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Abstract


The study examined the transition from In-Service Training (INSET) to Continuous Professional Development  (CPD)  within  India’s  educational  landscape.  It  highlights  India’s  evolving strategies of teacher professional development, comparative insights from global practices, such as  Japan,  Finland,  and  the  United  Kingdom,  reveal  the  importance  of  context-specific, continuous,  and  technology-driven  CPD  models.  The  study  is  conducted  through  (SotA) literature review of INSET policies and their transformation into CPD frameworks in India from
1950 to 2024. It is based on 49 rigorously selected policy documents, scholarly articles, and institutional reports through multiple academic databases, including SAGE Publications, Taylor
& Francis, Scopus, JSTOR, Springer, ResearchGate, and Google Scholar. Findings indicate a significant transition from uniform INSET approaches to more flexible and context-sensitive CPD models in India. National initiatives like NISHTHA and institutions like SCERTs, DIETs support this change, using school and technology to improve training. However, issues like lack of  coordination,  limited  customization,  and  weak  accountability  persist.  Lastly,  this  study suggests improving teacher training by creating region-specific frameworks, better use of digital tools,  inclusive  participation,  offering  mentoring,  and  using  systems  like  e-portfolios  and UDISE+ to track progress aligned with NEP 2020’s vision of professional autonomy, quality, and equity.
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Literature Review


Introduction





“Teachers have an important influence on pupils’ academic progress, yet the quality of teaching varies widely (Lee, 2018). Policymakers, school leaders, and teacher educators, therefore, face the challenge of designing and commissioning professional development to help all their teachers become as effective as the best teachers” (Sims et al., 2021 p. 5).



Teacher preparation necessitates multidisciplinary perspectives, knowledge, comprehension, values, and refining skills under the guidance of experienced mentors (NEP, Para 15.1). Improvement  in  teacher  competencies  would  lead  to  improvement  in  the  learning  level  of children thus facilitating the realization of the envisioned goal of education (JVC, Para 3.1.3). Currently, numerous trends are reshaping the landscape of education. These are: shifts in age demographics, the rise of knowledge-based service economies, reforms in the job market, the concept   of   an   education-oriented   culture,   quick   advancements   in   information   and communications technology (ICT), and evolving social interaction and values (OECD, 2008).

In recent years, professional development for in-service teachers has become more important as educators encounter new challenges in evolving educational systems (Xaso et al., 2017).   As education systems change, teaching become more complex. So, the need for continuous professional development for educators heightened. Additionally, Wright et al. (2020) conducted a feasibility trial on a job-embedded Professional development (JEPD) program for specifically teachers to improve their competencies capacity to deliver physical literacy-enriched physical education in elementary schools. The CPD Coordinators Toolkit (Sage Academic Books, 2019) offers a comprehensive guide for both novice and experienced staff development coordinators as they  navigate  and  implement  continuous  professional  development  (CPD)  programs.  This reflects a shift from traditional in-service training (INSET) to a more persistent and ongoing strategy to professional development (Guidelines50HoursCpd, NCERT, 2022).

Concept of In-Service Training (INSET) and Continuous Professional Development (CPD)


Today, INSET and CPD are terms that tend to be used interchangeably to cover a broad variety of activities. It is designed to support teachers to improve their teaching methods, and staying up to date with the technology which make their teaching learning more interesting and knowledgeable. The main goal is to help teachers grow professionally while they continue working in schools. (Craft, 1996; NCFTE, 2009).

INSET


INSET is a continuing and practical activity for teachers to develop their knowledge and skills during their teaching careers (Bolitho, R., & Padwad, A. 2013). Traditionally, INSET referred to
periodic training sessions aimed at updating teachers' skills and knowledge, often focusing on specific areas such as new curricula or teaching methods. These sessions were typically short- term, externally mandated, and sometimes disconnected from teachers' immediate classroom needs. While beneficial, INSET often lack continuity and did not always promote sustained professional growth.

It may have a number of forms in their endeavour to pursue various goals to bring change in education and it is not only associated with teacher development, but ultimately, the wider objective of INSET activities in schools is associated to assist teachers to enhance and develop various personal and work place competencies to enable the best learning opportunities of all pupils. According to Hargreaves and Fullan (1992, p. 2) stated that a competent, versatile, and subject-knowledge teaching force can enable students to accomplish more.

CPD


“CPD is  a planned,  continuous  and  lifelong process  whereby teachers  try to  develop  their personal and professional qualities, and to improve their knowledge, skills, and practice, leading to their empowerment, the improvement of their agency, and the development of their organizations and their pupils.” (Schwille et al., 2007)

Bolam (1993, as cited in Stoll & Fink, 1996, p. 155) described CPD as a continuous process that builds upon initial teacher education and training, begins with induction into teaching, in-service training, staff development, and management development.

There is a crucial difference between INSET and CPD. Former is what a school deems useful for teachers, while later is a trusted professional, it is what teachers deem useful for their own professional needs (Bolitho R., & Padwad A., 2013). Hence, in present study, the focus is on transitioning from traditional INSET to a more effective and ongoing form of CPD programmes. The literature suggests a shift towards CPD for teachers, emphasizing the importance of ongoing learning, support to enhance teaching practices and adapt to changing educational landscapes. Thus, the core aim of the study is to explore the key features of a national CPD framework, drawing  on  examples  from  India  and  other  countries.  Therefore,  the  insufficient  literature
addressing the spectrum of CPD models comparatively and the current study aimed to address this gap.

Objectives


1.   To study policies of In-service Teacher Education Since 1952 in India.

2.   To explore the transition from INSET to CPD.

3.   To explore implementation Strategies from various National Institutions.


Methodology


This study employs a state-of-the-art (SotA) literature review (Barry et al., 2022) to analyze policies related to INSET and CPD in India from 1950 to 2024. The SotA review method provides a comprehensive and chronological overview of the evolution of concepts on a specific topic, facilitating proficiency of current trends and future directions.

Literature Search and Screening Strategy


First of all, we retrieved policies reports from their sites and then we analyzed as per the need or demands of the study. The comprehensive review of literature was carried out using multiple academic databases, like SAGE Publications, Taylor & Francis, Scopus, JSTOR, Springer, Research Gate, and Google Scholar. Keywords and search strings were tailored to each database to ensure comprehensive coverage. The search strategy was designed to capture a wide range of studies focusing on INSET and CPD. We searched the references lists of individual studies identified in the review process and those relevant to our study were retained.

Inclusion Criteria


The selection criteria of the studies were the following:


●   Time Frame: Published between 1950 and 2024.

●   Relevance: Particularly focused on INSET and CPD policies in teacher education.

●	Comparative Studies: Emphasis on comparative analysis of INSET and CPD related policies in teacher education, considerations about the practices that are being followed in India and in the international context.
Data Extraction and Analysis


The total number of articles identified was 415 and after the screening, 49 were regarded as relevant. The identified articles were further read critically with a view of obtaining significant data regarding policy development, planning, and practices or results on INSET and CPD in India. The aim of the analysis was to assess the existence of trends and gaps and the development of policies during the selected time. The studies which failed to obtain the definite criteria, especially ones not being associated with in-service teacher training, or having no relation to the aims of the research, were eliminated.

Synthesis of Findings


The data so obtained was synthesized to give an elaborate picture of state of INSET and CPD policy in India. This synthesis was supposed to provide much-needed developments and draw our attention to the challenges that still exist and propose potential directions that policy formulation and studies in the field of teacher professional development can take. This paper provides insight into development and existing policies related to INSET in India using the state- of-the-art review methodology providing useful information to policy-makers, teachers and researchers within this area of study.

Professional Development in the Policies of India


INSET for Teacher has progressively improved with time since India came to its independence in the year 1947. As Chanchal and Misra (2022) pointed out, practices touching teacher professional development were entrenched in the ancient Indian education system and helped many educators during this point of time. During the First decades (1947-1970s), the priority was to ensure that the country had a system of education and that initial training was established for teachers to satisfy the rising demand in teachers. The years 1970s and 1980s saw a transition towards encouraging Continuing Professional Development (CPD) as renewed support was realized in teaching the skills of teachers in the course of their careers. Other major achievements within the period were the creation of District Institutes of Education and Training (DIETs) and the introduction of such programs as Programme of Mass Orientation of School Teachers (PMOST) and its consequent- the Special Orientation Programme of Primary Teachers (SOPT)
with the purposes of increasing somewhat subject knowledge and pedagogy. Further changes have evolved since the 1990s and 2000s as a consequence of the decentralization of learning and the incorporation of Information and Communication Technology (ICT) that made CPD much more adaptive to the needs of the surrounding conditions as well as accommodative to the needs of any smaller groups. Since 2010, CPD has been moving towards the concept that it would be more accessible, equitable, and of good quality,  affordable, and accountable which directly correlates to the NEP (2020), that aims to accommodate the needs of vulnerable. The proposals of different reports and commissions after independence were discussed below in details about INSET.

Mudaliar Commission (1952-53)


The Commission suggested that two types of training institutions should be there: one was to train people that have undertaken the Secondary School Leaving Certificate where people have been trained lasting two years and the other one was to graduates and a training period of an academic session. There was also the idea that the graduate teacher training institutes would be accredited institutions that offer degrees, and such should be regulated by a separate entity instead of the Department of Education.

Kothari Commission (1964-66) and National Policy on Education (1968)


The Indian Education Commission has highlighted the urgency for competent teachers, raising qualifications  for  entry  into  teacher  education  programs,  establishing  a  network  of  teacher training institutions, revising the curriculum, increasing the duration of training, emphasizing CPD, offering in-service training, reforming teacher recruitment, stringent admission criteria, practical training, specialization and advanced training, integration of educational technology, a robust evaluation system and establishing professional support systems for teachers. The commission also suggested incorporating teaching practice in real classroom settings, integrating educational technology into training programs, and establishing a robust evaluation system to maintain quality standards.

National Policy on Education (1986) and Programme on Action (1992)
SCERTs and DIETs have been assigned planning, sponsoring, overseeing, assessing, and providing appropriate materials for the in-service education program for educators at all levels, coordinators, and other support members, including those in the vocational stream, are the main focuses of SCERTs. In-service programs at the primary level are mainly managed by DIETs. The curriculum for secondary school teachers would be broadened through the Center for Continuing Education and Teacher Training Institutions. When designing in-service education programs for a given period of time, the state-level organization will consider all necessary factors, including national goals, curriculum updates, advancements in the teaching-learning process, and gaps in instructors' backgrounds and skills.

The Programme on Action of 1992 proposed the introduction of an online in-service training program, which also stated that “all in-service education programs cannot be organized in face- to-face mode, especially in view of the numbers involved”. Board casting agencies will assist in the preparation and expansion of distance learning programs for in-service training. SCERTs would have the tools needed to create educational materials other than printed materials. Every SCERT will be equipped with the bare minimum of necessary equipment to capture audio and video programs. Production facilities will also be gradually offered to DIETs and the comprehensive College of Education.

National Curriculum Framework (2005)


The National Curriculum Framework (NCF) 2005 emphasizes that in order to achieve the objective of teacher’s  quality. Careful  attention towards their  status, remuneration, working condition, academic and professional education must be considered. The NCF (2005) advocates for teachers to undergo specialized training both before entering the profession and throughout their careers. It also outlines teachers as a facilitator and co-architect of learning, and expects teachers to have a comprehensive  understanding of the curriculum, content, pedagogy,  and school management.

National Knowledge Commission (2009)


As per this report, In-service training is minimal and poorly managed, with many hired ad hoc teachers  possessing  a  teaching  credential.  Poor  administration,  outdated  curricula,  variable
quality, and insufficient quantity are the challenges exposed by in-service training. Many DIETs are understaffed, and unable to give high-quality instruction, mainly insufficiency of trained teachers. Management is generally assigned to bureaucrats with little expertise in education, and no method to track influence of INSET programs on the teaching-learning process. The National Knowledge Commission report underlines the significance of teacher education for high-quality education, concentrating on minimum certification requirements and training standards.

National Curriculum Framework for Teacher Education (2009)


NCFTE (2009) examines the structure and impact of CPD for in-service teachers in India. While the government has established resource centers like DIETs, SCERTs, and SSA to support teacher   development,   CPD   remains   largely   one-size-fits-all,   lacking   coordination   and personalized relevance. Teachers in private schools are often excluded, and the system rarely offers teachers a choice in training, leading to disengagement and "training fatigue." Although CPD goals cover broad areas like subject knowledge, reflective practices, and social values, assessments are superficial, with little data to measure classroom impact. The report calls for a shift toward flexible, sustainable CPD pathways that include ongoing, hands-on assistance and more thorough impact evaluation to truly enhance teaching and learning outcomes.

Justice Verma Committee (2012)


This report recognized In-Service Training as an intervention for qualitative improvements in teacher education at school level. It recommended that there should be universal coverage of these programs including the teachers from private schools. The participation of teachers should be obligatory. Time duration should be according to the nature and objectives of the programs. This report also suggested to ensure the successful completion of these programs, and it should be linked to the departmental promotion of teachers.

National Education Policy (2020)


NEP (2020) emphasizes empowering and motivating teachers to effectively shape the nation's future. It mandates all head teachers and teachers to complete at least 50 hours of CPD annually, aligned with their professional interests. The CPD programs focus on modern pedagogical approaches  like  experiential  learning,  competency-based  learning,  formative  and  adaptive
measurement of learning outcomes, storytelling-based approaches, as well as arts- and sports- integrated pedagogies. To support this initiative, the NISHTHA integrated training program (1.0,
2.0, and 3.0) has been launched in collaboration with States/UTs and various autonomous bodies under the Ministry of Education (MoE). The policy also recommends diverse training modalities, including online modules and workshops at multiple levels, to accommodate the intended goal of obtaining 50 hours of CPD.

Transition from INSET to CPD


Transitioning from INSET to CPD is crucial in ensuring that teachers are empowered with the necessary skills and expertise to improve learner performance of 21st-century needs. CPD significantly contributes in the growth and development of teachers, additionally the overall improvement of education systems (Xaso et al., 2017).

Coughlan et al. (2011) found the interface design and learning process elements connected to the use of multimedia in providing effective assistance for the understanding and practice of pedagogical skills. Smith (1999) highlights the lack of continuity and coherence in managing and supporting systematic school-based  INSET and recommends greater continuous professional development and mentoring assistance for schools. Bednarz et al. (2011) consider the cross- national views of professional learning of mathematics teachers, underlining the need to conduct unceasing improvement in order to support the teaching practice. O Brien et al (2014) examine the changing vocabulary and paradigms of practice that are referred to as professional learning and development and the relevance of sustainable and measurable development. Moen (2015) focuses on teachers and informal self-directed learning in order to apply technological tools to high-school environments, thus confirming the necessity of continual professional development regarding adaptation to the emerging educational technologies. At this point, Tan (2018) traces the development of science teacher education in Singapore and pays particular attention to the seamless  movement  between  pre-service  preparation  and  continued  professional  growth  of science practitioners. The article by Basar et  al. (2020) presents  a cross-case study on the reflection of English-language teachers regarding continuous professional development focusing on contextual variables, which influence experiences of educators. Nugumanova et al. (2020) evaluate the role of mentoring as the prominent tool in regulating the professional development
of  teachers  in  continuous  pedagogical  frameworks  specifically  highlighting  the  role  of mentorship in continuous development.

Figure 1: Post-Independence efforts for providing professional development opportunities to teachers in India



Source: Guidelines50HoursCpd, NCERT, 2022


Current Trends in CPD


Various studies on CPD for teachers accentuated its evolving relevance and the need to adapt to current trends in education. An initial study by Harland et al. (1997) proposed a structured model for evaluating CPD outcomes across different formats, emphasizing the potential benefits of INSET. This initial framework provided a basis for understanding the various effects of CPD programs. Similarly, Essel et al. (2009) highlighted teacher enthusiasm for CPD in Ghana, where over 60% of basic school teachers were supportive of ongoing training to enhance their skills and share insights with peers. Their findings indicated that CPD, especially when structured through
INSET, could play a leading role in teachers’ development across various educational contexts. McCormick (2010) further explored CPD in England, advocating for network-oriented CPD models that facilitate knowledge exchange within schools. His findings indicated that teacher networks contribute significantly to professional growth but identified a gap in integrating network theory with existing CPD literature. Jovanova-Mitkovska (2010) highlighted the importance of CPD for teachers to stay updated with educational advancements, emphasizing the need for consistent professional growth aligned with current trends. With a focus on sustainable education, Bursjoo (2011) examined the perceptions of student teachers, noting that CPD can integrate Education for Sustainable Development (ESD), which could enrich the training experience. Kennedy (2011) added insights on collaborative CPD in Scotland, showing that while teachers favor collaboration, structural barriers often impede its full implementation. Altun (2011) compared INSET practices in the UK and Turkey, highlighting the prominent role of school-based CPD models tailored to local needs to maximize relevance. Gartia and Sharma (2013) noted that CPD is widely recognized by educators, policymakers, and researchers as essential for enhancing teaching quality and improving student outcomes. Subitha (2018) provided a critical perspective from India, urging a shift from traditional CPD models to approaches that empower teachers and integrate their learning within schools’ socio-cultural settings. Pramastiwi et al. (2018) explored Indonesian teachers’ use of digital resources for CPD, revealing that teachers independently create online learning communities and access Massive Open Online Courses (MOOCs) to develop their skills, indicating a trend toward self-directed, technology-enhanced CPD. The global COVID-19 pandemic brought new challenges and adaptations to CPD. Muhammadiyeva (2020) highlighted the importance of CPD for English as Foreign Language (EFL) teachers in higher education, emphasizing digital CPD solutions during quarantine periods.

NEP (2020) in India responded by proposing a continuous, school-embedded CPD model to support autonomous teacher development, marking a shift from traditional, one-time training sessions. Basar et al. (2020) found that English language teachers in Turkey perceive CPD as a customized, reflective, and practice-focused process, aligning with current trends toward personalized professional growth. Zhang et al. (2021) added that both personal and school-level factors  influence  teachers’  motivation  for  CPD,  particularly  in  low-  and  middle-income countries, where technology plays a critical role (D’Angelo et al., 2022). Further, exploring CPD
for teacher educators, Tyagi and Mishra (2021) examined two routes—externally mandated programs   and   self-initiated   CPD—identifying   challenges   like   limited   access   and   time constraints. UNESCO’s (2021) NO CLASS NO TEACHER report on India’s CPD landscape highlights the Ministry of Education’s NISHTHA program as a scalable online CPD initiative, adapted  during  COVID-19  to  provide  elementary teachers  with  accessible  training  through platforms like DIKSHA. Teachers should be updated by joining various CPD training sessions, and this has an optimistic impact on teachers’ teaching careers as well as students’ performance (Migabo et al., 2023).

Several countries have adopted an hourly model for CPD along with other innovative approaches to encourage teachers to engage in courses and complete CPD activities. The table given below outlines  the  models  used  by various  countries,  focusing  on  the  required  hours  and  unique activities.

TABLE 1. Features of CPD in various countries


	Country
	CPD Features

	

Japan
	Job-embedded professional learning (35% teaching, 65% other activities);

includes Lesson Study approach; for beginner to mid-career teachers.

	Sweden
	Lifting  the  Teachers  program:  104  hours/15  days  in  a  year  invested  in

professional    development.

	Singapore
	100  hours  of  professional  development;  teachers  equipped  to  implement

action research within their classroom.

	Australia
	The Australian National Project and state/territory initiatives emphasize on

teaching standards and conducting research activities.

	South Korea
	
A total of 90 hours dedicated to professional growth and training is required every 4 years after the initial teaching phase and 180 hours for promotion eligibility.

	Finland
	Decentralized model; school/municipality-based programs; teachers develop

a comprehensive school strategy related to the curriculum.




	Indonesia
	Professional  development  primarily  based  on  Education  for  Sustainable

Development (ESD) goals.

	New Zealand
	Mandatory CPD, 20% time for first-year teachers, 10% time for second-year

teachers.

	Switzerland
	Mandatory induction program, focuses on preparing teachers as reflective

practitioners through a collaborative approach.

	United

Kingdom
	CPD is encouraged through various forms such as workshops, online courses,

and school-based training; a focus on teacher autonomy and collaboration.

	Germany
	CPD opportunities available through regional education authorities; a blend

of formal courses and peer learning initiatives; emphasis on lifelong learning.

	France
	National framework for CPD; focuses on both initial training and continuous

development; includes workshops and in-service training sessions.

	Norway
	Teachers   engage   in   CPD   through   school-based   professional   learning

communities and have access to national programs focusing on pedagogical development.


Source: Guidelines50HoursCpd.pdf


Collectively, these studies demonstrate a shift in CPD toward models that are adaptive, technology-driven,  and  contextually grounded,  reinforcing  CPD’s  role  as  a  critical  tool  for teacher empowerment and professional advancement across diverse educational settings.

Implementation strategies by various national institutes


CPD Framework by NCERT


The Sarva Shiksha Abhiyan (SSA), launched in 2001, mandates 20 days of yearly in-service training for elementary teachers, divided into two 10-day sessions. Satellite technology has supported these professional development efforts. In 2009, Rashtriya Madhyamik Shishas Abhiyan (RMSA) was introduced to further support secondary education, and later, Samagra Shiksha unified SSA, RMSA, and Teacher Education under a centrally sponsored scheme.
The NISHTHA program (National Initiative for School Heads’ and Teachers’ Holistic Advancement) is a key initiative by the Ministry of Human Resource Development (MHRD) to improve learning outcomes, initially launched in 2019 for offline training at the elementary level. Under NISHTHA, the National Resource Group (NRG), consisting of experts from NCERT, NIEPA, and  KVS,  provided training to  Key Resource Persons  (KRPs)  and  State Resource Persons-Leadership (SRPs-L) selected by states and union territories. Due to COVID-19, NISHTHA transitioned online, offering courses in three phases: elementary, secondary, and Foundational Literacy and Numeracy (under NIPUN Bharat). Online course participants receive certification if they achieve a 70% or higher score on assessments included in each course.

Over  the  years,  numerous  significant  initiatives  have  been  implemented  through  CPD  and

INSET programs.


Developing CPD for Teachers and School Leaders


The implementation of CPD programs for educators is coordinated across multiple levels and institutions to ensure that teachers nationwide are supported with relevant and effective training.

At the national level, bodies such as the Ministry of Education (MoE), NCERT, NIOS, NCTE, UGC, and other key institutions design and offer CPD resources that address broad educational objectives, including curriculum design, teacher competency, policy alignment, and digital learning integration. Platform like DIKSHA and NISHTHA offer structured, competency-based modules accessible both in digital and in-person formats to accommodate diverse learning needs.

At the state level, SCERTs, State Universities, and NGOs localize the CPD content to address region-specific needs, covering curriculum development, inclusive education, and learner diversity. State-level institutions coordinate with district-level institutions to manage tailored training sessions and assessments.

At District, block, and cluster levels (through DIETs, BRCs, CRCs, and School Complexes) ensure that training is further customized to address the immediate needs of teachers and schools in  their  jurisdictions.  Each  level  focuses  on  designing  modules  that   suit  the  specific administrative or logistical challenges of their area, providing training materials, and organizing hands-on workshops.
CPD for teachers in India emphasizes interactive, experiential learning and ICT integration, aligning with NISHTHA and DIKSHA standards (CIET, 2022; NCERT, 2022). Assessment methods  include  MCQs,  reflective  questions,  and  discussion  forums  to  monitor  progress. Teachers are expected to complete at least 12 CPD hours quarterly, with progress documented in e-portfolios containing certifications, skills analysis, and reflections.

A centralized digital repository maintains CPD materials and resource person information, ensuring alignment with NEP 2020 guidelines and regular content updates. (Guideline50 hours of Cpd, NCERT, 2022). Financial support is available for CPD activities and flexible schedules enable teachers to enroll in courses that suit their availability.

The UDISE+ portal tracks CPD completion data, promoting transparency and accountability. These CPD standards apply to all government-recognized schools, ensuring that teachers receive standardized, yet adaptable training aligned with both local and national educational goals.

Discussion


This review study, structured around the goals of mapping India’s INSET policies since 1952, examining the shift from INSET to CPD, and scrutinizing the strategies behind their enactment, uncovers a clear evolutionary trajectory punctuated by both progress and persistent gaps. To begin  with,  the  early  commissions  like  Mudaliar,  Kothari  etc.  along  with  foundational frameworks (NCF 2005,  NCFTE 2009) established  the structural  underpinnings  for teacher training but lacked mechanisms for sustained follow-up, reflecting an INSET model that was intensive yet episodic. The introduction of DIETs, SCERTs, PMOST/SOPT, and later, online modalities  under  the  PoA,  1992  indicated  growing  recognition  of  contextualization  and continuity, yet these remained unevenly applied across regions and school types. Subsequently, the formal transition to a CPD paradigm under NEP 2020 and initiatives like NISHTHA and DIKSHA demonstrate India’s commitment to embedding professional learning within teachers’ careers. Mandatory annual hours, competency-based modules, and digital platforms have expanded reach and signalled a move toward personalization. However, our synthesis highlights that implementation often defaults to administrative compliance MoUs and attendance records rather than authentic co-created mentorship, reflective practice, or rigorous impact evaluation. Moreover, private-school and remote educators frequently fall outside mainstream CPD streams, undermining equity goals.
Finally, comparative international models emphasize the value of job-embedded learning, lesson study, and mentoring networks. While these offer useful blueprints, successful adaptation in India requires careful tailoring to its socio-cultural diversity, infrastructure constraints, and governance structures. The literature further points to the essential contribution of professional learning communities and e-portfolios in fostering reflective practice, yet policy prescriptions have not fully internalized these modalities into scalable, sustainable systems. Addressing these disconnect between policy intent and ground-level practice is essential for realizing a truly transformative CPD ecosystem. Thus, this research not only synthesizes seven decades of policy thinking but also offers a roadmap for building responsive teacher development systems aligned with NEP 2020’s vision of professional autonomy, quality, and equity.
Conclusion


The transformation of INSET to CPD in India is a significant evolution and structural redesign of the way, teachers will develop professionally as part of the complex and dynamic education system. With an in-depth appraisal of policy documents and the institutional actions of the government research, this study affirms that despite the maturation of a vision of continuous teacher learning over the several decades, the implementation of the same is sectorally uneven and scattered. In order to achieve the transformational possibilities of CPD, a paradigm shift is necessary where the professionals, i.e., teachers, are put at the epicentre of their professional learning experience. This will entail culturing regional responsive CPD systems, promoting digital equity, inclusive engagement practice, and the cultivation of reflective activities by means of mentoring, peer networks, and school-based innovations. Sustainability and increasing transparency can be supported by the structure of accountability, e.g., e-portfolios, integration with national systems, e.g., UDISE +.

With India looking to fulfil the dreams of the National Education Policy 2020, CPD should not only be oriented to respond to the system-level outcome, but also enable teachers to become the agent of change. Ability to bridge historical traditions and emergent modes of thoughts presents a challenge of generating an adaptive, responsive and inclusive space of the CPD ecosystem.

Recommendations


●	Adopt Regional Models: Develop customised CPD frameworks to the meet the needs of educators in urban and rural settings to enhance their relevance and effectiveness ( Jovanova
-Mitkovska, 2010).


●		Increasing Technology Availability: Encourage and enhance the use of digital tools and platforms, such as DIKSHA, MOOCs, and virtual workshops that offer learners self-paced and scalability opportunities (Pramastiwi et al., 2018; Muhammadiyeva, 2020).

●	Encourage to be Inclusive: The CPD programs must be extended to the teachers at the private schools and also reward them by making the participation more beneficial through measures such as certification through career-augmenting programs (Justice Verma Committee, 2012).

●	Enhance Reflective Practices: Respond to the implementation of the CPD programs via action research, mentoring, and reflective learning developments with the aim of promoting the installation of knowledge into practice and helping to build the continuous organization enhancing of teachers (Coughlan et al., 2011; Basar et al., 2020).
●	Benefit Accountability: Introduce systems such as e-portfolios and the UDISED+ portal to monitor CPD attendance, the assessment of improvement, and the effectiveness of CPD in relation to the issue of teaching and the outcomes of student learning ( NEP , 2020).

●		Promoting    Collaborative    Learning:    Establish    school-based    professional    learning communities (PLCs) and professional networks of teachers to encourage learning among peers, exchange of resources and resolving problems collectively (McCormick, 2010; Kennedy, 2011).

●	Standard Policy Reviewing: An active review and revision of CPD frameworks should be carried out to align the trends with the current world, technology and transforming beakers of education (Subitha, 2018; Zhang et al., 2021).

●	Support CPD: Release budget to cover CPD, i.e. travel and registration fees incurred, and devise CPD timetables to allow teachers to choose their opportunities that can fit their time of schedule and needs (Altun, 2011; NEP, 2020).

●	Focus  on  Practical  Training:  Practical  workshops,  classroom  observations,  and  practice involving situations also have to be highlighted to address the teaching challenges present in the real world and give the teachers effective pedagogical skills (Nugumanova et al., 2020; Wright et al., 2020).

●		Promote Sustainability Agenda: Make CPD programs adhere to the sustainable education goals, so they can fully support the long-term goals of an organization, inclusiveness, and digital change (Burgoo, 2011; UNESCO, 2021).

The introduction of the measures outlined in this document has the potential to trigger the shift of the field of Continuous Professional Development into the powerful tool that can make a substantial influence on empowering teachers, and the eventual enhancement of educational performance according to the goals set in NEP (2020) of India.
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