 

~ They make sure the curriculum is up to standards of teaching. 
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>- They make sure that staff learning need and professional 

development is maintained. 

>- They keep lines of communication open with the teachers and 

parents. 

>- They keep up on what is going on at other schools around them 

so they can stay on top of educational needs and preferences. 

>- They get together with staff on a regular basis to see if any new 

ideas or suggestions can be used at their school to improve it for 

the students' learning process. 

>- They deal with administration, funding, etc. 

Similarly, MOE (2002) listed about 22 roles of a school principal, of which 

the following are crucial: The school principal together with parent-teacher 

unity and school community prepares annual plans with executing budget, 

thereby, implement it accordingly when approved. He makes sure that 

v each department and teacher prepares a plan that emanates from the 

school plan and assures tha t it is based up on national and regional goals 

set. He also makes sure that teachers are informed and introduced with 

new events and new teaching and learning as well as working methods by 

preparing short term trainings and experience sharing programs at the 

school level with the view of helping them develop professionally. And 

coordinates co-curricular activities together with parent-teacher unity for 

the success of students educational activities performed in the class as 

well as out side the class. 

2.5.1. Responsibilities of School Principal in Continuous 
Professional Development Practices 

In the implementation of the CPD programs, the individual uniqueness of 

teachers' experiences, expertise, skills and knowledge and their rights to 

further professional development to improve the quality of teaching should 

31 



be taken into account III the proper designing and managing of the 

programs (MOE, 2003). 

In a ddition to a supportive attitude and creating an atmosphere where 

there is a love of learning, school principals must be the primary CPD 

developers, because it is the principal who has the greatest direct control 

over the factors affecting school environment Marezely (1996). Marezely 

further stated that identilYing the development needs of each teacher and 

the school staff as a whole, developing and arranging CPD opportunities, 

monitoring progress and evaluating performance must be undertaken by 

school principal. The school principal is the common denominator of these 

factors. In relation with the above idea, MOE (2009) briefly states that 

/' principals are responsible for: 

./ 

• Ensuring that learning and student achievement is inclusive, and at 

the center of strategic planning and resource management. 

• Creating a CPD management strategy within the institution 

• Facilitating special support for female teachers 

• Together with colleagues, identilYing issues for consideration as 

CPD priorities 

• Establishing CPD program coordinating committee 

• Ensuring that the institution/ department produces an annual CPD 

plan and manages the budget 

• Ereating conducive environment for teachers who needs special 

attention 

• Fulfilling material and financial input 

• Preparing monthly CPD evaluation report to woreda education office 
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• Regularly monitoring the effectiveness of the changes to teaching 

and learning 

• Ensuring the quality of engagement of teachers in CPD activities, 

monitoring and assessing the content of individual professional 

portfolio and giving constructive feedback 

• Collaborating with other local head teachers and supervIsors to 

facilitate effective responses to shared CPD issues 

• Taking part in regional and national CPD activities which ensure 

that their own knowledge and experience is up-to-date 

• Ensuring that all teachers in schools take part in sixty hours of 

CPD activities each year 

• Collaborating with woreda, zone and REB professionals to ensure 

that national and regional CPD priorities are addressed in 

institutional CPD planning 

In particular, MOE (2005) indicates that school principals have the 

following responsibilities in implementing proper CPD programs: 

.:. Decide the appropriate duration and timing for the course . 

• :. Decide on the formation of the groups and which teachers will be 

participants 

.:. Includes the group sessions in the school timetable . 

• :. Select appropriate facilitator for the group and gives orientation 

about the course . 

./' .:. Contacts a near by school to act as partner school (to share 

experience) 

.:. Give orientation on the course to the participants, who are then able 

to begin the course. 
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Hence, it is clear from the discussion above that the school principal is the 

key player of CPD activities. The principal's role in nurturing CPD is 

significant and it begins with sensitivity to the school development needs. 

He has to develop professional kinship with the school staff in order to 

/ foster the school improvement and satisfY the needs of the staff. 

To sum up continuous professional development as a range of planned 

activities by which education personnel in active service have opportunities 

to further their education, develop their understanding of educational 

principles and techniques is crucial for the efficiency and effectiveness of a 

country's educational system. For this and other related reasons 

continuous professional development programs should mainly focus on 

improvement of schools, professional development of individual teachers 

and the school community as a whole. In these endeavor educators at 

every level within the structure of the educational sector, teachers, 

parents, students and the community at large need to playa constructive 

role. More importantly, school principals have decisive role to play in every 

aspect of the program. 
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Chapter Three 

3. Research Methodology 

3.1 Research Method 

This chapter deals with the research method, sample population and 

sampling Techniques. More over, it deals with sources of data, instruments 

of data collection and methods of Data analysis. 

The main intention of this study as mentioned earlier is to assess the 

contribution of secondary school principals in implementing CPO program. 

Thus, mixed approach was applied for the following purposes; to 

triangulate instruments and to apply both numerical and text analysis. 

The research method employed in this study is descriptive survey, with the 

belief that this method is suitable to obtain sufficient information on the 

issue under study from a relatively large number of cases at a particular 

time and it enables to answer the basic questions identified. According to 

(Cover et ai, in ICDR, 1999), descriptive survey research method was used 

to: 

1. Describe the nature of the existing condition. 

2. Identify the standards against which existing conditions can be 

compared. 

3. Determine the relationships that exist between specific events. 

Hence, it is preferable to use descriptive survey method in light of the 

objective of this study. 

3.2 Sample Population and Sampling Techniques 

In Debre Markos town, there are three secondary schools. All the available 

three schools were selected with the intention that it will enable to show 

the existing situation of School principals' contribution in implementing 

CPO in the town in a more comprehensive manner. 
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To increase the reliability of responses and since the total number of 

teachers in the three schools were relatively small, large number of sample 

population were taken. Hence, the study included 50% of teachers in the 

three schools. To ensure a fair representation of samples from each 

category of data sources, 78 teachers from the population of 155 were 

selected using simple random sampling technique depending on the 

population distribution of teachers in each secondary school. Six school 

principals (two from each school) were selected on the basis of availability 

sampling techniques. To select education office experts as well, availability 

sampling technique was also employed. 

3.3 Sources of Data 

The sources of data mainly included school principals, teachers as well as 

woreda education experts of Debre Markos town. Besides, schools' CPD 

program reports and the study report of the Ministry of Education were 

used as additional source of data. 

3.4 Instruments of Data Collection 

The data collection tools that were used in this study are questionnaire 

and interviews from primary sources of data and documentary analysis 

from secondary sources. 

Questionnaire 

A questionnaire was prepared to collect information from teachers. Both 

open-ended and closed-ended questions were included In the 

questionnaire to create an opportunity for respondents to express their 

feeling freely. The questionnaire was prepared in English due to the fact 

that all respondents were secondary school teachers. 

The questionnaire was constructed in three parts: the first part of the 

questionnaire was used to obtain relevant personal information about 
--. 
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respondents; the second part was designed to secure information about 

the actual practice of teachers' continuous professional development 

program. The third part was constructed to obtain information about the 

assessment and evaluation mechanisms of continuous professional 

development program in schools. 

Before the administration of the questionnaire to the actual subjects in the 

study, a pilot study was conducted to check the relevance, clarity and 

chance of ambiguity of each item in the questionnaire. Then based on the 

feedback obtained, the necessary modifications were made for the actual 

usage. 

Interviews 

Two types of structured interviews were prepared. The first for school 

principals and the other was designed to obtain primary information from 

education experts. 

Documents 

Besides questionnaire and interviews, the researcher used the document 

as secondary sources of data collection. The document included schools' 

CPD program reports and study report of the Ministry of Education. 

Documentary analysis was used to collaborate the Information obtained 

using questionnaire and interviews. 

3.5 Methods of Data Analysis 

The data collected during the study using questionnaire was tallied and 

systematically organized through tabulation to facilitate analysis. The 

interview result was also analyzed qualitatively. 
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The information, which was gathered using the document inspection, was 

organized and incorporated. The results obtained were analyzed, 

interpreted and counter checked against the result obtained from primary 

sources. Moreover, percentages and a series of tables were also used to 

summarize and clarify the research data. 
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Chapter Four 

4. Presentation, Analysis and Interpretation of Data 

This chapter deals with presentation, analysis and interpretation of the 

data collected from sample respondents. For this purpose, a total of 78 

teachers (randomly selected) and 6 principals were also selected from the 

three secondary schools of Oebre Markos town. Schools' CPO reports and 

the study report document of the Ministry of Education were also 

incorporated in this part of the study. Besides, data were gathered from 

Oebre Markos Woreda education experts. As indicated above 78 

questionnaires were distributed, among this 65(83.3%) were filled in and 

collected. But, 4(5.1%) of the questionnaire were rejected before analysis 

due to the fact that there were not filled properly. Finally, the research 

analysis were done based on the data obtained from . the remaining 

61(78.2%) of the questionnaires, interview results as well as inspection of 

documents. This can be regarded as acceptable for a survey study of its 

kind to get the needed research information. 

The data collected through questionnaires were tallied, tabulated and 

qua ntified. Along with the absolute number frequency, percentages of 

respondents have been used to indicate the characteristics of the study 

population. Percentage is also used to indicate the magnitude each scores 

posses. Besides, it was used to determine factors with UnIque 

characteristics in the analysis. 

4.1 Characteristics of Respondents 

Table 1: Descriptions of Respondents by Sex 

N.~ N.~ of Response 
Item 

Teachers Principals 

No % No 
1 Sex 

Male 53 86.8 6 
Female 8 13.2 -

Total 61 100 6 

Experts 

No 

2 
-

2 
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The above table depicts the respondents' characteristics in terms of sex. 

Regarding teacher respondents, the male group constituted 53 (86.3%) 

while the females make up only 8 (13.2%). Concerning principals and the 

experts, all respondents are male . This indicates that the relevant data was 

mainly obtained from male respondents. Besides, it shows there are small 

numbers of female teachers in the teaching profession in the sampled 

secondary schools. Although, female teachers constitute only 8(13.2) of the 

total teachers, both sexes opinion were considered to include beliefs and 

interests of both sexes. 

Table II: Description of Respondents by Age 

No No of Response 
Age Teachers Principals Expert 

No % No No 
20 and below - - - -
21-25 2 3.27 - -

26-30 22 36 - -
31-35 18 29.5 2 2 
36-40 10 16.39 - -

41-45 6 9.83 - -
46-50 2 3.27 4 -

51 and above 1 1.62 - -
Total 61 100 6 2 

. 

Age is another general characteristics of the respondents considered. 

Accordingly, all of the respondents were above 20 years age. Of the total 

teacher respondents, it is only 2(3.27%) that falls in the year category 

between 21-25, while 22 (36%) are with in the range of 26-30. 18(29.5%) 

are with in the age range 31-35, 10 (16 .39%) with in 31-35, 6 (9 .83%) with 

in 41-45, 2(3.27%) with in the range of 46-50, and only 1 teacher 

respondent is in 51 and above. Among the 6 principal respondents, 2 of 

them and the two experts were in the same age group between 31 -35. Other 

principal 
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respondents fall in the age category between 46-50. All respondents were 

above 18, the legal employable age in Ethiopia. Besides, it can be stated that 

under normal circumstances, they can express ideas related to the study 

consistently and with good understanding. Hence, their opinions can be 

taken as acceptable to the study. 

Table III: Description of Qualification of Respondents 

NQ No of Response 
Item 

Teachers Principals Experts 
No % No No 

1 Diploma 7 11.5 - -

2 First degree 54 88.5 6 2 

3 Masters degree - - - -

4 Others - - - -

Total 61 100 6 2 

Respondents' academic qualification illustrated in the above table shows 

that 54(88.5%) of teachers were degree graduates. Nevertheless, 7(11.5%) 

of teacher respondents are diploma holders . Even though, only 7( 11.5%) 

of teachers are diploma holders, it implies that the qualification standard 

set by MOE were not achieved . The standard states that the minimum 

requisite qualification to teach at secondary school is first degree (MOE, 

2006). Furthermore, all the principals and educational experts hold first 

degree. Therefore, based on their qualification and ample experience they 

could be the source of reliable and useful information for the study. 
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Table IV: Respondents' fields of study 

Teachers Princi als Experts 

... oS ... ... a ... 
NQ Fields of Degree Diploma .. 0 th bI) -study ... Ilo ... 

Q ... Q Q 

No % No % No % No No 
1 English 9 14.7 3 4.9 - - - -
2 Amharic 4 6.6 2 3 .3 - - - -

3 Mathematics 6 9.8 - - 2 33.3 - 2 
4 Historv 6 9.8 - - 2 33.3 - -
5 Geography 7 11.5 - - 1 16.7 - -

6 Physics 5 8.2 - - - - - -
7 Chemistry 7 11.5 - - - - - -
8 Biology 8 13.1 - - - - - -

9 Educational 
Administration - - - - 1 16.7 - -

10 Pedagogy - - - - - - - -

11 Civics - - - - - - - -
12 Information 

technology 2 3.3 2 3.3 - - - -
Total 54 88.5 7 U.S 6 100 2 

With respect to respondents' subject specialization, a mong the total 61 

teacher respondents 54(88.5%) are first degree holder teachers, 9(14.7%), 

4(6.6%), 6(9.8%), 6(9.8%), 7 (11.5%), 5(8.2%), 7(11.5%), 8(13.1%) and 

2(3.3%) were with the major subject specialization of English, Amharic, 

mathematics, History, Geography, physics, chemistry, Biology and 

Information technology respectively. On the other hand, out of the total 7 

diploma holders 3(4.9%), 2(3.3%) and 2(3 .3%) were specialized in English, 

Amharic and information technology respectively. Concerning principals 

and educational experts, they were also specialized with different 

disciplines; geography, educational administration and mathematics. This 

entails that the respondents are from diverse educational backgrounds. 

This is helpful in getting diversified viewpoints on the issue under 

research. 
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Table V: Respondents' year of Service 

No of Response 
NQ Year of Service 

Teachers Principals Experts 
NQ % NQ 0/0 NQ 

1 1-5 years 6 9.8 - - -

2 6-10 years 21 34.5 2 33.3 -

3 11-20 years 22 36 - - 2 

4 21-30 years 9 14.8 4 66.7 -

5 Above 30 years 3 4 .9 - - -

Total 61 100 6 100 2 

Regarding the work experiences of respondents, only 6(9.8%) of teacher 

respondents had 1-5 years of service as teachers . The great majority of 

teacher respondents, principals and experts had more than six years of 

work experience. It shows that the schools have teachers with ample 

experience. It is crucial to point out here that the availability of 

experienced and qualified teaching staff and other personnel creates good 

environment to practice induction program to professionalize the new 

employed teachers. Besides, we can safely say that they have enough 

information on CPD program in the schools, which m ake them the best 

sources information for this research. 
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4.2 Data Analysis and Interpretation 

Table VI: Issues which should be considered in planning teachers' 
continuous professional development program 

Items Total Scores 
respondents Very High Low Very low I don't No 
N=61 high know res Jonse 

No % No % No % No % No % No 
Cost- 61 18 29.5 13 21.3 5 8.2 13 21.3 9 14.7 3 
effectiveness 
of the program 
Observation of 61 8 13.1 13 21.3 10 16.3 17 27.8 7 11.4 6 
the school 
environment 
Assessment of 61 13 21.3 15 24.5 9 14.7 14 22.3 2 3 .3 8 
teachers' 
training needs 
Assessment of 61 7 11.4 16 26.2 14 22.3 7 11.4 9 14.7 8 
students' 
interest 
Availa bili ty of 61 7 11.4 6 9 .8 17 27.8 13 21.3 14 22.3 4 
resources 
Willingness of 61 11 18 16 26.2 13 21.3 7 11.4 9 14.7 5 
administration 
staff to 
support 
teachers 
System of 61 9 14.7 12 19.6 11 18 8 13 .1 18 29.5 3 
reviewing the 
training 
program . . 
The above table depIcted pre-condItions whIch should be consIdered m 

planning continuous professional development program. Teacher 

respondents were asked to rate the level of importance of the above points 

while CPD program is planned. Of the total teacher respondents 18(29.5%) 

and 13(21.3%) reported that consideration of cost-effectiveness of the CPD 

program before planning has very high and high importance in the process 

of implementing the program respectively, where as 21.3% and 8.2% of 

them replied it has low and very low importance, 14.7% and 4.9% of the 

total teacher respondents did not comment. The majority 15(24.5%), 

16(26.2) and 16(26.2%) indicates that assessment of teachers' and 

students need and willingness of administrative staff to support teachers 

should be 
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given high consideration while CPD program has been planned. 17(27.8%) 

of the respondents gave little consideration to observation of the school 

environment as an important factor. 27.8% of teacher respondents indicate 

that availability of resources should be given very high consideration. 

About 1/3 of the respondents gave very high and high importance for 

reviewing the training program while significant number expressed that 

they do not have good understanding system. 

Principals were also asked through interview session about the pre­

condition which should be considered before continuous professional 

development was planned. They indicated among other things that 

availability of resources, assessment of teachers and students' need, 

system of reviewing the program as well as willingness of the 

administrative staff to support teachers have crucial role III the 

implementation of CPD program. With respect to the same idea, Glover 

and law (1996) state that planning is important. It ought to be made in 

available time, finance, workforce, space and political conditions. 

Moreover, carefully planned CPD activities will be successful while less 

systematic and inadequate planned programs are likely to fail. An 

adequately plan bases it self on critically identified and determined 

training needs. Thus, it is safe to argue that, while teachers' continuous 

professional program is in the process of planning, the cost-effectiveness of 

the program, the willingness of administrative staff to support teachers 

and assessment of teachers' training needs should be given high 

consideration. 
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Table VII: School related factors negatively influencing implementation of 

CPD. High effect= 5, moderate effect= 4, least effect= 3, 

no effect= 2, undecided=1 

NQ Sch ool related Degree of agreement 
factors 

Scores 

No 
5 4 3 2 1 Response 

No % No % No % No % No % No % 

1 
absence of 
appropriate resource 18 29 .5 12 19.6 17 27.8 9 14.7 5 8.2 - -

2 
Unfavorable school 
environment 9 14.7 11 18 17 27.8 14 22.3 6 9 .8 4 6 .6 

3 
lack of support from 
school principal 13 21.3 2 1 34.4 11 18 8 13.1 5 8.2 3 4 .9 

4 shortage of time to 
effectively implement 
the program 12 19.6 15 24.5 10 16.3 11 18 8 13.1 5 8.2 

5 lack of budget to 
implement the 
program 19 3 1.1 13 21.3 8 13.1 12 19.6 7 11.4 2 3 .2 

6 Absence of 
knowledge on the 
program 17 27.8 13 2 1.3 9 14.7 12 19.6 6 9.8 4 6.6 

The above table deals with school related factors negatively affecting the 

implementation of CPD. Teacher respondents and principals were asked to 

rate the extent of the effect of school related factors which inhibits the 

practice of implementing CPD progra m. The result, as shown in the table 

above, 18(29.5%) of the total teacher respondents stated that absence of 

appropriate resources had high negative influence on CPD program. 

Regarding item 2, most of them 17(27.8%) of indicates that unfavorable 

working environment did not have significant influence In the 

implementation of CPD progra m. The significant number 21(34.4%) of the 
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total 61 teachers indicated that lack of support from the school principal 

had a moderate negative effect on CPD program implementation. Lack of 

time and budget to effectively implement the program, and lack of 

knowledge of the program had s ignificant effect in effective implementation 

of the program. Similarly, all 6 principal respondents stated that the most 

prominent factor negatively influencing CPD implementation is lack of 

knowledge of the program. This may shed light why principals have not 

made positive contribution to the CPD program. Education experts were 

also asked whether the expected training have been provided for school 

principals or not. They confirmed what principals have indicated that 

principals did not get access to develop their knowledge concerning CPD 

program. They a lso pointed out that relatively facilitators had better 

training on CPD program. 

Lack of orientation among teachers, difficulty to decide the time for CPD 

session and lack of commitment to practice the theoretical aspect of the 

training during CPD session were identified by principals as factors 

negatively influencing the CPD program implementation. 

In the same token, various scholars also suggest different prevailing 

conditions as hindrance to CPD implementation. According to Darling 

Hammond and Mc Laughlin (1996), settings that support teachers' inquiry 

and collaboration, extra school structure and support, participation by 

stakeholders, perspectives and priorities and the situation specific nature 

of teachers and learning may be key challenges for teachers' professional 

development. Bladford (2000) also asserts that CPD will be affected by: 

allocation of human and financial resources, alteration of structures and 

systems and presence or absence of staff development policy. With respect 

to factors that may affect CPD program in Ethiopian context; MOE (2003) 

pin points, among other things, lack of expertise and quality of knowledge 

in school administrative position as the main constraints. 
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As stated above, it is possible to put a concluding remark that 

administrative support for teachers to implement CPD programs should 

not be seen as limited only to advocating with policy makers and providing 

materials, financing and human resources. The symbolic leadership of the 

effective principal cannot be underestimated as a change agent. Thus, the 

school principal should be a learner as well as a leader. Beyond having a 

supportive attitudes and creating an atmosphere where there is a love of 

learning, school principal must be the primary CPD developer, because it 

IS the principal who has the greatest direct control over the factors 

affecting school environment (Marezeley, 1996). 

Table VIII: Performance level of the principals in accordance with the listed 
roles and responsibilities in the implementation of proper CPD 

Very high = 5, High = 4 Low = 3, Very Low 2 and I do not know =1 

Scores NQ Response 
N Activities Total 
Q respondent 

s 
5 4 3 2 1 

NO % NO % NO % NQ % NO % NO % NO % 
1 CPO development 3 4.9 8 13. 1 11 18 14 22.3 20 33 5 8.2 61 100 

2 Control over factors 
affecting school 
environment 2 3.3 9 14.7 15 24.5 19 31.1 12 19.6 4 6.6 61 100 

3 Identify development 
need of each teacher - - 13 21.3 21 34.4 17 27.8 7 11.4 3 4.9 61 100 

4 Decides on the 
appropriate duration and 
timing for the course 

- - 13 2 1.3 19 31.1 16 26.2 12 19.6 1 1.6 61 100 
5 Decides on the fconation 

of the groups and which 
teacher will be 
participants 3 4.9 11 18 18 29.5 22 36 7 11.4 - - 61 100 

6 Selects an appropriate 
facilitator for the group 

8 13.1 12 19.6 18 29.5 9 14.7 8 13.1 6 9.8 61 100 
7 Contact a near by school 

to act as partner school 
(to share experience after 
sessions, 10 and 15) 11 18 8 13.1 15 24.5 23 37.7 2 3.2 2 3.2 61 100 

8 Give orientation on the 
course to the participants 

5 8.2 11 18 17 29.8 19 31.1 8 13. 1 1 1.6 61 100 
9 school principals' 

contribution to the 
implementation of CPD 

12 19.6 13 21.3 21 34.4 10 16.3 2 3.2 3 4.9 61 100 
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The above table deals with the performance level of the principals in 

accordance with the listed roles and responsibilities set by the MOE in the 

implementation of proper CPO. Teacher respondents were asked to rate the 

activity level of the principals. According to the response, 1/3 of teacher 

respondents in item one, expressed that they did not have any idea about 

CPO development, where as only 11 (18%) acknowledged high level of 

activity. With regard to item two 31.3% replied that there is little effort in 

controlling factors negatively influencing school environment by their 

principals. 21 of the total teacher respondents in item 3, responded that 

there is also an effort to identify development need of each teacher 

nevertheless, it is insignificant. The majority 19(31.1%), 18(29.5%) and 

also 18(29.5%) teacher respondents in item four, five and six, indicated 

that principals contribution was low. Regarding item 7 and 8" most of 

them described that principals exhibit very little contribution. 21(34.4) of 

respondent indicated that there is low principals' effort to support teachers 

in the implementation of the CPO program. In general, of the total teacher 

respondents 53.3%, 50.7%, 39.2%, 45.8%, 47.4% 27.8%, 40.9%, 44.2%, 

and 19.5% (activities 1-9 respectively) believed that principals had little 

contribution towards teachers' continuous professional development 

program implementation in their schools. 

Literature reVIews also shows that identifying the development needs of 

each teacher and the school staff as whole, arranging CPO opportunities, 

monitoring progress and evaluating performance must be undertaken by 

school principal. The school principal is the common denominator of these 

factors (Marezely, 1996) . Furthermore, the principals' role in nurturing 

CPO is significant a nd begins with sensitivity to the school development 

needs. He has to develop professional kinship with the school staff in order 

to create good school environment for CPO are the roles and 

responsibilities of a principal. 

49 



The principals acknowledge that even though they got good knowledge of 

their roles and responsibilities in CPO implementation they had little 

contribution to CPO program implementation. Absence of adequate 

knowledge about the program, considering it as an additional load to their 

responsibility and lack of emphasis for program were stated by the 

principals as inhibiting factors for their low effort in the program 

implementation. Educational experts also confirmed that principals did not 

contribute a lot to the program. They also pointed out that some principals 

considered CPO program as the responsibility of teachers and coordinating 

CPO program as an additional working load to their responsibility. 

Previous researches already indicated that poor educational management 

and planning, lack of crucial, effective and positive support and 

supervision combined with mismanagement of scarce resources, have all 

led to confuse, discourage and stress teachers and school managers 

(TESO,2003). Moreover, Oereje in Amare et al (2001) pointed out that 

principals, teachers and other implementers did not get ample orientation 

on the new curriculum and its implementation strategies. 

Furthermore, principals' poor contribution to the program was also 

indicated in another study that was initiated on the request of the ministry 

of education which sought a comprehensive report about the impact of 

CPO through the items of reference sent to the Faculty of Education at 

Haramaya University. The sources of the data are eight regional education 

bureaus, twenty-three zonal education bureaus, sixteen district (woreda) 

education bureaus, fifteen teacher education institutes, twenty-eight 

secondary schools, and forty-seven primary schools. The total number of 

education bureau officers who participated in the study was seventy-seven 

whereas those from teacher education colleges were twenty-three. The 

number of school principals was ninety-eight. Two hundred thirty three 

teachers from schools and seventeen teacher educators were also 

contacted. One of the findings of the study states that the structure of CPO 
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is absent in twenty-five schools. These are schools where there was no 

evidence of the CPD formation process, allocation of resources, 

establishment of schedules, and presence of continuous and significant 

engagements (MOE, 2007). 

Another finding indicates that facilitators are inadequately present at the 

CRCs (cluster resource centers). The study suggests that only in 10 of the 

visited CRCs, facilitators are adequately present. In the rest of the schools, 

they either are absent or inadequately present (MOE, 2007:6). 

Furthermore, the study identified the following as major challenges and 

constraints: time constraints on teachers as well as their school leaders, 

CPD programs lagging behind its time and the tendency of rushing to 

cover the course. As a result, according to the same document, teachers 

tend to cover the modules with out thoroughly discussing among 

themselves on the principles of CPD and with out having adequate 

opportunity, to translate theories of professional development in practice 

(Ibid). 

The study also indicated that the poor contribution of the principals has 

generally been due to the poor school management. Principals, as head of 

the school management, have the responsibility to establish CPD structure 

and schedules in schools in collaboration with other concerned parties. 

Furthermore, they should guarantee the presence of continuous and 

significant engagements. They are also responsible to select an appropriate 

facilitator for the group (from senior staff with relevant previous experience 

or help from outside the school) and gives him \her orientation about the 

course. 

In general, scholars have indicated that the implementation of CPD 

activities reqUIres good school management and favorable school 

environment with voluntary participation of school community. Dimmock 
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(1993) asserted that the connection between quality of school-based 

management and curriculum are typically assumed. Underlying much of 

the emphasis on school-based management and principals' professional 

development is the belief that improvement in the management of schools 

will necessa rily generate better quality curriculum, teaching and learning. 

This entails, therefore, principals, teachers, experts and other concerned 

should attempt to improve the program through a joint effort in order to 

achieve the objectives of CPD. Otherwise the VISIon to produce 

professiona lly well informed and motivated teachers, capable of delivering 

quality education will not be fulfilled. 

Table IX: Instruments used by the school principal in order to follow up 

the CPD program. 

Instruments scores 
used for 
evaluating usually sometimes Rarely Not at all undecided No Total 

CPD response 
program 

5 4 3 2 1 

No % No % No % No % No % No % 

Questioners - - 1 1.6 7 11.4 29 47.5 13 21.3 11 18 

Observations 14 22.3 13 21.3 18 29 .5 4 6.6 7 11.4 5 8.2 

Discussion 6 9.8 17 27.8 15 21.5 3 4.9 9 14.7 11 18 

Interviews - - 9 14.7 13 21.3 24 39.3 7 11.4 8 13.1 

Systematic - - 9 14.7 13 21.3 19 31.1 15 24.5 5 8.2 
follow up 

Analysis of - - - - 17 27.8 21 34.4 15 24.5 8 13.1 
document 

Taking 9 14.7 19 31.1 13 21.3 8 13.1 7 11.4 5 8.2 
portfolio 

The above table indicates which instruments/ tools, according to teacher 

respondents, have been used by principals to monitor CPD program in 
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their schools. According to teachers' response, only 22.3%, 9.8% and 

14.7% of them believed that principals usually used observation, 

discussion and portfolio, respectively, in following up the program. On the 

contrary, 58.9%, 60.6% and 62.2% of teachers responded that 

questionnaires, interviews and analysis of documents, respectively, were 

used rarely or not at all. Teachers were also asked, using both open-ended 

and close-ended questions to identify which mechanisms principals use to 

monitor the CPO program. They responded that principals used 

observation and checking portfolio as instrument in order to follow up the 

activity of teachers who are participating in CPO program. 

Besides, principals and education experts were also asked to list the 

possible mechanisms used by their office. Principals pointed out the 

following instruments; portfolio, observation, checking attendance and 

analyzing minutes to follow up teachers' performance. The experts, on the 

other hand, expressed that they follow up CPO program in schools using 

checklists and analyzing its results. Moreover, they indicated that they 

sometimes observe how teachers prepare portfolio in their schools. 

According to MOE (2006) the follow up and evaluation of teachers 

continuous professional development program should be on the basis of 

the following instruments; portfolio assessment, comparing with standards 

and results of teachers performance evaluation. Hence, it can be safely 

summarized that although there is some effort to follow up CPO program 

in schools, principals concentrate only on certain instruments. This might 

be due to different reasons. One of the reasons might be lack of knowledge 

on the program evaluation schemes. Thus, principals should get better 

understanding of the evaluation schemes and start using the different 

instruments to collect valid data and to see the gap between what has been 

achieved and what has not yet been. This would help them to take 

corrective measure to undertake a sound CPO program. 
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Table X : Performance level of a school principal in evaluating CPD 
program 

5= Always, 4= sometimes, 3= rarely, 2= undecided, 1= I don 't know 

Sta tements Degree of agreement 

Scores 

5 4 3 2 1 

No % No % No % No % No % 

How often your 
school principal 
conduct CPO 
program 
evalua tion in your 
school 3 4.9 13 21.3 19 3 1.1 16 26.2 8 13.1 

How often your 
school principal 
provide feedback 5 8.2 22 36 15 24.5 11 18 7 11.4 

No 
response 

No % 

2 3.2 

1 1.6 

The above table shows activity level of a school principal in evaluating CPD 

program . Significant number 13(21.3%) of the total 61 teacher respondents 

stated tha t principals sometimes evaluate the program while only 3 (4.9%) 

of them indicated that principals always practice CPD program evaluation. 

On the other hand , 19(31.1%) of them replied that principals rarely 

undertake CPD evaluation in their schools . 18% and 11.4% of the 

respondents replied that they are undecided and they are not in a position 

to rate the activity level of principal in CPD program implementation 

respectively. 

Regarding evaluation feedback , most of them stated that there is 

inconsistency in providing CPD evaluation feedback i.e. they gave CPD 

evaluation results rarely to teachers in their schools. Among them only 

54 

Total 
respon 
dents 

61 

61 



5(8.2%) indicated that principals always provide feedback to their 

teachers, while 15 (24.5%) of them replied that they rarely get feedback. 

Principals were also asked about their practice of evaluation and feedback. 

Some principals responded that they provide a feedback at the end of each 

session in the proper CPO. However, most of them indicated that they gave 

feedback to teachers once in two months. It is important here to point out 

that, as Hampton et al (2004) states, a school culture, which supports CPO 

may be created by the school leadership and management teams of a 

school but this culture should be checked constantly to see its 

effectiveness as it may sometimes be ineffective. 

I In general, it is clear that evaluating CPO has a paramount importance to 

build an effective CPO program. Thus, the act of evaluating school's CPO 

program should not be a one-time job. It must be continuous. Besides, 

teachers who are participating in CPO program should be provided with an 

in-time feedback from their school principal, which helps them to 

appreciate what they have achieved and to work on what is to be done. 

All respondents (teachers, principals and education experts) were also 

requested to identify major problems/challenges and suggest possible 

recommendations. Teachers indicate the following problems; absence of 

necessary materials, lack of acceptance for CPO program among teachers, 

weakness of principals to follow up the program and teachers are not 

having the required knowledge to implement the program. They also 

forwarded the following as remedies: CPO program should be well 

financed, there must be incentive for participants and principals, and 

there should be a mechanism for continuous follow up and evaluation. 

The principals also suggested that teacher and themselves should to take 

further training regarding the importance and objective of CPO program. 
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Furthermore, they suggests that specific timetable should be developed, 

there must be enough CPO materials and it should be incorporated with 

the overall career structure. Experts also identified the following as 

remedies for the problems discussed above: there should be an additional 

training for woreda experts and some kind of incentive mechanism should 

be developed to motivate teachers, principals and others concerned for the 

success of the CPO program. 

It is clear that all respondents strongly believed that there is lack of 

training among teachers, principals and education experts at the worda 

level. It is also clear that principals did not provide the expected assistance 

to teachers. Besides, experts at the worda level were not in a position to 

support principals. However, the schools' report regarding CPO program 

states that it seems principals were tried to handle their roles and 

responsibilities in the implementation of CPO in their schools. 
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Chapter Five 

5. Summary, Conclusion and Recommendation 

This part of the study deals with the summary of the major findings of the 

study, conclusion drawn on the bases of the findings and 

recommendations that are assumed to be useful to enhancing the effective 

implementation of continuous professional development program. 

The main objective of this study was to asses the contribution of school 

principals for the implementation of CPD program in Debre Markos Town. 

In doing so, the study had the following purposes; to investigate the 

awareness of the principals in the implementation on CPD, to examine 

practical situations in playing their role and to identify problems arise 

from school principals and the problems they face during implementation 

of CPD. Descriptive survey m ethod was employed due to the fact that it is 

more appropriate to asses the contribution of school principals for the 

implementation of CPD program . The study included all the three 

secondary schools in Debre Markos Town. There were 155 teachers in 

these schools. Among these, 50% of them were selected randomly. 

Furthermore, a ll the available 6 principals from the three schools and 2 

education experts were also included in the study. Teachers, principals 

and education experts were also the main sources of data. Questionnaire, 

interview and inspection of documents were used to gather the relevant 

data from the respondents . Percentages and a series of tables were also 

used to analyze, summarize and cla rify the research data. 
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5.1 Summary of the Research Findings 

The analysis of the responses of the questionnaires and the interviews 

from the three secondary schools (teachers, principals and educators) 

makes it possible to reach the following major findings. 

1. The proportion of female respondents were quite low, only 13.2%. This 

implies that the majority of respondents were male and there is low 

female participation in secondary school teaching position. 

2. The majority of respondents were with in the age range 26-30. This 

shows that most of the respondents were within the productive age 

group. 

3. Significant proportion of the respondents holds first degree, while few 

respondents were below the minimum requirement. 

4. The majority of teachers, principals and experts have more than SIX 

years of service. Thus, it indicates that most of them have ample work 

expenence. 

5. Substantial proportion of the respondents agreed that willingness of the 

leadership to support teachers should be given high consideration 

when continuous professional development program is planned. 

6 . Most teacher and principal respondents agreed that the factors that 

have negative influence on teachers' continuous professional 

development are poor school management system, absence of 

motivation among principals and lack of knowledge concerning CPO 

program. In addition, absence of necessary materials, lack of 
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acceptance for CPO program, and lack of administrative support are 

also contributing factors. 

7. Most teacher respondents believed that lack of support from the school 

principal had a moderate negative effect on CPO program 

implementation where as absence of appropriate resources has high 

negative influence on CPO program implementers. 

8. Principals did not provide the expected professional support to CPO 

participants due to lack of basic knowledge on how to run CPO 

program in their schools. Besides, considering CPO program as an 

additional load on their responsibility and absence of commitment were 

also factors which make them perform below the expected level. 

Nevertheless, schools' CPO report indicates that principals were in a 

position to handle their responsibilities in the implementation of CPO 

program in their schools. 

9. Principal respondents were aware of their roles and responsibilities in 

the implementation of CPO program and they mentioned the following; 

preparing schedules, deciding the place where CPO participants meet, 

follow up CPO seSSIon, checking portfolio, taking participants 

attendance, make sure the availability of stationary materials. 

Furthermore, they stated that having good knowledge of CPO program, 

assigning an appropriate facilitator and giving orientation on the course 

to the participants were further roles and responsibilities of a school 

principal in CPO implementation. 

10. Most teacher respondents stated that principals sometimes used 

discussion method, rarely used interview and analysis of documents, 

did not apply systematic follow up instrument. On the other hand, 

principals pointed out that they used portfolio checking, observation, 
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taking attendance and analyze minutes to follow up teachers' 

performance in CPD implementation. Experts only described checklist 

and observation as instrument for monitoring CPD program. 

11. Significant number of teacher respondents expressed that principals 

evaluate CPD program in their schools only some of the time. Besides, 

most of them stated that there is inconsistency in providing CPD 

evaluation feedback to CPD participants. Most principal respondents 

also confirmed that they gave feedback to teachers only once in two 

months. This indicates inconsistency in providing CPD evaluation 

feedback to teachers. 

5.2 Conclusion 

Based on the findings of the study it is possible to arrive at the following 

conclusion. 

1. As indicated earlier there are important issues, which should be 

considered when CPD program was planed. Some of these are 

knowledge and experience of the school leadership, cost effectiveness of 

the program, observation of the school environment, assessment of 

students' and teacher' need, availability of resources, willingness of 

school leadership to support teachers and system of reviewing the 

training program. It is obvious that school based CPD program requires 

a joint responsibility. Thus, a motivated principal could play a 

significant and unreserved role in the process of implementing the CPD 

program. Hence, willingness of school leadership should not be 

underestimated but rather is better given high consideration. 

2. Although, schools' CPD program reports states that principals were 

tried to handle their responsibilities properly in the implementation of 
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CPD program, One of the crucial findings of the study indicates that all 

principals themselves, experts and the majority of teacher respondents 

confirmed that principals were not in a position to provide professional 

support to teachers who participate in the program. This is due to the 

lack of basic knowledge on how to manage CPD program. In addition, 

absence of necessary materials, absence of motivation among principals 

and lack of convenient time have also played significant role . Thus, 

principals' contribution for the implementation of CPD program found 

to be weak. 

3. There are plenty of instruments /tools, which can be used to follow up 

the performance of CPD participants. Nevertheless, it seems that 

principals did not use various instruments available to them. 

Application of diversified instruments assists principals to get the total 

picture of the program in their schools. Besides, it provides the chance 

to take an immediate action. Thus, principals should evaluate teachers' 

performance using different instruments to provide constructive 

suggestions. 

4. There must be a continuous evaluation and feedback system in order to 

make a program effective. However, as this study shows, principals did 

not practice consistent evaluation system. Furthermore, they did not 

provide an immediate feedback to their teacher regarding CPD 

evaluation. Providing in-time feedback and evaluation have a potential 

to narrow the gap between what has been achieved and what is not and 

to take a remedy. Therefore, ' the act of evaluating and providing 

feedback should be continuous, i.e ., it should be practiced throughout 

the program. 
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5. Principals are aware of their roles and responsibilities in implementing 

CPO program being: setting schedules, assigning an appropriate 

facilitator, deciding the place where CPO participants meet, follow up 

CPO session, checking portfolio, taking participants attendance, make 

sure the availability of materials and providing orientation on the 

course to participants. 

5.3 Recommendations 

1. The contribution of principals to the CPO program implementation has 

not been sufficient. One of the major factors, as it is indicated above, 

has been the lack of knowledge on how to manage CPO program. 

Hence, for the CPO program to be successful, worda education office in 

collaboration with other stakeholders should organize the necessary 

training to principals. The same should be done for worda education 

experts and key education leaders. Furthermore, it is recommended 

that there should be relatively highly qualified and experienced experts 

at worda level who are responsible for coordinating overall practice of 

the program and provides the required support as needed. 

2. To enhance CPO practices, it is essential to develop an incentive 

mechanism for principals, teachers, facilitators and mentors. The 

incentive may range from a simple recognition (certificate) for what is 

achieved to promotion through career structure. Moreover, the reward 

should be clearly known to teachers and principals. 

3. It was found out that principals did not use diversified instruments to 

follow up the performance of CPO participants. It is clear that 

continuous follow up provides an opportunity to see how a certain 

program is effective. It also helps to develop corrective measures 

whenever necessary. Thus, principals should do their utmost to use the 
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different instruments available to them. Their effort should also be 

strengthen by worda education experts and other stakeholders through 

organizing seminars and workshops. 

4. Evaluation is important. It should be done continuous, i.e., it should 

not be a one time job. However, one of the results of the study indicates 

that there is inconsistency in conducting the evaluation and feedback 

system in the implementation of CPD program. In order to provide 

constructive suggestions on the performance of CPD participants, there 

should be continuous follow up and an immediate feedback system to 

synchronize efforts for an effective continuous professional development 

program. The effort may be effective on the bases of planning which 

might be useful in indicating when and how to conduct an effective 

follow up and feedback system. 

5. This study focuses on assessing the contribution of school principals to 

the implementation of CPD program only in government secondary 

schools of Debre Markos town. This entail, among other things, that its 

findings, conclusions and recommendations should be taken with its 

limitations in mind. However, the research will have its contribution in 

understanding the issue taking into account the very limited number 

researches conducted in this area. For this issue is not well researched 

interested educators, policy makers and researchers are encouraged to 

enrich these findings by further investigating the practices of other 

schools in other towns and regions of the country. 
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Appendix-A 

Addis Ababa University 

College of Education 

School of Graduate Studies 

Department of curriculum and Teachers' professional 

development Studies 

A Questionnaire to be filled by secondary school teachers 

The intent of this questionnaire is to gather data in order to asses the 

contribution of school principals for the implementation of teachers' 

continuous professional development (CPO) in secondary schools of 

Oebre Markos Town. 

The student researcher believes that the out come of this study will 

highly depend on your cooperation. Besides, knowing that your 

responses will be kept confidential and will never be used for purposes 

other than the above mentioned. Hence, you are kindly requested to feel 

free in forwarding your opinion. 

N.Bl. No need of writing your name on any page 

2. Those questions with alternatives, mark your response on the 

space provided by putting "v'" or encircle the letter 

3. For any additional opinion or explanation you are kindly 

requested to write briefly on the space provided 

Thank you in advance for your cooperation 
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Part I: Personal information 

1. Sex: Ma le D Female D 
2. Age: a. 20 years and below D b.21-25 

d. 31-35 D e.36-40 

I I 
D 

c.26-30 

f. 41-45 

g.46-50 D 
3. Qualification: a. Diploma D 

c. Master's degree 

4. Fields of study ____________ _ 

5. Experience: 

a. 1-5 years D 
b. 6-10 years D 
c. 11-20 years D 

h. 51 and above D 
b. first degree D 
d.other __________ _ 

d. 21-30 years D 
e . above 30 years D 

D 
D 

Part II: Information concerning the actual practice of teachers" 

continuous professional development program? 

1. The following are some of the pre-conditions which should be 

considered in planning continuous professional development program. 

Then you are kindly requested to provide response for the next 

questions. To what extent do you think or believe that the following 

pre-conditions should be considered in planning CPD program. Use 

the following scales to respond: 5~ very high, 4~ high 3~ low 2~ 

very low, 1~ I don't know 

No Points which should be considered 5 4 3 2 1 
1 Cost-effectiveness of the programs 
2 Observation of the school environment 
3 Assessment of teachers' training needs 
4 Assessment of students' interest 
5 Availability of resources to implement the 

program 
6 Willingness of administrative staff to support 

teachers 
7 System of reviewing the trainingyrogram 
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2. The following are possible school rela ted factors which negatively 

influencing the implementation of continuous professional 

development program. Then you are kindly requested to scale their 

influences on the implementa tion of continuous professional 

development using the following scale 5= high effect; 4= moderate 

effect, 3= least effect, 2= no effect, 1 = undecided 

No School related factors 5 4 3 2 1 

1 Absence of appropriate resources 

2 Unfavorable school environment 

3 Lack of support from school principals 

4 Lack of time to effectively implement the 

program 

5 Lack of budge to implement the program 

6 Lack of knowledge on the program 

3. Activities in the table below stated by the ministry of education as the 

roles and responsibilities of a school principal in the implementation 

of continuous professional development program. Indicate the 

performance level of the principals in accordance with the listed 

activities. Please rate the degree of performance using very high =5; 

high=4; low =3; very low =2 a nd I do not know=l 
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No Activities 5 4 3 2 1 

1 CPO development 

2 Control over the factors which negatively 

influencing school environment 

3 Identify development n eed of each teacher 

4 Decides on the appropriate duration and 

timing for the course 

5 Decides on the formation of the groups and 

which teacher will be participants 

6 Selects an appropriate facilitator for the 

groups 

7 Contact a near by school to act as partners 

school (to share experience after sessions 10 

and 15) 

8 Given orientation on the course to the 

partici pants 

4. To what extent your school principal contribute to the implementation 

of CPO in your school 

a. very high b. high c. low e. every low 

Part III: Questions related to the assessment and evaluation 

mechanisms of the continuous professional development program. 

1. Is there any mechanism to evaluate the CPO program? 

a. Yes b. No 

2. If your answer for question number "1" is 'yes' list the mechanisms 
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3. How often your school principal conducing evaluation of continuous 

professional development activities? 

a. Always b. usually c. sometimes d. undecided 

4. The following are instruments to evaluate the effectiveness of CPD. 

You are kindly requested to provide response to the next question. To 

what extent do you think that these instruments are employed by the 

school principals to evaluate the CPD program in your school? Use the 

following scales to respond; 5= usually, 4= sometimes, 3= rarely, 2= Not 

at all and 1 =undecided 

No Instruments to evaluate the CPD program 5 4 3 2 l 
1 Questioners' 

2 Observation 

3 Discussion 

4 Interviews 

5 Systematic follow up 

6 Analysis of documents 

7 Taking portfolio 

5. How often your school principals provide periodic feedback for 

teachers concerning their professional development? 

A. Always b. usually c. sometimes 

d. Undecided e. I don't know 

6 . What are the major challenges (problems) III the implementation of 

CPD in your school? Write it down. 
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7. In your point to view what recommendations would you propose for 

effective implementation of continuous professional development 

(CPD) program? List them down 

a. 

b. 

c. 

d. 

e. 

-
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Appendix-B 

Addis Ababa University 

College of Education 

School of Graduate Studies 

Department of Curriculum and Teachers' Professional 
Development Studies 

Interview guide for school principals 

The purpose of this interview is to collect data on the contribution of 

school principals for the implementation of continuous professional 

development (CPO). Thus, you are kindly requested to contribute your 

own in providing response honestly and responsibly. 

1. What are the pre-conditions which should be considered in planning 

before continuous professional development program? 

2. Are you well-oriented by worda education bureau experts about 

continuous professional development program? 

3. Are the school principals aware of their roles and responsibilities in 

the implementation of CPO? 

4. What are the most common factors or challenges III the 

implementation of continuous professional development program in 

your school? 

5. Would you describe the mechanisms you are using in order to follow 

up the continuous professional development program? 

'6. How often you are providing periodic feedback for teachers concerning 

continuous professional development program. 

7. To what extent you are contributing for the implementation of 

continuous professional development program in your school? 

8. What strategies would you recommend to promote teachers' 

continuous professional development program? 



Appendix-C 
Addis Ababa University 

College of Education 
School of Graduate Studies 

Department of Curriculum and Teachers' Professional 
Development Studies 

Interview guide for Woreda Education experts 

The purpose of this interview is to collect data on the contribution of 

school principals for the implementation of continuous professional 

development (CPO). The information you provide will be used only for 

this research purpose. 

1. Are the school principals aware of their roles and responsibilities in 

the implementation of CPO? 

2. What kind of assistance does your office provide for school principals 

regarding CPO program? 

3 . In your opinion, do you think the school principals get the expected 

training concerning continuous professional development program? 

4. What are the mechanisms used by your office to follow up principals 

contribution in the implementation of continuous professional 

development program? 

5. How do you judge the contribution of the school principals for the 

implementation of CPO? 

6 . What are major challenges problems encountered during 

implementation of CPO is secondary schools? 

7. What measure/ actions should be taken to overcome to problems for 

the future? 
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