
 
 

UNIVERSITY OF LJUBLJANA 

FACULTY OF EDUCATION  

 

 

Rexhep Krasniqi 

 

Exploring the role of the principal in the teacher 

professional development 

 

Doctoral Dissertation 

 

 

 

 

 

 

 

 

Ljubljana, 2021



 
 

UNIVERZA V LJUBLJANI 

PEDAGOŠKA FAKULTETA 

 

 

Rexhep Krasniqi 

 

Mentor: Izr. Prof. Dr. Janez Vogrinc 

Exploring the role of the principal in the teacher 

professional development 

Proučevanje vloge ravnatelja v strokovnem 

razvoju učitelja 

  

Doktorska Disertacija 

 

Ljubljana, 2021 



 
 

Statement of original authorship 

I, Rexhep Krasniqi, declare that this thesis and the work presented in it are my own and it has been 

generated by me as the results of my original research. To the best of my knowledge and belief, 

the thesis contains no material previously published or written by another person except where due 

reference is made. The electronic copy of the dissertation is identical to the printed copy. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Date: 12 December 2021 

Signature: Rexhep Krasniqi 

  



1 
 

ABSTRACT 

Continuous professional development facilitates the improvement of teachers’ professional 

knowledge, competencies, and performance. Through learning, teachers master educational 

novelties and keep pace with various developments to help students acquire and develop new 

knowledge, skills, and competencies. This life-long process depends on teachers’ needs, 

experience, personality, and objectives and the principal is considered to be the driving force 

behind teachers’ engagement in learning activities. The purpose of this study was to explore the 

role of the principal in the teacher professional development. It was conducted in 24 schools in 

four municipalities of Kosovo. The sample included 518 teachers and eight principals. The 

research employed the mixed-methods approach and data were collected through questionnaires 

and interviews. The findings show that the dominant methods of teacher professional 

development in the research context include training programs, workshops, activities of 

professional communities, and cooperative pairs. Teachers prefer the programs enabling them to 

extend their licenses and programs that are linked to teaching and learning methods. Due to 

constraining factors, principals have limited alternatives to organize school-based learning 

activities more often. However, principals support teachers to attend learning programs offered 

by various organizations and advise them to be committed to life-long learning. Principals have a 

leading role in the identification of teachers’ professional development needs and arranging the 

structures and activities of professional communities. The main constraints encountered by 

principals to offer teachers a bigger support for attending professional development activities 

include teachers’ personal conditions, the lack of funds and monitoring, regulatory policies, 

school size, and inadequate infrastructure and schedules. The research did not find statistically 

significant differences between teachers regarding principal’s role in the teachers’ professional 

development and the impact of collaborative learning on their professional practices. The 

findings of this study will contribute to the body of literature on educational leadership and 

teacher professional development practices.     

Keywords: Principals, teachers, professional development, collaborative learning, professional 

communities, workshops, training programs, cooperative pairs. 
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POVZETEK 

Stalni strokovni razvoj pripomore k napredku učiteljevega strokovnega znanja ter razvoju 

njegovih kompetenc in se posledično odraža v boljših rezultatih dela. V procesu učenja učitelji 

sledijo novostim na svojem strokovnem področju in na ta način pomagajo učencem pri usvajanju 

znanja, razvijanju zmožnosti in kompetenc. Ta proces, ki traja vse življenje, je odvisen od potreb 

učitelja, njegovih izkušenj, osebnostnih lastnosti in ciljev, ki si jih postavi v svoji delovni karieri. 

Ravnateljeva vloga v učiteljevem strokovnem razvoju je, da deluje kot pobudnik, ki učitelju 

približa dejavnosti učenja. Namen te doktorske disertacije je proučiti vlogo ravnatelja v 

strokovnem razvoju učitelja. Raziskava je bila izvedena na 24 šolah v štirih občinah na Kosovu. 

Vzorec je zajemal 518 učiteljev in 8 ravnateljev. Uporabljen je bil kombinirani raziskovalni 

pristop, podatki pa so bili zbrani z vprašalniki in intervjuji. Izsledki kažejo, da so prevladujoče 

oblike strokovnega razvoja učiteljev programi usposabljanja, delavnice in dejavnosti študijskih 

skupin ter sodelujočih parov. Učitelji imajo raje programe, ki omogočajo podaljševanje licenc, 

potrebnih za opravljanje učiteljskega poklica, ter programe, ki se vsebinsko nanašajo na pristope 

poučevanja in učenja. Zaradi omejevalnih dejavnikov imajo ravnatelji le redko možnost, da bi 

programe usposabljanja, namenjene učiteljem, pogosteje organizirali sami na ravni posamezne 

šole. Kljub temu ravnatelji podpirajo učitelje pri udeležbi v programih usposabljanja, ki jih 

nudijo različne organizacije, in jih spodbujajo pri vseživljenjskem učenju. Ravnatelji imajo 

vodilno vlogo pri prepoznavanju potreb učiteljev po strokovnem razvoju in koordinaciji 

programov stalnega strokovnega usposabljanja. Glavne omejitve, s katerimi se ravnatelji 

srečujejo pri nudenju večje podpore učiteljem pri njihovem strokovnem razvoju, so: osebne 

razmere učiteljev, pomanjkanje finančnih sredstev, sistemske omejitve, velikost šol, neprimerna 

infrastruktura, urniki in pomanjkanje nadzora za uspešno izvedbo dejavnosti. Raziskava ni 

pokazala statistično pomembnih razlik v mnenju učiteljev z različnimi demografskimi 

značilnostmi (spol, starost, delovne izkušnje, delovno mesto in raven izobrazbe) glede vloge 

ravnateljev v njihovem strokovnem razvoju in o vplivu sodelovalnega učenja na njihovo 

strokovno delo. Doktorska disertacija dopolnjuje literaturo o vlogi ravnateljev in stalnem 

strokovnem razvoju učiteljev.  

 

Ključne besede: ravnatelji, učitelji, strokovni razvoj, sodelovalno učenje, študijske skupine, 

delavnice, programi usposabljanja, sodelujoči pari 
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DALJŠI POVZETEK 

Uvod 

Danes se morajo učitelji kot izvajalci izobraževalnih procesov na dnevni ravni 

spoprijemati z naraščajočimi pritiski, ki jih nanje izvajajo različni deležniki in nacionalne ter 

mednarodne politike. Na delo strokovnih delavcev v šolstvu vplivajo tudi drugi zunanji 

dejavniki, kot so sunkovit razvoj ekonomije, tehnologije in družbe. Od učiteljev se pričakuje, da 

učence pripravijo na prihodnost naraščajoče tekmovalnosti in da jih oblikujejo v odgovorne 

državljane tega sveta. Vendar pa zmožnosti in kompetence, ki jih učitelji razvijejo med študijem 

na fakulteti, pogosto ne zadoščajo strokovnim zahtevam, ki jih čakajo na šolah v njihovi delovni 

karieri.  

Raziskovalci šolskega prostora predvidevajo, da bodo šole v zahtevnem okolju 21. 

stoletja uspešne z učitelji, ki so zavezani nenehnemu strokovnemu razvoju (Schleicher, 2015). 

Učitelje bo treba usmerjati in jim nuditi svetovanje, poleg tega pa bodo potrebovali navdih in 

podporo, da se bodo lahko nenehnemu učenju celostno predali. Vloga motivatorjev in 

spodbujevalcev učiteljevega strokovnega razvoja je pogosto zaupana ravnateljem, zato je bil cilj 

te doktorske disertacije proučiti vlogo ravnateljev v strokovnem razvoju učiteljev. Empirična 

raziskava je bila narejena na Kosovu, k obravnavi teme pa smo pristopili s kombiniranim 

raziskovalnim pristopom. 

Teoretično ozadje obravnavane teme 

Proučena literatura za doktorsko disertacijo se osredotoča na oblike in pristope 

učiteljevega strokovnega razvoja in njihov vpliv na učiteljeve poučevalne prakse ter na vlogo 

ravnatelja v tem procesu. V literaturi so aktivnosti, ki so povezane s strokovnim razvojem 

učitelja, razvrščene v dve kategoriji: aktivnosti, ki se izvajajo na šoli, in aktivnosti, ki potekajo 

izven nje. Iz prve skupine smo v okviru doktorske disertacije proučili strokovne učne skupnosti, 

mentoriranje, študijske skupine, mentorske programe in akcijsko raziskovanje. Iz druge skupine 

pa smo proučili programe usposabljanja, konference in delavnice. Raziskave kažejo, da je 

učiteljevo udejstvovanje v dejavnostih strokovnega razvoja kompleksen proces, njegov vpliv pa 

je odvisen od različnih dejavnikov. 
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Hargreaves in Fullan (2000) prikažeta 21. stoletje kot kompleksna leta za učitelje in 

deležnike, ki so neposredno vpeti v procese poučevanja. Po njunem mnenju so k tej 

kompleksnosti pripomogli socialni, politični, ekonomski, kulturni in tehnološki razvoj, ki od 

učiteljev zahtevajo, da v svoje delo vpeljujejo nove učne pristope. Hitro spreminjajoče se 

okoliščine zahtevajo vključenost vseh deležnikov v podporo šolam, da bi učinkovito premostili 

te dodatne izzive. Vplivajo na osebna in strokovna življenja učiteljev in ravnateljev, ki so 

odgovorni za poučevanje. V ta namen raziskovalci šolskega polja nagovarjajo učitelje k 

neprestanemu učenju, in sicer tako, da se udeležujejo različnih programov usposabljanj, 

prisostvujejo v različnih učnih dejavnostih in aktivno sodelujejo z domačimi in tujimi 

strokovnjaki. Še več, tako različni teoretiki kot tudi izkustvena odkritja, metaanalize in 

raziskovalna poročila poučevanje opisujejo kot večplasten proces, ki zahteva nenehne izboljšave. 

Fullan, Rincon - Gallardo in Hargreaves (2015) zagovarjajo, da so “nenehne izboljšave učnih 

praks, da lahko učenci prisostvujejo pri globljih procesih učenja, /…/ najverjetneje 

najpomembnejša odgovornost strokovnjakov na področju poučevanja in izobraževalnih sistemov 

nasploh” (str. 4). Raziskovalci šolskega polja predpostavljajo, da ne glede na mnoge opravljene 

študije še vedno ni jasno, kako se učitelji res učijo in kateri pristopi učiteljev pozitivno vplivajo 

na dosežke učencev. Oblikovali so različne modele strokovnega razvoja učiteljev. Proces 

strokovnega razvoja pa si razlagajo na različne načine, kot so: 

 “Strukturirano strokovno učenje, ki se odraža v spremembah v znanju učiteljev, 

spremenjenih poučevalnih praksah ter napredku učenčevih rezultatov pri učenju.” 

(Darling - Hammond, Hyler in Gardner, 2017, str. 2) 

 “Dejavnosti, ki razvijajo učiteljeve spretnosti, znanje, strokovnost in druge značilnosti.” 

(OECD, 2009, str. 49) 

 “Neprenehen proces, ki gradi na fakultetnem izobraževanju učiteljev in obdobju 

pripravništva, vključuje možnosti dodatnega izobraževanja ter stalnega strokovnega 

razvoja tekom kariere in pripravo na upokojitev.” (Bubb in Earley, 2007, str. 3) 

Proučevalci šolskega polja zagovarjajo, da glede na to, da so ravnatelji vodilne osebnosti šol, 

lahko njihova prepričanja glede strokovnega razvoja učiteljev vplivajo na odločitve učiteljev 

glede vključenosti in predanosti nenehnemu učenju. Po Hargreavesu in Fullanu (2012) mora, 

kdor želi vplivati na razvoj učenja, imeti poglobljeno védenje in poznavanje tega procesa. Od 
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ravnateljev se pričakuje, da učitelje vodijo, jih podpirajo in jim svetujejo. Prav tako pa so njihovi 

vzorniki, ki oblikujejo okolje in kulturo znotraj šole, ki bo naklonjena učenju in ki z učitelji v teh 

procesih vzajemno sodelujejo. K. Wahlstrom in K. Seashore Louis (2008) predpostavljata: 

“Vprašajte kogar koli, ki ima eno ali več let izkušenj s poučevanjem na šoli, ali je ravnatelj 

vplival na njegovo poučevanje. Odgovor bo jasen. Da.” (str. 459). Prav tako Wallace Foundation 

zagovarja, da bo “brez učinkovitega vodstva /…/ pedagoški napredek zelo težko doseči” (str. 

15). 

Vloga ravnatelja je v doktorski disertaciji obravnavana predvsem z vidika navezovanja na 

teorijo v učenje usmerjenega in transformacijskega vodenja, ki ju opišemo kot vodstvena stila, ki 

spodbujata strokovni razvoj osebja in vodita k izpopolnjevanju storitev, ki jih nudijo posamezni 

izvajalci ter skupnost kot organizacija. Znanstveniki prav tako poudarjajo, da je v učenje 

usmerjeno vodenje ena najpomembnejših kakovosti uspešnega ravnatelja (Hallinger, 2005; Heck 

in Brooks, 2013; Woolfolk Hoy in Hoy, 2013). Po njihovem mnenju so ravnatelji, ki upoštevajo 

tak pristop, predani ustvarjanju poučevalnih okolij in kulture učenja znotraj šole. Po A. Woolfolk 

Hoy in Hoyju (2013) “ravnatelji, ki uporabljajo v učenje usmerjeno vodenje kličejo po 

sodelovanju s kolegi učitelji in si želijo nadgraditi poučevanje na način, da ustvarijo v šolah 

ustrezno kulturo in vzdušje, kjer se spremembe odražajo v najboljšem možnem znanju učencev” 

(str. 3). Po mnenju znanstvenikov so ravnatelji, ki uporabljajo transformacijsko vodenje 

motivacijske, proaktivne, vizionarske in karizmatične osebnosti, ki navdihujejo sledilce, da bi 

presegli svoje zmožnosti, delili skupno vizijo in pripomogli k njeni izpolnitvi (Bass in Riggio, 

2006; Hoy in Miskel, 2013; Anderson, 2017). Zagovorniki tega vodstvenega stila prav tako 

menijo, da so ravnatelji, ki uporabljajo ta način vodenja, močni podporniki inovativnih idej in 

pobudniki ustvarjanja učnih in sodelovalnih kultur med učitelji. 

Raziskovalni problem 

Učenci na Kosovu so leta 2015 in 2018 sodelovali v programu PISA (Program for 

International Students Assessment). Kljub vlaganjem v šolski sistem se je leta 2015 Kosovo 

uvrstilo na 70. mesto med 72 sodelujočimi državami, leta 2018 pa na 76. mesto med 78 

sodelujočimi državami. S priznanjem slabega stanja takoj po prvem testiranju je Ministrstvo za 

izobraževanje, znanost in tehnologijo (MEST) naznanilo korenite reforme, ki izpostavljajo 
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strokovni razvoj učiteljev in dodeljevanje moči vodstvom šol kot dva sestavna dela, ki sta 

usmerjena k napredku poučevanja, učenja in dosežkov učencev. 

Proces dodiplomskega izobraževanja učiteljev na Kosovu je prav tako doživljal nenehne 

spremembe. Do leta 2002 so programi izobraževanja učiteljev trajali dve leti. Potem ko se je 

Kosovo pridružilo bolonjskemu procesu, so se vpeljale znatne spremembe pri programih 

izobraževanja učiteljev, ki zdaj traja štiri leta. Kosovo je prav tako v procesu preoblikovanja 

poučevalnega pristopa v šolski praksi, in sicer v pristop, ki se osredotoča na učenca in razvoj 

njegovih sposobnosti. Programi stalnega strokovnega usposabljanja učiteljev so obravnavani kot 

instrument, ki je v pomoč učiteljem, da bi se prilagodili novim okoliščinam in usvojili 

manjkajoče strokovno znanje. Od leta 2017 je vključenost v programe stalnega strokovnega 

usposabljanja za učitelje na Kosovu obvezna za obnavljanje njihovih licenc ter posledično za 

podaljševanje njihovih pogodb o zaposlitvi. 

Z ozirom na literaturo in zakonsko osnovo na Kosovu naj bi ravnatelji spodbujali učitelje 

k udeležbi v programih stalnega strokovnega usposabljanja in pri njihovem stalnem strokovnem 

razvoju. Njihova vloga je, da prepoznajo učiteljeve potrebe po strokovnem razvoju in jih v tem 

procesu spodbujajo. Prav tako morajo biti ravnatelji usmerjeni k vseživljenjskemu učenju in 

morajo za stalni strokovni razvoj ustvariti spodbudno okolje v šolah, ki jih vodijo. Učiteljem 

morajo nuditi podporo in iskati primerne programe za njihov strokovni razvoj.  

Raziskovalna vprašanja 

 S ciljem raziskati proces strokovnega razvoja učitelja in pri tem vlogo ravnatelja ta 

raziskava temelji na vprašanjih: 

1) Katere so glavne oblike strokovnega razvoja učitelja in kako učitelji ocenjujejo vpliv teh 

oblik na njihovo šolsko prakso?  

2) Kako se identificirajo potrebe po strokovnem razvoju učiteljev? 

3) Kako ravnatelji ustvarijo sodelovalno okolje za učenje na šolah? 

4) Kako ravnatelji podpirajo strokovni razvoj učiteljev in kakšno je mnenje učiteljev o 

nudeni podpori? 
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5) Katere so omejitve, s katerimi se soočajo ravnatelji pri podpori učiteljem v njihovem 

strokovnem razvoju? 

6) Ali med učitelji (glede na spol, starost, delovne izkušnje, delovno mesto in raven 

izobrazbe) prihaja do statistično pomembnih razlik v njihovem razumevanju ravnateljeve 

vloge v strokovnem razvoju učiteljev? 

7) Ali med učitelji (glede na spol, starost, delovne izkušnje, delovno mesto in raven 

izobrazbe) prihaja do statistično pomembnih razlik glede njihove vpetosti v procese 

sodelovalnega učenja na šolah? 

Metodologija 

Empirična raziskava je bila izvedena v 24 srednjih šolah v štirih večjih mestih na 

Kosovu. Kombinirani raziskovalni pristop je bil za to raziskavo najustreznejši. Gay, Mills in 

Airasian (2012) so razložili, da je cilj tovrstnega pristopa “zgraditi sinergijo in moč, ki obstaja 

med kvantitativnimi in kvalitativnimi raziskovalnimi metodami, da je proučevani fenomen 

razumljen bolj celovito, kot bi bil sicer samo s kvalitativnim ali samo s kvantitativnim 

pristopom” (str. 483). Tradicionalna pristopa temeljita na različnih filozofskih paradigmah. 

Uporabljata različne instrumente ter tehnike za pridobivanje podatkov. Znanstveniki navajajo, da 

kombinirani raziskovalni pristop temelji na paradigmah, ki so liberalnejše in imajo vključujoč 

filozofski pogled na svet (Biesta in Burbules, 2003; Creswell in Creswell, 2018; Gay, Mills in 

Arian, 2012; Teddlie in Tashakkori, 2009). Ti avtorji poudarjajo, da t. i. pragmatični raziskovalci 

raje uporabijo vse informacije in instrumente, ki jih imajo na voljo za razumevanje in 

interpretacijo teme, ki jo raziskujejo, da bi bili izsledki raziskovalnega dela čim bolj temeljiti. 

Uporabljen je bil zaporedni raziskovalni načrt. To je “načrt, ki vključuje dve fazi zbiranja 

podatkov, kjer raziskovalec zbere kvantitativne podatke v prvi fazi, analizira rezultate in potem 

zbrane podatke uporabi za načrtovanje (ali dograjevanje) druge, kvalitativne stopnje raziskave” 

(Creswell in Creswell, 2018, str. 221). Prva faza te raziskave je vključevala uporabo 

vprašalnikov, ki so bili razdeljeni učiteljem. Rezultati te faze so bili osnova za drugo fazo, ki je 

vključevala intervjuje z osmimi ravnatelji. Cilj raziskovalca je bil, da zbere mnenja učiteljev o 

procesu strokovnega razvoja in vlogi ravnatelja v tem procesu kot tudi, da dobi vpogled 

ravnateljev na izkušnje s tovrstnim procesom. 



13 
 

Podatki so bili zbrani v obdobju od novembra 2019 do marca 2020. V prvi fazi je bilo na 

24 šol razdeljenih 720 vprašalnikov – približno 30 na šolo. Izmed 720 razdeljenih vprašalnikov 

je raziskovalec prejel 518 izpolnjenih vprašalnikov, kar pomeni, da je stopnja odzivnosti 72-

odstotna. Po analizi kvantitativnih podatkov je bilo za intervju naključno izbranih osem 

ravnateljev šol, ki so sodelovale v prvi fazi raziskave. 

Vprašalnik, razvit za to disertacijo, vsebuje opisne spremenljivke. Nekaj postavk je bilo 

vzetih iz Mednarodnega vprašalnika o poučevanju in učenju (OECD, 2013). Druge postavke 

vprašalnika so bile oblikovane glede na proučeno literaturo s področij stalnega strokovnega 

razvoja učiteljev, učenja odraslih, učenja v okviru organizacij in vodenja vzgojno-izobraževalnih 

institucij. Vprašalnik sestavlja pet ocenjevalnih lestvic, katerih zanesljivost smo preverili s 

koeficientom Cronbach alfa. Konstruktna veljavnost je bila preverjena s faktorsko analizo. 

Vrednosti koeficienta Cronbach alfa so pokazale, da ima vseh pet ocenjevalnih lestvic ustrezno 

zanesljivost, saj je bil koeficient vsake izmed njih nad 0,8. Faktorska analiza je prav tako 

pokazala, da imajo ocenjevalne lestvice ustrezno konstruktno veljavnost, saj je na vseh 

ocenjevalnih lestvicah prvi faktor pojasnil več kot 20 % variance. Faktorska analiza, enosmerna 

analiza variance  ANOVA in T-test za neodvisne vzorce so bili izračunani za ugotavljanje, ali 

prihaja do statistično značilnih razlik med učitelji (glede na spol, starost, leta delovnih izkušenj, 

delovno mesto in raven izobrazbe) glede njihovega razumevanja ravnateljeve vloge v 

strokovnem razvoju učiteljev ter vpliva sodelovalnega učenja na poučevanje učiteljev. 

Rezultati 

 Zbrani podatki kažejo, da so učitelji v obdobju zadnjih 12 mesecev povprečno 6,56 dneva 

porabili za dejavnosti, namenjene njihovemu strokovnemu razvoju, odstopanje pa je 6,9 dneva. 

Razmik prisotnosti na programih usposabljanja je bil od 0 do 30 dni. Največji delež udeležencev 

raziskave oziroma 15,8 % vseh sodelujočih je izrazilo, da v preteklih 12 mesecih niso 

prisostvovali pri nobeni dejavnosti, namenjeni njihovemu strokovnemu razvoju. Samo 2,1 % 

vseh anketirancev je odgovorilo, da so tovrstnim dejavnostim namenili 30 dni. 
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Vprašanje 1: Katere so glavne oblike strokovnega razvoja učitelja in kako učitelji ocenjujejo 

vpliv teh oblik na njihovo šolsko prakso?  

 Cilj tega vprašanja je razumeti, katere so glavne oblike strokovnega razvoja učiteljev, ki 

jih uporabljajo šole, vključene v raziskavo. Poleg tega smo zbrali tudi mnenja učiteljev in 

ravnateljev o vplivu teh oblik na delo učiteljev. Podatki, zbrani v okviru kvantitativne in 

kvalitativne raziskave, so pokazali, da prevladujejo tradicionalne oblike stalnega strokovnega 

razvoja učiteljev oziroma da so dejavnosti, organizirane izven šol, pogostejše kot tiste, ki so 

organizirane znotraj njih. Iz podatkov, zbranih z vprašalnikom, je razvidno, da so usposabljanja 

in delavnice najpogosteje uporabljena oblika stalnega strokovnega razvoja učiteljev, medtem ko 

je sodelovanje v študijskih skupinah najmanj pogosto uporabljena oblika. Udeležba na 

konferencah, delo v strokovnih skupinah in obiski drugih šol se redko uporabljajo za strokovni 

razvoj učiteljev. Manj kot 30 % anketiranih učiteljev je med oblikami, s katerimi skrbijo za svoj 

strokovni razvoj, omenilo formalne izobraževalne programe, ki so namenjeni doseganju 

določene formalne stopnje izobrazbe, akcijsko raziskovanje in študijske skupine.  

Na intervjujih so ravnatelji razložili, da se učitelji udeležujejo obojih, tako zunanjih 

usposabljanj kot organiziranih na šolah. Pojasnili so, da prevladujejo usposabljanja, organizirana 

izven šol, in da je udeležba na teh usposabljanjih obvezna. Učitelje pa tovrstne izvenšolske 

dejavnosti zanimajo tudi zato, ker lahko z njimi pridobijo nujne točke za podaljšanje delovnih 

licenc. Kar se tiče dejavnosti, ki so organizirane na šolah, pa so ravnatelji izpostavili dejavnosti 

študijskih skupin in skupne delavnice, na katerih običajno prisostvuje celoten učiteljski zbor. 

Študijske skupine, ki so obvezne na ravni posamezne šole, imajo pomembno vlogo v procesu 

strokovnega razvoja učiteljev. V njih učitelji skupaj načrtujejo učne ure, preizkuse znanja, 

izvenšolske dejavnosti in pripravljajo učne pripomočke. Druge oblike strokovnega razvoja 

učiteljev so redko organizirane zaradi pomanjkanja sredstev in predavateljev ter neupoštevanja 

pri točkovanju, namenjenemu podaljšanju delovnih licenc. 

Drugi del prvega raziskovalnega vprašanja se je nanašal na mnenje učiteljev o vplivu 

stalnega strokovnega razvoja na njihovo poučevanje oz. delo. Mnenje anketirancev je, da so 

oblike stalnega strokovnega razvoja na splošno koristne za izboljšanje kakovosti poučevanja. 



15 
 

Usposabljanja in delavnice so bile označene kot najkoristnejše, medtem ko je po mnenju 

anketirancev najmanj koristno njihovo sodelovanje v akcijskih raziskavah.  

Čeprav so usposabljanja, organizirana izven šol, najbolj priljubljena med učitelji na 

Kosovu, so ravnatelji navedli nekaj pomislekov nad njihovo učinkovitostjo in izvedbo. 

Ugotovljeno je bilo, da se sodelujoči na tovrstnih usposabljanjih srečujejo z mnogimi težavami, 

ko se vrnejo nazaj v učilnice oziroma ko poskušajo novosti vključiti v šolsko prakso. Povratne 

informacije, ki so jih ravnatelji na to temo izpostavili, so razdeljene v pet glavnih kategorij: 1) 

neprimerni izvajalci usposabljanj, 2) pomanjkanje nadzora, 3) nepravilne informacije, 

posredovane na usposabljanjih, 4) programi usposabljanja in projekti niso trajnostno naravnani 

ter 5) nepridobitne organizacije (NGO) organizirajo različna usposabljanja, ki se vsebinsko 

navezujejo na dodatne aktivnosti, za katere pa so potrebna dodatna finančna in logistična 

sredstva. Ravnatelji pa so tudi izpostavili, da so na šolah zaradi pomanjkanja finančnih sredstev v 

preteklih letih organizirali le nekaj usposabljanj. Razlog je tudi v tem, da imajo tudi učitelji raje 

dejavnosti, organizirane izven šol, saj na teh dejavnostih pridobijo točke, potrebne za podaljšanje 

delovne licence, ter imajo več priložnosti za druženje.  

Vprašanje 2: Kako se identificirajo potrebe po strokovnem razvoju učiteljev? 

Cilj tega vprašanja je bil razumeti, kateri so glavni načini, ki jih ravnatelji uporabljajo za 

prepoznavanje potreb učiteljev po strokovnem razvoju. To je eden glavnih instrumentov, ki 

lahko pomaga ravnateljem in učiteljem razumeti tako posameznikove kot skupne potrebe 

učiteljskega kolektiva po strokovnem razvoju. Podatki kvantitativnega dela raziskave so 

pokazali, da je načrt razvoja šole glavni način, ki se uporablja v ta namen. Najmanj pogosto se v 

ta namen uporabi opazovanje pouka. Drugi načini, ki se še pogosto uporabljajo, so zahteve 

državnih in lokalnih izobraževalnih ustanov, dosežki učencev, samoevalvacija učiteljev in 

pogovori ravnatelja z učitelji. 

Intervjuji z ravnatelji so pokazali, da za ugotavljanje potreb učiteljev po strokovnem razvoju 

uporabljajo različne načine. Največkrat so izpostavili načrt razvoja šole, opazovanje pouka, 

poročila učiteljev, individualne razgovore, dosežke učencev, vprašalnike, namenjene učiteljem, 

opazovanje kolegov ter sestanke z učenci in njihovimi starši. 
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Vprašanje 3: Kako ravnatelji ustvarijo sodelovalno okolje za učenje na šolah? 

Cilj tega raziskovalnega vprašanja je bil razumeti, kako ravnatelji ustvarjajo sodelovalno 

okolje za učenje na šolah. Tako literatura kot zakonske uredbe na Kosovu sodelovalno učenje 

vrednotijo kot glavni element za razvoj kakovosti učenja. Kvantitativni podatki, zbrani v okviru 

doktorske disertacije, kažejo, da so ravnatelji pripravljeni podpirati sodelovalno učenje med 

učitelji. Motivirajo jih, da bi delali več v skupinah, z njimi sodelujejo pri učnih dejavnostih ter 

jih spodbujajo, da med sabo delijo spretnosti in znanja, ki so jih pridobili z različnimi oblikami 

stalnega strokovnega razvoja. Med vsemi načini, s katerimi ravnatelji ustvarjajo sodelovalno 

okolje za učenje na šolah, so učitelji najnižje ovrednotili spodbudo ravnateljev za sodelovanje 

učiteljev v različnih raziskovalnih projektih.   

Po mnenju ravnateljev je uvedba novega kurikuluma na Kosovu (KCF) postavila 

sodelovanje med učitelji kot sestavni del izobraževalnega procesa. Ta dokument spodbuja 

učitelje in šolske organe, da delujejo sodelovalno in tako pripomorejo h kakovostnejšim 

dosežkom učencev in razvijejo sposobnost učenja. Ne glede na jasna navodila, ki so zapisana v 

novem kurikulumu, se sodelovanje ne zgodi samo od sebe. Med intervjuji so ravnatelji navedli, 

da poznajo primere, kjer učitelji sodelovanje s svojimi kolegi zavračajo in mora ravnatelj 

uporabiti različne vodstvene pristope, vključno z avtoritarnim, da znotraj šole zagotovi 

sodelovalno okolje. Sodelujoči so pojasnili, da so učitelji na šolah, na katerih delujejo, vedno 

pripravljeni sodelovati in da še posebej starejši kolegi radi nudijo podporo mlajšim. Po njihovem 

mnenju se intenzivnejše sodelovanje zgodi pri dejavnostih v študijskih skupinah. Navedli so tudi, 

da se je sodelovanje med mlajšimi in starejšimi učitelji v zadnjem času spremenilo, še posebej po 

vključitvi informacijske tehnologije v učni proces, zaradi česar mlajši učitelji pomagajo starejšim 

kolegom uporabljati nove aplikacije in tehnologije za poučevanje. 

Vprašanje 4: Kako ravnatelji podpirajo strokovni razvoj učiteljev in kakšno je mnenje učiteljev 

o nudeni podpori? 

Glede na proučeno literaturo in zakonske uredbe na Kosovu imajo ravnatelji pri podpori 

in strokovnem razvoju učiteljev na ravni šole glavno vlogo. Tako učitelje kot ravnatelje smo 
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prosili, da predstavijo načine, ki jih ravnatelji v ta namen uporabljajo. Kvantitativni rezultati so 

pokazali, da ravnatelji učitelje najpogosteje spodbujajo k strokovnemu razvoju tako, da 

spodbujajo njihovo udeležbo v programih stalnega strokovnega usposabljanja, na konferencah, 

seminarjih, delavnicah in jih pozivajo k oblikovanju individualnih ter skupinskih načrtov 

strokovnega razvoja. Spodbujajo jih, naj delajo in se učijo v timih in skupinah ter jih 

nagovarjajo, da znanja, pridobljena z različnimi, prej omenjenimi oblikami strokovnega razvoja, 

delijo med sabo. Glede na oceno učiteljev med oblikami strokovnega razvoja učiteljev ravnatelji 

najmanj podpirajo organizacijo obiskov drugih šol in institucij. 

Intervjuji so pokazali, da ravnatelji podpirajo strokovni razvoj učiteljev z raznolikimi 

načini. Navedli so tudi spodbujanje učiteljev k udeležbi v različnih izobraževalnih aktivnostih, 

pri prijavljanju na različne razpise, pri izvajanju različnih raziskav o najprimernejših pristopih 

poučevanja in učenja ter pri oblikovanju  učnih priprav. 

Vprašanje 5: Katere so omejitve, s katerimi se soočajo ravnatelji pri podpori učiteljem v 

njihovem strokovnem razvoju? 

Cilj tega raziskovalnega vprašanja je bil bolje razumeti ovire, s katerimi se ravnatelji 

soočajo pri podpori učiteljem v njihovem strokovnem razvoju. Literatura namreč navaja, da se 

pri tem srečujejo z mnogimi izzivi. Podatki, pridobljeni v okviru kvantitativne raziskave, kažejo, 

da se učitelji ne zavedajo omejitev, s katerimi se srečujejo ravnatelji pri nudenju podpore. Še 

najbolj se zavedajo pomanjkanja sredstev za financiranje in podporo različnim projektom, ki bi 

lahko spodbujali strokovni razvoj učiteljev. Samo polovica sodelujočih se je strinjala, da 

administracijske zadolžitve in sestanki z različnimi deležniki onemogočajo ravnateljem, da bi se 

lahko intenzivneje posvečali nudenju podpore učiteljem pri njihovem strokovnem razvoju. Manj 

kot polovica sodelujočih se je strinjala, da so največje ovire, s katerimi se soočajo ravnatelji pri 

podpori učiteljem pri njihovem strokovnem razvoju, skladnost programov za usposabljanje, 

materiali, ki se na njih delijo in usposobljenost vodij izobraževanj. 

Ravnatelji so mnenja, da so ovire, s katerimi se srečujejo pri nudenju podpore učiteljem 

pri njihovem strokovnem razvoju, resne in jim predstavljajo velike izzive. V večini primerov se 

ravnatelji počutijo brez moči, da bi uvedli spremembe, ker omejitve najpogosteje izhajajo iz 



18 
 

državnih institucij ter zakonov. Intervjuji so razkrili, da je večina ovir, s katerimi se ravnatelji 

srečujejo, povezana s starostjo in slabšanjem zdravstvenega stanja učiteljev, z velikostjo šol, s 

pomanjkanjem sredstev, prevelikimi razredi, pomanjkanjem primerne infrastrukture, z 

neustreznimi urniki, ko gre za izobraževanja konec tedna, ter s pomanjkanjem nadzora s strani 

pristojnih institucij. 

Vprašanje 6: Ali med učitelji (glede na spol, starost, leta delovnih izkušenj, delovno mesto in 

raven izobrazbe) prihaja do statistično pomembnih razlik v njihovem razumevanju ravnateljeve 

vloge v strokovnem razvoju učiteljev?  

Cilj tega raziskovalnega vprašanja je bil razumeti, ali med učitelji prihaja do statistično 

pomembnih razlik, ki izhajajo iz demografskih lastnosti učiteljev, v njihovem razumevanju 

ravnateljeve vloge v strokovnem razvoju učiteljev. Iz tega izhaja tudi, kako ravnatelj vpliva na 

strokovni razvoj učiteljev. Tej temi je bilo namenjenih 23 anketnih vprašanj. S faktorsko analizo 

so bila vprašanja strnjena v dva večja faktorja. Prvi je bil učenje učiteljev in sodelovanje (TLC), 

drugi pa zunanji viri in dejavnosti (ERA). Statistični izračuni niso potrdili statistično pomembnih 

razlik med učitelji z različnim spolom, starostjo, delovnimi izkušnjami, delovnim mestom in 

ravnjo izobrazbe glede razumevanja ravnateljeve vloge v strokovnem razvoju učiteljev pri 

faktorjih učenje učiteljev in sodelovanje ter zunanji viri in dejavnosti.  

Kljub temu da lahko taki izsledki zvenijo presenetljivo, je treba upoštevati, da glede na 

omejujoče dejavnike in obstoječe šolske politike ravnatelji nudijo precej enotno pomoč učiteljem 

v njihovem strokovnem razvoju, ne glede na demografske lastnosti učiteljev. Glede na to, da so 

dejavnosti izven šol pretežno organizirane ob koncih tedna, jih učitelji doživljajo bolj kot motnje 

osebnega življenja in tako neradi upoštevajo spodbude ravnateljev, da se tovrstnih srečanj 

udeležijo. Ne glede na demografske lastnosti učitelji delijo podobna mnenja glede vloge 

ravnatelja znotraj procesa svojega strokovnega razvoja.  

Vprašanje 7: Ali med učitelji (glede na spol, starost, delovne izkušnje, delovno mesto in raven 

izobrazbe) prihaja do statistično pomembnih razlik glede njihove vpetosti v procese 

sodelovalnega učenja na šolah? 
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Preden smo v povezavi s pomembnostjo in vplivom sodelovalnega učenja na šolah 

raziskali, ali prihaja v razumevanju tega do statistično pomembnih razlik med učitelji, ki 

temeljijo na njihovih demografskih značilnostih, smo raziskavo usmerili v razumevanje, ali in 

zakaj učitelji menijo, da je sodelovalno učenje koristno. 

 

Podatki, pridobljeni v okviru kvantitativnega dela raziskave, kažejo, da učitelji menijo, da 

so dejavnosti sodelovalnega učenja zelo koristne iz več razlogov. Predvsem jih vidijo kot dobre 

za ustvarjanje pozitivne klime in kulture učenja na šolah, ki omogočajo učiteljem, da se še bolj 

strokovno razvijajo, obravnavajo pa tudi izzive, s katerimi se učitelji srečujejo v razredih, 

prinašajo skupen napredek in jim omogočijo razvoj novih pogledov na poučevanje in učenje. 

Faktorska analiza, v katero je bilo vključenih 11 vprašanj, je pokazala, da lahko vprašanja 

združimo v dva faktorja: prvi je učenje učiteljev, drugi pa sodelovanje učiteljev. Med učitelji z 

različnim spolom, starostjo, delovnimi izkušnjami, delovnim mestom in ravnjo izobrazbe niso 

bile potrjene statistično značilne razlike glede njihove vpetosti v procese sodelovalnega učenja 

na šolah pri faktorju učenje učiteljev in pri faktorju sodelovanje učiteljev. Rezultat je tak, ker 

učitelji v glavnem sodelujejo v študijskih skupinah, katerih način delovanja je odvisen od 

velikosti šole. Majhnim šolam je težje organizirati primerne aktivnosti za zaposlene učitelje. 

Pomembna oblika sodelovalnega učenja je sodelovanje parov, ki se oblikujejo med novinci in 

bolj izkušenimi učitelji, vendar pa je bil vzorec novincev v raziskavi, opravljeni v okviru 

doktorske disertacije, precej majhen in tako ni vplival na izsledke raziskave. Ne glede na to so 

ravnatelji v intervjujih izrazili, da so novinci zadovoljni s podporo, ki jo dobijo od svojih 

starejših kolegov v sodelovalnih parih. S tem sodelovanjem pridobijo praktično znanje, ki se 

navezuje na izzive pri pouku in druge odgovornosti njihovega dela. Ravnatelji so razložili še, da 

je sodelovanje med učitelji, predvsem ko starejši sodelujejo v paru z mlajšimi učitelji, že po 

tradiciji cenjeno. Po njihovem mnenju se intenzivnejše sodelovanje oblikuje v dejavnostih 

študijskih skupin, ki se delijo predvsem na razredno stopnjo in predmetno področje. Delovanje 

študijskih skupin koordinirajo ravnatelji, njihova učinkovitost pa je pogosto odvisna od velikosti 

šol. 
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Diskusija  

Raziskava je pokazala, da so glavne oblike strokovnega razvoja učiteljev programi 

strokovnega usposabljanja in delavnice, ki so organizirani izven šol. Ta podatek temelji na 

kvantitativnih in kvalitativnih podatkih, pridobljenih v okviru doktorske disertacije, in sovpada z 

zakonskimi uredbami ter šolsko politiko na Kosovu, ki predpostavlja, da so osnovni in 

nadomestni programi usposabljanja glavne oblike strokovnega razvoja učiteljev, s katerimi 

učitelji izboljšujejo svoja znanja in sposobnosti. Vendar pa ta praksa ni usklajena z oblikami, ki 

se uporabljajo v državah z razvitejšimi izobraževalnimi sistemi. Glede na mednarodne raziskave 

so ti sistemi okrepili dejavnosti stalnega strokovnega razvoja učiteljev, ki se odvijajo na šolah. 

Opravljena raziskava je pokazala, da šole le redko izvajajo izobraževanja, ki bi bila podobna 

izobraževanjem, organiziranim izven šol, in bi bila  organizirana glede na potrebe šole ali 

učiteljev. Poleg tega se je pokazalo še, da imajo študijske skupine pomembno vlogo v 

strokovnem razvoju učiteljev z organizacijo različnih dejavnosti, ki so organizirane na šolah. 

Raziskava je pokazala, da so se v zadnjih letih povečale tako možnosti za strokovni 

razvoj kot tudi interes učiteljev, še posebej po uvedbi učiteljskih licenc. Ugotovljeno pa je bilo, 

da se je povečal interes predvsem glede na pogostost udeležbe v programih stalnega strokovnega 

usposabljanja, manj pa so vidne vsebinske spremembe. Učitelji na splošno neradi obiskujejo 

nenujne izobraževalne dogodke, četudi so ti organizirani na šolah, ker na teh izobraževanjih ne 

prejmejo točk, ki bi pripomogle k obnavljanju učiteljskih licenc. 

Čeprav zakonodaja ne definira jasno, kdo je odgovoren za identifikacijo potreb učiteljev 

po strokovnem razvoju, je tako kvantitativni kot kvalitativni del empirične raziskave pokazal, da 

ta proces dejansko vodijo ravnatelji. Prihaja pa do odstopanj med ravnatelji glede instrumentov, 

ki jih uporabijo za identifikacijo potreb učiteljev po strokovnem razvoju. Ta nihanja so pokazala, 

da imajo ravnatelji prosto izbiro glede izbire načina ugotavljanja učiteljevih potreb po stalnem 

strokovnem razvoju. 

 Raziskava je pokazala, da imajo ravnatelji glavno vlogo pri ustvarjanju sodelovalnega 

učnega okolja na šolah. Do tovrstnega sodelovanja pride v dejavnostih študijskih skupin in med 

sodelujočimi pari. Ugotovljeno je bilo, da ravnatelji vodijo in pomagajo pri delovanju teh skupin 
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s svojo udeležbo na različnih dogodkih, ki jih organizirajo, ter z uradnim potrjevanjem poročil in 

gradiv, ki jih oblikujejo. Raziskava je prav tako pokazala, da sodelovanje učiteljev ne pride samo 

od sebe. Ravnatelji morajo poseči po različnih vodstvenih stilih, da zagotovijo sodelovalno 

vzdušje znotraj šol, vključno z avtoritativnim vodenjem, ki ga morajo uporabiti pri učiteljih, ki 

so proti spremembam.  

Podatki, zbrani v okviru kvantitativne raziskave, so pokazali, da ravnatelji podpirajo 

učitelje pri strokovnem razvoju tako, da jih spodbujajo k sodelovanju v programih strokovnega 

usposabljanja ne glede na to, ali so ti organizirani znotraj ali izven šole. Velik delež učiteljev je 

najvišje ocenil podporo, ki jo učitelji prejmejo od ravnateljev pri spodbudi k sodelovanju na 

delavnicah in izobraževanjih. Ravnatelji prav tako učitelje spodbujajo, da izdelajo samostojne 

načrte za strokovni razvoj ter jih močno spodbujajo pri sodelovanju, skupnem učenju ter prenosu 

znanja in izkušenj med kolegi. 

Ti izsledki temeljijo tudi na kvalitativnem delu raziskave, kjer so tudi ravnatelji sebe 

ocenili kot vodje, ki podpirajo in motivirajo učitelje k strokovnemu razvoju. Raziskava je tudi 

pokazala, da se večina učiteljev podredi navodilom in zahtevam, ki prihajajo od institucij, ki 

imajo moč odločanja. Večinoma se zanašajo na ponudbe, ki pridejo z ministrstva oz. iz drugih 

državnih inštitucij, ki so zadolžene za izobraževanje učiteljev (MEST ali MED), kot tudi na 

programe usposabljanj, ki jih nudijo zunanji ponudniki. Ravnatelji tudi poskrbijo, da se učitelji 

udeležijo nujnih izobraževanj, ki jim prinašajo točke za podaljšanje licenc. Prav tako pa jim 

pomagajo razumeti težave, zaradi katerih se učitelji usposabljanj včasih ne morejo udeležiti. 

Poleg obveznosti, da skrbijo za realizacijo državne politike izobraževanja,  ravnatelji tudi 

koordinirajo in nadzorujejo dejavnosti pristojnih teles na šolah, ki so odgovorna za pomoč 

učiteljem pri njihovem strokovnem razvoju. Zagotavljajo tudi, da so študijske skupine 

operativne. Slednje so namreč glavni gradniki, ki učiteljem nudijo pomoč pri medsebojnem 

učenju in sodelovanju. 

Raziskava je pokazala, da se ravnatelji pri nudenju podpore pri strokovnem razvoju 

učiteljev soočajo z osmimi glavnimi ovirami. Te so osebni razlogi, velikost šol, državne politike, 

pomanjkanje sredstev in spodbud, neprimerna infrastruktura, neustrezen urnik (dogodki, ki se 

odvijajo konec tedna) in pomanjkanje nadzora. Politike, ki regulirajo strokovna usposabljanja 
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učiteljev, so ena največjih ovir za ravnatelje pri motiviranju in spodbujanju učiteljev za aktivno 

sodelovanje pri dodatnih dejavnostih, namenjenih njihovemu strokovnemu razvoju. Ta 

centralizacija razvoja učiteljev od ravnateljev zahteva, da imajo vlogo koordinatorjev in 

administratorjev v procesu stalnega strokovnega razvoja učitelja. 

Znanstveni doprinos raziskave 

Rezultati doktorske disertacije zagotavljajo doprinos k teorijam in raziskavam o vlogi 

ravnatelja pri podpori strokovnega razvoja učiteljev. Zaenkrat so študije, ki primerjajo mnenja 

učiteljev in ravnateljev o vlogi ravnateljev v tem procesu, redke. Proučena literatura je pokazala, 

da se večina raziskav osredotoča na vlogo ravnateljev pri organiziranju oblik stalnega 

strokovnega razvoja učiteljev, ki potekajo na ravni posamezne šole. 

 Raziskave, ki preučujejo vlogo ravnateljev v strokovnem razvoju učiteljev v tranzicijski 

družbi po vojni, so redke. Zato bo ta študija obogatila teorije in raziskave, ki so narejene v 

tovrstnih kontekstih. Opisuje tudi, kako različne ovire onemogočijo ravnateljem, da bi imeli 

aktivnejšo vlogo v strokovnem razvoju učiteljev in jim hkrati dajo tehtne argumente, da niso bolj 

vključeni v procese stalnega strokovnega razvoja učiteljev. Raziskava nudi nov vpogled v 

pomembnost študijskih skupin kot ene glavnih oblik učiteljevega razvoja, ki se dogaja v šolah, 

ob upoštevanju različnih kontekstov.  

Glede na to, da na Kosovu ni bila narejena še nobena tovrstna raziskava, bodo podatki 

imeli praktičen vpliv na izobraževanje in šolsko politiko, ker so lahko smernice resornemu 

ministrstvu, ravnateljem, učiteljem in drugim deležnikom pri pripravi, oblikovanju in izvajanju 

različnih dejavnosti, namenjenih strokovnemu razvoju učiteljev. Podatki so lahko uporabni tudi 

za izobraževalne institucije na Kosovu, ki pripravljajo programe stalnega strokovnega 

usposabljanja vodstvenih delavcev na področju vzgoje in izobraževanja. 

 

  



23 
 

CHAPTER 1: INTRODUCTION TO THE RESEARCH 

Introduction 

Given that teachers are the key agents in the educational process, education systems 

worldwide have traditionally supported teachers to enhance their professional competencies 

through active and continuous participation in learning activities. As in other fields, principals, as 

organizational heads, are assigned responsibilities and competencies to support and lead the 

professional development of teachers. Literature studying teacher professional development and 

its impact is abundant. However, research exploring the voices of teachers and principals 

regarding this process are scarce. Thus, this research investigates the opinions of teachers and 

principals about the role of the principal in the teacher professional development and various 

aspects related to this process.  

According to different domestic and international reports, Kosovo’s educational system 

lags far behind the systems of other countries. Its students have competed alongside their peers in 

the last two PISA tests, but the results they achieved were very poor. Consequently, Kosovo’s 

Ministry of Education, Science, and Technology (MEST) has launched numerous initiatives 

aiming at improving the education system through continuous teacher professional development 

and improvement of the school management services. Furthermore, political developments as 

well as introduction of new policies, legislation, and practices have affected the role and 

professional requirements of teachers and principals in Kosovo for almost three decades. 

Therefore, the purpose of this research was to explore the role of the principal in the teacher 

professional development as an important segment for the improvement of the educational 

process and system in the research context. 

This chapter offers a brief overview of the rationale of the research as well as theories and 

concepts related to the research topic. It includes the conceptual and theoretical frameworks, the 

background of the research, a brief description of the research design, the significance and 

limitations of the research, definition of terms, and an overview of the organization of the study.  
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Conceptual framework 

    Ravitch & Riggan (2017) posit that the conceptual framework of a research is “an 

argument about why the topic one wishes to study and the means proposed to study it are 

appropriate and rigorous” (p. 5). The process of teacher professional development has attracted 

the attention of various scholars, researchers, theoreticians, and institutional representatives in 

the world. Their work has helped the educational community to understand the factors affecting 

teachers’ work and potential methods aiding teachers to meet various demands coming from 

different stakeholders and processes affecting their professional practices. It also assists them to 

handle the challenges occurring in the classroom more easily and professionally.  

However, teachers need to be fostered and guided for a genuine engagement in and 

commitment to this process. Principals are usually the first and the only door teachers can knock 

on for such a support. As school heads, principals are expected to act proactively in identifying 

teachers’ professional development needs and finding learning opportunities for them internally 

and externally. They are also anticipated and required to create a learning ambient and culture for 

their cohorts. Depending on system’s regulations, principals also find and ensure the necessary 

resources for fostering teachers to be involved in learning activities.  

Thus, education systems worldwide have been exchanging their best practices to help the 

teachers and principals to actively partake in professional development activities aiming at 

reaching greater results to the benefit of students. Such practices were introduced in Kosovo as 

well through the efforts to reform the teacher education programs, in-service teacher training 

opportunities, policies, and the legislative aspect. However, in spite of the efforts to push ahead 

and implement the recommended practices that were successful elsewhere, they did not yield the 

expected results in Kosovo due to historical, social, cultural, and financial factors, which are 

elaborated in the next chapter. Therefore, this research collected and analyzed the opinions of 

teachers and principals about various aspects of the teacher professional development process 

offered in Kosovo and the support teachers receive from their principals for taking part in such 

events.          
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The research topic was explored through the mixed methods approach, respectively 

through questionnaires administered to teachers and interviews with principals. The 

questionnaire was focused on analyzing the opinions of teachers about the professional 

development process, the support they receive from the principals to be engaged in continuous 

learning opportunities, and their impact on their professional practices. In addition, interviews 

were run with principals, who shared their experiences and opinions about this process and their 

role in it. Numerous statistical analyses were conducted to examine teachers’ opinions, which 

were compared with the explanations provided by principals as well as theoretical 

underpinnings, empirical findings and legislation in force. The methods utilized for this research 

are described thoroughly in the third chapter.  

Theoretical framework  

Ravitch & Riggan (2017) argue that theoretical framework is a structure through which the 

researcher engages in the review of the theoretical component, finds and establishes associations 

between related theories that affect the research topic, and utilizes them to understand the research 

topic from different perspectives. Adom, Hussein & Agyen (2018) explicated that the theoretical 

framework for a researcher is like a map for a traveler. They theorized that it outlines the theoretical 

underpinnings and empirical data on the research phenomenon. Thus, the theoretical framework 

of this research derives from social science theories and synthesize interrelated theories that 

explore teacher professional development opportunities and principal’s role in fostering such 

activities.  

 

The component focused on the teacher professional development was influenced by the 

adult and organizational learning theories. These theories indicate how adults and organizations 

learn and illustrate the importance of continuous learning for the enhancement of teachers’ 

professional skills and competencies. The part analyzing the role of the principal was impacted 

mainly by theories of instructional and transformational leadership, which are described as 

leadership styles that encourage continuous staff professional development leading to the 

improvement of services offered by the individuals and collective of an organization. These four 

theories were also utilized for generating the research questions and selecting the research 

instruments. The reviewed literature shows that these four theories are interrelated and 
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complementary in various ways and contexts, including education. On a general note, educational 

scholars believe that organizational learning does not occur without a committed school leadership 

and there is no successful school leadership without continuous learning. More detailed insights 

about these theories are included in the second chapter.      

Background of the research 

Nowadays’ teachers have to cope on a daily basis with an increasing pressure stemming 

from various stakeholders, domestic and international policies, processes, and projects. In 

addition, the rapid economic, political, technological, and societal developments worldwide have 

had an essential impact on the work of education professionals. Furthermore, educators are 

expected to prepare students for an increasingly competitive future as well as for becoming 

accountable citizens of the world. The practices witnessed since the outset of the third 

millennium indicate that the pressure on educational professionals will not only continue, but it 

will grow bigger. Departing from such a perspective, Schleicher (2015) posits that 21st century 

schools will depend on “Teachers who are confident in their ability to teach, a willingness to 

innovate, and strong school leaders who establish the conditions in their schools that enable the 

former two ingredients to flourish” (p. 9). In other words, teachers’ professional competencies 

will depend on their genuine dedication to continuous learning and the support they receive from 

the principals in this aspect. Complementing such an anticipation, Day (2012) argues that 

successful teachers are the ones that “retain their ability to be self-conscious about their teaching 

and are constantly aware of and responsive to the learning possibilities inherent in each teaching 

episode and individual interaction” (p. 14).  

It is widely recognized that teachers are the key agents for students’ learning, therefore, 

scholars promote the idea that continuous professional development is critical for the 

improvement of the quality of teachers and schools, leading to a better student attainment (Cole, 

2012; Darling-Hammond, Hyler, & Gardner, 2017; de Vries, de Grift, Jansen, 2013; Guskey, 

2009; Hargreaves and Fullan, 2012). According to Darling-Hammond, Hyler, & Gardner (2017), 

continuous professional development is a “…structured professional learning that results in 

changes to teacher knowledge and practices, and improvements in student learning outcomes” (p. 

2). In addition, Bubb & Earley (2007) define teacher professional development as “an on-going 
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process building upon initial teacher training and induction, including development and training 

opportunities throughout a career and concluding with preparation for retirement” (p. 3). 

Furthermore, Klechtermans (2009) stipulates that professional development is a life-long process 

“…which not only results in more effective professional action, but also in a more sophisticated 

and valid set of cognitions and understandings about one’s job and the way to properly enact it” 

(p. 38).   

Continuous teacher professional development is a process that depends on and is affected 

by various factors. Thus, teachers share different beliefs regarding this process. There are 

teachers that see it as an obligation and try to avoid such activities. But there are teachers that 

consider it as a chance for professional improvement and try to attend as many learning 

programs as possible. Thus, there is always a need for a higher authority that motivates, supports, 

and even instructs teachers to be part of this ongoing process, and Eraut (2012) argues that 

supervisors are responsible for identifying the needs, creating the climate, and encouraging the 

staff to take part in learning activities. Other researchers also share the idea that principals have a 

pivotal role in creating a learning environment that fosters building of professional capital in the 

schools (Jones & Harris, 2014; Leclerc, Moreau, Dumouchel & Louis, 2012). Additionally, 

Garza, Drsydale, Gurr, Jacobson & Merchant (2014) state that a truly committed educational 

leadership focuses on the achievement of goals, development of people, and is context sensitive.  

The findings of empirical studies and theories promoted by these scholars and others that 

are cited in the following pages show that continuous teacher professional development is a very 

important as well as a very complex process. Obviously, such a process needs to be led, 

coordinated, supported, and encouraged by the principals. Usually, the principals that manage to 

accomplish such a mission successfully are the ones who are dedicated to students’ and 

educators’ success, know how adults and organizations learn, motivate and create conditions for 

teachers to be part of the learning process, and promote the professional development of the 

entire personnel. However, possession of such professional traits is not sufficient because for 

principals to be successful, they need to be aided by the school bodies and respective institutions 

with financial support and legal guidelines.  
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Adult and organizational learning theories 

Learning is a complex social, cultural, contextual, and life-long process that may occur 

purposefully or accidentally, formally or informally. It is usually needs-driven and every person 

has different needs. Learning necessities depend on one’s educational background, seniority, 

occupation, experience, and various contextual factors. However, for the purposes of this study, 

the focus is on the adult and organizational learning as two learning models employed by 

educators for the enhancement of their professional practices.  

Scholars have employed numerous terms to describe the ways how adults learn. They 

termed it adult learning, adult education, andragogy, self-directed learning, and continuous 

learning (Merriam, 2010; Rubenson, 2010).  Rubenson (2010) explains that adult learning is a 

product of industrial needs and other social developments that started in the 19th and early 20th 

century, but cultural, historical and contextual factors have continually shaped its meaning and 

format. Meanwhile, Merriam (2010) cautions that even though adult learning may be presented 

as a simple process, it is a very complex one. She also posits, “There is no one definition, model, 

or theory that explains how adults learn, why adults learn, or how best to facilitate the process” 

(p. 29). However, UNESCO (2015) has tailored a rather comprehensive definition of adult 

learning, which incorporates a variety of terms and meanings used by scholars to define and 

explain this phenomenon. This organization concluded: 

Adult learning and education is a core component of lifelong learning. It comprises all 

forms of education and learning that aim to ensure that all adults participate in their 

societies and the world of work.  It denotes the entire body of learning processes, formal, 

non-formal and informal, whereby those regarded as adults by the society in which they 

live, develop and enrich their capabilities for living and working, both in their own interests 

and those of their communities, organizations and societies.  Adult learning and education 

involves sustained activities and processes of acquiring, recognizing, exchanging, and 

adapting capabilities. (UNESCO, 2015, p. 6). 

The theory of learning organization was initially applied in the world of business. Experts 

of economy had generated such a theory following ongoing requests for the increase of the 
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quantity and quality of the products they were offering to their clients. They realized that the 

quality of products may be improved and profit may increase through the professionalization of 

the staff holding different positions within the organization. Peter Senge (2006) is one of the first 

authors that adapted the concept of learning organization to the field of education. According to 

him, an organization turns into a learning organization when it manages to implement five core 

principles: personal mastery, mental models, shared vision, team learning, and systems thinking, 

which are described in a more detailed manner in the second chapter. 

Elaborating the importance of these principles, Senge (2006) concluded that they 

“represent approaches (theories and methods) for developing three core learning capabilities: 

fostering aspiration, developing reflective conversation, and understanding complexity” (p. X).  

The learning organization theory is a philosophy that calls for improvement of the entire 

organization, not only certain individuals or parts of it. Thus, in order to be able to meet the 

needs of their students, schools have to embrace and to be driven by principles of the learning 

organization and should be led by principals that are system thinkers.   

Instructional and transformational principals  

Schools are operating in a rapidly changing world, which requires continuous changes 

and adaptations, whose management is entrusted to the principals. Principals have to work with 

and to address the needs of teachers, students, parents, school bodies, institutional 

representatives, local community, as well as external stakeholders. Various administrative, 

pedagogical, developmental, infrastructural, and social aspects depend on principals’ decisions. 

As a result, principalship has become a very complex and demanding occupation. For a 

successful fulfilment of their responsibilities, principals have to master and apply a wide 

spectrum of leadership styles during a single day. For the purposes of this research, principal’s 

role has been analyzed from the perspectives of instructional and transformational leadership 

theories because principals that are familiar with the concepts of these two leadership styles are 

aware of the importance of continuous professional development and find ways for supporting 

and encouraging their colleagues to be dedicated learners. 
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Instructional leadership has been applied for decades in different fields and contexts, but 

theoreticians and researchers have not defined it rigorously and succinctly. Instead, they have 

provided rather broad descriptions that may be adapted in numerous fields. This was noticed by 

Rigby (2014), who maintained that the definition for instructional leadership is too general as a 

result of which it may be applied in different areas and situations. She argues that the goal of 

instructional leadership in the educational context is to offer a successful education, an objective 

that may be achieved through direct and indirect interactions between the principal and teachers. 

More specifically, Hecks and Brooks (2013) posited that instructional principals monitor the 

achievement of students and performance of teachers and provide feedback aiming at closing the 

potential gaps, which leads to higher student and teacher learning.  

Other scholars also consider that instructional leadership is one of the most important 

qualities of a principal (Hallinger, 2005; Heck & Brooks, 2013, Hoy & Hoy, 2013). In their 

view, instructional principals are committed to creation of a learning environment and culture in 

their schools. According to Hoy & Hoy (2013), “Instructional leadership calls for principals to 

work with teacher colleagues to improve instruction by providing a school culture and climate 

where change is linked to the best available knowledge about student learning” (p. 3).  

Hallinger is a well-known researcher that has devoted his work to the development of 

instructional leadership theory since 1980. Elaborating the practice of instructional principals, 

Hallinger (2009) explained that they exercise this leadership style through three dimensions: 

Defining the school’s mission, managing the instructional program, and promoting a positive 

school learning climate. He also explained that each of these dimensions has a number of 

functions:  

1) Framing the school’s goals and communicating the school's goals;  

2) Supervising and evaluating instruction, coordinating the curriculum, monitoring 

student progress;  

3) Protecting instructional time, promoting professional development, maintaining high 

visibility, providing incentives for teachers, developing high expectations and 

standards, providing incentives for learning (p. 8-10). 
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Referring to the findings of research studies, conducted in different contexts, and theories 

developed by educational leadership theoreticians, which are discussed in more detailed terms in 

the second chapter, a principal that masters the three afore-described dimensions of instructional 

leadership is a dedicated supporter of continuous teacher professional development. Such a 

principal is familiar with the problems existing in the school and possesses the necessary 

knowledge, will, and skills to motivate teachers to engage in events helping their professional 

development and advancement.  

Transformational leadership is another leadership style that has been widely applied in 

different fields, including the educational system. Scholars describe transformational leaders as 

motivating, proactive, visionary, and charismatic persons that inspire their followers to transcend 

their professional limitations, share a joint vision, and contribute to the fulfilment of that vision 

(Bass & Riggio, 2006; Hoy & Miskel, 2013; Anderson, 2017). Proponents of this leadership 

style also maintain that transformational principals are strong supporters of innovative ideas and 

creation of a learning and collaborative culture amongst the teachers.  

Anderson (2017) opined that transformational leaders are individuals that work with a 

group of committed members on identifying the necessary needs for changes and motivate their 

followers to exceed their limits as a way leading to better outcomes. He also stipulated:   

Schools face ever-increasing scrutiny and accountability relative to student outcomes and 

school improvement, hence, transformational leadership is appropriate for school settings 

because of its emphasis on preparing employees to learn new things, building and 

strengthening new organizational norms, establishing new meaning and ways of thinking, 

and its effectiveness as a tool in helping leaders break established norms and establish 

new norms that transform school culture. (p. 5). 

Furthermore, Bass & Riggio (2006) posited, “Transformational leaders motivate others to 

do more than they originally intended and often even more than they thought possible” (p. 4). 

This characteristic of a transformational leader is very similar to the third principle of the 

learning organization theory – mental models – which calls upon teachers to reconsider their 

assumptions about the teaching and learning methods and to work on changing them in line with 
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the requirements. Bass & Riggio also claimed, “Transformational leaders empower followers 

and pay attention to their individual needs and personal development” (p. 4). As shown in the 

next chapter, successful principals are usually the ones that support the enhancement of the 

professional capital in their schools through open, honest, and trusting discussions with teachers 

individually and collectively.  

Bass & Riggio (2006) have also created a framework that describes the main elements of 

transformational leadership. It consists of four elements: a) Idealized Influence – followers see 

their leaders as role models; b) Inspirational Motivation – leaders motivate followers to work on 

a better future by explaining the routes for the achievement of desired goals; c) Intellectual 

Stimulation – leaders motivate their followers to challenge their assumptions and approach issues 

inventively and creatively; d) Individualized Consideration – leaders create a learning a 

supportive environment leading to the professional development of all the members through 

individualized identification of their needs in a trustworthy manner.  

The principals possessing these four leadership characteristics are committed supporters 

of teacher professional development. The principals that attend learning activities together with 

teachers usually become their role models. They also work together with teachers on creating a 

joint vision inspiring the teachers to be committed to the achievement of such a goal because 

“People have no reason to collaborate unless they share a common purpose” (Marsick, 1997, p. 

10). Additionally, such principals create a trustworthy and collaborative learning environment 

allowing teachers to share the best practices and help overcome arising challenges.  

Hoy & Miskel (2013) depict transformational principals as system thinkers, who lead the 

teachers towards focusing on students’ progress and whole school’s success, which require a 

genuine teacher commitment and an organizational learning approach. Furthermore, Díaz-Sáenz 

(2011) theorized that transformational leaders are charismatic people that serve as role models 

for their followers. “These leaders are admired, respected and trusted and are perceived to have 

extraordinary capabilities, persistence and determination” (p. 300). Meanwhile, Tourish (2013) 

argued that transformational leaders produce changes, which can be positive or negative. In his 

book, titled “The dark side of transformational leadership,” Tourish provided a series of 

situations depicting transformational leaders as authoritative and charismatic persons, who have 
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misled, manipulated, and even abused their followers. However, it is known that principals have 

limited competencies and resources for large scale manipulations, they are rather leaders of 

equals, and are under the scrutiny of various authorities.   

Research methodology 

This study utilized the mixed-method approach to explore the role of the principal in the 

professional development of teachers. Data were collected from 24 primary lower secondary 

schools located in four major municipalities in Kosovo. The schools were selected randomly 

given that the professional development of teachers is a rather uniform and Kosovo students have 

achieved relatively similar results in international tests, irrespective of the school and 

municipality from which they come. Researcher’s goal was not to focus on an exemplary school, 

but on a number of schools from different municipalities in order to obtain a clearer and broader 

picture about the research topic.  

The mixed method approach was deemed appropriate for this research because, according 

to Creswell & Creswell (2018), the combination of quantitative and qualitative data offers a 

more complete picture of a research problem than quantitative or qualitative data would provide 

separately. In addition, Gay, Mills & Airasian (2012) posit, “The purpose of mixed methods is to 

build on energy and strength that exists between quantitative and qualitative research method to 

understand a phenomenon more fully than is possible using either quantitative or qualitative 

methods alone” (p. 483). The following instruments were used for the collection of data: 

1. Questionnaires administered to teachers to collect quantitative data about 

the teacher professional development methods applied in their schools, their impact on 

teacher professional practices, the importance of collaborative work and learning, and the 

methods employed by the principal to support teachers’ continuous professional 

development. 

2. Semi-structured interviews were conducted with eight principals to collect 

data in relation to the professional development process in general, the methods 

principals utilize to support and motivate teachers to take part in programs for their 

professional development, and the constraints they encounter during this process.  
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The overall design of the study employed the descriptive approach. The SPSS software, 

version 22, was used to analyze the responses given by the teachers to the items in the 

questionnaire and other statistical data. The questions for the interviews with the principals were 

based on the research questions and quantitative findings. The interviews were recorded, 

transcribed verbatim, and their content was analyzed thematically, by grouping the responses 

according to research questions, categorizing the emerging themes, and exploring their 

meanings. Important narratives that were shared by the principals were cited accordingly.  

Significance of the research  

The findings of this research will provide a valuable contribution to the theories and 

research on the principal’s role in supporting the teacher professional development since studies 

that apply the mixed method approach and compare the opinions of teachers and principals about 

the principal’s role in this process are scarce. The reviewed literature showed that most of the 

research is focused on the role of the principal in supporting school-based teacher learning 

activities and structures. Such studies described how principals support professional learning 

communities and implementation of mentoring projects, coaching teams, study groups, and the 

impact of these arrangements on teachers’ professional practices.  

Research studies exploring the role of the principal in the teacher professional 

development in post-war and transitional societies are sparse, therefore, these findings will 

contribute to the educational theorists and researchers that come from or are interested in such 

contexts. They are particularly important since they describe how various constraints hinder the 

principal to have a more active role in teacher learning. In addition, such hindrances enable the 

principals to present grounded justifications when they are not active in and committed to this 

process.     

This research offers new insights into the importance of professional communities as one 

of the main school-based teacher development methods in different contexts. It will help the 

theorists, researchers, and practitioners to understand how policies assist the principals to have a 

bigger role in such forums. It will also aid scholars to understand the leadership styles that may 
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be applied by principals when dealing with uncooperative teachers as well as structural, 

financial, legal, and cultural challenges.  

Since no similar research was conducted in Kosovo, these data will have a practical 

impact because they will serve as a roadmap for the Ministry of Education Science and 

Technology, principals, teachers, other stakeholders in planning, developing, and implementing 

teacher professional development activities. This research also offers guidelines for the Faculties 

of Education in Kosovo when they outline educational leadership courses and programs. 

Limitations of the research 

Given that a part of this research depends on quantitative data provided by the 

participants, one of its limitations could be participant’s objectivity. As indicated above, this 

research was conducted in 24 schools of four different municipalities. Being an external 

surveyor, the researcher had no access to the participating schools and his sole contacts were the 

principals whom he met for the first in the introductory meetings. The researcher did not 

consider using postal services or other online formats as he expected that the return rate would be 

rather negligible. Due to these factors and the size of the sample, the researcher had no contact 

with the participating teachers. The questionnaires were left in the principals’ offices and a 

number of them were collected from the principals’ offices. Even though the principals agreed to 

appoint staff members that would distribute and collect the questionnaires from the teachers and 

every questionnaire contained the confidentiality pledge, there are no assurances that participants 

have completed the questionnaire sincerely and truthfully, especially the parts related to the role 

of the principal. 

Principals were also asked to distribute equal number of questionnaires to class and 

subject teachers, selected on the random basis. There are no assurances that all the principals 

followed this instruction and did not give the questionnaires to teachers with whom they had 

closer relations. There are also no guarantees that principals did not instruct selected teachers 

how to respond to certain items and did not check the completed surveys, which could affect 

teachers’ sincerity and the truthfulness of their answers.         
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Kosovo is a highly politicized society. According to the respective legislation, principals 

are appointed by the Municipal Education Directorates, therefore, they are considered to be 

directly or indirectly politically affiliated officials (USAID, 2017). There were cases when 

schools were run for longer periods by acting principals, respectively until municipal authorities 

found a candidate from their ranks. Therefore, principals are often considered to be political 

appointees. As a result, teachers may have restrained themselves from giving truthful answers to 

the items in the questionnaires, depending on their attitudes towards the principals and respective 

political structure.  

The research explores issues related to the teacher professional development methods, 

their impact on teachers’ work, the importance of teacher collaboration, and the role of the 

principal in this process, but there are also no assurances that participants paid adequate attention 

to all the scales when they completed the questionnaires. 

Overview of the chapters   

This research is organized in seven chapters, which address the following topics: 

The first chapter is an introduction to the study intended to provide preliminary insights 

into the role of the principal in the teacher professional development. It consists of sections 

describing the theoretical and conceptual underpinnings, the background and context of the 

research, methodological design, significance, limitations of the research, definition of major 

terms, and an overview of the chapters of the research.    

The second chapter analyzes literature and empirical research that serve as a roadmap for 

understanding various elements of the phenomenon more clearly and comprehensively. It 

includes theories and research findings focused on teacher professional development methods 

and leadership practices from different educational contexts. The major themes reviewed in this 

chapter address adult learning, teacher professional development models, professional learning 

communities, the role of the principal in supporting and motivating teacher learning, leadership 

styles, and principals’ leverages and constraints to support teachers’ learning.  
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The third chapter describes the research methods utilized in this research. The major 

topics addressed by this chapter include research problem, questions, context, methodological 

design, data collection process, sample, data collection instruments, reliability and validity of 

instruments, and an overview of the chapter. 

The fourth chapter presents the results based on the quantitative dataset. It includes the 

findings derived from the questionnaires with teachers. Statistical analyzes of the collected data 

are also presented in this chapter.  

The fifth chapter presents the results derived from qualitative data, respectively 

interviews with the principals. The results have been generated based on the thematic analysis 

procedures. 

The sixth chapter contains an analysis and interpretation of the findings presented in the 

fourth chapter. It discusses the findings through a concurrent triangulation method that enables a 

comparison of the quantitative and qualitative findings against the legal framework and reviewed 

literature related to the research topic. 

The seventh chapter is an overall summary of the study it. It consists of the main 

conclusions related to the research topic and recommendations for further research.   
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CHAPTER 2: REVIEW OF LITERATURE 

Introduction  

This chapter is an overview of the literature that was consulted for this doctorate. It is a 

synthesis of research studies and theoretical underpinnings related to the research topic. The 

reviewed literature is focused on two major themes: the teacher professional development and 

the role of the principal in it. Conclusions from various theoretical concepts and empirical 

findings, meta-analyses, reports, and documents, which investigate and illustrate different 

aspects of teacher professional development and its impact on the educational process have been 

considered. Also, insights on different teacher professional development models, adult learning 

theories, teacher learning methods implemented in various educational systems worldwide have 

been addressed. The role of the principal, leadership models, and factors that support or inhibit 

principals’ efforts to back teachers’ professional development constitute an integral part of the 

chapter as well. More specifically, the reviewed literature in this chapter focuses on 

understanding the concept and importance of the teacher professional development, adult 

learning methods, external training programs, various school-based learning models, professional 

learning communities; the role of the principal in teacher professional development; leadership 

styles, and leverages and constraints affecting principal’s efforts to support teacher learning.   

Teacher professional development theories  

It is worldly known that teaching is a collaborative and competitive, discrete and 

exposed, dynamic, nonlinear, and complex profession. It requires continuous and systematic 

improvements in order for teachers to be equipped with skills, knowledge, and information 

needed for exercising their responsibilities professionally, accountably, and successfully. 

Nevertheless, in spite of such a complexity, there are teachers that still prefer professional 

isolation and continue to “[…] operate their kingdoms behind classroom doors” (Fullan, 2014, p. 

29). They may be unaware, but such seclusion has a great impact on the quality of their 

professional practices, consequently on students’ learning and achievement.  

It is also widely recognized that technological developments, political agendas, 

multinational projects, and international tests, as well as the introduction of new curricula, 
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teaching methods, and textbooks have made teaching even more complex. These developments 

have encouraged and imposed various reforms in the education systems all over the world and 

have increased social expectations. However, various authors consider that there are teachers that 

have not realized yet that they are working in a rapidly changing environment, which differs a lot 

from their past experiences. For instance, Senge (2006) states, “Young people know that we are 

‘living into’ a new global society. What they don’t know is whether their teachers know about it. 

What they don’t know is do adults care enough and have enough courage to re-create education 

to match their world” (p. 135). Recognizing this increasing burden on the educational 

practitioners, Bellamy, Fulmer, Murphy & Muth (2007) underscore, “The most visible pressures 

today come from the confluence of ambitious learning goals for students, accountability for 

annual gains on state tests, and changing demographics that require schools to overcome wide-

ranging learning problems” (p. XIII). Elaborating on these circumstances, Zgaga (2008) 

cautions, “The life in advanced societies is far from being untroubled, relaxed; individual 

positions in economy are always uncertain, employment patterns are unpredictable and, 

therefore, specific abilities which support flexible adaptation to permanent changes are of vital 

importance” (p. 170). According to him, the world in the third millennium is led by knowledge 

economy and society, which depend not only on education, but more importantly on the quality 

education, which is a shared responsibility of national governments, international institutions, 

and professional individuals. Meanwhile, Bryk, Bender-Sebring, Allensworth, Lupescu, Easton 

(2010) claim, “All organizations depend on the quality of their people and their ability to work 

together [and] the effectiveness of schooling depends largely on the teachers’ capacity to 

problem-solve regarding classroom concerns and to coordinate instructional work” (p. 54). 

Villegas-Reimers (2003) concludes that teachers are the most important agents for the 

improvement of the educational system. But if teachers continue to do their job as they have 

done it always, one cannot expect from the students to improve (Harwell, 2003). Given that 

nowadays teachers are exercising their profession in an era when students have access to a 

multitude of educational sources round the clock, “Teachers can no longer have the authority of 

being the possessors of knowledge that their students lack, nor can they assume that they know 

more about their topics than do their students” (Jarvis, 2004. p. 21). Emphasizing the importance 

of teacher professional development in such a dynamic environment, Fullan, Rincon - Gallardo, 
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& Hargreaves (2015) posit, “Constantly improving and refining instructional practice so that 

students can engage in deep learning tasks is perhaps the single most important responsibility of 

the teaching profession and educational systems as a whole” (p. 4). But Kennedy (2016) has 

come to a conclusion that, “Education research is at a stage in which we have strong theories of 

student learning, but we do not have well-developed ideas about teacher learning, nor about how 

to help teachers incorporate new ideas into their ongoing systems of practice” (p. 29).  

Hargreaves & Fullan (2000) depict the 21st century as a complex age for teachers and all 

others that are directly involved in the educational process. In their view, various social, political, 

economic, cultural, and technological developments have contributed to this complexity, which 

requires from teachers to implement new instructional approaches. Obviously, the rapidly 

changing circumstances call for the engagement of all relevant education stakeholders in 

supporting the schools to overcome the incremental challenges adequately. They affect the 

personal and professional lives of teachers and principals, who are responsible for the delivery of 

education services. Thus, these scholars call upon teachers to continually expand their horizons 

by attending training programs, taking part in learning activities, and by collaborating internally 

and externally. The final goal of these endeavors is to aid the students to master advanced 

competencies and knowledge for a more and more unforeseeable future.  

According to Darling-Hammond, Hyler, & Gardner (2017), educating students for the 

21st century is a complex task as they need to develop new sets of skills and competencies for 

being able to respond to the rapidly changing circumstances of the knowledge society. 

Consequently, teachers are expected to apply more sophisticated teaching methods in order to 

equip their students with the needed knowledge and skills. For being able to keep pace in such a 

dynamic environment, teachers are advised to be committed to continuous learning, individual 

and collective professional development. Terms, such as teacher professional development, in-

service training, teacher learning, and other similar ones are employed worldwide to describe 

teachers’ learning. Below are some formulations that define the process of teacher professional 

development: 
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 “…structured professional learning that results in changes to teacher 

knowledge and practices, and improvements in student learning outcomes” (Darling-

Hammond, Hyler, and Gardner, 2017, p. 2); 

 “Activities that develop an individual’s skills, knowledge, expertise and 

other characteristics as a teacher” (OECD, 2009, p. 49);  

 “…career-long process of learning and development, which not only 

results in more effective professional action, but also in a more sophisticated and valid set 

of cognitions and understandings about one’s job and the way to properly enact it” 

(Kelchtermans, 2009, p. 38); 

 “…an on-going process building upon initial teacher training and 

induction, including development and training opportunities throughout a career and 

concluding with preparation for retirement” (Bubb & Earley, 2007, p. 3);  

  “…processes and activities designed to enhance the professional 

knowledge, skills, and attitudes of educators so that they might, in turn, improve the 

learning of students” (Guskey, 1999, p. 16). 

In the opinion of Day (2002), “Teachers’ sense of professional, personal identity is a key 

variable in their motivation, job fulfilment, commitment, and self-efficacy” (p. 683). According 

to Beijaard (2019), in addition to helping teachers improve their knowledge and competencies, 

continuous learning also shapes their identity. Furthermore, Beijaard, Meijer, and Verloop 

(2004) maintain that serious attention should be paid to the teacher professional identity during 

the development and implementation of learning activities because that identity contains latent 

data about teachers’ workplace context, personal and professional traits, and learning motivators. 

By applying a narrative approach, Meijer (2017) described vividly various dilemmas, 

uncertainties and situations that teachers encounter during their careers. She also concluded that 

teacher identity is not “Always clearly understood, fostered, or supported” (p. 210). Additionally, 

Day (2017) found that teacher identity is affected by a series of contextual factors as a result of 

which their dedication to teaching and learning may fluctuate irrespective of their experience or 

seniority. Meanwhile, Villegas-Reimers (2003) asserts that teacher professional development is a 

life-long process, which begins at teachers’ undergraduate studies and never stops until their 

retirement. De Vries, Van de Grift, and Jansen (2013) theorize that teachers enhance their 
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practical knowledge through experience, but they need to continually work on their theoretical 

knowledge in order to meet the arising needs and requirements. Sharing a similar conclusion, 

Lick (2000) posits, “For enhanced student performance, teachers must alter academic content 

and modify instructional strategies” (p. 46).  

According to Evans (2002), teacher professional development is an individualized, 

complex, and ongoing process. In her view, a teacher may gain new knowledge in a training 

program, but another one may gain new insights from discussions with other colleagues. Evans 

also theorizes that professional development activities may affect teachers’ attitudinal and 

functional development. She explains that attitudinal development is divided into two sub-

categories – intellectual and motivational development. Furthermore, according to her, 

functional development comprises of procedural and productive development. Obviously, when 

these four interrelated elements are amalgamated, they affect the teacher’s job positively.  Evans 

also argues that teacher professional development may be an internalization process or it may be 

affected by external factors, such as governmental and district policies and decisions, which may 

conflict with teachers’ needs, expectations, beliefs. She also insists that teachers’ voice should be 

heard when professional development activities are designed and implemented for and with 

them.   

According to Hargreaves and Fullan (2000), teachers should be provided with learning 

possibilities and proper working conditions if one wants to improve student’s learning. 

Furthermore, Zepeda (1999) considers that the goal of teacher learning activities is to improve 

the education system and process in general. But there is a misunderstanding that teachers need 

to attend professional development activities because their teaching is deficient because the truth 

is that teachers need to continually learn given that education is a dynamic profession (Guskey, 

1999). He also adds, “Educational researchers are constantly discovering new knowledge about 

the teaching and learning process. As this professional knowledge base expands, new types of 

expertise are required of educators at all levels” (p.  16).  

Webster-Wright (2009) maintains that preservice education is only an introduction to the 

learning process that will go on throughout the entire careers. According to her, education 

practitioners are in need for support during their learning activities and those that provide such 
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support should know how professionals learn and should be familiar with the factors that affect 

the learning process. Webster-Wright theorizes, “Professionals learn, in a way that shapes their 

practice, from a diverse range of activities, from formal professional development programs, 

through interaction with work colleagues, to experiences outside work, in differing combinations 

and permutations of experiences” (p. 705). Webster-Wright also considers that professional 

development should be re-conceptualized, starting from the term professional development, 

which may sound like professionals are deficient and need to develop rather than learn. In her 

view, the concept of teacher professional should be reframed as it should be conceived as “a 

holistic experience rather than a combination of interrelated factors” (p. 714) Further on, 

Webster-Wright posits that it is difficult to tell how learning affects the practices of 

professionals, therefore, this issue merits clarifications and it should not be separated from the 

person as self, one’s experiences, practices, context, needs, and demands. 

Undergraduate studies, titles, diplomas, certificates, and seniority are not substantiated 

predictors of teachers’ quality, therefore, teachers are expected and urged to work continually on 

refreshing their subject knowledge and pedagogical skills in order to be able to adapt to the 

increasingly arising professional requirements (Antoniou, 2013; Cole, 2012; Looney, 2011; Nias, 

2002). According to Looney (2011), some of the main features of a professional teacher include: 

intellectual abilities and communication skills; competence over the subject-field; positive 

professional and emotional relationships with students; strong classroom management skills; 

assessment skills; and willingness for collaboration with peers. Antoniou (2013) considers that 

pre-service studies do not equip future teachers with sufficient knowledge and skills, therefore, 

they are expected to fill the professional gap during their careers through various interactions and 

learning opportunities offered to them.  

In the view of Wei, Darling-Hammond, Andree, Richardson, Orphanos (2009), schools 

succeed to improve their results through the enhancement of teachers’ professional capacities 

and nurturing a collective learning culture in the school. They also add, “As students are 

expected to learn more complex analytical skills in preparation for further education and work in 

the 21st century, teachers must learn to teach in ways that develop higher-order thinking and 

performance” (p. 1). Thus, “in teaching, the work is never over, more always can be done” 

(Hargraves, 1998, p. 16). Furthermore, Kelchertmans & Vendenberghe (1994) declared, “The 
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end of a teacher education program does not mean the end of the training process and the 

achievement of competence” (p. 45). Elaborating such conclusions in a more detailed manner, 

Day (2012) maintained, “Experienced teachers who are successful, far from being at the end of 

their learning journeys, are those who retain their ability to be self-conscious about their teaching 

and are constantly aware of and responsive to the learning possibilities inherent in each teaching 

episode and individual interaction” (p. 14).  This implies that, “Good teaching is not an accident. 

While some teachers are more naturally gifted than others, all effective teaching is the result of 

study, reflection, practice, and hard work. […] Professional development is the only means for 

teachers to gain such knowledge” (Mizell, 2010, p. 18).  

Hargreaves & Fullan (2012) argue that teachers are the central actors of the entire 

educational process taking place in the school. According to them, teachers need to continually 

invest in enhancing their professional capital because in spite of the good will, “unless you 

deliberately learn to get better so you can teach the students of today for the world of tomorrow, 

you will not be teaching like a pro. You will be just an enthusiastic amateur” (p. 46). They 

theorize that teachers’ professional capital derives from five Cs: capability, commitment, career, 

culture, and context or conditions for teaching. In addition, Bubb & Earley (2007) argue, “One 

of the hallmarks of being identified as a professional is to continue to learn throughout a career” 

(p. 3). Furthermore, Edward (2011) stipulates, “Teachers need to be properly trained and then 

allowed to use their judgment and skills in their particular classroom so that they can provide 

legitimate help to students in pursuit of valid learning goals. This doesn’t mean that teachers are 

fully prepared at the time they are certified” (p. 132). 

A distinguished feature of successful schools is their collaborative learning culture as a 

driver of collective and sustainable improvement (Fullan, Rincon-Gallardo & Hargreaves, 2014). 

Referring to the results of the top performing educational systems in the globe, they emphasized 

that positive changes in education are possible if investments are made in enhancing the 

capacities of teachers, school principals, and district leaders. However, they stress that even 

serious investments may result fruitless if the process is not monitored and if teachers and 

principals are not provided with structural support for attending activities dedicated to their 

professional development. In addition, Bubb & Earley (2007) claim that improvement of the 

training and development programs for the school staff has become a high priority for the 
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national and local governments because teachers, researchers, and other stakeholders have been 

showing that education would improve only if serious attention is paid to schools’ human factor. 

Further on, they explained that teacher professional development is important because it:  

 helps everyone be more effective in their jobs, so pupils learn and behave 

better and achieve higher standards;  

 improves retention and recruitment – word gets around about the places 

where you are looked after, and where you are not;  

 contributes to a positive ethos where people feel valued and motivated;  

 makes for a learning-centered community – the pupils are learning and so 

are the staff;  

 is a professional responsibility and entitlement;  

 saves money – the costs of recruiting and inducting a new teacher are 

high. (p. 2).  

According to Matherson & Windle (2017), given that teachers are urged to use practices 

that will engage students in higher-order thinking, they should be provided with adequate 

professional development opportunities. However, they claim that the programs aiming at 

enhancing teachers’ professionalism are designed outside schools and implemented by experts 

that often have no classroom experiences. But they note that teachers are interested in learning 

opportunities that are: interactive and relevant for their students; provide ways for delivery of 

content in a practical manner; are teacher-driven; and are sustainable. In a way, this finding 

confirms Mizell’s (2010) conclusion:  

Educators often complain that they are required to participate in professional 

development that does not address the real challenges they face in their schools and 

classrooms. They resent ‘one-size-fits-all’ professional development that targets large 

numbers of educators from very different schools and classrooms who have students with 

different needs (p. 19). 

Hill (2002) posits, “A crucial element in any design aimed at improving teaching and 

learning in schools is the provision of effective, ongoing, and professional learning opportunities 
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for teachers that promote learning not just among individuals but throughout the organization as 

a whole” (p. 67). Sharing the same opinion, Adey, Hewitt, Hewitt & Landau (2004) stipulate, 

“professional development of teachers lies nested within school improvement, which in turn is 

part of the larger picture of educational change. Of course, the term professional development 

has a much more general applicability than to teachers only” (p. 5). Levin (2010) considers that 

the only way to change the classroom practices across the system is by enhancing the 

professional capacities of teachers and principals. Levin explained that the Ministry of Education 

of Ontario in Canada managed to improve students’ poor performance in literacy and math and 

halted school dropouts in the late 90s by applying an approach that was primarily focused on 

building systemic capacities. According to Levin, the Ministry instructed all the schools to 

prepare development plans, then certain groups of students were provided with additional 

support, extended learning opportunities were offered to the principals, who also attended 

teacher training programs. The professional development for teachers was mainly school 

embedded, provided through coaching programs and learning communities. Levin showed that 

this strategy increased students’ results, teachers’ motivation, and public’s trust in the education 

system in Ontario.   

Bubb & Earley (2007) claim, “Professional development does not just happen – it has to 

be managed and led, and done so effectively ensuring it has a positive impact and represents 

good value for money” (p. 28). These authors also designed a model that describes the teacher 

training and development cycle. It indicates that professional development is a cyclic process, 

which consists of several phases, and attendance in a learning activity is only one of them.  
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Fig 1. Training and Development cycle (Bubb & Earley, 2007, p. 33). 

 

According to Edwards (2011), one of the erroneous assumptions of school principals and 

policymakers is that teaching is easy. He adds that as a result of such assumptions “they are 

inclined to invest very little in promoting teaching excellence and professionalism as well as 

teacher interaction and collegiality and other well-known improvement strategies” (p. 134-135).  

Furthermore, Cole (2012) considers that both principals and teachers are responsible for the poor 

implementation of the knowledge acquired in the professional learning activities. The first 

exercise negative impact by failing to address properly issues related to expectations, resources, 

learning culture, new teaching approaches. The latter show poor transference because they see 

professional learning as a personal matter, have low expectations about its impact, and do not 

share the new knowledge with their peers. He also concludes, “the purpose of professional 

learning is to improve not only the effectiveness of the individual teacher but the effectiveness of 

the school” (p. 6).  

Mitchell & Sackney (2011) argue, “Teachers’ professional development must be 

contextually sensitive and it must engage the educators in some sort of active process” (p. 45). 
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However, they note that most of the programs designed to help teachers to develop 

professionally are one-shot events, are prepared outside the natural context, do not take teachers’ 

needs and prior experience into account, therefore, they produce little learning as they are 

disconnected from the classroom developments. Diaz-Maggioli (2004) claims that “all forms of 

teacher development, whether effective or not, have at their core the noble intention of 

improving student learning” (p .1). However, he considers that professional development 

programs are negatively affected by wrong practices and assumptions, such as top-down decision 

making, ideas that teachers need to be fixed, lack of teacher ownership and results in the 

process, nature, the content of learning programs, and several other traditions. Diaz-Maggioli 

also theorizes that planners of the professional development programs should bear in mind that 

different teachers have different needs because of their experiences and familiarity with 

theoretical and practical knowledge. He adds that professional development would be effective if 

it is regarded by the teachers as a career-long process and if the whole school community is part 

of it.  

In the view of Kelchertmans & Vendenberghe (1994), “Professional development refers, 

in the descriptive sense, to interventions and training to direct the evolution in professional 

behavior in a more desirable way” (p. 45). According to them, a teacher’s work is influenced by 

the organizational context as well as personal experiences and expectations. They achieved such 

a conclusion based on the findings of a study conducted with 12 teachers from six Belgian 

primary schools, who underscored that the lack of principal’s support and discipline in the 

classroom were serious demotivating factors in their daily activities. On the other hand, they also 

emphasized that the influence of mentors and peer collaboration is of great importance in 

overcoming various challenges in the school. They confirmed that perceptions about self-image; 

self-esteem; job motivation, job satisfaction, task-perception, and future perspectives influence 

teachers’ work at schools. The testimonials of these teachers show that “Professional identity is 

influenced by biography and experience – life outside the school – and reflects social and policy 

expectations of what a good teacher is, workplace conditions and relationships, and the 

educational ideals of the teacher” (Day, 2012, p. 15). Meanwhile, Mitchell & Sackney (2011) 

consider that teachers may address issues related to their capacities through critical reflection, 
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which leads to the construction of self and group knowledge, rather than waiting for knowledge 

built somewhere else.  

According to Kennedy (2016), the goal of teacher professional development is to 

improve teaching, but there is no consensus how it alters teachers’ instructional practices because 

of the impact of various factors, such as the concept, implementation, content, contact hours, 

sustainability of the learning program and the number of participating teachers. She cautions that 

serious attention should be paid to who delivers professional development programs as there is a 

difference between the programs offered by professionals and intermediaries. She also 

emphasizes that it is very important to understand how teachers learn and what motivates them to 

learn because ‘attendance is mandatory but learning is not’ (p. 29). 

 Bubb & Earley (2007) consider that exposure to and participation in a wide range of 

professional development opportunities is expected to affect teachers’ beliefs, values, attitudes, 

and behaviours leading to changes in the teaching practices. Klechermans (2009) considers that 

teacher’s professional learning is not a technical process for accumulation of skills and 

knowledge, but it ‘implies the personal integration of the new insights with the knowledge and 

beliefs that a person already holds” (p. 43). However, Borko (2004) and Harwell (2003) claim 

that even though governments spend millions and even billions of dollars in various teacher 

professional development programs, their impact on students’ achievement is still very little. 

According to them, the endeavors aiming at enhancing teachers’ skills and capacities are not 

reaching the desired objective because they are designed inadequately. Addressing the same 

issue, Guskey (1999) maintains that teachers believe that professional development activities 

they attend have a little impact on their daily tasks. Explaining why teachers have such 

impressions, Guskey claims that teachers often participate in meaningless experiences, which are 

not planned and supported properly, and are not grounded in the research. Mullen & Huntiger 

(2008) posit that even though the goal of teacher professional development is to improve student 

learning, the offered programs often fail to establish links between these interdependent 

processes because of the complexity of the educational system.  

McMeeking, Orsi & Cobb (2012) argue, “Measuring the effects of a PD program on 

student achievement is a complex issue because any effect would be indirect” (p. 165). Through 
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a quasi-experimental study, these authors evaluated the influence of a professional development 

program organized with 5-8 grade mathematics teachers on student achievement. Data were 

collected from students taught by teachers that attended courses designed to increase teachers’ 

problem solving efficacy and ability, analytical ability about student thinking, mathematical 

concepts, and to develop inquiry-based instructional techniques. This research found no 

statistically significant differences between the students that were taught by teachers with zero 

attended courses and those that attended one course. However, statistically significant 

differences were found between the students that were taught by teachers that attended no course 

and those that attended two or more courses. They also found positive relationships between 

students’ move from unsatisfactory to proficient level and the program attended by their 

teachers. Based on the results, the authors concluded, “Teaching mathematics teachers deeper 

content and how to use an inquiry-based approach to deliver that content does indeed translate 

into greater student proficiency in mathematics” (p. 175). 

Tackling this problem from a different perspective, Cole (2012) maintains, “Effective 

professional learning focuses on developing the core attributes of an effective teacher” (p. 6). 

Darling-Hammond, Hyler & Gardner (2017) examined 35 studies on teacher learning activities, 

conducted over the last three decades, and managed to identify a number of characteristics of 

effective teacher professional development programs. They concluded that effective teacher 

learning programs:  

1. Are content focused;  

2. Incorporate active learning utilizing adult learning theory;  

3. Support collaboration, typically in job-embedded contexts;  

4. Use models and modelling of effective practice; 

5. Provide coaching and expert support;  

6. Offer opportunities for feedback and reflection;  

7. Are of sustained duration (p. 4). 

Adey, Hewitt, Hewitt, Landau (2004) have developed a model, which depicts the factors 

that influence the effectiveness of professional development programs. Their model shows that 

this is a complex process that depends on a series of positively associated variables. According to 
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them, the most salient factors are the nature of the innovation, the quality of the professional 

development program, the school’s senior management, and the department or other groups. 

Other important factors are national and local governments, teacher’s characteristics, and 

experience.  In addition, in a report that examines the research into teacher professional 

development in the United States as well as in world’s top performing countries, Wei, Darling-

Hammond, Andree, Richardson, Orphanos (2009) conclude, “Effective professional 

development is intensive, ongoing, and connected to practice; focuses on the teaching and 

learning of specific academic content; is connected to other school initiatives; and builds strong 

working relationships among teachers” (p. 5). They also found that most of the teachers in the 

United States do not have access to learning opportunities that fulfil all these requirements.  

Obviously, teachers all over the world participate in various professional development 

events during their careers (Desimone, Porter, Garet, Yoon & Birman, 2002). These scholars 

conducted a longitudinal research into the effects of professional development programs on 

changing teaching practices. The results of this study, obtained from 207 teachers from 30 

elementary, middle, and high schools, indicate: participation in professional development that is 

focused on certain practices predicts increased use of elaborated practice in the classroom; 

benefits from professional development programs are higher when they are attended by the 

whole faculty of the same school, department, or grade level; it is more beneficial for teachers 

when they engage in interactive activities; study groups, learning networks, and action research 

are more successful methods than traditional methods, respectively workshops, courses, 

conferences.  Other scholars believe that the organization, coordination, planning and content of 

learning activities affect the impact of learning activities on teachers as well their readiness and 

willingness for implementation of the newly gained concepts, knowledge, skills, and practices 

(Eraut, 2012; Guskey, 2014, Sachs, 2011). Eraut (2012) considers that workplace learning 

activities are an integral part of dynamic organizations and this kind of learning depends on the 

supervisor’s perceptions. In another work, Eraut (2014) claims that practitioners may learn much 

more from each other at their workplaces than from formal learning activities since situations are 

concrete and feedback is instantaneous. 

    Evers, Van der Heijden, Krejins & Gerrichhauzen (2011) investigated how 

organizational factors affected teachers’ professional development in The Netherland. The 



52 
 

results of their exploration indicated that structural factors, such as school facilities, the amount 

of training time, and participation in professional networks had an impact on teachers’ 

participation in activities related to their jobs. The support from colleagues and the immediate 

supervisor was also positively correlated with the amount of participation in professional 

networks. Referring to their findings, these authors concluded that participation in professional 

networks contributes more to teachers’ professional expertise than training activities. 

Drawing on literature findings, Kwakman (2002) concluded that teacher learning at 

workplace is affected by 13 factors, divided into three main groups: personal, task, and work 

environment factors. The author used this conceptual framework to explore the factors that 

influence teachers’ participation in workplace learning activities. The results of this 

investigation, which was conducted with teachers of 10 schools offering secondary education in 

the Netherlands, indicated that teachers are quite selective in terms of the learning activities they 

prefer to attend; personal factors appeared to have a higher impact on their learning preferences 

than task and work environment factors; and they tend to ignore many learning activities offered 

at the workplace. The author concluded that these findings indicate that schools need to build an 

adequate infrastructure and work on the structural and cultural aspects in order for teachers to 

find learning activities at the workplace attractive and useful.    

Adult learning  

Teacher learning is a social process whose impact and efficiency depend on teachers’ 

professional needs and expectations, as well as on intrinsic and extrinsic motivators (Fullan, 

2001; Bubb & Earley, 2007; Jarvis, 2004). Naturally, teachers bring their experiences, beliefs, 

and knowledge, as well as their needs and objectives to the learning events. For instance, Day, 

Sammons, Stobart, Kington, & Gu (2007) found that teachers’ feelings towards their 

professional responsibilities change over time, therefore, professional development programs 

should be compatible with their needs and career stages. In line with this finding, Wlodkowski 

(2008) argues, “To better understand motivation and learning requires us to perceive a person’s 

thinking and emotions as inseparable from each other and from the social context in which the 

activity takes place” (p. 96).  
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In Wlodkowski’s opinion, the most salient stimulators of adult learning are: 

responsibility, accumulated learning and experience, and urge for success. Digging deeper into 

these factors, this scholar maintains, “Adults by social definition, economic need, and 

institutional expectation are responsible people who seek to enhance their lives through learning 

that develops their competence. The usefulness of what is learned generally is a greater influence 

on adults’ motivation to learn than its intellectual value” (p. 97-98). Sharing the same opinion, 

Zepeda (1999) posits, “The cornerstone of successful staff development is the way in which 

adults are engaged in learning,” (p. 39). In addition, Hargreaves and Fullan (2000) argue, “Even 

experienced practitioners can benefit from having the advice, support, and role modelling of 

colleagues. Teaching is no exception” (p. 52). Meanwhile, according to Nias (2002), teachers 

would benefit a lot from such a support and exchange of ideas particularly due to the fact that 

teaching is a personal activity. 

Malcolm Knowles, a renowned American adult educator, who is considered as the father 

of Andragogy, dedicated his career to deciphering how adults learn and accumulate knowledge. 

His main theory was that adults learn differently from children and youth. Knowles’ ideas about 

adult learning were used and elaborated in books published even after his death. Thus, Knowles, 

Holton, & Swanson (2005) emphasized six principal assumptions, which provide deep insights 

into the main motivators of adult learning. Their assumptions about adult learning are as follows:  

1)      The need to know. Adults need to know why they need to learn something before 

undertaking to learn it; 

2)      The learners’ self-concept. Adults have a self-concept of being responsible for their 

own decisions, for their own lives;  

3)      The role of the learners’ experiences. Adults come into an educational activity with 

both a greater volume and a different quality of experience from that of youths. […] But they 

also have had a different kind of experience. This difference in quantity and quality of 

experience has several consequences for adult education; 

4)      Readiness to learn. Adults become ready to learn those things they need to know 

and be able to do in order to cope effectively with their real-life situations;  
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5)      Orientation to learning. In contrast to children’s and youth’s subject-centered 

orientation to learning (at least in school), adults are life-centered (or task-centered or problem-

centered) in their orientation to learning. Adults are motivated to learn to the extent that they 

perceive that learning will help them perform tasks or deal with problems that they confront in 

their life situations; 

6)      Motivation. Adults are responsive to some external motivators (better jobs, 

promotions, higher salaries, and the like), but the most potent motivators are internal pressures 

(the desire for increased job satisfaction, self-esteem, quality of life, and the like). (p. 64-68).  

Referring to the aforementioned assumptions, it may be concluded that learning is a need-

driven process and needs in the organizational context are different. And, according to renowned 

psychologists Frederick Herzberg and Abraham Maslow, as cited in Zepeda (1999), adults have 

two main types of needs: high and low order needs. Referring to the theories developed by these 

authors, Zepeda designed a single model, which describes adults’ motivational patterns, which 

should be taken into account when planning and implementing learning activities for teachers. 

Table 1. Understanding motivation (Zepeda, 1999, p. 69).  

         Herzberg Motivation  

Model 
Maslow’s Hierarchy 

           of Needs 

                                                           High Order Needs 

Motivation Job content 

Achievement 

Recognition 

Work itself 

Responsibility 

Growth 

Advancement 

Need for knowledge 

Need for understanding 

Self-Actualization 

                                                            Low Order Needs 

Hygiene Factors Pay/salary 

Fringe benefits 

Type of supervision 

Company Policies & Procedures 

Status 

Job Security 

Interpersonal Relations 

Survival Needs 

Security Needs 

Belonging Needs 

Esteem Needs 

Given that one of the primary obligations of school principals is to support teachers to 

enhance their instructional skills and knowledge, Kouzes & Posner (2002) underscore that they 
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should be aware that their “first task in enlisting others is to identify [their] constituents and find 

out what their common aspirations are. […] Leaders must show others how they, too, will be 

served by the long-term vision of the future, how their specific needs can be specified” (p. 148). 

In addition, Bubb & Early (2007) consider, “The way that we understand learning will affect the 

provision of activities we make for people to learn, and the accuracy of our understanding will 

affect the effectiveness of the learning that takes place” (p. 13). 

Van Eekelen, Boshuizen & Vermunt (2005), who explored self-regulation of teacher 

learning, found that this process in higher education institutions is mostly non-linear, occurs in 

various settings, and is motivated and inhibited by a number of factors. The participants of this 

research reported that they learn mainly by doing, interacting, reading, and reflecting. Their 

answers in relation to the factors that motivate or hinder their learning needs and wishes were 

rather complex and individual. Interaction with external contacts was one of the main stimulating 

factors reported by the participants. On the other hand, they emphasized the lack of time, 

motivation, and peer feedback as inhibiting factors. The findings of these researchers are in line 

with the conclusions of Leithwood, Seashore Louis, Anderson, Wahlstrom (2004), who posit, 

“People are motivated by goals which they find personally compelling, as well as challenging 

but achievable. Having such goals helps people make sense of their work and enables them to 

find a sense of identity for themselves within their work context” (p. 23).  

Eyal & Roth (2011) explored the relationships between the principal leadership models 

and teacher motivation. In their view, there are two main types of motivation: intrinsic and 

extrinsic. They explain that a person is intrinsically motivated when he/she finds the activity 

interesting. According to them, extrinsic motivation is driven by interests. In their study with 122 

teachers of elementary schools in Israel, they found, on the one hand, negative correlations 

between principal’s transformational leadership style and teacher burnout, and, on the other 

hand, positive correlations between transactional leadership and teacher burnout. They also 

found significant and positive correlations between self-motivation and transformational 

leadership. They acknowledge that the principal’s leadership style is only one of many factors 

that influence teachers’ motivation, but principals play a great role in motivating teachers. These 

findings imply that when teachers are autonomously or intrinsically motivated to take part in 

learning processes, their attendance may yield better results. They are also in harmony with 
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Wlodkowski’s opinion that, “Adults feel much better when they have successfully learned 

something they wanted to learn and that they value. This separates superficial learning from 

relevant learning and provides the learning process with the potential to be intrinsically 

motivating” (p. 102). 

Methods of teacher professional development  

Teacher professional development is a process that has been subject to frequent and 

profound changes worldwide over the last decades. Scholars theorize and attest that educational 

systems have been responding to the needs for improvement of teachers’ quality through the 

provision of external training programs, professional learning communities, and various school-

based learning activities (Adey, Hewit, Hewit & Landau, 2008; Diaz-Maggioli, 2004; 

Hargreaves, 2000; Fullan, 2014). Describing the prevailing opinion about teacher learning 

models, Mizell (2010) posits “When people use the term ‘professional development,’ they 

usually mean a formal process such as a conference, seminar, or workshop; collaborative 

learning among members of a work team; or a course at a college or university. However, 

professional development can also occur in informal contexts” (p. 5).  

Thus, teacher professional development models may be divided into two major types: 

external and school based activities. The first group includes training sessions, conferences, and 

workshops. Meanwhile, the main learning activities falling under the second group are coaching, 

mentoring, study groups, action research, professional learning communities.    

External learning programs  

Various theoreticians and researchers argue that traditional teacher professional 

development approaches, respectively external training sessions, workshops, and conferences 

have been gradually losing the ground to other models. It seems like there is a consent amongst 

them that externally provided professional development opportunities are not sufficiently 

effective and that is happening due to various reasons. For instance, it is believed that such 

methods alone do not help teachers to address students’ learning difficulties (Bredeson, 2000); 

they are not sufficiently profound (Fullan, 2011); they are detached from real classroom 

situations (Adey et al., 2008); they are not taken seriously by teachers (Diaz-Maggioli, 2004; 
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Harwell, 2003); they support basic learning, but do not inspire teachers to make extra efforts 

(Hargreaves, 2003), participants are passive (Lynch & Ferguson, 2010), the format and content is 

standardized (Petrie & McGee, 2012).   

Lynch & Ferguson (2010) believe that traditional approaches of teacher professional 

development are ineffective given that participants are usually passive. Sharing the same 

opinion, Bubb & Earley (2007) state, “Fragmented ‘one-shot’ workshops and conferences at 

which staff listen passively to ‘experts’ rarely make a difference” (p. 22). Further on, describing 

the attitude of teachers towards the external activities, Knowles, Holton & Swanson (2005) 

maintain, “The minute adults walk into an activity labelled ‘education,’ ‘training,’ or anything 

synonymous, they hark back to their conditioning in their previous school experience, put on 

their dunce hats of dependency, fold their arms, sit back, and say: teach me” (p. 65). 

Additionally, Knight (2009) concluded, “The worst consequence of an overreliance on 

traditional forms of professional development may be that poorly designed training can erode 

teachers’ willingness to embrace any new ideas. After attending several unsuccessful training 

sessions, teachers often lose their enthusiasm for new interventions” (p. 2).  

Harwell (2003), a proponent of school-based teacher learning activities, posits that 

professional development programs are an integral part of any effort aiming at improving student 

performance. According to her, such programs are abundant in quantity, but not in quality. The 

author postulates that the majority of the programs offered to teachers are organized in the 

traditional fashion and do not tackle real classroom challenges. Consequently, Harwell 

concluded, “When most teachers’ and principals’ professional learning occurs away from the 

school, it serves as a centrifugal force that leads to fragmentation and incoherent improvement 

efforts” (p. 3). 

Bautista & Ortega-Ruiz (2015) maintain that even though huge amounts of finances are 

spent on conferences, workshops, seminars and similar learning events, research shows that the 

impact of such programs on teachers’ practices and student learning and attainment is 

disappointing. According to them, these programs fail to achieve the aimed results given that 

they are short, participants are passive, content is superficial, presenters are not professional, the 

content is not compatible with teachers needs and so on. The authors argue that certain 
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educational systems continue utilizing such events since they may not have better options. In 

their opinion, a professional development program “that truly fosters teachers’ learning and 

change needs to be intensive and sustained, instead of short and sporadic, involving significant 

numbers of contact hours over long periods of time” (245).  

Petrie & McGee (2012) have investigated the impact of a professional development 

program focused on improving the pedagogical practices of primary school physical education 

teachers. They explained that New Zealand has introduced a series of educational reforms, which 

have been followed by professional development programs aiming at facilitating an easier 

implementation of the new concepts and policies. They noted that while the Ministry of 

Education was making effort to assist the teachers to understand, master, and implement the new 

curricular and policy requirements, it maintained the traditional format of professional 

development offered to teachers. Even though the participating schools had specific contextual 

backgrounds and teachers possessed different professional experiences, knowledge, and needs, 

the training was delivered through standardized national workshops. Furthermore, the training 

content, material, and exercises were the same for all the attendees. This ‘one size fits all’ model 

irritated a number of the participants, particularly novice teachers and educators of smaller 

schools. They qualified this event irrelevant and incompatible with their needs and contexts. 

Furthermore, there were teachers who could no replicate the activities they practiced in the 

training in the real situation. Thus, these authors concluded that professional development 

programs for physical education teachers should be designed in a way that responds to teachers’ 

needs, grants them sufficient time to implement the acquired changes, and offers them external 

support to facilitate the implementation process.  

Ko, Wallhead, & Ward (2006) underscore that the objective of professional development 

programs is to enhance teachers’ professional capacities, but research showing how such 

programs really change teachers’ pedagogical practices and student learning is sparse. Thus, 

these scholars investigated the impact of multiple workshops on the physical education teachers. 

The program was focused on assisting teachers to implement new instructional techniques and 

new curriculum strategies whose aim was to change teachers’ practices from teacher-directed to 

student-centered teaching. The findings showed that even though the participants began to apply 

the acquired novelties in practice, they abandoned them after some time due to the lack of a 
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coherent student-centered pedagogy as well as due to the lack of adequate planning, skills, and 

strategies for involving students in the learning process. It also indicated that other hindering 

elements were the contextual limitations, lack of support mechanisms, and the fact that the 

training activities were exercised with teachers, who knew what they were expected to do in 

certain moments, but classroom situations were different since the students did not possess the 

same knowledge. The authors concluded, “The result was that teachers only received a 

superficial level of learning of a relatively complex pedagogical strategy; the workshop […] did 

not equip them with the skills necessary to effectively implement the strategy within the school 

setting” (p .411).  

Differently from the afore-cited authors, there are scholars that argue that workshops and 

conferences have a positive impact on the participating teachers. For instance, Adey et al., (2004) 

argue, “There are occasions where professional development legitimately has quite limited aims, 

such as the introduction of a new assessment technique, or of a new textbook, or a new piece of 

software. Such aims may well be achievable by courses of one day or less” (p. 7). The format 

that Adey and his colleagues referred to was explored by Bredeson & Scribner (2000), who 

investigated the effect of a state-wide conference aiming at helping teachers to apply new student 

assessment methods. The authors were primarily interested in understanding three elements: 

motivation for attending the conference, teacher learning aspect, and the impact of the 

conference on the individual and school performance. The program lasted three days and 

included various workshops. The authors found that financial support was the main factor that 

motivated the participants to attend this event, followed by credits necessary for the extension of 

professional licenses. Although it may sound strange, but the participants described the 

conference as an opportunity for peer collaboration given that they do not have time to 

collaborate with their colleagues at the workplace since the prevailing cultures in their schools 

have often led them towards isolation. Given that a new policy for the assessment of student 

performance was launched in their district, the conference helped them to accumulate new 

knowledge in line with the new requirements. However, even though the participants were fond 

of the topics addressed over the conference, they were not certain if they would be able to apply 

the new knowledge in the classroom, respectively schools. The study showed that the success of 

such activities depends on school-wide attendance given that only a small proportion of 
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participants believed they would be able to transfer the new knowledge to their peers. 

Nevertheless, the authors concluded that such events help the attendants to understand abstract 

concepts, deprivatize teaching, collaborate with peers, and to challenge their beliefs about certain 

matters affecting their professional practices and students’ performance.   

Macias (2017), a proponent of bottom-up teacher professional development events that 

are designed and led by teachers, investigated the perceptions of the participants of three 

conferences that were held in three consecutive years in which teachers had the main say 

regarding the topics, participants, format, goals, and location of the conferences. These events 

were attended by teachers, school leaders, students, experts, and parents’ representatives. They 

were held in the facilities of a university, which was a neutral setting for all the attendants, and 

the participation was voluntary. The location was described as one of the advantageous factors of 

these conferences since the participants could express their ideas and concerns freely. The 

participating teachers liked also the fact that they heard perspectives from different school 

principals and could express themselves truthfully about various topics without being afraid of 

repercussions. They also found the conferences as an opportunity for creation of new relations 

with peers beyond their own community. The participating teachers also found the ideas 

conveyed by the presenters, who were teachers, school administrators, and university professors, 

very practical. The author concluded that such conferences do not replace other teacher 

professional development models, but “When teachers lead professional development, the focus 

will remain practical while a neutral space can allow for a democratic forum needed to create 

positive change” (p. 89).  

De Vries, Van de Grift, Jansen (2013) recognize that continuing professional 

development is important for the improvement of schools, teacher quality, and student learning, 

but teachers’ beliefs are of paramount importance for such initiatives to succeed. These authors 

conducted a research in four secondary schools in the Netherlands to explore the influence of 

teacher professional activities on the subject-matter knowledge and student learning orientation. 

They found high correlations between student-learning oriented teachers and participation in 

continuing professional development activities and no relationships between subject-matter-

oriented teachers and participation in such activities. Furthermore, based on the data collected 

from 30 elementary schools, Parise & Spillane (2010) found that formal and on-the-job learning 
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opportunities are statistically significant predictors of teacher change in Math and English 

Language instruction. They found that collaboration between teachers is the strongest predictor 

of teacher change and the discussions around the subject appeared to be the most relevant ones 

for positive changes. 

The results of a small-scale research conducted by Colbert, Brown, Choi, and Thomas 

(2008) with a cohort of 26 teachers, who had attended a teacher-driven conference, showed that 

such learning programs have a positive impact on the instructional practices, subject knowledge, 

and teacher professionalism. The participants reported also improvements in students’ learning 

and attainment. They also acknowledged that their principals had a pivotal role in this process as 

they helped them to be part of this program and were committed to the implementation of the 

acquired skills and knowledge throughout the school. Findings of such studies support Cole’s 

(2012) theory about the main characteristics of effective teacher learning. Cole also argues, 

“Effective professional learning focuses on developing the core attributes of an effective teacher. 

It enhances teachers’ understanding of the content that they teach and equips them with a range 

of strategies that enable their students to learn that content” (p. 6). 

Deglau & O’Sullivan (2006) theorize that teachers enhance or acquire new professional 

knowledge in organized social events such as professional development activities. In their view, 

the human factor plays an important role in changing teachers’ professional beliefs, even if they 

are experienced educators. Through a small-scale research, involving six teachers of physical 

education, the authors explored how a 15-month professional development program affected 

participants’ perceptions about teaching and students and how the learning community affected 

their perceptions about themselves as teachers. The program was delivered by university 

personnel and included workshops, school visits, experience sharing, and coaching activities. 

The findings showed that as a result of this program, the participating teachers witnessed a 

change in their teaching techniques, moving from skill-based to tactical approach teaching, 

which constituted a paradigm shift about the use of new instructional models. Furthermore, as a 

result of the training, they started embedding technology into the teaching process and they 

started applying new student assessment methodologies. They also developed a bigger trust in 

their students and allowed them to have a bigger autonomy in their classes, which led to a higher 

student participation in the learning process. Given the format of the program, the participants 
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began to feel more responsible towards the peers and about their professional contribution. This 

affected their perceptions about their professional identity because they started believing that 

they may serve as mentors and teacher leaders in their school and other contexts.  

According to Guskey & Yoon (2009), research studies investigating the relationships 

between teacher professional development and student learning and the effects of professional 

development programs, is rather deficient. In their view, these relationships are often complex 

and research results are debatable. They came to such a conclusion after reviewing a report 

prepared by What Works Clearinghouse, an agency that assists the U.S. Education Department 

with education research, programs, and policies. They noted that only nine out of 1.343 research 

studies, which were considered by this report, met the required research criteria. In spite of the 

negative reputation of workshops, which are often portrayed as ineffective method of 

professional development. However, contrary to this conclusion, these studies found positive 

correlations between better student learning and teachers’ attendance in workshops. Thus, 

Guskey & Yoon underscored that workshops should not be depicted as the representative of 

ineffective professional development models. The research also showed that the student learning 

was improved when teachers attended programs delivered by external experts, who presented the 

concepts directly, not through third parties. A factor that increased the effectiveness of a 

professional development program was sufficient and effective time spent in a learning event. 

Positive impact was reached by programs that included more than 30 contact hours. Effective 

programs were also the ones focused on pedagogy and content, included follow-up activities, and 

contained activities helping educators to understand teaching and student learning.  

According to Tzivinikou (2015) teachers in Greece have started attending in-service 

training programs after 2000 since teaching was considered to be art, therefore, teachers were not 

requested to continue learning and develop professionally after obtaining the degrees. 

Furthermore, she explained that general and special education teachers usually attend 

professional development programs separately. But her belief was that they would help each 

other overcome pedagogical challenges more easily if they attended such programs jointly and 

worked collaboratively. This fact urged the author to explore the impact of a six-month training 

program on improving educators’ teaching skills and strategies. The program was attended by 

general and special education teachers jointly and was delivered in two phases: 30 hours were 
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spent on explaining the theories on teaching students with special needs and 70 hours were 

utilized for collaborative practical work, during which the participants were monitored, advised, 

and supported by scientific coordinators and program coaches. The pre-post test results showed 

statistically significant improvement in the self-efficacy of the participants. The results also 

showed that this program affected the attendees’ planning, pedagogical, and relational skills, 

leading to enhanced pedagogical methods for students with special needs. Their students also 

reported a higher awareness of the inclusion approach. The author believes that these positive 

changes occurred due to the continuous monitoring and because the needs of the participating 

teachers were taken into consideration when the program was designed. She also highlighted that 

the most significant part of this program was the collaborative work between the teachers, who 

collaborated in pairs of two.  

The results of research studies investigated by Borko (2004) also showed that external 

programs may be effective if they fulfil a number of criteria. The author noted that mathematic 

teachers that attended workshops that were focused on subject matter and were provided with 

additional support during the school year had clearer mathematical concepts and gained bigger 

understanding about children’s thinking, which helped them to develop and apply new teaching 

strategies in the teaching process. They also paid more attention to discussions between the 

children, which helped them understand student thinking patterns leading them towards applying 

appropriate strategies, which increased students’ skills, confidence, and capabilities. However, 

the author underscored that learning is “a slow and uncertain process for teachers, just as it is for 

students. Some teachers change more than others through participation in professional 

development programs,” (p. 6). Borko also presented the impact of a professional development 

event organized with teachers of mathematics focused on aiding them to improve their 

understanding about the concept of algebra. They had attended a summer institute, monthly 

workshops, and had established professional learning communities. Amongst many other 

activities held over the training, they were also requested to videotape, watch, and analyse the 

teaching process together. They author found that this format helped the participants to achieve a 

greater knowledge about the subject matter. The participants admitted that peer collaboration and 

conversations about their subject aided them develop understanding about the algebra. In 
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addition, through videotapes they realized the strengths and weaknesses of the new teaching 

practices and their instructional methods in general.  

Bayar (2014) posits that since pre-service education does not equip teachers with the 

necessary skills for classroom practices they have to attend various professional development 

activities for enhancing their professional capacities. The author also argues that there is no 

accord amongst education scholar and professionals what constitutes effective professional 

development. Thus, he investigated this topic through a small-scale research involving 16 

elementary school teachers that had attended at least three professional development activities in 

a period of 12 months. The findings revealed that the participants had attended mainly traditional 

professional development programs. In their view, a teacher professional development activity is 

effective if it corresponds with their personal and school’s needs, if teachers are involved in 

designing the program, if the participants are provided with the opportunity to be active, if it is 

sufficiently lengthy, and if it is delivered by experts. However, the majority of subjects 

complained that they were not involved in planning such activities, which were often 

incompatible with their needs and were irrelevant for them. They also complained about the lack 

of opportunity to be active in those events due to time limitations. Another weakness highlighted 

by the teachers were unprepared instructors, which affected teachers’ will to take part in other 

similar activities.  

Guskey (2002) posits that teachers confirm in various studies that they take part in 

professional development programs for enhancing their professionalism. They hope that such 

events would help them to have a positive impact on the student learning, leading to better 

individual and school results. Guskey also notes that teachers are mainly interested in learning 

events that are focused on their daily tasks in the classroom and subject matter. In his view, most 

professional development programs fail to address teachers’ professional needs and the teacher 

change process, expecting quick changes after the attendance in a professional development 

program. In his view, the effectiveness of a learning event would increase if it follows a four-step 

model: “professional development → changes in teachers’ classroom practices → change in 

student learning outcomes → change in teachers’ beliefs and attitudes” (p. 383). According to 

him, the sequence of these steps is very important because teachers’ would change their attitudes 

towards a new teaching approach only after they see it functioning and affecting students’ 
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learning and attainment. He also notes that the change process is usually slow, requires extra 

energies, which generate additional burden and insecurity for teachers, as a result of which they 

are often unwilling to try novel practices. Nevertheless, such an insecurity may be reduced if 

teachers are offered feedback about the work process and results, if they are supported in 

difficult occasions, and if they are pressured when they lack self-motivation.  

Thus, research studies and theoretical works highlight that most of the traditional teacher 

development methods are not succeeding to have a positive impact on further teachers’ 

professionalization due to a number of factors, such as contextual limitations, lack of support and 

monitoring, passive participation, standardized approach and content, inconsideration for teacher 

experience, short programs, and unprepared trainers. On the other hand, research also shows that 

conferences and workshops help teachers understand abstract concepts and challenge their 

beliefs about teaching and learning. Usually, these teacher learning formats are effective if 

teachers are supported by principals to implement the acquired knowledge, if events are 

delivered by true experts, are focused on pedagogic issues, are not short, involve higher number 

educators of a certain school, and are compatible with participants needs.  Meanwhile, research 

shows that workplace collaborative learning has a bigger effect on teachers, encouraging them to 

change their professional practices in line with the developments in other fields. Thus, the part 

below is focused on the school-based learning opportunities offered to teachers. 

School-based professional learning activities   

A great proportion of the research studies and theoretical works on teacher professional 

development methods of the last two decades has been focused on the school-based teacher 

learning. Such studies show that teachers and principals have higher considerations for these 

methods than for the traditional ones. Referring to their experiences as direct participants, they 

consider that school-based learning is more effective as it is based on schools’ needs, it is easily 

accessible, more collaborative, interactive, and occurs in a trusting environment.   

“Professional learning in effective schools: The seven principles of highly effective 

professional learning,” is a paper, published by the Government of Victoria in Australia, which 

investigated the methods utilized by effective schools for the improvement of teachers’ skills and 
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knowledge. The point of departure of this paper was that teaching is a complex profession and 

“teachers need to update their skills and knowledge continuously, in order to fulfil their mission, 

respectively to prepare students for the highly dynamic and rapidly changing world” (p. 2). The 

findings of the paper show that teachers of effective schools improved their skills in several 

ways, respectively through action research, examination of students’ work, study groups, case 

discussions, peer observation, and lesson study. Based on the findings, the paper expressed 

anticipations that continuous teacher professional learning would be fruitful if it is: focused on 

students’ outcomes, embedded in teacher practice, informed by best available research on 

teaching and learning, is collaborative and reflective, is based on evidence and data, is part of the 

culture, and is an individual and collective responsibility at all levels. 

Education systems and educators worldwide organize school based professional 

development activities in various manners. Some of them are thoroughly explored and some 

others have received less attention. This research took into consideration some of the most 

explored and effective workplace learning modules. They have been listed randomly, meaning 

that their arrangement does not imply that one method is more important than the others.  

Coaching 

The increasing pressure on the educational systems and practitioners to yield better and 

faster results has led scholars and teachers to use various learning methods that are applied in 

other fields. Teacher coaching is one of the professional development methods borrowed from 

the world of business aimed at helping teachers enhance their professional competence (Knight, 

2007). According to Knight, peer coaching, cognitive coaching, and instructional coaching are 

the three main coaching approaches utilized in education. He explained that these approaches 

share a number of commonalities, such as: focus on the professional practice, job-embeddedness, 

intensiveness and longitude, partnership, dialogue, non-evaluative practice, and respectful 

communication between the coach and coachee.  

However, Atteberry & Bryk (2011) caution that in spite of the popularity and positive 

considerations for coaching as a teacher learning method, implementation of coaching methods 

in the educational context is a complex process. The findings of their research, conducted in 17 
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schools in the United States, showed that coaching activities are affected by numerous factors, 

such as prior experience of teachers and coaches, their commitment to novelties, and their 

assumptions about peer collaboration. They also found that school size influences coaching 

activities since smaller cohorts can attend more coaching sessions than bigger ones due to 

coaches’ availability. Expectedly, novice teachers are more willing to take part in coaching 

sessions than teachers with longer experience. The findings of this research also indicate that 

teachers that are committed to school’s success are more willing to attend coaching sessions. 

These scholars also found that supportive school leadership and learning environment encourage 

a bigger coaching participation.   

Lynch & Ferguson (2010) were also interested in understanding how coaches help 

teachers. They investigated this topic through the reflections of 13 literacy coaches, engaged in 

an Ontario school board. These authors came to a conclusion that coaching is a complex teacher 

professional development method. The participating coaches listed a series of barriers they 

encountered while trying to offer their services for teachers. Some of the main ones spotted by 

these authors included: limited principal involvement, resistant teachers, too many schools to 

service, role uncertainty, and limited resource materials. On the other hand, they explained that 

during the coaching sessions, teachers are supported through: “a) designing lessons or modelling 

lesson or strategies, b) observing teachers present lessons or having teachers watch them model 

lessons, and c) debriefing or designing lessons after teachers watched them present strategies for 

application” (p. 209).   

Referring to her personal experience as a mathematic coach, Zuspan (2013) maintains 

that building positive relationships with the participating teachers and the principal is of 

paramount importance for a coach engaged in assisting teachers. She cautions that principals 

may not be familiar with the coaching practices, therefore, in such cases, coaches are expected to 

educate the principal regarding coaching practices and their role in helping teachers improve 

their performance. Zuspan also shows that coaches should take into account the school’s culture 

because teachers are used to work in isolation and coaching requires collaborative work and 

trusting relations, which cannot be built quickly. 
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Miller and Stewart (2013), who explored the perceptions of 22 literacy teachers from two 

schools about coaching as a professional development method implemented in their respective 

schools, found that teachers felt positive about it because it was a sustainable and job-embedded 

method that applied a collaborative, reflective, and inquiry-based approach. In their view, 

coaching teams would be successful if the implemented model and the role of the coach are 

clearly defined at the outset, if coaches are professional and qualified, and if they support the 

coachees rather than try to impose opinions to them.  

Elish-Piper & L’Allier (2011) examined the impact of coaching activities attended by the 

literacy teachers of K-3 grades of a school district. 12 coaches and 121 teachers of 3,029 students 

were part of this study. One of the elements tested by these scholars was the influence of the 

credentials of the coaches, who held two types of certificates, as well as the practices they used 

during this program. The results indicated that the credentials of the coaches were not a 

significant predictor of student literacy gains. A very important factor was the amount of time 

that coaches spent with the participating teachers as it was positively related to students’ gains 

and was a significant predictor for changes in a group of students. The findings also identified 

conferencing, administering assessments, lesson modelling, and teacher observation as coaching 

activities that improved student reading gains.  

Netolicky (2016) conducted a small-scale qualitative research exploring the perceptions 

of teachers and middle and executive leaders of a school in Australia about a coaching program 

implemented in their school. The participants found this school-based and collaborative learning 

as an important opportunity for their professional development. On the other hand, they had 

mixed feelings about the system driven learning, courses, and conferences. While some 

participants found them ineffective, others described them as good opportunities for networking 

with peers. They assessed the coaching model they attended helpful because it allowed them to 

reflect on their respective role in a “safe and challenging environment” (p. 277).  

Neuman & Cunnigham (2009) investigated the effects of a project aiming at improving 

the language and literacy instructional practices of child-care center and home-based educators in 

Michigan. The research applied the quasi-experimental approach and the participants, 304 in 

total, were divided into three groups: the first group were provided with a professional 



69 
 

development course offered by a local college, the second group received a professional 

development course and attended coaching sessions, and the third received no training or 

coaching services. The post-test showed that the teachers of the second group achieved 

significantly higher results than the ones of the first and third group in terms of instructional 

practices. The difference between the teachers of the first and third group was not statistically 

significant. In addition, the difference between the center-based and home-based educators in 

terms of instructional practices prior to the intervention was high, but it was significantly 

reduced after the attendance of the professional development course and coaching activities.  

Study groups  

Study groups are forums of teachers working together to address certain issues of 

common students (Mullen & Huntiger 2008; Post and Varoz, 2008; Crespo, 2006). Describing 

the working procedures of study groups, Knight (2009) maintains, “Teachers engage in 

professional development every day—they just don’t do it with professional developers. 

Teachers learn from each other all the time by sharing lesson plans, assessments, activities, and 

ideas about individual students” (p. 3).  

Lick (2000) specifies that teachers gather in study groups “to increase their capacity 

through new learning opportunities for the benefit of students, themselves, and the school,” (p. 

43). Referring to his experience with 700 study groups of more than 75 schools, Lick confirms 

that study groups may improve both student learning and school effectiveness. He maintains that 

the work in study groups guides teachers towards setting and achieving certain goals and helps 

them increase their content knowledge and effectiveness, which affects student learning and 

school performance. 

According to Mullen & Huntiger (2008), study groups may be voluntary or mandatory. 

These two scholars concluded that principals usually assist study groups by setting a clear vision 

and goals for student learning, creating an environment and guidelines for collaborative work, 

employing distributed leadership practices, analyzing student achievement data, identifying 

needs of students and teachers, and allocating time for the activities of study groups.  
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 Post & Varoz (2008) state that study groups are a form of the professional development 

led by teachers, who provide support for each other through collaborative work. They studied the 

work done during a lesson-study project that brought together pre-service and practicing 

mathematic teachers. After the conclusion of the project, the practicing teachers taught the 

lessons they had reviewed during the project and the pre-service teachers observed the classes. 

Upon the conclusion of the project, the pre-service teachers emphasized that this initiative helped 

them to develop understandings about children’s mathematical thinking and the practicing 

teachers confirmed that this initiative increased their understanding of teaching mathematics and 

lesson-study process.  

Crespo (2006) posits that the success of study groups work depends on the quality of the 

conversations generated during the activities. For this purpose, she explored conversation 

patterns utilized by seven mathematical teachers involved in study groups and found that they 

generated two types of conversations: exploratory and expository. Exploratory conversations 

prevailed when teachers were focused on their work and expository conversations occurred when 

they discussed students’ work. Crespo also noted that the research participants were very 

interactive and argumentative when discussing mathematics as a subject and less interactive and 

less collaborative when talking about teaching practices and students’ work. Crespo concluded 

that “these forms of talk are important because they open or close opportunities for intellectual 

and collaborative conversations around two of the most common activities of mathematics 

teacher groups – study of mathematics and analysis of their students’ work” (p. 52).    

Mentoring 

Hargreaves & Fullan (2000) believe that mentoring is an approach that will enhance 

teacher professionalization and will improve schools in the 21st century. They theorized that 

mentoring programs may bring positive changes into education if they are considered as school 

reculturing instruments, are connected to other ongoing reforms, and if the participants see them 

as an opportunity for professional recreation. They also caution that, “Mentoring of new teachers 

will never reach its potential unless it is guided by a deeper conceptualization that treats it as 

central to the task of transforming the teaching profession itself” (p. 50). 
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Schwille (2008) maintains that mentoring is ‘an educational intervention’ designed to 

help novice and pre-service teachers to bridge the theories reviewed during the studies and real 

classroom situations. Mentoring is a dynamic process that requires continuous communication 

between the mentor and mentee, advanced judgmental skills, and deep knowledge of the subject 

matter. The results of his research that analyzed the work of 26 pairs of mentors and mentees 

from the United States, England, and China show that mentoring takes place in the presence and 

absence of students or as he describes ‘inside the action and outside the action.’  

Hargreaves & Fullan (2000) posit that mentorship as a teacher professional method 

should be offered to anyone that needs it and whenever they need it irrespective of one’s 

experience. In other words, they maintained, “mentorship involves more than guiding protégés 

through learning standards and skillsets and extends to providing strong and 

continuous emotional support. […] support for teachers should not fall to a few designated 

mentors but extend across the entire school community (p. 53). Meanwhile, Mrvar, Resman, 

Kalin & Mazgon (2019) argue that close cooperation between the principal and school 

counsellor helps the development of the entire school and its stakeholders.    

Action research 

Altrichter, Kemmis, McTaggart & Zuber-Skerrit (2002) consider that action research is a 

progressive professional development approach that has an axiomatic and empirical definition. 

Axiomatically, action research means reflection on own practices and action, and sharing of 

professional experiences. Empirically, action research is a process implemented in a democratic 

and collaborative environment leading to the emancipation of participants. They also added, 

“Action research aims to develop practical situations and competencies of the participants 

without substantively prescribing objectives to be achieved” (p. 127).  

Marquardt (2000), who analyzed the research exploring the impact of action research on 

the development of leadership, theorizes that this approach develops participants holistically 

within their functional context because it encourages the partakers to ask new and different 

questions, gain new insights, and consider various experiences before trying to resolve a problem 

on their own. In addition, Reason & Bradbury (2007) argue that action research “seeks to bring 
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together action and reflection, theory and practice, in participation with others, in the pursuit of 

practical solutions to issues of pressing concern to people, and more generally the flourishing of 

individual persons and their communities” (p. 4) 

Vogrinc & Valencic Zuljan (2009) posit that teachers would be able to urge their students 

to become life-long learners only if they are life-long learners themselves. The results of a study 

conducted by these authors with 274 teachers show that teachers’ readiness to take part in action 

research activities varies, depending on the years of experience. Their findings revealed that 

junior teachers with 1-3 years of experience were the most willing to involve in action research 

activities, the next were the teachers with 7-18 years of experience, and the least interested ones 

were the teachers with 4-6 and those with more than 19 years of work experience. Their research 

also showed significant variations in teachers’ attitudes towards the phases of an action reaction 

activity. While all the respondents were willing to participate in presenting observations and 

improvements in the school practice, the collection of data, and planning the content of the 

activity, they showed less interest in processing and interpreting the data, preparing the 

techniques and instruments, and writing research reports.   

Action research projects may be implemented at the school and classroom level, with 

peers or students. In schools, through action research, the collective works together on 

identifying the challenges they encounter and remedying their practices. In classrooms, they may 

be implemented by sole teachers interested in investigating various learning and teaching aspects 

of a single class or multiple classes. Wood (2017) explains that teachers in the UK are requested 

to involve in action research, but there is no clear guidance instructing them how to conduct 

action research in the classroom. She implemented an action research study with 31 students 

about the instructional approaches applied in English Literature classes. Describing the 

challenges she encountered during the research process she emphasized the lack of time, 

prioritization of survey questions, and student characteristics. She had doubts if the data 

collected during such studies are ethical and valid due to ethical standards. For instance, students 

gave different answers in the one-to-one interviews and other answers in groups. Knowing that 

their answers are confidential, they used the opportunity in the one-to-one interviews to criticize 

other teachers, therefore, the author was not certain about the validity of such claims. 

Nevertheless, in spite of these challenges, Wood (2017) understood that some of her assumptions 
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about teaching of English Literature were improper and should be amended. She also realized 

that the support of school administration and colleagues is crucial for conducting such studies.  

Professional Learning Communities 

As organizational structures, professional learning communities (PLCs) are collaborative 

forums that aid teachers to accumulate pedagogical knowledge, to enhance their instructional and 

assessment methods, and to implement curriculum successfully. They also help building of 

positive relationships inside and outside the school. When truly embraced by teachers, PLCs are 

instruments that improve school’s effectiveness and students’ attainment. Depending on series of 

factors, educationalists use a variety of formulations to describe PLCs, but the common 

denominator is that they are groups of professionals learning and working together aiming at 

enhance their knowledge and skills as a way for the improvement of students’ attainment. For 

instance, Mitchell & Sackney (2000) define PLCs as “groups of people who take an active, 

reflective, collaborative, learning-oriented, and growth promoting approach toward both the 

mysteries and problems of teaching and learning” (p. 9). Hord (1997) sees PLCs as forums “in 

which the teachers in a school and its administrators continuously seek and share learning, and 

act on their learning” (p. 6). Stoll (2010) maintains, “Learning communities are inclusive, 

reflective, mutually supportive and collaborative groups of people who find ways inside and 

outside their immediate community to investigate and learn more about their practice in order to 

improve all students’ learning” (p. 469). 

Describing the concept of learning communities, Kiefer & Senge (1982) theorized that 

members of learning communities are united people that “transcend their personal limitations 

and realize a collective synergy” (p. 1). Promoting a similar viewpoint, Hargreaves (2007) 

argued that sustainable PLCs manage to synergize their efforts by setting learning as their top 

priority. Illustrating PLCs’ learning activities according to social theory approach, Collay, 

Dunlap, Enloy & Gagnon (1998) stipulated that learning in a community of professionals is the 

opposite of isolation as it develops in an interactive environment, where individual contribution 

is an integral part of a systematic learning process. In the opinion of Servage (2008), teachers 

involved in such communities are usually willing to contribute to a positive transformation of 

their schools if they work together in a trusting, critical, and creative environment.  
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According to Vescio, Ross, & Adams (2007), the concept of PLCs comes from the 

business world as a method of organizational learning. It has been adapted to the field of 

education based on the premise that knowledge increases through daily interaction and reflection 

between the peers. These authors analyzed studies exploring the impact of PLCs on teaching and 

student learning, published from 1990 to 2005. Referring to this work, Vescio, Ross, & Adams 

stressed that PLCs may have a significant impact on changing the school culture, they strengthen 

professional collaboration between teachers, increase teachers’ focus on student learning, and 

encourage continuous teacher learning. Based on the research data, they also found that PLCs 

increased significantly student achievement scores. Also, the link between PLCs’ characteristics 

and student achievement was statistically significant, particularly in schools with strong PLCs.  

A true teacher collaboration depends on a set of preconditions, such as mutual respect, 

trust, reflective dialogue, cultural, structural, and social factors, school leadership, and personal 

attitudes. Mitchell & Sackney (2011) identified five principles that bring teachers together in a 

PLC: deep respect, collective responsibility, appreciation of diversity, problem-solving 

orientation, and role modelling. In addition, Hargreaves & Fullan (2012) maintain that PLCs 

consist of three core components: communities, learning communities, and professional learning 

communities. According to their interpretation: a) communities are collectives committed to the 

achievement of a common goal by working together and showing respect for each other; b) 

learning communities are groups of teachers dedicated to professional learning as a way leading 

to improvement of instructional practices, resulting in better student scores; and c) professional 

learning communities are collectives that collaborate and decide based on collective experience 

and learning rather than functioning strictly according to instructions.  

Hargreaves & Fullan (2012) are promoters of the idea that social interaction and positive 

relationships are the driving force behind the professional capital of an organization. Usually, 

positive relationships are based on reciprocity and are a source of collective support. Therefore, 

the success of PLCs, as goal-oriented support groups, depends on a series of core values, 

including building of relations, sharing of ideas, practices, and experiences, which usually 

happen in a trusting environment (Wahlstrom & Seashore Louis, 2008). Given that teachers are 

usually very busy with their daily professional engagements their collaboration is a difficult 
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process affected by different challenges. But when teachers manage to create healthy 

relationships with each other, they overcome the obstacles along the way.  

Nevertheless, it should be recalled that “Having well-prepared teachers who focus on 

continually improving their instruction is only part of the solution” (Darling-Hammond et al, 

2017, p. 69). Thus, PLCs should not be seen as a silver bullet for all the teaching and learning 

problems, as they are only one of the approaches that help improve teachers’ skills (Harris & 

Jones, 2010) and their success depends on a variety of factors that will be elaborated further 

below.    

Guiding disciplines of PLCs  

The concept of PLCs has emerged from the learning organization theory, which was 

originally conceived for the business world as a model that would assist commercial companies 

to increase their output through continuous professionalization of their respective staff. The 

theory of learning organization was coined by Senge back in 1990 and has been continually 

complemented with additional interpretations, data, and information by many other scholars. 

Even though they sound similar and are often used interchangeably, scholars suggest that there is 

a difference between PLCs and learning organizations. Actually, Mitchell & Sackney (2000) 

explain that the difference is in the means and the ends of the concept:  

We believe the two terms, although similar, are not synonymous. At the risk of sounding 

somewhat simplistic, we believe that the key difference lies in the definition of ends and 

means. In a learning organization, the ends of importance are organizational growth, 

productivity, efficiency, and effectiveness. The means are the people and the learning that 

they do in support of organizational goals. […] By contrast, in a learning community, the 

ends of importance are growth and development of the people. The means are the ways in 

which community members work and learn together. (p. 6). 

The framework of learning organizations, conceived by Senge (2006), is based on five 

core disciplines: personal mastery, mental models, shared vision, team learning, and systems 

thinking. Senge also advised that an organization is a genuine learning organization only when 
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“the five disciplines develop as an ensemble” (p. 11).  Below is a brief description of each 

discipline of a learning organization and how they may affect teachers and schools.  

Personal mastery is the first discipline of a learning organization. As a stand-alone 

phrase, it urges for commitment to individual development and lifelong learning. People 

possessing such a trait are not happy with the skills, capacities, and knowledge they possess and 

they are “continually expanding their ability to create the results they truly seek in life” (Senge, 

2006, p. 131). This discipline encourages teachers to seek and find ways for transcending their 

expectations and standards.  

Education systems aspiring to be and to remain on the top urge their teachers to be life-

long learners, to get rid of outdated information, to review their teaching practices, and to 

enrichen their content knowledge. Lieberman (2007) says that “Learning more can come from 

peers, research or knowledge that is generated together, but the starting point is one’s own 

practice” (p. 200). It is worth recalling that access to limitless learning sources, online tutorials 

offered by experts, and forums of professionals and practitioners have made the personal mastery 

journey easier and more tangible than ever before. The rapid social, economic, and technological 

developments, which will probably become even more dynamic in the future, are turning 

personal mastery into a necessity for one’s professional survival in the highly complex and 

competitive world.  

 Mental models are the assumptions a person may have or create about the surrounding 

world. They are often roadblocks that hinder teacher’s learning and readiness for change, which 

usually affect the end users, respectively the students. Senge (2006) considers mental models as 

very powerful factors that shape one’s perceptions toward a variety of components that are 

crucial for an organization. Due to mental models, one person may have different perceptions 

about the same matter under different circumstances and various persons may come up with a 

similar perception about an issue under certain circumstances (Maund, 2003). Leithwood, 

Seashore Louis, Anderson, Wahlstrom (2004) posit, “An understanding of how teachers interpret 

the needs of their own students and the nature and value of external reform efforts requires, 

however, attention to their mental models” (p. 64). 
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Mental models are a product of various experiences a person goes through. They may 

also be “flawed or [may] reflect a knowledge that no longer exists” (Chapman & Ferfolja, 2001, 

p. 399). Fullan (2011) provides vivid examples how mental models hamper teachers’ work and 

have a negative impact on students. In order for teachers to challenge and alter their mental 

models, they should continually interact, exchange experiences, knowledge, and data (Hord, 

1997). However, research into the impact of mental models on the educational process is sparse. 

Consequently, it is hard to believe that teachers are aware of the negative influence of the mental 

models that exist in their heads. For instance, Thompson, Gregg, & Niska (2004) conducted a 

mixed-method research with principals and teachers of six schools. Their goal was to understand 

if the participants see their schools as learning organizations. However, none of the principals 

spoke of mental models, which is a core discipline of a learning organization. Thus, the lack of 

research into this discipline of a learning organization is a signal that principals and teachers 

should be assisted to understand the power of mental models and their influence on the education 

process.  

Chapman & Ferfolja (2001) maintain that mental models are grounded in the personal 

experiences that affect one’s decisions leading to a series of chain developments. Referring to 

past research, they developed a framework consisting of seven components that may lead to the 

development of flawed mental models. In their paper, they analyzed three fatal accidents that 

occurred in different contexts and at different times in Australia. They found that the persons that 

could have prevented those tragedies had flawed mental models. The events these researchers 

investigated are related to safety aspects, but their framework could be utilized in other sectors, 

including education, if properly contextualized.   

Shared vision is the force that synergizes and mobilizes members of an organization 

towards the achievement of the set goals because “When people truly share a vision, they are 

connected, bound together by a common aspiration” (Senge, 2006, p. 192). Differently from the 

two previous disciplines, shared vision seems to be clearer as a concept. For instance, all the 

participants of the aforementioned study conducted by Thompson, Gregg & Niska (2004) were 

aware of the importance of the shared vision.  
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However, Senge (2006) cautions that there is a big difference between the commitment to 

and compliance with a shared vision. He explains that shared vision is usually conceived and 

promoted by the leader and others are expected to comply with it rather than to be committed to 

it. Such a practice is quite common in the business world and bureaucratic organizations, but that 

should not be the case in schools. Schools are expected to be organizations of equals, with flat 

structures, and shared responsibility. Thus, it is important for principals to be aware that if 

school’s shared vision is shared and not imposed, it will change relationships within the 

organization, teachers would see the school as ‘our school’ and would be more committed to the 

achievement of the aimed results. Being the central school personalities, principals are 

encouraged to involve the entire faculty in building school’s vision together, which would 

contribute to a strong cohesion, a sustained learning environment, collective responsibilities, and 

easier achievement of foreseen goals. It would strengthen the relationships between the teachers, 

as well as with the principal, students, and their parents, who are key components of the 

collaboration between all the participants.  

Team learning is the fourth discipline of a learning organization that facilitates the 

development of the entire collective through reflection, dialogue, constructive critique, and 

exchange of data, information, and knowledge. It enables one member to learn from the group 

and the group to learn from one member. In a way, team learning is a group mastery. The 

starting point of a successful team learning process is, “Collectively, we can bring more 

insightful, more intelligent than we can possibly be individually” (Senge, 2006, p. 221).          

Team learning usually produces practical solutions for classroom challenges, but it is also 

a long and complex process that depends to a great extent on the three aforementioned 

disciplines. In schools, it is empowered by encouraging commitment to personal mastery, by 

urging teachers to change negative mental models, and by involving them in building the shared 

vision. It also depends on a set of prerequisites, such as mutual respect and trust, which lead to 

sharing of information, data, and experiences safely. Collinson (2004) investigated the factors 

that motivated and restrained the dissemination of organizational learning in three schools. The 

participants identified 43 factors that motivated and 35 factors that restrained the dissemination 

of organizational learning. Some of the main motivators were: relationships with colleagues, 

personal attitudes, level of competences, principal’s encouragement, suitable environment, and 
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time for meetings inside and outside the school. The main constraints included the lack of time, 

peers’ attitudes, lack of trust and reliability, technical issues, and lack of PLC culture.  

Given that members of these teams are usually committed to learning, the factors that 

affect their joint ventures require principal’s involvement in removing the possible obstacles. 

Thus, team learning is usually coordinated by the principal who is supposedly familiar with the 

personal traits and needs of the teachers as well as the culture of the school and beyond. For 

instance, Yuan & Zhang (2016) showed that principal’s presence in team learning events is a 

decisive factor that paves the way to an open dialogue between the participants.    

Systems thinking is the fifth discipline that encapsulates the whole theory of the learning 

organization. It is a construct enabling one to see the parts working together and in an 

interconnected manner (Senge, 2006). It also has two main meanings: “rising above the separate 

components to see the whole system, and thinking about each separate component as a part of 

the whole system” (Shaked & Schechter, 2014, p. 794).  Operating as part of a larger system and 

being systems on their own, schools are organizations whose work depends on interrelationships 

between instructional practices, curriculum implementation, assessment, students’ 

characteristics, class size, infrastructure, and so on. A school’s success is also influenced by the 

relations between teachers, their attitude toward teaching and learning, their satisfaction with the 

job, incomes, and other incentives. Decisions of the past, present, and future as well as a 

conglomerate of other external factors affect school’s operation and success, too.        

Shaked and Schechter, (2014) posit that principals that work according to the framework 

of systems thinking do not try to fix the system by breaking it into parts, but rather by seeing the 

whole picture as one piece and by observing the hidden relations between the parts. If a school is 

not functioning well, then the principal should step back, stand upfront, and observe if something 

has been missed out and how constituents of the school are functioning separately and in concert 

(Barnard, 2013). In conclusion, Thompson, Gregg, & Niska (2004) argue that “A school must 

understand and practice the five disciplines of a learning organization to be a true professional 

learning community” (p. 5).  
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Effects of PLCs’ on teaching and learning  

Globalization, socio-economic developments, demographic diversity, standardized 

competitions, education internationalization projects, and rapid technological developments are 

some factors that indicate that education is becoming more complex, therefore, additional efforts 

need to be made for enhancing teachers skills and knowledge (Liberman 2007; Mitchell & 

Sackney, 2011; Stoll, Robertson, Kisber, Sklar & Whittingham 2007). These authors urge 

schools to establish structures that facilitate stronger ties in order for them to be able to handle 

and respond to arising challenges duly and adequately. They also call upon teachers to abandon 

their ‘private kingdoms,’ to collaborate with peers that encounter professional challenges, to 

analyze problems and solutions collectively, to apply innovative teaching methodologies, and to 

produce practical knowledge and data that would help their colleagues elsewhere.  

PLCs are forums that provide structured support for teacher collaboration. Their activities 

may be organized in formal or informal formats. They may be arranged internally, by bringing 

the teachers of the same grade level or subjects together to address issues of common interest 

(Graham, 2007; Chong & Kong, 2012). They may also organize inter-institutional activities 

between several schools, where participants discuss common challenges or exchange ideas, 

experiences, practices related to the learning and teaching process, or other activities taking place 

in the school (Schulz & Geithner, 2010; Harris & Jones, 2010). Such a collaboration helps 

teachers to accumulate and share pedagogical knowledge rather than hold it individually (Brook, 

Sawyer & Rimm-Kaufman, 2007). Such a professional openness allows participants to identify 

possible flaws in their classrooms or schools and to find ways how to correct them.   

Hargreaves and Fullan (2012) note, “Teachers will be short on professional capital if they 

spend most of their professional time alone, if they do not get feedback and support from 

colleagues, and if they are not connected to teachers of other schools” (p. 102). Usually, teachers 

that are truly committed to learning contribute to and benefit from genuine collaborative 

activities through reflective dialogue, sharing of experiences, knowledge, information with other 

participants. In this way, teachers enhance their instructional practices, implement the curriculum 

more effectively, create a learning climate in the classroom, and perform adequate student 
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assessment. These are some of the main factors that motivate students’ learning and lead to better 

student attainment (Brook et al., 2007).  

Research findings indicate existence of positive correlations between teacher professional 

collaboration, instructional improvement, and better students’ scores (Goddard, Goddard & 

Tschannen-Moran 2007; Lyna, Hung & Chong, 2016). As a process, teacher professional 

collaboration helps teachers to have a higher confidence for the application of new approaches, 

which also lead to improvement of student attainment (Yuan & Zhang, 2016). Another author, 

Graham (2007) examined the relationship between PLC activities and teacher improvement. The 

findings of his research indicate that PLC activities had a positive impact on the professional 

knowledge and skills of respondents, their teaching practices, and provision of opportunities for 

collaboration with peers. Furthermore, Chong & Hong (2012) found that collaborative work had 

a positive influence on participating teachers, it increased their confidence to apply new 

instructional methods, and triggered a reflective dialogue between them.  

Schulz & Geithner (2010) studied the benefits of learning that occurred in 13 learning 

communities’ networks, consisting of three to six schools. The participants commended personal 

learning from such platforms. They showed very high considerations for meeting like-minded 

people in these networks, followed by sharing of ideas and experiences about school problems. 

However, they complained about low implementation level of the ideas presented in these 

platforms in their respective schools due to the lack of resources, adequate methodologies, and 

support from other colleagues. 

Graham (2007) examined the relationship between PLC activities and changes in 

teachers’ knowledge and skills as well as their instructional practices. The findings of his 

research indicated that PLC activities had a relatively high impact on the professional knowledge 

and skills of respondents and a moderate influence on the teaching practices. Graham’s analysis 

was focused on four characteristics: collective participation, content focus, active learning, and 

coherence. Of them, the last three features showed positive associations with the aforementioned 

changes in teachers. In the interviews, the respondents depicted same subject and same grade 

teams as the biggest influencers and catalysts of collaboration. They attributed the success 
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mainly to the leadership style of the principal as well as the school-based factors: new school, 

organizational structures, and schedule.  

Wells & Feun (2007) explored the work of learning communities in six high schools after 

their respective personnel had attended a nine-day training program. Their findings show that 

teachers were happy for having the opportunity to exchange ideas and concepts, particularly with 

the peers that shared the same approaches. But they were reluctant to share the results of their 

students and their instructional methods as they were afraid that their school leaders could use 

them for evaluation purposes. The main challenges encountered by these teachers for 

implementing the novelties they had gone through the training were the negative culture, lack of 

resources and time, as well lack of a systemic approach for helping the low performing students.  

Goddard, Goddard & Tschannen-Moran (2007) posit that teacher collaboration is an 

important leverage for the improvement of the student achievement, but it is neither taught at the 

university nor is supported adequately by the school principals and teachers. According to them 

“the more teachers collaborate, the more they are able to converse knowledgably about theories, 

methods, and process of teaching and learning, and thus improve their instruction” (p. 879). To 

test this theory, they explored possible associations between teacher collaboration and students’ 

achievement. The results of their research, based on the data collected from 452 teachers and 

2,536 students of 47 schools in a large district in the U.S., show that teacher collaboration was a 

statistically significant predictor of variability among schools in mathematics and reading 

achievement. Referring to the results, the researchers concluded that the relationship between 

teacher collaboration is moderate, but it is substantially important. 

Factors affecting activities of PLCs  

PLCs are structures committed to aiding participants to gain new knowledge and skills 

(Caine & Caine, 2010). But the establishment and functioning of PLCs is often a difficult and 

complex process that requires a serious and sustained commitment, proper support, and 

collective contribution. Researchers have identified personal attitudes, logistical, structural, and 

cultural factors as serious distractors that may hamper teacher professional collaboration 

(Graham, 2007; Harris & Jones, 2010; Chong & Kong, 2012; Thompson, Gregg & Niska, 2004; 
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Bredeson, 2000; Kezar, 2006). If these challenges are not addressed adequately and duly, then 

collaborative efforts usually fail.  

Stressing the importance of PLCs, Kwakman (2002) argued that “Collaboration is the 

most important method for teacher professional development as it not only provides necessary 

support for learning, but also provides teachers with feedback and brings new ideas and 

challenges” (153). According to Kwakman, there are three major factors that affect teacher 

learning activities in schools – personal factors, task factors, and work environment. 

Furthermore, the findings of a meta-analysis on teacher professional learning, conducted by 

Opfer and Pedder (2011), show that teacher professional learning is affected by three intersecting 

systems: the teacher, the school, and the activity. In addition, Bredeson (2000) cautions that if no 

financial resources, institutional support, and proper infrastructure for collaboration are provided, 

then initiated collaboration projects usually fail. 

Daily assignments, school climate, and structural challenges are some of the factors that 

complicate and often prevent teachers’ participation in PLC activities (Brook, Rimm-Kaufman, 

2007). Teachers are also left with a little time for collaboration with colleagues because they 

spend a lot of energy on paperwork, lesson preparation, classroom engagements, and responding 

to parents’ inquiries (McLaughlin & Talbert 2007). Benoliel & Schechter (2017) found that 

teachers’ personal characteristics, such as extraversion, accordance, conscientiousness, 

neuroticism, and openness to criticism influence participants’ motivation to be part of collective 

learning efforts and to contribute to such endeavors.  

Lyna, Hung & Chong (2016) maintain that cultural factors are more challenging than the 

logistical ones because they require deeper individual and collective changes. Culture is usually 

an embedded part of the organization and its transformation is a long and complex process that 

develops gradually after the school leadership and staff are in contact with other cultures. PLCs 

are structures that provide participants with the possibility to identify the potential flaws of their 

schools and ways how to change them.   

Leithwood, Seashore Louis, Anderson & Wahlstrom (2004) note that principals play a 

key role in the development of PLCs in their schools. Describing how school leaders support 
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PLCs, these authors concluded, “School administrators, in particular, help develop professional 

community through their attention to individual teacher development, and by creating and 

sustaining networks of conversation in their schools around issues of teaching and learning” (p. 

66). Schleicher (2015) highlights, “Teachers who reported that they participate in collaborative 

professional learning activities five times a year or more also reported significantly higher levels 

of self-efficacy (in almost all countries) and greater job satisfaction (in two out of three of the 

participating countries/economies)” (p. 40). According to Schleicher, good relations with 

colleagues, students, and principals are positively associated with teacher’s self-efficacy and job 

satisfaction as key ingredients for the improvement of students’ attainment.   

Fullan (2001) maintains that teachers may be knowledgeable and skillful individuals, but 

that is not enough for changing the whole organization. He adds that “Professional development 

or training of individuals will not be sufficient. For this reason, schools must also focus on 

creating professional learning communities” (p. 64). In addition, Stoll (2010) stipulates, 

“Without a climate of trust and respect, people don’t feel safe to take the risks associated with 

collaboration, open dialogue and opening up their practice to potential scrutiny by others” (p. 

479). Gray, Mitchell & Tarter (2014) explored how organizational and relational factors 

influence the development of professional learning communities in primary and secondary 

schools. The relational factors that were tested were trust in colleagues, principal and collective 

efficacy, meanwhile organizational factors were the enabling school structures. Their findings 

show that development of PLCs was positively correlated with teachers’ trust in their colleagues, 

the principal and enabling school structures, but it declined progressively at the middle schools. 

However, their regression analysis also showed that structural dimension was more important 

than the relational dimension in the development of PLCs. The authors concluded that trust in 

colleagues was the most important element in the relationship in PLCs, followed by the trust in 

the principal, who had a rather indirect impact. They contended that the principal is responsible 

for providing the necessary structural support for the development of PLCs. However, the 

principal is not expected to offer such support solely and personally, but by building school 

structures and creating an environment and culture for support.   
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Role of the principal in teacher professional development 

Lortie (2009) calls school principals ‘junior executives,’ who offer very complex services 

to a specific clientele. According to him, principals work under continuous pressure coming from 

the public, national governments, districts, parents, and student; they have to reconcile the needs, 

requirements, and wishes of their incumbents, and have to cooperate with various communities. 

Scholars have shown that all these engagements and requirements make principals’ schedules 

extremely busy and distractive, which, in return, may cause chain and long-term detrimental 

effects to the school and the public it serves.  

Being the central school figure, principals’ perceptions and attitudes towards teacher 

professional development are very important since the assumptions they hold may influence their 

decisions on supporting the initiatives aimed at enhancing teacher professionalism. But, scholars 

point out that one of the primary tasks of a principal is to provide an environment that fosters 

teacher professional improvement leading to better student and school results. Bubb & Earley 

(2007) underscore, “Leading and managing people and their development have to be seen as a 

central part of the responsibility of managing the school’s total resources” (p. 7). Hill (2002) 

posits, “A prime task of principals is to exercise leadership of the kind that results in a shared 

vision of the directions to be pursued by the school and to manage change in ways that ensure 

that the school is successful in realizing the vision” (p. 60). Kouzes & Posner (2002) maintain, 

“The leader’s primary contribution is in the recognition of good ideas, the support of those ideas, 

and the willingness to challenge the system to get new products, processes, services, and systems 

adopted” (17). Bellamy, Fulmer, Murphy & Muth (2007) theorize, “Effective principals do not 

simply accept the goals established by professional associations or political representatives. They 

also recognize how local values create additional or modifying expectations for what students 

should learn and how schools should operate” (p. 67). Backing such theories, the findings of a 

longitudinal research conducted by Day (2012) with 300 experienced teachers reveal that the 

support provided by the principal was one of the most important factors that affected the 

professional lives of these teachers in a positive or negative manner. Principals were the ones 

that motivated them to make tremendous efforts and to see teaching more than a job.  
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Fullan (2008) considers that there are a series of reasons and ways why and how 

principals should fight for the continuous advancement of their schools. In his opinion, the 21st 

century principals are expected to lead knowledgeably, respectively to bring “all teachers to a 

high level of pedagogical effectiveness; but more than that, it means fostering interactions that 

keep teachers at that level through continuous application and refinement” (p. 25). Leading 

knowledgably and wisely includes fostering instructional improvement, analyzing results, 

developing cultures of improvement, turning learning into an integral part of work, supporting 

learning communities and collaboration, as well as developing relationships with internal and 

external stakeholders. If principals want to see positive changes in their schools, then Fullan 

advises them to follow the six guidelines below:  

 De-privatize teaching;  

 Model instructional leadership;  

 Build capacity first; 

 Grow other leaders; 

 Divert the distractors; and 

 Be a system leader (p. 51). 

In another occasion, Fullan (2001) posits that leaders, in general, would increase their 

effectiveness if they remain committed to five components of leadership, respectively “if they 

pursue moral purpose, understand the change process, develop relationships, foster knowledge 

building, and strive for coherence” (p. 11). He also considers that school’s capacity would be 

damaged if it does not have quality leadership, which smoothens the relationships between the 

aforementioned components. Meanwhile, according to Edwards (2011), “To be effective, 

teachers must be provided with an environment that helps to build professionalism. This requires 

the establishment of shared purposes, values, and norms that provide a framework for teaching 

excellence and creates opportunities for increased collegiality with their peers” (p. 135).  

A joint report compiled by the National Association of Secondary School Principals 

(NASSP) and National Association of Elementary School Principals (NAESP) recognizes that 

principal’s job is becoming more and more complex, multidimensional, and demanding. The 

report highlights that principals are expected to be: 
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Educational visionaries; instructional and curriculum leaders; assessment experts; 

disciplinarians; community builders; public relations experts; budget analysts; facility 

managers; special program administrators; and expert overseers of legal, contractual, and 

policy mandates and initiatives. They are expected to broker the often-conflicting 

interests of parents, teachers, students, district officials, unions, and state and federal 

agencies, and they need to be sensitive to the widening range of student needs. (p. 2).  

Hargreaves & Fullan (2012) consider that anyone that aims at changing teaching as a 

process and teachers as professionals should have a profound knowledge about teaching and the 

change process. These two scholars provide examples from empirical studies, which show that 

exchange of experiences, knowledge, and data between teachers is crucial for the improvement 

of teaching and learning processes. They also posit that due to their central role in the schools, 

principals are agents that neutralize potential conflicts between teachers, help creation of 

collaborative cultures, monitor and assess the impact of such a collaboration, and adjust it 

accordingly in cooperation with teachers. Hargreaves & Fullan also caution that “If principals 

merely enable teachers to work together and do not help forge the final link to actual learning, 

the process will fail” (p. 65). Other scholars have noted that whenever organizational support is 

fragile, then peer-driven intervention produces no results (Riveros, Newton & Burges, 2012). 

Possible links between principal support and teacher instructional practices have been 

investigated by a number of researchers and most of them found positive correlations between 

these two variables. For instance, the findings of research conducted by Wahlstrom & Seashore 

Louis (2008) indicate, “Elementary, middle, and high school principals can all have significant 

role on instruction” (p. 479). This implies that as head teachers, they have to be reliable, 

supportive, and responsible persons that show a lot of care for the whole school. Usually, best 

results are achieved by principals that are “cognizant of the essential actions needed to alter the 

lives of teachers in school” (Lambert et al. 2002, p. 35). In addition, Fullan (2001) says, 

“Focusing on information rather than use is why sending individuals and even teams to external 

training by itself does not work. Leading in a culture of change does not mean placing changed 

individuals into unchanged environments. Change leaders work on changing the context, helping 

create new setting conducive to learning and sharing that learning” (p. 79). 
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According to Newmann, King & Youngs (2000), teacher competences and instructional 

practices are pivotal for the continuous improvement of student attainment. In turn, teachers’ 

skills and subject knowledge are affected greatly by the school’s professional capacities and 

culture.  Professional development activities are frequently considered as a strategy for 

enhancing teachers’ traits and school capacities, but professional development programs often 

fail to achieve the aimed goals because they are not implemented properly. These three 

researchers explored how nine schools, with similar characteristics, addressed issues concerning 

their capacities through teacher professional development. The participating schools approached 

the process very differently and their improvement levels varied a lot. The schools that achieved 

great results had the following characteristics: professional development opportunities were 

attended by all the teachers, the schools provided time for the teachers to take part in such 

activities, which were continuous, sustained over time, job-embedded, and attended usually by 

teachers of the same grade. These schools also provided teachers with feedback and included 

them in co-planning. On the other hand, the majority of these opportunities were not offered to 

the teachers that achieved lower progress. The authors analyzed the factors that enabled creation 

of such a positive environment in the better achieving schools and they found five main factors: 

initial level of capacity, school leadership, funding for professional development, strong 

technical assistance from external agencies, and strong policy support from the district and 

state. The principals played a decisive role in the whole process as they kept the focus on the 

professional development by channeling the funds, external expertise, creating a culture of 

collaboration in the school, having a clear vision, and encouraging high expectations for student 

improvement.     

Based on a review of literature on PLCs, Hord (1997) came to a conclusion that schools 

may turn into learning communities only through leaders’ support. She explains that PLC 

activities are led by reflective work, which may trigger conflicts between the participants, 

therefore, the principal is expected to mediate and reconcile the disagreeing sides. Hallam, 

Smith, Hite, Hite, & Wilcox (2015) found that principals have the main say about the 

composition of PLC since they group teachers into collaborative teams based on the department, 

content area, and/or grade level. When PLCs are organized in such a format they are more 

productive because participating teachers encounter similar challenges in the classroom, 
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implement the same curriculum, and use the same content. The teachers that participated in the 

research conducted by Hallam et al. (2015) explained that the principal asked them to select their 

group mates and they usually chose colleagues they trusted. This had a multidimensional impact 

on them and on the learning process in general since they were able to express their opinions and 

experiences freely, they critiqued each other without being afraid of consequences, and they felt 

more responsible for the whole group.  

Bellamy, Fulmer, Murphy & Muth (2007) posit, “Principals are in a unique position to 

influence the development of community values, if they choose to lead actively in the public 

arena. Such leadership occurs as principals engage others in conversations that have the potential 

for conflicting views” (p. 74). Brook, Sawyer, & Rimm-Kaufman (2007) explain that teacher 

collaboration may be formal and informal. They found that the first type of teacher collaboration 

is initiated by principals and takes place in workshops, conferences, training programs, events 

with experts, school networks, or other similar opportunities. The latter is initiated by teachers 

and occurs before or after working hours, during breaks or events organized by the school. 

Informal collaboration is simple, practical, based on individual needs and challenges, and is more 

open as teachers choose the learning mates. Nevertheless, one should not expect from teachers to 

involve in collaborative activities, such as PLCs, if they are not given clear instructions about the 

process (Woodland, 2006). Research also shows that usually, principals with a systemic mindset 

and knowledge about teaching practices, learning methods, and curriculum implementation are 

the driving force for the participation of teachers in collective learning (Wahlstrom & Seashore 

Louis, 2008).  

 Brown & Militello (2016) believe that there is a relationship between students’ academic 

performance, teachers’ quality and their professional development. In their view, principals are 

in a unique position to control teachers’ professional development. For this reason, they 

conducted a study with 34 principals and investigated their opinions about effective elements of 

the teacher professional development. According to their answers, effective professional 

development is long-term and sustained over time, related to actual practices and daily work, and 

is based on collaboration and follow-up programs. The participants expressed negative opinions 

about national conferences, learning communities, and university courses. The two authors also 

investigated the factors that made these principals have such perceptions. They concluded that 
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that personal experiences, assumptions, and information were some of the factors that affected 

their opinions. They also revealed that institutional rules, principals’ authority, and district 

policies have a great impact on their decisions on fostering the formats of teachers’ professional 

development.  

Lee & Chiu (2017) posit that one of the ways principals try to improve their schools is 

through the teacher professional development. They explored the approaches applied by the 

principals in supporting the professional development of teachers in Hong Kong’s schools, 

which were classified into three categories, depending on the results scored by their students in 

the national tests. They highlight that principals in Hong Kong are autonomous in selecting the 

approaches for the development of their schools, which operate according to school-based 

management practices. Irrespective of this practice, the findings revealed that state agencies keep 

their influence over the schools through the national examinations, which affect the decisions 

related to curriculum and teachers’ professional development. The participating principals from 

the ‘Band Three Schools’ stressed workload, insufficient time, discordance between national 

policies and school context as the main obstacles to the professional development of their 

teachers. In addition, teachers of these schools lacked collaborative culture and did not believe 

that professional development initiatives would improve student learning and achievement. 

‘Band Two Schools’ relied on external factors as leverage for the professional development of 

their teachers. Contrary to them, the ‘First Band Schools’ considered professional development 

as a way for improving teachers’ reflection on their practices. Referring to their findings, Lee & 

Chiu conclude, “Facilitating instructional leadership is both the cause and the effect of high 

student achievement” (p. 695). 

In a report that investigates the links between the leadership, teacher practices, and 

student learning, Seashore Louis, Leithwood, Wahlstrom & Anderson, (2010) found, 

“Leadership practices targeted directly at improving instruction have significant effects on 

teachers’ working relationships and, indirectly, on student achievement” (p. 37). Leithwood, 

Seashore Louis, Anderson & Wahlstrom (2004) posit, “The ability to engage in practices that 

help develop people depends, in part, on leaders’ knowledge of the ‘technical core’ of schooling 

– what is required to improve the quality of teaching and learning – often invoked by the term 

“instructional leadership” (p. 24). 
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Drawing on various research studies on school leadership, the Wallace Foundation (2013) 

concludes, “Without effective leadership most of the goals of educational improvement will be 

very difficult to achieve” (p. 15). However, such a goal cannot be achieved if the principal is 

merely a manager of the school building, overwhelmed with rules and regulations, and an 

avoider of possible errors. The Foundation advocates that successful schools are led by principals 

that plan a vision that focuses on student academic achievement; fosters collaboration between 

stakeholders; cultivates leadership in others; helps teachers improve instructional practices, and 

human resources and data for enhancing school’s improvement.        

Utilizing the findings of the research on a program titled the International Successful 

School Principalship Project (ISSP), Garza, Drsydale, Gurr, Jacobson & Merchant (2014) argue 

that sustainable educational leadership is committed to the achievement of goals, development of 

people, school, and instructional practices, is sensitive to the context, social interaction between 

all school stakeholders, communication, and trust. These authors also analyzed the performance 

of four principals – two in the U.S. and two in Australia – who turned their schools into 

exemplary schools and sustained that success for a longer time. The first principal transformed 

the school through building positive relationships among the staff and with parents, introducing 

quality education programs, focusing on the development of the whole child, and creating a 

learning environment and culture for teachers. The second principal led a special development 

school offering education to 120 students with various special needs. The main challenges in this 

school were the special instructional programs, continuous increase of the number of students, 

and high staff turnover. However, the principal overcame such obstacles by mandating a 

development culture, performance feedback, and professional learning in the school. The third 

principal served in an economically-disadvantaged environment. Being a child of migrant 

parents, she managed to be a successful principal by committing herself to social justice, 

building trust and offering support to teachers, and creating a collaborative culture in the school. 

The last or the fourth participating principal transformed her school by reinforcing accountability 

for student learning, establishing school-wide leadership teams, fostering school-based 

professional development, and retaining highly skilled teachers.  

In a report that explored the role of the educational leadership on student learning, 

Leithwood, Seashore Louis, Anderson & Wahlstrom (2004) concluded that “Leadership is 
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second only to classroom instruction among all school-related factors that contribute to what 

students learn at school” (p. 5).  Principals manage to have such an impact indirectly by 

influencing other agents or factors in the school. According to them, research shows that effects 

of the leadership are higher in the schools in need and “there are virtually no documented 

instances of troubled schools being turned around without intervention by a powerful leader” (p. 

5). They also posit, “Much of the success of district and school leaders in building high 

performance organizations (organizations which make significantly greater than-expected 

contributions to student learning) depends on how well these leaders interact with the larger 

social and organizational context in which they find themselves” (p. 23).  Going a step further, 

Fullan (2014) states that principal’s impact on student learning is indirect. Fullan believes that 

principals can influence student learning by being lead learners, district and system players, and 

change agents. According to him, the countries with best achieving education systems, such as 

Singapore, Finland, and Canada, have not reached such a state by rewarding the best-performing 

or punishing the low-performing teachers, but by helping them to become more effective and by 

developing principals, who helped the teachers to work collaboratively, transparently, and 

accountably. While elaborating his theory further on, Fullan posits, “The principals’ role is to 

lead the school teachers in a process of learning to improve their teaching, while learning 

alongside them about what works and what doesn’t” (p. 49).      

A meta-analysis conducted by Waters, Marzano & McNulty (2003) found substantial 

associations between principals’ leadership skills and knowledge and student learning. Their 

research showed that effective principals are aware of the importance of internal and external 

factors. Their analysis revealed that such results are achieved by principals that possess 21 

leadership characteristics that are highly interconnected. An important caution raised by them is 

that principals may have positive as well as negative influence on students’ learning. The latter is 

possible if they focus on wrong practices they aim to implement and if they calculate incorrectly 

the degree of change. These authors also conclude that effective principals “Understand and 

value the people in the organization. They know when, how, and why to create learning 

environments that support people, connect them with one another, and provide the knowledge, 

skills, and resources they need to succeed” (p. 2).    
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 Lortie (2009) maintains that schools are organizations with their own identity, culture, 

tradition, and history, but they are subject to common policies, and procedures, external and 

internal relations, as well as high expectations. Leading such an organization involves a series of 

relational uncertainties, complexities, tensions that require timely, firm, and clear decisions. 

Through research conducted with 113 school principals in Chicago, Lortie explored how the 

cultural, social, and organizational context affects principals’ work. The data derived from this 

study show that principals are under pressure to complete their work, which involves numerous 

activities and interactions during the day with students, teachers, parents, district representatives, 

and other stakeholders. Interestingly, the participants of Lortie’s research expressed series of 

uncertainties in relation to their daily professional obligations. For instance, even though teacher 

evaluation is one of the core responsibilities of a principal, they expressed doubts about the 

usefulness of this process due to bureaucratic rigidities and teacher resistance. They also 

stressed existence of relational difficulties with teachers and parents. The first often question 

principals’ professionalism and the later question teachers’ professionalism. The respondents 

also admitted that one of their most difficult and important endeavors was to influence the 

teachers and one of the main mistakes stressed by these principals was the lack of decisiveness to 

deal accordingly with the teachers with questionable competences.  

 Hrong, Klasik & Loeb (2010) explored the activities in which principals engage during 

the day. They observed 41 principals of high schools, 12 of primary, and 12 of middle schools 

during their daily operation. Their data revealed that principals involve in six types of activities 

over the course of their professional time: administration, organization management, day-to-day 

instruction, instructional program, internal relations, and external relations. Their results also 

showed that the principals of the lowest-performing schools spend most of their time on 

administrative tasks. On the other hand, the principals of higher-performing schools were mainly 

focused on organization management, external relations, and other tasks, which were positively 

associated with students’ better performance, creation of learning environment for teachers, and 

better internal relations. Furthermore, the teachers of the observed schools were not very keen of 

the principals that practiced day-to-day instructions, considering classroom observations as an 

intrusion in their work.   
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Handford & Leithwood (2013) maintain that trust in the principal, as a crucial element of 

leadership, affects student attainment, work environment, teacher morale, and other segments of 

the school. They also believe that a leader’s trustworthiness has specific traits. By using the data 

from six schools, they explored the characteristics of a principal’s trustworthiness. Three schools 

that were part of this study had high and three other schools had low trust in their principals. The 

results indicated that the participating teachers – 13 from the first group of schools and 11 from 

the second group – consider that the most salient characteristic of the trustworthiness of their 

principals are: competence, consistence, and openness. In addition, the first groups mentioned 

also integrity and respect, the second groups emphasized respect and benevolence.  

Bryk, Bender-Sebring, Allensworth, Stuart & Easton (2010) define schools as “complex 

organizations consisting of multiple interacting subsystems. Each subsystem involves a mix of 

human and social factors that shape the actual activities that occur and the meaning that 

individuals attribute to these events” (p. 45). Based on the data collected from 477 elementary 

schools in Chicago in the period from 1991 to 1997, Bryk and his colleagues tested the 

interaction between five factors that support student learning. The tested factors included: 

school’s instructional guidance, professional capacity, parent-community-school ties, student 

learning climate, and leadership as the driving force for improvement. They found strong 

correlations between leadership and parent involvement, community ties, school’s professional 

capacity (professional community, work orientation, and quality professional development, 

school safety and order and curriculum alignment). The authors noted that such correlations were 

found only in the schools with effective leaders.  

Taschannen-Moran & Gareis (2015) consider that trust between principals, teachers, and 

students creates a collaborative climate in the school and it affects students learning. To test their 

opinion about positive relations between faculty trust in the principal and other aspects of the 

school climate they conducted a research with principals of 64 elementary, middle, and high 

schools. They found that principals’ collegial and instructional leadership led to creation of a 

powerful trust in them since teachers prefer working with friendly and trusting principals 

because they are not afraid of requesting assistance from them about various issues related to the 

school. They found that such leadership traits were also strongly correlated to teachers’ 

professionalism.  
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In the view of Finnigan (2012), principals may transform the schools by motivating the 

teachers to improve their performance. To test this hypothesis, she analyzed the perceptions of 

the teachers of three underperforming schools that were put under probation measures. Two of 

them had moved out of probation, the third was still struggling with difficulties. The respondents 

from the first two schools attributed their success mostly to the leadership methods applied by 

their principals. They described their principals as instructional leaders with vision and 

expectations, clear understanding of teaching and learning, strong communication skills, 

respectful of teachers, trusting persons, effective managers, supporters of teacher professional 

development through school-based practices. The teachers of the less successful school 

emphasized that their principal lacked the aforementioned traits, they blamed her for failing to 

secure the necessary resources and materials for the development of the educational process, 

offered no support to them, and interfered improperly in their teaching practices. 

Cheng (2017) explains that schools in Hong Kong are responsible for setting their own 

goals as well as developing the tools and professional capacities for the achievement of those 

goals. This situation has increased the importance of teacher professional development. Given 

that principals have a greater responsibility in such an environment, Cheng investigated a 

framework that would assist the principals to manage the professional activities of teachers. The 

results, generated from the answers of 103 professional development coordinators in Hong Kong, 

showed that principal’s support affects positively collaborative learning cultures and continuous 

professional development policy, which are predictive factors of the efficiency of professional 

development activities. The findings show that principals had a positive impact by participating 

in and being role model of learning activities, cultivating collaborative culture, which enhanced 

teachers’ confidence and attitude towards learning activities.     

King & Stevenson (2017) conducted a small-scale research in Ireland to investigate the 

impact of a professional development initiative and how principals support teacher leadership 

and their participation in the change processes – initiation, implementation, and sustaining of the 

change. The findings of this research indicated that teachers saw the initiative from the viewpoint 

of personal benefit and they were interested in how it affects their classes rather than the school. 

Differently from them, principals saw it as a possibility that encourages collaboration between 

teachers given that they were involved in co-planning, co-problem-solving, and co-processing. 
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They also created an organizational capacity for this initiative to be successful as they attended 

the activities, which enabled them to understand the challenges, to offer more support for 

teachers, and to develop relationships with them. The authors stressed that one of the 

participating principals applied the top-down leadership approach and was not involved in the 

activities with the teachers as a result of which the initiative did not yield the expected results. In 

another school, the principal introduced the program by using the managerial approach and the 

initiative was not sustained for a long time in this school. There were cases also when certain 

teachers resisted the practices, but they changed their approaches after hearing from their 

colleagues about its positive impact on students.  

Jones & Harris (2014) posit that social capital is the collective capacity that is much 

stronger than individual capacity. They argue that principals have a pivotal role in creating an 

environment that is conducive for building of social capital in the schools by establishing a 

culture that supports teacher learning and removing possible obstacles leading to professional 

isolation. In addition, Day (2012) states that due to various factors that affect their professional 

lives, teachers need support throughout careers in order to maintain their commitment to and 

passion for teaching. Day conducted a longitudinal research with 300 teachers in England to 

investigate teachers’ opinions about their effectiveness. He divided the participating teachers into 

two groups: teachers that had a positive assessment about their work (67%) and teachers 

considering their effectiveness to be declining (34%). The main positive factors stressed by the 

first group included: leadership (76%), colleagues (63%), personal issues (95%). The second 

group emphasized that they were unhappy with their careers because of the pressure by: 

workload (68%), student behavior (64%), and leadership (58%).  

Drawing on their experience as school principals, Dufour & Mattos (2013) consider that 

class observations by principals are not so productive for facilitating school’s improvement 

because often principals do not have sufficient knowledge about the subject they may observe. In 

their view, principals could improve their schools by focusing on the evidence on student 

learning, creating a collaborative learning environment and culture for the teachers, and most 

importantly, by engaging personally in the collective learning process. These two authors 

concluded, “Today’s schools don’t need ‘instructional leaders’ who attempt to ensure that 

teachers use the right moves. Instead, schools need learning leaders who create a school wide 
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focus on learning both for students and the adults who serve them,” (p. 39). Sharing the same 

beliefs about the leadership in general Kouzes & Posner (2002) state, “Leaders make it possible 

for others to do good work. They know that those who are expected to produce the results must 

feel a sense of personal power and ownership” (p. 18).  

Shaked & Schetcher (2016) found that school leaders support collaborative learning by 

applying a holistic approach, respectively by using student data and by monitoring various 

internal and external factors that affect their schools. According to Cardno (2005), given that 

teachers are operating in a time of great changes and growing pressure, “professional 

development has never been of greater importance than it is right now in order to sustain and 

advance the profession” (p. 293). In her opinion, principals can have a positive impact on 

teachers, school and students by enhancing schools’ social capital, but not through traditional 

methods, such as classroom observation and guiding of teachers’ work. Cardno has designed a 

framework that can be used by principals when planning professional development ideas about 

their schools. According to this model, effective professional development programs stand at 

least on four pillars: curriculum development, school development, personnel development, and 

management development.  Cardno also advises that professional development initiatives should 

be preceded by an effective performance appraisal, which should:  

· provide honest and objective feedback;  

· make dialogue about improvement possible 

· Identify professional development needs, and 

· Bring about agreed and desired change (p. 298). 

Leadership models in the school context 

Various authors consider that instructional principals are willing to provide strong 

support for the continuous professionalization of their teacher colleagues. For instance, through 

interviews, focus groups, and the observation of the work of 12 principals, Mitchell & Castle 

(2005) studied how principals play instructional roles in their schools. They noted that the 

participating principals had a vague understanding of their instructional role, which is a rather 

complex task that depends on ‘competing and opposing demands.’ The findings showed that the 
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principals struggled whether to apply proactive or reactive, facilitative or directive approaches 

and whether to build consensus or to demand compliance. During the observations, the authors 

noted that the participating principals were more focused on creating an affective rather than a 

cognitive climate in the schools, even though they were aware that they were expected to create 

conditions for both of them. The exploration revealed that establishment of proper structures that 

are focused on teaching and learning helped principals’ role as instructional leaders because 

teachers were willing to engage in intellectual and professional discussions. 

Marquardt (2000) posits that “Leadership styles and skills that may have worked in a 

more stable, predictable environment of the twentieth century will be inadequate in this new era 

of uncertainty and rapid change, where we can hardly define the problem, much less engineer 

possible solutions” (p. 233). Referring to other theorists and researchers, Marquardt compiled a 

list of leadership skills and characteristics that will be needed in the 21st century: 

1. System thinker 

2. Change agent 

3. Innovator and risk taker 

4. Servant and steward 

5. Polychromic coordinator 

6. Teacher, mentor, coach, and learner 

7. Visionary and vision-builder (p. 234).  

At the outset of their research that explores how principal-teacher interactions and 

teacher-teacher relationships affect teachers’ instructional practices, Wahlstrom & Seashore 

Louis (2008) posit, “Ask anyone who has had one or more years working in a school whether 

leadership has made a difference in their work and their answer will be an unhesitating ‘Yes’” (p. 

459). The results of this research, conducted with 4,165 teachers from 138 schools, show that 

trust in the principal is not as significant as the two authors expected and as other research 

studies indicated. These authors concluded, “Trust in the principal’s instructional support seems 

to reflect a passive rather an active form of leadership” (p. 482). They found that shared 

leadership has an important impact on the instructional practices because when teachers are 

involved in decision-making they have a sense of ownership and make efforts to improve their 
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instructional practices. The findings showed that professional learning communities are an 

important factor in the school helping teachers to share and discuss ideas, knowledge, and 

information. It was also indicated that when schools have functional professional learning 

communities, dependence on the principal, as far as instructional practices are concerned, is 

lower as the teachers do not seek instructional advice and support directly from the principal. 

According to Somprach, Tang & Popoonsak (2015), principals have a crucial role in 

encouraging professional learning communities in schools. Their research, conducted in Thai 

schools explored the relationship between nine leadership styles and professional learning 

communities. According to their findings, the most frequently leadership style practiced in the 

participating schools was the political leadership and the least one was the entrepreneurial 

leadership. However, the strongest positive relationship between the leadership style and PLC 

was the learning leadership, followed by the transformational one, and the weakest style was the 

strategic one. Furthermore, their results also indicated that learning, transformational, 

collaborative, and invitational leadership styles were the most important predictors of teacher 

participation in PLCs. 

 King & Bouchard (2011) consider that student achievement depends on the quality of 

instruction, which is affected by five dimensions: teachers’ knowledge, skills, dispositions; 

professional community; technical resources; program coherence; and principal 

leadership/distributed leadership. They also posit that principals are in a position to affect them 

in certain ways and to a great extent. The two authors described how a state-supported coaching 

program helped an underperforming school develop its teachers’ capacities for better student 

learning. The program was focused on three intervention dimensions: structure, resources, and 

process. Their research shows that when the principal fails to address students’ results and 

teachers approach towards students, teaching, and learning, then chances for success diminish. 

The school that served as a case study for this research was characterized by teachers that did not 

believe their students could achieve better results, were reluctant to collaborate, and rejected 

principal’s initiatives. In addition, the principal had a tendency to prepare and implement the 

plans for teacher development on his own, which increased teachers’ refusal to participate in the 

learning opportunities. Referring to challenges faced during the implementation of this 

intervention program, the authors found that state-intervention programs would not achieve the 
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aimed goals if they do not identify the strengths and weaknesses of a school, if they do not focus 

simultaneously on the old and new school structures in a sustainable manner by involving the 

leadership team and teachers, and if coaches do not apply situational decisions.    

Hauserman & Stick (2013) investigated teachers’ perceptions on the transformational 

characteristics of their principals. This research included 10 teachers – five of them worked with 

highly transformational principals and five with principals with low transformational 

characteristics. This research was focused on analyzing four features of transformational 

leadership: idealized influence, individualized concern, inspirational motivation, and intellectual 

stimulation. The five teachers of the first group confirmed that their principals exercised shared 

leadership practices, supported positive collaboration, professional development, created a 

trustworthy environment for discussion of school problems, served as learning models and 

fostered innovative approaches. According to the teachers of the second group, their principals 

were not supportive of developing leadership amongst staff, did not show respect for their inputs 

related to school issues, did not request accountability, and neglected the problems.    

Al-Safran, Brown, & Wiseman (2014) analyzed the leadership styles applied by the 

principals in the U.S. and Kuwait and how those styles influenced the school environment and 

student outcomes. Authoritative, integrative, and mixed leadership styles were the focus of their 

investigation. The findings showed the students of the schools with integrative principals had 

better outcomes in math and science. Integrative principals also influenced students’ outcomes 

indirectly through the alignment of the curriculum with the school’s mission and vision. 

Meanwhile, the data showed that principals in Kuwait are more authoritative than integrative 

compared to the principals in the U.S. which is a characteristic of national culture, which fosters 

the use of authority. In spite of this, the participating schools showed that principals supported 

the cooperation between the teachers and their schools had high outcomes. The authors 

concluded that there is no universal adequate leadership style for school improvement and 

principal’s approach depends on the wider contexts where the school exists. 
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Leverages and constraints   

Obviously, expectations related to the work of principals are high and constantly 

increasing. Often they are depicted as superheroes that save and uplift the teaching personnel. 

There are cases when principals are intrinsically driven to make positive changes in their 

schools. But also a lot depends on the leverages availed to them and the obstacles put on their 

ways. Lack of time, financial resources, support from the district, then administrative tasks, 

disciplinary issues, and meetings with parents are some of the factors that occupy principal’s 

daily schedules. Lortie (2009) claims that teachers’ seniority and contractual relations often give 

headaches to principals.  

The principals interviewed by Lortie (2009) admitted that except for intrinsic motivators, 

they have no incentives to stimulate teachers to be more dedicated to their professional 

development. But Leclerc, Moreau, Dumouchel & Louis (2012) posit that the support and 

encouragement provided by the principal is of profound importance for teachers to involve 

successfully in learning and collaborative activities. Furthermore, Hargreaves & Fullan (2012) 

call upon principals not only to support, but also to be the lead learners in their schools because 

that is the best way for them to create a collaborative and learning conducive culture amongst the 

teachers. For instance, the findings of research conducted by Yuan & Zhang (2016) show that 

busy work schedule and external requirements, set by the district authorities, hinder teacher 

collaborative activities. Given that they were familiar with school needs and being in position to 

reconcile such requirements, principals of the schools examined by these two scholars negotiated 

teachers’ schedules with district authorities and rearranged them in order to enable teachers to 

participate in learning activities. In addition, Bredeson (2000) found that the principal was the 

authority that allocated financial resources for the participation of teachers in various learning 

activities. Respondents of this study specified that the principal secured the substitute teachers, 

learning materials, and external consultants, which, according to them, are crucial factors for 

teacher learning as a way for the advancement of their instructional capacities.  

Donaldson (2013) maintains that management of human capital has been identified lately 

as a key leverage for the improvement of the quality of schools. According to him, professional 

development opportunities constitute one of the key components for the improvement of 
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teachers’ professional skills and competencies and principals have a major role in this aspect. 

Donaldson also recognizes that this is a complex endeavor that depends on various factors, 

therefore, his research was primarily focused on the obstacles principals encounter to offer 

professional development opportunities for their faculties. The main constraints identified by the 

participating principals included: the lack of funding, the lack of decision-making authority on 

the content and format of offered programs as this component was driven by the districts; and the 

lack of time caused by the contractual obligations. Donaldson found also variations in principals’ 

answers related to the constraints they encounter. The data showed that the more professional 

development programs a principal had attended, the less complaints he/she made. This implied 

that they were equipped with expertise how to handle such situations. Other important factors 

that affected principals’ possibilities to foster teachers’ professional development were state 

policies, school size, and school level, whether it was a primary or secondary school.  

Scholars suggest that every school, regardless of the attainment results, should analyze its 

current state in order to identify the remedies for the potential challenges or for strengthening 

even more the elements that yield positive results. Schleicher (2015) indicates that principals 

with higher instructional traits use student performance data for school developmental purposes, 

observe classes for evaluating the teachers, and spend more time on teaching and learning tasks, 

which lead to the identification of teacher professional needs and possibilities. The results 

achieved by students in internal or external tests are one of the leverages that help teachers as 

well as principals to identify potential shortcomings.  

According to Mizell (2010), principals are the leaders of the school self-evaluation 

process necessary for identifying and fixing the latent problems. He specifies, “If a school 

principal determines that a teacher’s performance is inadequate, the principal may insist that the 

teacher participates in professional development” (p. 13). In addition, Schleicher (2015) 

maintains, “Effective school leaders are those who can make evidence-informed decisions, 

provide the instructional leadership that teachers need to help all their students succeed in school, 

and create a collaborative school environment in which teachers take part in school decisions” 

(p. 9). 
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Schleicher (2015) notes that principals face series of obstacles during their work, which 

include, “inadequate school budget and resources, government regulations and policy, teachers’ 

absences, lack of parent involvement, teachers’ career-based wage system, lack of opportunities 

and support for principals’ professional development, heavy workload and high level of 

responsibility, and lack of shared leadership with other school staff members” (p. 28). 

Schleicher’s research shows that the lack of time is one of the main factors that hinder the 

principals to devote more time to the improvement of teachers’ instructional practices. The 

findings of his research indicate, “On average, principals reported that they devote 41% of their 

time to administrative and leadership tasks and meetings; 21% to curriculum and teaching-

related tasks and meetings; 15% to interactions with students; 11% to interactions with parents or 

guardians; and 7% to interactions with local and regional community, businesses and industries” 

(p. 18). 

Schechter (2012) explored the factors that foster and inhibit creation of professional 

learning communities in Israeli schools. The topic was investigated based on the perceptions of 

15 teachers, 15 principals, and 15 superintends. Superintendents and teachers perceived the 

principals as the greatest influencers that determine whether schools would operate as PLCs. 

Participating principals agreed that they have a great responsibility, but they consider that 

positive atmosphere is the key to the success of PLCs, therefore, they believe that their task is to 

support such a spirit. Teachers agreed with principals’ opinion about the positive atmosphere and 

positive colleagueship as the main leverages of the PLCs. In the view of superintendents, the 

lack of school-based learning culture and unsustainability are the main inhibitors to creation of 

PLCs. On the other hand, the principals stressed pressure from superintends, staff, parents, 

students, as directives from the Ministry as the main inhibitors. A number of them emphasized 

also workload and lack of time. In addition to external factors, the participating teachers see also 

exposure to the group and fear from criticism as factors that obstruct learning communities in 

their schools. 

   Referring to research from various countries, Caldwell, Calnin & Cahill (2002) found 

that the interest in principalship positions is declining as a result of work conditions and social 

pressure on the teachers, principals, and schools in general. These scholars noted, “Relationships 



104 
 

among the governing body or board, administration, and teachers were the most important 

consideration, followed by salary and community support” (p. 205). 

Summary of the chapter 

 The reviewed literature showed that there are associations between teacher learning and 

teacher quality leading to a better student attainment. However, it was understood that teacher 

professional development is a complex process affected by various factors inside and outside the 

school. It may be organized in different formats whose impact depends on teachers’ needs and 

commitment. The design, content, and delivery of the learning activities are crucial, too. Even 

though teachers are expected to be committed to continuous learning in order to meet the 

increasing needs of students, the literature shows that principals are the ones expected to support 

and motivate teachers to be part of professional development as well as to create a learning 

conducive environment and culture amongst the faculty members and in the school. 

Nevertheless, there are various internal and external constraints that limit principals’ 

responsibilities and capacities to provide bigger support for teachers to be involved in 

professional development activities.  
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CHAPTER 3: METHODOLOGY 

Introduction 

This research, which was focused on examining the role of the principal in the teacher 

professional development, was conducted in 24 primary lower secondary schools in four major 

towns in Kosovo. It started with the exploration of the methods applied for the professional 

development of teachers. The investigation of this key element was important in order to 

comprehend the following major issues: Teacher professional development methods available, 

attendance frequency, respondents’ opinions about the effectiveness of the used methods and the 

role of the principal in this process. These data were collected through questionnaires completed 

by teachers. These constituents served as a roadmap for outlining and conducting the second 

phase of the research through interviews with principals, who shared their experiences and 

opinions about the professional development of teachers and their role in it. In order to obtain a 

profound understanding of the research topic, it was also deemed necessary to review Kosovo’s 

respective legal framework and policies. In this case, the review of the legal framework was 

important because it contains details that affect the process of teacher professional development 

and principals’ potential to support their colleagues in this process. Thus, this chapter provides 

an overview of the problem statement, research questions, setting, methods, and the process of 

data collection and analysis. 

Problem statement  

Literature arguing that principals can improve the quality of their school by supporting 

teachers to develop professionally is abundant, but empirical studies analyzing the positions of 

teachers and principals on the role of the principal in this process are scarce. Furthermore, 

research studies investigating the role of the principals in teacher professional development are 

inexistent in Kosovo even though various international organizations and domestic institutions 

have invested millions of Euro to help the country improve its education system. A great amount 

of those funds was allocated for the organization and delivery of training programs aiming at 

supporting teachers to grow professionally.  
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In 2015, Kosovo participated for the first time in the Program for International Students 

Assessment (PISA) and in spite of the investments in its education system, it was ranked as the 

70th out of 72 participating countries. These results caused a social shock and turned teachers 

into a public target. The anger towards teachers did not last long, but challenges in the 

educational system persisted. Kosovo participated in the PISA test again in 2018, but the results 

were not any better because it was ranked as the 77th out of 79 participating countries. The 

announcement of these results was followed again by criticism, blame game, and promises for 

the improvement of teaching quality.  

Acknowledging the failure, immediately after the first test, the MEST announced 

profound reforms in the education sector. As a first step, the Ministry developed and presented 

Kosovo Education Strategic Plan (KESP) 2017-2021, which foresees teachers’ professional 

development and empowerment of school leadership as two out of seven main components 

expected to improve teaching, learning, and student attainment. Similar predictions have been 

included in other Kosovo strategies, laws, and by-laws as well. In spite of the positive intentions, 

teachers’ professional development in Kosovo is still lagging behind since important cultural, 

political, legal, and structural factors have not been addressed properly during the process 

(KEEN, 2019; USAID, 2017; Saqipi, 2014).   

The teacher education process has also undergone deep and continuous changes in the 

post-war Kosovo. Until 2002, teacher education programs lasted two years and were organized 

by four Higher Pedagogical Schools (HPS) that operated in Gjakovë, Gjilan, Prishtinë, and 

Prizren. After Kosovo joined the Bologna Process, the competence for the preparation of 

teachers was transferred to the newly established Faculty of Education of the University of 

Prishtina. Thus, due to the requirements of the Bologna Process and the fact that the previous 

programs were not equipping students of teacher education programs with sufficient 

competencies for the 21st century schools, all the practicing teachers were asked to take certain 

university courses to fulfil the ECTS criteria and to enhance their professional skills and 

competencies. This change has created variances amongst the practising teachers as a 

considerable proportion of teachers educated according to the old system continue to teach in 

various schools all over Kosovo. Therefore, they have been requested to attend various teacher 
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professional development activities in order to synchronize their teaching practices and adopt the 

newly required ones.  

According to the USAID (2017), Kosovo is still in the process of transforming “the 

educational system from old, objective-based, teacher-centered practices to new, learning 

outcomes based, student-centered practices” (p. 1). Such a transformation is foreseen by various 

regulations passed by the Government and other responsible institutions. But changes like these 

take time and require efforts by all the involved stakeholders. Also, in addition to encountering 

difficulties with the implementation of the new educational approaches, Kosovo teachers, 

especially the subject ones, have lacked adequate text books for competency-based education, 

which has made their work even more complicated. Thus, professional development programs 

and contacts with peers have been considered as an instrument that would help the teachers, 

especially the ones with longer work experiences, to go through and accept such a transformation 

accordingly.  

As of 2017, attendance in professional development programs is a legal obligation for 

Kosovo teachers. This requirement has been specified in the Administrative Instruction on the 

Teacher Licensing System. It obliges teachers to attend a certain number of accredited courses in 

order for their licenses to be renewed and their contracts to be extended.  

According to literature and Kosovo’s legal framework, teachers’ attendance in such 

programs is facilitated by school principals, who have various managerial competencies and 

responsibilities in this complex process. Their task is to identify teachers’ professional 

development needs, to encourage them to be committed to life-long learning by creating a 

learning conducive environment in schools, to establish certain school-based forums and 

services, and to find adequate programs for teachers’ professional development.      

Thus, the purpose of this research is to explore the role of the principal in the teacher 

professional development. The research focused on collecting data about the main methods of 

teacher professional development applied by Kosovo schools, the impact of those methods on 

teachers’ professional practices, the influence of collaborative learning, the methods applied by 

the principals to support teachers’ continuous professional development, and the factors 
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hindering the principals to play such a role. Efforts were also made to find out if there are 

differences between teachers regarding principal’s role in teachers’ professional development 

based on their demographic variables (gender, age, years of experience, teaching position, and 

level of education) and if there are differences between teachers regarding teacher collaborative 

learning in schools based on their demographic variables (gender, age, years of experience, 

teaching position, and level of education). 

Research questions 

Aiming at exploring the research topic more profoundly, this doctorate was grounded in 

the following questions: 

 What are the main teacher professional development methods 

implemented and how do teachers assess their impact on their professional practices? 

 How are teacher professional development needs identified? 

 How do principals create collaborative learning environment in the 

school? 

 How do school principals support teacher professional development and 

what are teachers’ opinions about their support?  

 What are the constraints that principals encounter to support teachers’ 

participation in professional development activities?  

 Are there differences between teachers regarding principal’s role in 

teachers’ professional development based on their demographic variables (gender, age, 

years of experience, teaching position, and level of education)? 

 Are there differences between teachers regarding teacher collaborative 

learning in schools based on their demographic variables (gender, age, years of 

experience, teaching position, and level of education)? 

Research context 

Kosovo is small a country in Europe. According to the latest census, it is the home of 

more than 1.7 million citizens. More than 93% of the population are Albanians and the rest 
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belong to other communities. Until 1989, Kosovo was an autonomous province of the Former 

Republic of Yugoslavia (FRY). In 1989, Serbia suspended Kosovo’s autonomy and annexed it to 

its main territory. After suspending its autonomy, Serbia imposed coercive measures in Kosovo, 

which led to a mass expulsion of Albanian employees from the institutional life. Albanian 

students were also banned from attending the educational process in the official buildings of 

secondary schools, the University of Prishtina, Higher Pedagogical Schools and Higher Schools 

of Applied Sciences that existed in different towns of Kosovo. Only the primary schools 

remained open. The suspension of Kosovo’s autonomy was a clear signal of serious problems in 

the FRY. Political tensions and disagreements between the constituent Republics of the FRY 

persisted and reached the boiling point in 1991 when the FRY finally fell apart. This break up led 

to terrible wars in Croatia, Bosnia and Herzegovina, and lastly in Kosovo. 

Reacting to the situation after the suspension of the autonomy, Kosovo’s Albanian 

political elite organized a parallel life, including a parallel education system, which was 

supported by a fee paid mainly by the Albanian diaspora in the West. The parallel education 

system was organized at all the levels. Clearly, under such conditions, teacher professional 

development was left in oblivion. Furthermore, given that their salaries were extremely low and 

irregular, the authority of teachers declined drastically as they were forced to do various jobs for 

maintaining their families. In addition, the general interest in education was extremely low as 

there was no hope and perspective for anyone living under such circumstances. This situation 

went on until the spring of 1999, when NATO’s intervention brought the war in Kosovo to an 

end, which marks a new era for Kosovo.  

After the end of the war, Kosovo was put under an Interim Administration of the United 

Nations and started re-establishing all functional institutions. Various international organizations 

were deployed to help Kosovo in all the fields, including the education sector. They provided 

financial assistance and professional expertise to assist Kosovo institutions build professional 

capacities in all the fields, including preparation of the legal framework for an education system 

in line with the contemporary international practices.      

More than two decades after the end of the war, Kosovo has promulgated a series of laws, 

by-laws, and policies that regulate the education sector, including teacher professional 
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development and the school management system, which are the subject of this research. These 

documents were also subject to frequent changes, which created confusion amongst education 

stakeholders, primarily educators. However, the main documents that define the procedures and 

institutions responsible for the teacher professional development and the role of the principal in 

this process are the Law on Pre-University Education, Kosovo Curriculum Framework, the 

Administrative Instruction on Licensing of Teachers, the Strategic Framework on Development 

of Teachers, Kosovo Education Strategic Plan 2016-2021, the Administrative Instruction on 

Professional Communities, and the Administrative Instruction on the Criteria and Procedures for 

Approval of Programs for Professional Development of Teachers and Educational Personnel. 

Below is an overview of these documents and the primary focus is on the issues related to 

teacher professional development and the principal’s role in this process. 

The Law on Pre-University Education is a rather general document whose purpose is to 

regulate the pre-university education. It defines the duties, responsibilities, and rights of the 

relevant institutions in relation to the pre-university education. However, the parts referring to 

the responsibilities of the Ministry, competencies of the State Council on Pre-University 

Education, competencies of municipalities, education inspectorate related to Kosovo Curriculum 

Framework, licensing of teachers, organization of school bodies, financing of school, hiring of 

teachers and principals contain stipulations defining directly and indirectly the process of teacher 

professional development and institutions responsible for organizing, conducting, leading, and 

monitoring this process.     

Kosovo Teacher Development Strategic Framework (KTDSF) was adopted in 2016 and 

is foreseen to be a live document, meaning that it will be reviewed on needs basis. It contains 

detailed information that describes the process of teacher professional development. It recognizes 

that teachers should continually develop professionally and should be supported and rewarded in 

order to help the students to become competent and responsible citizens. This Strategy promotes 

two methods of teacher professional development – 1) basic training programs and 

supplementary training programs; 2) school-based learning. According to this document, the 

MEST, MEDs, and schools are responsible for designing and providing teacher professional 

development activities. In the document, it is made clear that external training programs will be 
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delivered by the contracted organizations and the process will be supervised by the MEST, in 

coordination with MEDs and other stakeholders.   

 The KTDSF stipulates that school-based professional development activities may be 

organized based on school’s needs and shall be “conducted in line with the legal provisions and 

approved principles and procedures that may be implemented under the school leadership and 

through active participation of the school personnel” (p. 35). Collaboration with other schools 

and active participation in the activities of professional communities are defined in this 

document as two major methods of school-based professional development. Schools may also 

request from the MEDs to hire external training providers for delivering professional 

development activities based on the school’s needs and requests.  

Kosovo Education Strategic Plan (KESP) 2017-2021 is a document that promotes the 

idea that continuous teacher professional development and improvement of the school 

management system are important factors for the enhancement of the school quality. It contains 

seven strategic objectives expected to help Kosovo’s education system to achieve better results 

and to apply contemporary educational methods. The listed objectives are as follows: 

1. Participation and inclusion 

2. Education system management  

3. Quality assurance 

4. Teacher development 

5. Teaching and learning 

6. Vocational education and training and adult education 

7. Higher education 

According to this document, for the achievement of the outlined goals it is necessary to 

decentralize the school management system. It underscores that schools should be managed by 

autonomous principals, who lead schools towards embracing the approach of learning 

organizations and not mere administrators of school’s assets and human resources. The 

document acknowledges that there are a series of challenges for the implementation of such an 

approach. 
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The KESP recognizes that even though continuous teacher professional development is 

critical for the improvement of teacher quality, it is based on traditional methods. It also 

stipulates: 

Until a few years ago, teachers’ professional development was organized mainly in the 

form of classical training. Such an approach has proven to be insufficient because 

teachers often needed continuous professional support for putting the acquired knowledge 

into practice. Experiences from Kosovo show that other professional development forms, 

such as on-the-job counselling, mentoring, reflective feedback practices, etc., enable the 

transfer of knowledge and skills into the classroom. Such practices have been part of 

several teachers’ professional development programmes; however, it remains a challenge 

to make this comprehensive approach part of a continuous teacher professional 

development culture. This broad approach could be supported by professional 

communities in each school and by school-networking. (p. 66-67). 

The new Kosovo Curriculum Framework (KCF), which was adopted in 2016, consists of 

two major parts: 1) Organization, function and role of the Curriculum Framework and 2) 

Implementation of the Curriculum Framework. The second part, which is more important for the 

needs of this research, highlights that the contribution of the entire school staff and other 

stakeholders is necessary for a successful implementation of the curricular changes. This 

document makes it clear that teacher collaboration is of profound significance for the 

achievement of the goals included in the document. It also defines the responsibilities of school 

personnel for and during school-based teacher professional development activities. Some of 

those tasks are as follows:  

Teachers are responsible for organizing various activities, selecting and drafting 

different educational materials, engaging in teamwork, contributing to respective professional 

communities in lesson planning, exchanging experiences, assessment of students, and 

achievement of school’s goals. 

School professional services (psychologist, counsellor, secretary) have to continuously 

monitor the performance of the school’s personnel, to identify teachers’ needs, to offer the 
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necessary professional support, to facilitate teacher collaboration, joint planning, exchange of 

experiences, and to administer the process for exchange of experiences between schools.  

Principals are asked to provide continuous support for the improvement of the school 

quality and teacher’s accountability. 

The Administrative Instruction on Licensing of Teachers is a document that describes the 

entire teacher licensing process. In order for teachers to be allowed to work in a pre-university 

education institution, they have to renew their licenses every fifth year. Licenses are renewed 

upon the completion of a certain number of professional development hours and after obtaining a 

positive performance assessment, approved by the principal. According to this regulation, there 

are two categories of teacher licenses: temporary and regular licenses. The temporary licenses 

are issued to the beginner teachers, who are requested to complete 30 hours of training. 

Meanwhile, there are four types of regular license issued to other teachers and professional 

associates: career, advanced, mentor, and meritorious licenses. The first three licenses are valid 

for five years, and the last one is a permanent license. Thus, in addition to positive performance 

assessment, teachers are also requested to complete the following number of hours in 

professional development programs: 

Career License: 100 hours (70 hours on basic training programs and the rest on 

supplementary training programs);  

Advanced teacher license: At least 300 hours (at least 200 hours on basic training 

programs, and the rest on supplementary programs);  

Mentor license: At least 450 hours (at least 250 hours on basic training programs and the 

rest on supplementary training programs); and 

Meritorious license: An educator obtains the meritorious teacher license after serving as 

a teacher for at least 10 years and completing at least 650 hours of professional development 

programs (at least 450 hour on basic training programs and the rest on supplementary training 

programs).  
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This administrative instruction stipulates that teachers have to apply individually for the 

renewal of license and the advancement of teachers in the licensing system leads to a 10% salary 

increment, which will be regulated by legal provisions.  

Meanwhile, Kosovo Teacher Development Strategic Framework is the document that 

describes the meanings of the basic and supplementary training programs: 

Basic training programs focus on issues related to competency-based curriculum, 

subject content mastering, teaching methodologies and lesson planning, basic class management 

skills, competence based assessment, use of new technology in the learning process, use of 

educational materials, student motivation, etc.  

Supplementary training programs are not directly linked to the teaching methodologies 

but are in the interest of quality assurance of the school as well as the development and 

enhancement of work in the school.  

The Administrative Instruction on the Professional Communities regulates the 

organization and functioning of professional communities and other school bodies that play an 

important role in the process of continuous teacher professional development. According to this 

Instruction, every school is obliged to have Grade and Curriculum Area Professional 

Communities, which are tasked with:  

1. Drafting the work plan of the professional community; 

2. Implementation of school annual plan; 

3. Development of syllabi; 

4. Preparation of student assessment instruments, time, and methods; 

5. Teacher professional development; 

6. Development of teaching and learning material; and 

7. Other tasks related to teacher collaboration and student extracurricular 

activities. 

The Administrative Instruction on the Criteria and Procedures for Approval of Programs 

for Professional Development of Teachers and Educational Personnel is a document that 
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regulates the procedures for the implementation of teacher professional development process in 

Kosovo. It describes the duties and responsibilities of the MEST in the area of teacher 

professional development, the procedures for selection and contracting of the providers of 

teacher professional development programs, and many other issues related to this process. This 

document shows that teacher professional development is a rather uniform process run by the 

MEST. The third article of this administrative instruction stipulates that the MEST is responsible 

for setting the standards and requirements for teacher professional development, quality 

assurance, licensing system, and so on. Other articles also specify that the MEST is the 

institution that will select and hire the professional development program providers and will 

organize the events in cooperation with MEDs.  

The aforementioned documents stipulate clearly that the MEST is the institution 

responsible for drafting the policies and regulations and defining the methods for teacher 

professional development. The Ministry is also the chief authority that hires the organizations 

that provide teacher professional development services, which may be domestic or international 

public or private organizations. Even though these legal documents and strategies do not specify 

clearly the role of the principal in the teacher professional development, they imply that 

principals are expected to lead this process by encouraging teachers to be part of teacher learning 

activities, be them external or school-based activities. However, the role of the principal in the 

process of teacher professional development is defined in two other administrative instructions, 

respectively in the Administrative Instruction on Standards of Professional Practice of School 

Principals and the Administrative Instruction on the Duties, Responsibilities, Procedures, and 

Criteria for the Selection of the Director and Deputy Directors of the Public Pre-University 

Educational and Training Institution. 

The Administrative Instruction on the Standards of Professional Practice of School 

Principals contains six measurable standards that should be fulfilled by a principal in order for 

her/him to be considered a successful school leader. Thus, a principal is responsible for: 

1. Leadership and motivation;  

2. Quality teaching and learning; 

3. Planning and management; 
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4. Collaboration and cooperation;  

5. Legislation and society; and 

6. Professional ethic.  

These six standards contain 118 sub-standards and indicators, which show clearly that 

principals are responsible at the school level for almost all the aspects of teacher professional 

development. Some of those sub-standards and indicators, listed below, specify that the principal 

is expected to be familiar and fulfil the following tasks: 

 Development and implementation of strategic and annual school plan; 

 Strategies for improvement of collaboration; 

 Models of teacher professional development; 

 Motivating the personnel to learn; 

 Supporting and providing teacher professional development; 

 Encouraging the personnel and students to be committed to lifelong 

learning; 

 Managing school financial resources; 

 Planning, organizing, and managing human resources; 

 Encouraging teamwork and distributed leadership; 

 Instructing teachers about leadership roles; 

 Serving as a role model; and 

 Using her/his authority for the improvement of teaching quality. 

Furthermore, the Administrative Instruction on the Duties, Responsibilities, Procedures, 

and Criteria for the Appointment of the Director and Deputy Directors of Public Pre-University 

Educational and Training Institution describes the procedures for the selection and appointment 

of a principal or deputy principal. It also defines the responsibilities of the school leaders. 

According to this Administrative Instruction, the principal is responsible for the preparation of 

annual plan, school development plan, and the annual work reports. These three plans include 

specific components used for the identification of teachers’ professional development needs and 

the activities attended by the teachers.   
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Research design  

The mixed method approach, which is a combination of the quantitative and qualitative 

methods, was deemed appropriate for this research. Scholars note that compared to the 

traditional qualitative or quantitative methods, the mixed method is a new approach that has 

started to be applied widely over the last three decades. Gay, Mills & Airasian (2012) explain 

that the quantitative design was adopted from natural sciences and is driven by the assumption 

that the world is rather stable, measurable, and generalizable. On the other hand, they noted that 

qualitative research proponents believe that as a result of various experiences individuals have 

different opinions about the reality, conceptions, and developments related to the world 

surrounding them and none of their assumptions is more valid and truer than the other. These 

two divergent positions have led the researchers towards the implementation of the mixed 

method model, whose goal, as Gay, Mills, & Arian conclude, is “To build on the synergy and 

strength that exists between quantitative and qualitative research methods to understand a 

phenomenon more fully than is possible using either quantitative or qualitative methods alone” 

(p. 483).  

The two approaches are driven by different philosophical paradigms and employ different 

instruments and techniques for the collection of data. Scholars specify that the mixed method is 

driven by pragmatism, which is a more liberal and inclusive philosophical worldview (Biesta & 

Burbules, 2003; Creswell & Creswell, 2018; Gay, Mills, & Arian, 2012; Teddlie &Tashakkori, 

2009). These authors underscore that pragmatist researchers tend to use all the information and 

instruments at hand in order to understand and interpret the problem they explore as thoroughly 

as possible.  

Creswell & Creswell (2018) explain, “Pragmatists agree that research always occurs in 

social, historical, political, and other contexts” (p. 48). Such contexts produce and contain 

different realities that affect individual objectivity and subjectivity. As an inclusive and 

integrative worldview, according to Felizer (2010), pragmatism is committed to uncertainty, and 

pragmatists assert that “any knowledge ‘produced’ through research is relative and not absolute” 

(p. 14). Educators operate in a social environment that often creates unpredictable and complex 

situations in spite of the experiences and knowledge they may possess. As a result, their truths 
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about a phenomenon they are asked to evaluate or describe are not more valid than the truths of 

other research subjects. In such a case, numbers or words alone do not suffice for providing a 

comprehensive interpretation of a problem being examined. Thus, in Felizer’s view, this 

unpredictability and relativeness “forces pragmatic researchers to be flexible and open to 

emergence of unexpected data” (p. 9). 

Biesta & Burbules (2003) argue that pragmatism, as a newer worldview, is more relevant 

in the era of rapid developments and social, technological, and political interconnectivity than 

ever before.  According to them, pragmatism does not provide specific instructions about the 

research methods or instruments, but it is a paradigm that guides the researcher towards seeing 

“the possibilities and limitations of research in, on, and for education” (p. 107). These authors 

also caution that the perspectives provided by the pragmatic approach may affect the 

instruments, procedures, and methods used for conducting the research. They note that 

pragmatism considers knowledge and action as inseparable and interdependent constituents. 

Such an assumption may guide an educational researcher towards believing that, for instance, 

knowledge is a factor that improves teacher practices, which in turn motivates teachers towards 

seeking more knowledge. Such an attitude may affect the research questions, respectively 

shifting the focus only on the benefits and ignoring potential constraints and inhibitors. Given 

that educational research depends on the opinions expressed by participants, who have different 

views, assumptions, experiences, and expectations, Biesta & Burbules note that this leads the 

researcher towards using “multiple tools of inquiry to gain different perspectives on the problems 

at hand” (p. 107).  

Given that participants of this research have had different experiences with and 

expectations from the professional development opportunities and principal’s support, the use of 

different inquiry instruments was considered more appropriate for exploring the research topic. It 

was believed, as Creswell & Creswell (2018) conclude, that “the integration of qualitative and 

quantitative data yields additional insights beyond the information provided by either the 

quantitative or qualitative data alone” (p. 41). 

Research methods’ theoreticians also note that the mixed methods may utilize a number 

of typologies for the collection of data. This research has employed the explanatory sequential 
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typology, which “involves a two-phase data collection project in which the researcher collects 

quantitative data in the first phase, analyzes the results, and then uses the results to plan (or build 

on to) the second, qualitative phase” (Creswell & Creswell, 2018, p. 221). Through 

questionnaires, administered to teachers, data were gathered about the main professional 

development methods applied; teachers’ opinion about the impact of those methods on their 

professional practices; identification of teachers’ needs for professional development; support 

provided by the principals to teachers for their professional development; the factors that hinder 

the principals to support teacher learning activities. The results derived from the quantitative data 

were employed to prepare the second phase of the research, which included interviews with eight 

principals. Researcher’s aim was to gather more detailed insights from the principals in order to 

understand their views about the methods they apply for supporting teacher professional 

development opportunities, the obstacles they encounter in this regard, and their experiences 

with this process because they are familiar with factors that affect their possibilities to support 

teachers in their endeavors for professional development. They are also familiar with teachers’ 

needs for and their commitment to professional development.   

Gay et al (2012) posit that the use of more sources of information is a form of 

triangulation that contributes to the trustworthiness of a research study. The use of triangulation 

avoids possible bias and distortion of findings and increases the confidence that the results are 

not achieved accidentally (Cohen, Manion & Morrison, 2007). Thus, the triangulation in this 

research included quantitative and qualitative data and review of respective legislation, which 

helped the researcher to identify a number of issues that affect the research problem from 

different aspects. This review included legal documents and administrative instructions issued by 

the relevant institutions in Kosovo.  

Data collection process 

Public schools in Kosovo are administered by the Municipal Education Directorates 

(MED), which are responsible, amongst others, for hiring the principals, teachers, and other staff 

of the school. They are also responsible for the professional development of the educational staff. 

Thus, the researcher contacted in October 2019 the MEDs of the four respective municipalities 
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that were authorized to issue the permits for conducting of the research in the schools under their 

administration.  

Immediately after obtaining the permits from the MEDs, 10 schools were contacted in 

October 2019 via email. In addition to attaching the permits issued by the MEDs, the email 

contained also explanations about the purpose of the study, research methods, and participants’ 

status. Of them, only two replied to the emails and expressed their readiness to participate in the 

research. Since the other contacted schools provided no replies for more than a week, the 

researcher visited them in person. During the visitations, three schools confirmed their 

unavailability because their principals were going through the contract renewal procedures. 

Meanwhile, the justification of other non-responding principals was that they had not seen the 

emails or did not have time to respond to them.  

As a result, the researcher did not send requests for participation via email to other 

schools but visited the principals in person. Some of the schools were visited more than once due 

to principals’ absence at the time of the visitation. During the meetings, the researcher offered to 

the principals detailed information in relation to the purpose of the research and the research 

methods. Interestingly, the majority of the principals expressed happiness about the topic of the 

research, hoping that it will help them and other principals to handle issues related to teacher 

professional development more effectively. The researcher used this opportunity to explain to the 

principals that the research would be conducted in two phases and asked them if they would be 

willing to be interviewed for the qualitative part. The majority of them expressed their 

willingness to be part of the second phase of the research as well.   

After obtaining the approval and support of the contacted principals, 720 questionnaires 

were distributed in November 2019 to 24 schools - approximately 30 questionnaires per school. 

The questionnaires were left in the offices of the principals because the researcher was an 

external researcher and did not have direct access to the participants. However, clear 

explanations were given to the principals that for objectivity reasons questionnaires should be 

handed over to and collected from the teachers by a facilitating staff member of the school. They 

agreed with this request and promised that they would delegate this task to staff members of their 

respective schools. In addition, they were asked to distribute the questionnaires to 15 class and 
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15 subject teachers selected according to the random procedures. In 13 schools, the completed 

questionnaires were handed over to the researcher by the school secretaries, counsellors, 

psychologists, or deputy-principals. In the other 11 schools, the completed questionnaires were 

in principals’ offices when the researcher went to collect them. Of the 720 administered 

questionnaires, the researcher received 518 completed questionnaires, which means that the 

return rate was around 72%. 

After the analysis of the quantitative data, using purposive sampling approach, eight 

principals of the participating schools were re-contacted in February 2020 via telephone and 

interviews were arranged accordingly. Before the start of the interviews, they were presented 

consent letters and were asked to sign them. The consent letters included information about their 

status and rights. Prior to the beginning of the interviews, principals were informed once again 

about the goal of the research and efforts were made to create a relaxed atmosphere and make 

them feel comfortable in order for the researcher to receive truthful and tangible narratives. All 

the interviews occurred in principals’ offices, which were quiet and comfortable environments 

for profound discussions. The average time of interviews was 46 minutes, ranging from 36 to 67 

minutes. They were recorded digitally and the content was transcribed verbatim.  

The quantitative data were explored through the thematic analysis. According to Braun & 

Clarke (2006) this approach is used for “identifying, analyzing and reporting patterns (themes) 

within data. It minimally organizes and describes your data set in (rich) detail” (p. 79). After 

attaching codes to the distinct narratives and opinions shared by the principals, various themes 

were identified within the responses made by the principals. The same themes were analyzed 

thoroughly and overlapping subthemes were merged. The emerging findings were related and 

aligned according to the research questions. In the last two chapters, they were compared and 

contrasted with the quantitative findings, relevant literature, and respective legislation. 

Sample 

According to the results that Kosovo students scored in PISA tests, the variance between 

the schools located in different municipalities is insignificant (OECD, 2016). Furthermore, given 

that Kosovo is a small country, professional development opportunities available for teachers are 
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uniform and the methods applied are to a great extent the same throughout the country. In 

addition, the policies regulating this field are almost identical for all the teachers and schools. 

Moreover, principals usually complete the same qualification programs, which are usually 

offered by the University of Prishtina, and/or attend the same leadership training courses, which 

are accredited by the MEST. Therefore, referring to these characteristics, random sampling was 

deemed appropriate for the selection of the schools and respondents. Also, given that individual 

teachers and principals have individual experiences with professional development activities, the 

mixed methods approach was considered an adequate method that would generate 

complementary and explanatory information about the research topic.  

Table 2.  Sample characteristics 

Sample characteristics 

 F % 

Sex 

Female  400 77.2 

Male 97 18.7 

Missing 21 4.1 

Total 518 100 

Age 

            Less than 25 years old 6 1.2 

25-29 years old 33 6.4 

30-39 years old 122 23.6 

40-49 years old 159 30.6 

50-59 years old 144 27.7 

60 + years 33 6.4 

Missing 21 4.1 

Total 518 100 

Position in school 

Class teacher 250 48.3 

Subject teacher 245 47.3 

Missing 23  4.4 
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Total 518  100 

Highest education level finished 

High pedagogical school 62 12 

Undergraduate studies 309 59.7 

Master studies 125 24.1 

Missing 22 4.2 

Total 518 100 

Work experience 

First year 6 1.2 

1-5 years 54 10.4 

6-10 76 14.7 

11-15 93 18.0 

More than 15 years 268 51.6 

Missing 21 4.1 

Total 518 100 

 

Thus, Table 2 indicates that the questionnaires were completed by 518 teachers of 24 

primary and low secondary schools from four towns in Kosovo. The vast majority of the 

participants were females, respectively 400 (77.2%) of them were female and 97 (18.7%) were 

male teachers. 21 (4.1%) respondents provided no data about their gender.  

As for the age, respondents were divided into six categories: younger than 25, 25 to 29, 

30 to 39, 40 to 49, 50 to 59, and 60+ years old. The predominant group were the teachers 

between 40-49 years old. 159 (30.7%) respondents were from 40 to 49 years old; 144 (27.8%) 

were from 50 to 59, 122 (23.6%) were from 30 to 39; 33 (6.4%) were 60+, 33 (6.4%) were from 

25 to 29, 6 (1.2%) respondents were younger than 25, and 21 (4.1%) participants did not reveal 

their age.  
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As for the teaching position, respondents were divided into two groups: class and subject 

teachers. 250 (48.3%) of them were class teachers, 245 (47.3%) were subject teachers; and 23 

(4.4%) did not disclose their position.  

Concerning the educational background, respondents were divided into three groups: 

teachers that have completed Higher Pedagogical School, Bachelor Studies, and Master Studies. 

The highest number of the respondents possess Bachelor’s Degrees, respectively 309 (59.7%) of 

the respondents confirmed that the highest level of education they have completed are the 

undergraduate studies; 125 (24.1%) said they possess Master Degrees, and 62 (12%) have 

completed Higher Pedagogical Schools. 22 (4.2%) respondents offered no data about their 

educational background.  

As for work experience, respondents were divided into five groups: less than one year, 1-

5, 6-10, 11-15, and more than 15 years of work experience. The vast majority of the respondents 

belonged to the last group, respectively, 268 (51.7%) respondents confirmed that they have more 

than 15 years of working experience; 93 (18%) have been working as teachers from 11 to 15 

years; 76 (14.7%) between 6 and 10 years, 54 (10.4%) between 1 and 5 years, and for 6 (1.2) 

respondents, this was the first year of work. 21 (4.1%) participants did not disclose their work 

experience.  

Interviews served for the collection of qualitative data from eight principals. Due to 

ethical considerations and given that Kosovo is a small country and these participants may be 

easily identified based on their specific data, no detailed information about their demographic 

backgrounds is presented in the research. The average age of the interviewed principals was 46.8 

years old, ranging from 38 to 56 years old. Their average teaching experience was 14.8 years, 

ranging from 5 to 30 years. And, their average time serving as a school principal was 7.5 years, 

ranging from 1 to 20 years of experience in such a position. The participant with 20 years of 

experience as a principal explained that she was a deputy-principal for a period of time.  

Data collection instruments 

The data for this research were collected through questionnaires and interviews. The 

questionnaire, which was developed for the study, contained categorical and continuous 
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variables. A number of items were taken from OECD’s (2013) questionnaire, titled “Teaching 

and Learning International Survey.” Other items were generated based on the reviewed literature 

focused on continuous teacher professional development, adult learning, organizational learning, 

and educational leadership. 

The questionnaire was initially pilot tested by two groups of 40 teachers of primary lower 

secondary schools from two different towns in Kosovo. The first group consisted of 20 teachers 

from a single school and the second group consisted of 20 teachers from different schools that 

were attending a teacher professional development program.  

The pilot tested questionnaire consisted of two sections. In the first section, the 

participants were requested to give information regarding their gender, age, position, educational 

background, years of experience, and number of days involved in activities for professional 

development. The second section included six scales with 82 items in total. The reliability of the 

questionnaire was calculated by the Cronbach Alfa coefficient, which was .945, indicating a high 

consistency between the items. The validity of the questionnaire was checked by the factor 

analysis, respectively the percentage of variance explained by the first factor. The analyzed data 

indicated the instrument was valid since the variance was explained by the first factor, which was 

higher than the minimum of 20% of variance.  

Two doctoral students, who are also experts of education, were consulted in relation to 

the content validity of the questionnaire. The academic work of the first expert is focused on 

educational leadership theories, practices, and phenomena. The second expert has been involved 

in delivering professional development programs for teachers in Kosovo for almost two decades. 

Upon their recommendations and given that some questions were considered redundant, a 

number of items were reworded or removed from the final questionnaire.  

The questionnaire was initially compiled in English and then it was translated into 

Albanian. A language expert was engaged to check the quality and accuracy of the translation. 

The translated items and a text guiding the participants how to complete the questionnaire as 

well as informing them about their rights were administered to the participants.     
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The questionnaire that was used in this research consisted of two sections. In the first 

section, respondents were asked to provide information about their gender, age, position, 

educational background, years of experience, and number of days involved in professional 

development activities over the last 12 months. For responding to the first five items of the first 

section, the respondents were asked to write a tick sign next to the statement matching their 

demographic characteristics. For the last item, they were asked to write a figure indicating the 

number of days they have spent in the professional development activities.  

The second section of the questionnaire consisted of five different scales, containing 64 

items, designed to collect information related to the research questions. They were focused on 

the following topics:  

a) The main teacher professional development methods implemented in the 

schools and their impact on teachers’ professional practices; 

b) The main methods implemented by the principal for identification of 

teachers’ professional development needs; 

c) The impact of the school-based professional development activities on the 

improvement of teachers’ professional practices; 

d) The main methods implemented by the principal for supporting teachers’ 

professional development; 

e) Factors that hinder principals to support teachers’ professional 

development. 

 Thus, the first scale consisted of nine items seeking information about the types of 

professional activities attended by the respondents over the last 12 months and their impact on 

their professional practices. Five items of the scale were focused on collecting information about 

respondents’ participation in external professional development activities (training/workshops, 

conferences/seminars, formal qualification programs, visits to other schools, and participation in 

professional learning activities with teachers of other schools) and four other items sought 

information about their participation in school-based professional development opportunities  

(school-based professional learning communities, action research, mentoring programs, and 

study groups). This scale was divided into two parts. In the first part, the respondents were asked 
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to confirm their participation or non-participation in the listed activities by selecting the “Yes” or 

“No” answer. In the second part, they were asked to give their opinions about the impact of the 

attended activity on their professional practices by selecting one of the five-point scale options: 

(5) very helpful, (4) fairly helpful, (3) neither helpful nor unhelpful, (2) little helpful, or (1) 

unhelpful.  

The second scale consisted of eight items and was focused on collecting data about the 

methods applied most frequently by the principal for the identification of teachers’ professional 

development needs over the last 12 months. The listed methods included class observations, 

implementation of the school development plan, fulfilment of requests coming from the local and 

central institutions, analysis of students’ scores in external tests and school tests, teacher self-

assessment, discussion of professional needs with teachers, and if the principal obliges them to 

participate in professional activities. The respondents were asked to assess the methods applied 

by the principal by selecting one of the four-point scale options: (4) very frequently, (3) 

frequently, (2) sometimes, (1) rarely. 

The third scale comprised of 11 items asking teachers to give their opinions about the 

impact of school-based professional development activities. The respondents were asked to state 

if they agree that these activities improve the skills and knowledge of a teacher because they 

have the following characteristics: they address concrete challenges encountered in the 

classrooms; they help teachers to develop new ideas about the teaching and learning process; the 

topics of such activities are analyzed profoundly; participants are teachers of the same subject or 

grade; such activities are inter-active, cooperative and reflective; feedback in them is 

instantaneous and concrete; the environment is trustworthy and participants can present the 

challenges freely; they improve relations between teachers; they create a positive learning 

culture; they are beneficial for all the participants regardless of their age or experience, and they 

bring collective improvements. The respondents were requested to assess the impact of these 

school-based professional development activities by selecting one of the five-point scale options: 

(5) strongly agree, (4) agree, (3) neither agree nor disagree, (2) disagree, or (1) strongly disagree.  

The fourth scale consisted of 23 items asking the respondents to assess the methods 

utilized by the school principals over the last 12 months for supporting teachers’ professional 
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development. The goal of the tested items was to understand if principals support the 

participation of teachers in external activities; seek support from local and central institutions; 

foster collaboration between teachers; create a learning environment in the schools; and support 

organizational learning. The respondents were asked to assess the support provided by the 

principal for their participation in professional development activities by selecting one of the 

five-point scale options: (5) strongly agree, (4) agree, (3) neither agree nor disagree, (2) disagree, 

or (1) strongly disagree.  

The final, respectively the fifth scale consisted of 13 items, which were focused on 

collecting information about potential factors that inhibit the principals to support teachers’ 

professional development. The list of potential inhibitors included the lack of time; principals’ 

administrative obligations; the lack of teacher substitutes; the lack of funds for supporting 

teachers to attend such activities; the lack of funds for creating a learning environment in the 

school; the lack of support from respective institutions; inadequate training programs and 

trainers; the lack of teacher motivation; the lack of culture for exchange of practices; and 

irrelevant training topics and materials. The respondents were asked to express their opinions 

about the impact of these factors on principal’s potential for provision of support by selecting 

one of the five-point scale options: (5) strongly agree, (4) agree, (3) neither agree nor disagree, 

(2) disagree, or (1) strongly disagree.   

Reliability and validity of instruments    

Separate reliability analyses were run for all the scales of the questionnaire by computing 

the Cronbach’s Alfa coefficient, which, according to Gay et al, 2012, measures the internal 

consistency of the test items. In addition, the construct validity of the scales was calculated 

through the factor analysis. Gay and his colleagues explained that factorization identifies 

“relations among variables in a correlation matrix” (p. 368). 

The first scale, which contained nine items, reached a Cronbach Alpha coefficient of α = 

0.853, which shows a good correlation between the items, indicating that they are measuring the 

same thing and they are consistent. The Cronbach Alpha test includes also the Corrected Item-

Total Correlation statistic, which measures the relationship of each item with the entire 
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instrument. According to Field (2009), if an item in the analysis is below .3, then it is not 

measuring the same issues as the rest of the instrument and should be removed.  The Corrected 

Item-Total Correlation for all the items of this scale was above .3, and none of the items had to 

be dropped. The validity of the scale was checked by the factor analysis, respectively the 

percentage of variance explained by the first factor. The analyzed data indicated that the 

instrument was valid since 46.7% of variance was explained by the first factor, which was higher 

than the minimum of 20%. The same procedures were applied for other our scales as well. 

The second scale, which contained eight items, reached a Cronbach Alpha coefficient of 

α = 0.865, which shows that the items were well correlated. The Corrected Item-Total 

Correlation for all the items was above .3, consequently, all the items were kept. The analyzed 

data indicated that the instrument was valid since the variance explained by the first factor was 

51.7%.  

The third scale included 11 items and it reached a Cronbach Alpha coefficient of α = 

0.893, which indicates a high correlation between the items. The Corrected Item-Total 

Correlation for all the items was above .3, therefore, all the items were retained. The analyzed 

data indicated that the instrument was valid since the variance explained by the first factor was 

49.1%.  

The fourth scale consisted of 23 items and reached a Cronbach Alpha coefficient of α = 

0.967, which showed an excellent correlation between the items. The Corrected Item-Total 

Correlation for all the items was above .3, therefore, none of the items had to be removed. The 

analyzed data also showed that the instrument was valid given that 57.04% of variance was 

confirmed by the first factor.  

The Cronbach Alpha coefficient for the fifth scale, which contained 13 items, was α = 

0.927, which confirmed a high correlation between the items. The Corrected Item-Total 

Correlation for all the items was above .3, therefore, all the items were kept. The analyzed data 

indicated also that the instrument was valid since the variance explained by the first factor was 

52.5%.  
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The measure of consistency, respectively the Cronbach Alfa test indicated that all five 

scales are reliable as their above .8 coefficients showed high levels of relations between the 

tested items, indicating that they were consistent and were measuring the same issues. The 

Corrected Item-Total Correlation tests also indicated that none of the items included in the scales 

should be dropped because all of them were above .3, which is the minimal threshold for an item 

to be retained. The factor analysis also showed that all the tested scales were valid as the 

variance explained by the first factor in all of them was higher than 20%, which is the minimal 

level required for a test to be considered valid.  

A five-point Likert scale, ranging from strongly agree (5) to strongly disagree (1), was 

employed to assess the distribution of the mean scores attached to the items. The fourth scale, 

which consisted of 23 items, was used for the purposes of question 6. All the distributions for 

this question were negatively skewed, with the lowest mean score of 3.80, reached in the item 5, 

and the highest mean score of 4.50, reached in the item 1. Scale three, which contained 11 items, 

was used for the purposes of question 7. All the distributions for this question were negatively 

skewed as well, with the lowest mean score of 3.99 reached in the items 4 and 6 and the highest 

mean score of 4.48, reached in item 9.  

For analysis purposes, the 23 items of the fourth scale that was utilized for the sixth 

research question were collapsed into two major variables through the factor analysis, which 

“allows you to condense a large set of variables or scale items down to a smaller, more 

manageable number of dimensions or factors” (Pallant, 2011, p. 104). The generated variables 

were termed as follows: 1) Teacher Learning and Collaboration (TLC); 2) External Resources 

and Activities (ERA). The first variable consisted of 18 items and the second of 5 items. The 

same procedure was also applied with the third scale, utilized for the research question 7. 

Through the factor analysis method, the 11 items were collapsed into two major variables, which 

were named: 1) Teacher Learning; 2) Teacher Collaboration. The first variable consisted of 6 

items and the second variable of 5 items. Detailed information about the procedures applied for 

the factorization of the new variables is provided in the Chapter 4.  
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CHAPTER 4: TEACHERS’ OPINIONS ABOUT PROFESSIONAL DEVELOPMENT 

AND ROLE OF PRINCIPAL IN IT 

Introduction 

The data for this research, which explored the role of the principal in teacher professional 

development, were collected through quantitative and qualitative procedures and instruments. 

The results are presented according to the explanatory sequential approach, implying that 

quantitative findings are presented first and qualitative ones follow. Thus, this Chapter includes 

the findings generated based on the research questions whose general goal was to identify the 

main teacher professional development methods applied in Kosovo’s schools and principal’s role 

in this process. It presents the quantitative findings emerged from the questionnaires 

administered to the teachers. Initially, the results show the average participation of teachers in 

professional development activities. Then, they reveal teachers’ opinions on the importance of 

professional development process and its impact on their professional practices, the support they 

receive from the principals to participate in different learning activities, and principal’s 

commitment to creating conditions for collaborative learning. Next, the findings disclose 

teacher’ opinions about the factors that impact principals’ support for their participation in 

activities for professional development. In the end, they show if there are differences based on 

teachers’ demographic characteristics about the support provided by the principals for their 

participation in professional development activities and the importance of collaborative learning 

for their professional practices.  

Participation in professional development activities 

 In the first section of the questionnaire respondents were asked to indicate how many 

days they have spent on teacher professional development activities over the last 12 months. The 

goal of this question was to understand the average time teachers spent in such activities and then 

to proceed with questions about the most frequently methods applied in the participating schools. 

The average scores are presented in the table 3. 
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Table 3. Participation in teacher professional development activities. 

Number of days Frequency Percent Valid Percent  

 0 82 15.8 20.6  

1 18 3.5 4.5  

2 16 3.1 4.0  

3 36 6.9 9.0  

4 34 6.6 8.5  

5 35 6.8 8.8  

6 41 7.9 10.3  

7 14 2.7 3.5  

8 21 4.1 5.3  

9 5 1.0 1.3  

10 31 6.0 7.8  

11 1 .2 .3  

12 11 2.1 2.8  

13 2 .4 .5  

14 2 .4 .5  

15 11 2.1 2.8  

16 1 .2 .3  

18 2 .4 .5  

20 14 2.7 3.5  

21 4 .8 1.0  

22 1 .2 .3  

25 5 1.0 1.3  

27 1 .2 .3  

30 11 2.1 2.8  

Total 399 77.0 100.0  

Missing 999 119 23.0   

Total 518 100.0   

Statistics 

Participation in TPD activities   

N Valid 399 

Missing 119 

Mean 6.56 

Std. Deviation 6.923 

Variance 47.925 
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Table 3 shows respondents’ average participation in teacher professional development 

programs over the last 12 months. It indicates that a teacher spent 6.56 days on average in such 

activities over the last year and the standard deviation was 6.923 days. The range of attendance 

was from 0 to 30 days. The largest proportion of participants, respectively 15.8% of them stated 

they have not participated in any professional development activity over the time in question. On 

the other hand, only 2.1% of the respondents confirmed to have spent 30 days in such activities. 

The most frequently reported attendance was 6 days, which was confirmed by 7.9% of the 

respondents.  Meanwhile, 23% of the respondents, coded with the 999 value in the SPSS 

spreadsheets, did not disclose any information about their participation in such activities.  

What are the main teacher professional development methods implemented and how do 

teachers assess their impact on their professional practices?  

The goal of this question was to identify the main teacher professional development 

methods applied in the schools and to understand their impact on teachers’ professional 

practices. A scale consisting of nine items was designed to respond to this question. It was 

divided into two parts. In the first part, participants were asked to confirm their participation or 

non-participation in the listed activities for their professional development by selecting the “Yes” 

or “No” option. In the second part, participants were asked to give their opinions about the 

impact of the listed activities on their professional practices by selecting one of the five-point 

scale options: (5) very helpful, (4) fairly helpful, (3) neither helpful nor unhelpful, (2) little 

helpful, and (1) unhelpful.      

Table 4. Frequency of attended professional development activities.  

 

No. 

 

Types of professional development activity 

you attended over last 12 months 

 

Attendance 

 

Yes No Rank 

f % f %  

1 Training/workshops (e.g. on subject matter, 

teaching/learning methods, and/or other 

education-related topics). 

399 77.3 117 22.7 1 
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2 Conferences or seminars (where teachers and/or 

researchers present their research results and 

discuss educational issues). 

227 43.9 290 56.1 5 

3 Formal qualification program (e.g. degree 

programs). 

152 29.5 363 70.5 6 

4 Observation visits to other schools. 254 49.1 263 50.9 3 

5 Participation in a professional learning 

community formed in the school for the 

professional development of teachers. 

327 63.5 188 36.5 2 

6 Participation in a professional learning 

community with teachers of other schools 

formed for the professional development of 

teachers. 

245 47.7 269 52.3 4 

7 Participation in action research. 149 28.9 367 71.1 7 

8 Participation in mentoring programs. 174 33.7 343 66.3 5 

9 Participation in study groups. 117 22.6 400 77.4 8 

Table 4 shows which were the most frequently attended activities for the professional 

development of the teachers of the participating schools organized over the last 12 months. Five 

items included in this table were focused on external learning activities and four others were 

about school-based learning activities. The results show that externally organized activities are 

attended much more frequently by teachers than the school-based ones. It was also learned that 

while training and workshops are the most popular methods of all, participation in study groups 

is the least applied method. As for externally organized learning activities, participation in 

qualification programs seems to be less attractive than other methods. On the other hand, in the 

group of school-based learning activities, the frequency gap between the participation in school-

based learning communities and the three other methods listed in the survey is rather large.     

According to the results, training/workshops are the most frequently used methods for the 

professional development of teachers since 77.3% of the respondents confirmed their attendance 

in such an activity over the last 12 months. It is followed by the school’s professional 

communities as 63.5% of the respondents confirmed their participation in the activities of these 
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school forums. Respondents’ participation in other professional development activities is rather 

low, respectively below 50%. Thus, the third most frequently method includes observation visits 

to other schools. 49.1% of the respondents confirmed that they were and 50.9% said they were 

not part of visits to other schools. 47.7% of the respondents confirmed that they have participated 

and 52.3% confirmed that they have not participated in activities of professional learning 

communities with teachers of other schools. 43.9% of respondents confirmed that they have and 

56.1% confirmed that they have not participated in conferences/seminars, where teachers and/or 

researchers presented the results of their studies and discussed educational issues. 33.7% of the 

participants confirmed their participation and 66.3% confirmed their non-participation in 

mentoring programs. 29.5% of the respondents confirmed their participation and 70.5% 

confirmed their non-participation in formal qualification programs. 28.9% of the respondents 

confirmed their participation and 71.1% confirmed their non-participation in action research. 

And, only 22.6% of the respondents confirmed their participation and 77.4% confirmed their 

non-participation in study groups.   

As indicated, the second part of the first scale was focused on collecting information 

about the opinions of teachers related to the impact of the applied professional development 

methods on their professional practices. The number of participants that responded to the items 

no. 2, 3, 6, 7, 8, and 9 is slightly higher than the number of those that confirmed their attendance 

in such activities. It was decided to include their responses in the analysis given that they could 

have attended such programs at earlier stages of their careers. Thus, respondents were requested 

to give their opinions about the impact of the activities they have attended by selecting one of the 

five-point scale options varying from (5) very helpful to (1) unhelpful. Answers given in the 

Likert scale format contain several layers of agreement or disagreement about the question they 

assess, but the researcher was more “interested in how many [respondents] are in one side and 

how many are in the other side” (Gosavi, 2015, p. 28). Thus, for the sake of analysis, the answers 

of the respondents that assessed the impact of the implemented methods as very helpful and 

fairly helpful were collapsed through the SPSS software into one group, which was termed 

helpful. The scores of the respondents who rated the implemented methods as a little helpful or 

unhelpful were combined in another group, termed unhelpful. Neutral scores were treated 

separately.  
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Table 5. The impact of teacher professional development methods on teachers’ professional 

practices. 

No The impact of professional development 

methods on teacher professional practices  

Helpful Neutral Unhelpful n 

1 Training/workshops (e.g. on subject matter, 

teaching/learning methods, and/or other 

education-related topics). 

82.2% 14.2% 3.6% 394 

2 Conferences or seminars (where teachers 

and/or researchers present their research 

results and discuss educational issues). 

78.3% 15.7% 6.0% 235 

3 Formal qualification program (e.g. degree 

programs). 

73.8% 15.2% 11% 164 

4 Observation visits to other schools. 81.7% 13.1% 5.2% 252 

5 Participation in a professional learning 

community formed in the school for the 

professional development of teachers. 

81% 15.2% 3.8% 315 

6 Participation in a professional learning 

community with teachers of other schools 

formed for the professional development of 

teachers 

80.9% 14.2% 4.9% 246 

7 Participation in action research. 72.7% 15.5% 11.8% 161 

8 Participation in mentoring programs. 79% 12.5%   8.5% 176 

9 Participation in study groups. 73.4% 14.8% 11.7% 128 

Based on the results presented in the Table 5, the opinion of respondents was that the 

attended methods are generally considerably helpful. The highest scores were given to the 

external training programs and the lowest were attributed to the participation in action research 

projects. More specifically, when asked to offer their opinions about the impact of the 

professional development activities they have attended, 82.2% of the respondents agreed that 

participation in trainings/workshops has been helpful for them. It was followed by the 

observation visits to other schools. 81.7% of the respondents agreed that this is a helpful method. 
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Further on, 81% of the respondents agreed that participation in school-based learning 

communities was helpful; 80.9% of the respondents agreed that participation in learning 

communities with teachers of other schools has helped them; 79% of the respondents found 

participation in mentoring programs helpful; 78.3% of the respondents claimed that attendance in 

conferences/seminars was helpful; attendance in qualification programs was helpful for 73.8% of 

the respondents; 73.4% of the respondents agreed that participation in study groups was helpful; 

and 72.7% of the respondents found participation in action research project as a helpful method. 

How are teacher professional development needs identified?  

The goal of this question was to understand the main methods implemented by the 

principals to identify the needs of teachers for professional development. A scale consisting of 

eight items was designed to answer this question. The participants were asked to rate the 

frequency of the methods applied by the principals for identification of their needs for 

professional development by choosing one of the four-point scale options: (4) very often, (3) 

often, (2) sometimes, and (1) rarely. For the sake of analysis, scores very often and often were 

collapsed through the SPSS into one group, termed often. Sometimes and rarely scores were also 

collapsed in a group termed rarely. 

Table 6. Identification of teachers’ professional development needs 

No. The principal has identified teachers’ professional 

development needs by: 

Often Rarely Rank 

1 Observing the teaching process in classroom. 72.8% 21.8% 8 

2 Implementing school’s plan for teacher professional 

development. 

91.7% 8.3% 1 

3 Fulfilling the requests of the national/municipal institutions for 

participation of teachers in professional development activities. 

84.2% 15.8% 5 

4 Using students’ external results (e.g. national test results). 87.1% 13.9% 4 

5 Using students’ school-based and class-based results. 90.7% 8.3% 2 

6 Using teachers’ self-assessment. 83.9% 16.1% 6 

7 Discussing the needs/ideas for professional development with 

teachers. 

88.3% 11.7% 3 
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8 Obligating teachers to participate in professional development 

activities. 

80.4% 19.6% 7 

The results from the Table 6 indicate that the most frequently method applied by the 

principals to identify teachers’ professional development needs is through the school’s annual 

development plan as 91.7 % of the respondents confirmed that this method is often used by the 

principal. The second most frequently used method is the review of students’ results achieved in 

internal tests. This method was confirmed by 90.7% of the respondents. It was followed by 

discussions with teachers focused on their needs for professional development. This option was 

confirmed by 88.3% of the respondents. 87.1% of the participants responded that students’ 

results achieved in external tests is another method used often for identification purpose. 84.2% 

of the subjects confirmed that requests coming from the local or central institutions is applied in 

their schools often. 83.9% of the respondents confirmed that principals often use teachers’ self-

assessment. Also, 80.4% of the respondents claimed that participation in professional 

development activities is mandatory. And, observation of classes is the least frequently used 

method by the principals for the identification of teachers’ professional development needs as 

78.2% of the respondents confirmed that such a method is often used by the principals.  

How do principals create collaborative learning environment in the school? 

The goal of this research question was to understand how do principals facilitate 

collaborative learning in the schools. 11 items (2, 7, 9, 11, 14, 15, 16, 17, 18, 20, and 23) from 

the fourth scale were utilized to answer this question. Respondents were requested to give their 

opinions about the support provided by the principal for the creation of a learning environment in 

the school by selecting one of the five-point scale options varying from (5) strongly agree to (1) 

to strongly agree. For the sake of analysis, through the SPSS software, the selected answers were 

collapsed into three groups. Thus, strongly agree and agree answers were collapsed in one group, 

termed agree; strongly disagree and disagree answers were combined into the group named 

disagree; and the neutral responses were treated separately. 
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Table 7. Principals’ methods for creating a learning environment in the school   

No. The principal has created collaborative learning 

environment by: 

Agree Neutral Disagree  

1 Supporting teachers to participate in action research, 

coaching, mentoring, lesson study. 

82.6% 13.4% 4.1% 

2 Creating a collaborative learning climate and culture 

in the school that urges teachers to develop such 

activities. 

83.1% 12.0% 4.8% 

3 Motivating teachers to share with their colleagues the 

skills and knowledge they have acquired in various 

professional development occasions. 

83.9% 11.8% 4.3% 

4 Encouraging teachers to conduct joint research on the 

challenges they encounter. 

76.1% 16.1% 7.7% 

5 Creating a trusting environment in the school where 

teachers speak freely about their professional needs 

and challenges. 

81.5% 13.6% 4.9% 

6 Encouraging teachers to ask for his/her advice about 

educational issues. 

80.9% 14.6% 4.5% 

7 Creating a professional learning community in the 

school. 

80.0% 14.9% 5.1% 

8 Encouraging teachers to learn and work in teams and 

groups. 

85.8% 9.8% 4.4% 

9 Participating in professional development activities 

together with teachers. 

85.1% 9.4% 5.5% 

10 Motivating teachers to produce individually or 

collectively teaching materials adequate for their 

classes/school. 

81.5% 13.3% 5.3% 

11 Creating special facilities in the school where teachers 

may develop professional development activities 

together. 

77.8% 14.1% 8.1% 
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According to the scores from the Table 7, one of the main methods applied by the 

principal to support collaborative learning in the school is by motivating teachers to learn and 

work together in teams. 85.8% of the respondents agreed with this statement. The next method is 

by participating in professional development activities alongside the teachers. 85.1% of the 

respondents confirmed that principals have participated in learning activities together with them. 

83.9% of the respondents agreed that principals have motivated them to share the knowledge 

they have acquired in different professional development activities with their peers. 83.1% of the 

respondents agreed that principals have created an atmosphere and culture that encourages 

teachers to develop collaborative activities in the school. 82.6% of the respondents agreed that 

principals have supported teachers to attend action research, mentoring programs, or study 

groups. Same scores were attached to the next two statements, respectively 81.5% of the 

respondents agreed that: principals have created a trusting environment in the school where 

teachers may discuss freely their needs and challenges and principals have encouraged them to 

create individually or collectively materials that are needed for their subjects or the school. 

Furthermore, 80.9% of the respondents agreed that principals encouraged them to seek advice 

from her/him in relation to educational issues. 80% of the respondents agreed that principals 

have created professional communities in their schools. 76.7% of the respondents confirmed that 

principals have created special facilities in the school where teachers may develop activities for 

their professional development. And, 76.1% of the respondents agreed that principals have 

encouraged them to conduct joint research about the challenges they are encountering.  

How do school principals support teacher professional development and what are teachers’ 

opinions about their support?   

The fourth scale was used to understand the opinions of teachers about the methods 

applied by the principals to support their professional development. The scale consisted of 23 

statements and the respondents were requested to assess the support provided by the principal by 

selecting one of the five-point scale options varying from (5) strongly agree to (1) to strongly 

agree. For the sake of analysis, as with the other scales, the selected answers were regrouped 

through the SPSS software into three groups. Thus, strongly agree and agree answers were 

collapsed into one group, termed agree; strongly disagree and disagree answers were combined 

in the group disagree; and the neutral responses were treated separately. 
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Table 8. Principals’ methods for supporting teacher professional development 

No. The principal has support teachers’ professional 

development by: 

Agree  Disagree Neutral 

1 Supporting teachers to participate in trainings, 

conferences, seminars, workshops. 

89.4% 2.7% 7.9% 

2 Supporting teachers to participate in action research, 

coaching, mentoring, lesson study. 

82.6% 4.1% 13.4% 

3 Requesting from municipal/central institutions to 

organize more professional development sessions for the 

teachers. 

81.9% 3.9% 14.2% 

4 Applying for grants for teacher professional 

development. 

67.8% 10.4% 21.8% 

5 Organising visits to other schools or other institutions. 64.1% 13.4% 22.6% 

6 Maintaining close links with organizations/experts that 

offer teacher professional development activities. 

69.1% 9.3% 21.6% 

7 Creating a collaborative learning climate and culture in 

the school that urges teachers to develop such activities. 

83.2% 4.8% 12% 

8 Promoting life-long learning as a tool that enhances 

teachers’ skills and knowledge. 

82.4% 5.7% 11.9% 

9 Motivating teachers to share with their colleagues the 

skills and knowledge they have acquired in various 

professional development occasions. 

83.9% 4.3% 11.8% 

10 Asking teachers to develop individual and collective 

professional development plans. 

86.2% 4.7% 9.1% 

11 Encouraging teachers to conduct joint research about the 

challenges they encounter. 

76.1% 7.8% 16.1% 

12 Involving teachers in formulating and setting joint school 

goals. 

78.4% 6.6% 15% 

13 Encouraging teachers to apply the new ideas and methods 

acquired in professional development activities. 

83.8% 4.3% 11.9% 
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14 Creating a trusting environment in the school where 

teachers speak freely about their professional needs and 

challenges. 

81.5% 4.9% 13.6% 

15 Encouraging teachers to ask for his/her advice about 

educational issues. 

80.9% 4.5% 14.6% 

16 Creating a professional learning community in the 

school. 

80% 5.1% 14.9% 

17 Encouraging teachers to learn and work in teams and 

groups. 

85.8% 4.4% 9.8% 

18 Participating in professional development activities 

together with teachers. 

85.1% 5.5% 9.4% 

19 Providing teachers with constructive feedback based on 

classroom observations and dialogue with them. 

83% 5.5% 11.4% 

20 Motivating teachers to produce individually or 

collectively teaching materials adequate  for their 

classes/school. 

81.5% 5.3% 13.3% 

21 Motivating teachers to analyze their teaching methods 

and assumptions about student learning. 

82.9% 6.2% 10.9% 

22 Finding substitute teachers when they take part in 

professional development activities. 

76.7% 7.3% 16% 

23 Creating special facilities in the school where teachers 

may develop professional development activities 

together. 

77.8% 8.1% 14.1% 

The results included in the Table 8 indicate that the main method used by the principals 

to foster teachers’ professional development is by supporting them to participate in trainings, 

conferences, seminars, workshops. 89.4% of the respondents agreed with this conclusion. 

According to teachers, organization of visits to schools and other institutions is the least applied 

method for teacher professional development. The application of this option was confirmed by 

64.1% of the respondents.     
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As the results of the Table 8 show, the main method used by the principals to foster 

teachers’ professional development is by supporting them to participate in training sessions, 

workshops, conferences, and seminars. 89.4% of the respondents agreed with this conclusion. 

Based on the confirmation of 86.2% of the respondents, the next method is by encouraging 

teachers to develop individual and collective professional development plans. It is followed by 

inspiring teachers to learn and work in teams and groups as 85.8% of the respondents agreed 

with this option. 85.1% confirmed that principals participate in professional development 

activities together with teachers; 83.9% agreed that principals motivate teachers to share with 

their colleagues the skills and knowledge they have acquired in various professional 

development occasions; 83.8% agreed that principals encourage them to apply the new ideas and 

methods acquired in professional development activities; 83.2% agreed that principals create a 

collaborative learning climate and culture in the school that motivates teachers to work and learn 

collaboratively; 83% agreed that principals give teachers constructive feedback based on 

classroom observations and discussions; 82.9% agreed that principals motivate teachers to 

review their teaching assumptions about student learning; 82.6% agreed that principals support 

them to participate in action research, coaching, mentoring, lesson study programs; 82.4% agreed 

that principals promote life-long learning as a tool that enhances teachers’ skills and knowledge. 

81.9% agreed that principals request from municipal/central institutions to organize more 

professional development sessions for the teachers. 81.5% of the respondents agreed that 

principals create a trusting environment in the school where teachers speak freely about their 

professional needs and challenges. The same scores were attached to the item reading that 

principals motivate teachers to produce individually or collectively teaching materials adequate 

for their classes and school; 80.9% agreed that principals encourage them to ask for his/her 

advice about educational issues; 80% agreed that principals have created learning communities 

within the school; 78.4% agreed that principals involve them in formulating and setting joint 

school goals; 77.8% agreed that principals have created special facilities in the school where 

teachers may organize professional development activities together; 76.7% agreed that principals 

have found substitute teachers when they take part in professional development activities; 76.1% 

agreed that principals encourage them to conduct joint research about the challenges they 

encounter; 69.1% agreed that principals maintain close links with organizations/experts that offer 

teacher professional development activities; 67.8% agreed that principals apply for grants for 
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teacher professional development; and, only 64.1% agreed that principals organize visits to other 

schools or other institutions 

What are the constraints that principals encounter to support teachers’ participation in 

professional development activities?   

The goal of this question was to understand the opinions of teachers about the factors that 

hinder the principals to support teachers’ professional development. A scale consisting of 13 

items was designed to answer this question. The respondents were asked to assess the hindering 

factors by selecting one of the five-point scale options: (5) strongly agree, (4) agree, (3) neither 

agree nor disagree, (2) disagree, and (1) strongly disagree. For the sake of analysis and in line 

with the procedures described above, the scores were collapsed into three groups. Thus, strongly 

agree and agree answers were collapsed into one group, termed agree; strongly disagree and 

disagree answers were combined into the group termed disagree; and neutral responses were 

treated separately.    

Table 9. Factors hindering principals to support teacher professional development 

No. The principal was hindered to support teacher 

professional development due to: 

Agree Disagree Neutral 

1 Lack of time to focus on teacher professional 

development needs. 

49.3% 28.9% 21.8% 

2 Administrative obligations, meetings with school 

bodies, parents, external institutions, and/or 

stakeholders. 

55.1% 26.8% 18.1% 

3 Professional development activities are held during 

working days and it is hard to find substitute 

teachers. 

51.6% 28.0% 20.9% 

4 Lack of funds to support teachers to attend external 

professional development opportunities. 

65.1% 17% 17.9% 

5 Lack of funds to create facilities in the school where 

teachers can develop joint activities. 

63.9% 18.8% 17.3% 
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6 Lack of funds to support teachers to produce 

learning materials. 

66.1% 17.5% 16.3% 

7 Lack of support from local/central institutions 

responsible for teacher professional development. 

61.3% 18% 20.8% 

8 Teacher professional development opportunities 

available are ineffective and teachers are 

demotivated to participate in them. 

45.2% 27.4% 27.4% 

9 Teacher professional development opportunities 

available are not compatible with teachers’ 

experience, needs and/or competences. 

44.6% 26.8% 28.6% 

10 Teachers are not motivated to participate in such 

activities since they do not help them to get 

promoted or to receive higher salaries. 

46.4% 29.4% 24.2% 

11 Persons that deliver learning activities are not 

qualified and/or competent for the topic or activity. 

41.2% 30.4% 28.4% 

12 Lack of culture to share and implement the acquired 

knowledge and skills.  

44.5% 30.6% 24.9% 

13 Topics and materials of the activity are not relevant. 36.8% 32.3% 30.9% 

Based on the answers given to the items in the Table 9, respondents are not convinced 

that there are serious factors that hinder the principals to support their professional development. 

However, the lack of funds has been assessed as the biggest impediment for principals’ 

endeavours in this regard. However, only 66.1% of the respondents believe that the lack of funds 

to support teachers to create learning materials is the biggest constraining factor. 65.1% of the 

respondents agreed that the lack of funds to support teachers to participate in external activities 

for professional development is another hindering factor. 63.9% of the respondents agreed that 

the lack of funds to create special facilities within the school where teachers may develop 

learning activities together is a constraint. 61.3% of respondents considered the lack of support 

from local/central institutions responsible for professional development as a constraint. 55.1% of 

the respondents agreed that administrative obligations, meetings with school bodies, parents, 

external institutions and/or other parties hinder the principals to focus on their needs for 
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professional development. 51.6% of the respondents agreed that another factor that hinders 

principals is the fact that activities for professional development are held during the working 

days and it is difficult to find substitute teachers. Less than the half, respectively 49.3% of the 

respondents agreed, 21.8% were neutral, and 28.9% disagreed that lack of time to focus on 

teachers’ professional development needs is a hindering factor.  46.4% of the respondents 

agreed, 24.2% were neutral, and 29.4% disagreed that teachers are not motivated to take part in 

activities professional development activities because they do not help them get promoted or to 

receive higher salaries. 45.2% of the respondents agreed, 27.4% were neutral, and 27.4% 

disagreed that available opportunities for professional development are inefficient therefore they 

are demotivated to take part in them. 44.6% of the respondents agreed, 24.2% were neutral, and 

29.4% disagreed that the lack of culture to exchange and implement the newly acquired skills 

and knowledge is a hindering factor. 44.5% of the respondents agreed, 24.9% were neutral, and 

30.6% disagreed that the available opportunities for professional development are not compatible 

with the experience, needs, and/or competencies of teachers. 41.2% of the respondents agreed, 

28.4% were neutral, and 30.4% disagreed that the persons that deliver professional development 

activities are not competent for the topic of the activity. And, only 36.8% of the respondents 

agreed, 30.9% were neutral, and 32.3% disagreed that the topics and materials of professional 

development activities are not relevant. 

Are there differences between teachers regarding principal’s role in teachers’ professional 

development based on their demographic variables? 

The goal of this research question was to understand if there are differences between the 

teachers based on their gender, age, years of experience, teaching position, and level of their 

education regarding principal’s role in teachers’ professional development. The fourth scale, 

which contained 23 items, was used for answering this question. For analysis purposes, Factor 

Analysis was run for grouping the items into combined variables that represent principals’ 

support for the professional development of teachers. The 23 items were subjected to the 

Principal Component Analysis (PCA) using SPSS. Prior to performing the PCA, the suitability 

of data for factor analysis was assessed. The inspection of the correlation matrix revealed that all 

items have coefficients of .3 and above. The Kaiser-Meyer-Olkin value was .968, which 

exceeded the recommended value of .6 (Kaiser 1970, as cited in Pallant, 2011) and Bartlett’s 



147 
 

Test of Sphericity reached a statistically significant value that supports the factorability of the 

correlation matrix.  

 

KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .968 

Bartlett's Test of Sphericity Approx. Chi-Square 8453.638 

Df 253 

Sig. .000 

A PCA was run next for the factorization of the variables and it revealed the presence of 

two components with eigenvalues exceeding 1, explaining 57.049% and 4.850% of the variance. 

Also, the inspection of the scree plot revealed a clear break after the second component. Using 

Catell’s (1966) scree test, it was decided to retain the two components for further investigation.  

 

 

Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Rotation Sums 

of Squared 

Loadingsa 

Total % of Variance Cumulative %        Total % of Variance Cumulative % Total 

1 13.121 57.049 57.049 13.121 57.049 57.049 12.535 

2 1.116 4.850 61.900 1.116 4.850 61.900 9.854 

3 .886 3.853 65.752     

4 .787 3.422 69.175     

5 .713 3.100 72.275     

6 .613 2.666 74.940     

7 .587 2.550 77.491     

8 .515 2.237 79.728     

9 .450 1.956 81.684     

10 .437 1.902 83.586     

11 .415 1.805 85.390     

12 .380 1.654 87.044     

13 .359 1.559 88.603     

14 .328 1.427 90.030     

15 .314 1.364 91.394     

16 .304 1.320 92.714     
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17 .294 1.278 93.992     

18 .273 1.187 95.179     

19 .248 1.079 96.258     

20 .239 1.041 97.298     

21 .224 .975 98.273     

22 .207 .900 99.173     

23 .190 .827 100.000     

Extraction Method: Principal Component Analysis. 

a. When components are correlated, sums of squared loadings cannot be added to obtain a total variance. 

 

To aid in the interpretation of these three components, oblimin rotation was performed. 

The rotated solution revealed presence of two components, with more than two thirds of the 

variables loading in one component and showed strong correlations between the two 

components. Thus, the results support the use of the two components as separate subscales. Even 

though variable 7 reached higher values under the second component, referring to literature it 

was moved to the first component.   

 

 

Pattern Matrixa 

 

Component 

1 2 

 1. Supporting teachers to participate in trainings, conferences, seminars, workshops. .492  

 2. Supporting teachers to participate in action research, coaching, mentoring, lesson study. .415  

 3. Requesting from municipal/central institutions to organize more professional development sessions for teachers.  .558 

 4. Applying for grants for teacher professional development.  .938 

 5. Organizing visits to other schools or other institutions.  .765 

 6. Maintaining close links with organizations/experts that offer teacher professional development activities.  .774 

 7. Creating a collaborative learning climate and culture in the school that urges teachers to develop such activities.  .419 .432 

 8. Promoting life-long learning as a tool that enhances teachers’ skills and knowledge. .492  

 9. Motivating teachers to share with their colleagues the skills and knowledge they have acquired in various  

professional development occasions. 
.771  

 10. Asking teachers to develop individual and collective professional development plans. .740  

 11. Encouraging teachers to conduct joint research about the challenges they encounter. .640  

 12. Involving teachers in formulating and setting joint school goals. .609  

 13. Encouraging teachers to apply the new ideas and methods acquired in professional development activities. .810  

 14. Creating a trusting environment in the school where teachers speak freely about their professional needs and 

challenges. 
.863  

 15. Encouraging teachers to ask for his/her advice about educational issues. .935  

 16. Creating a professional learning community in the school. .784  

 17. Encouraging teachers to learn and work in teams and groups. .942  

 18. Participating in professional development activities together with teachers. .786  

 19. Providing teachers with constructive feedback based on classroom observations and dialogue with them. .667  

 20. Motivating teachers to produce individually or collectively teaching materials adequate  for their classes/school. .690  

 21. Motivating teachers to analyze their teaching methods and assumptions about student learning. .791  

 22. Finding substitute teachers when they take part in professional development activities.  .540 

 23. Creating special facilities in the school where teachers may develop professional development activities 

together. 
.457  
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Extraction Method: Principal 

Component Analysis.  

 Rotation Method: Oblimin with 

Kaiser Normalization. 

a. Rotation converged in 7 

iterations. 

 

 

Component Correlation Matrix 

Component 1 2 

1 1.000 .717 

2 .717 1.000 

Extraction Method: Principal Component 

Analysis.   

 Rotation Method: Oblimin with Kaiser 

Normalization. 

 

Thus, the Factor Analysis of the 23 items that measured if there are differences between 

teachers regarding principal’s role in teachers’ professional development based on their 

demographic variables (gender, age, years of experience, teaching position, and level of 

education) revealed two components. The first component was termed Teacher Learning and 

Collaboration (TLC) and the second one was termed External Resources and Activities (ERA). 

The TLC variable included 18 items (1, 2, 7, 8, 9, 10, 11, 12, 13, 14, 15, 16, 17, 18, 19, 20, 21, 

23). This subscale included the opinions of teachers about the support that principals provide to 

them for participating in various learning activities and for involvement in collaborative 

initiatives. The ERA subscale included 5 items (3, 4, 5, 6, 22). This subscale contained the 

opinions of teachers about the efforts made by the principals to find external resources and to 

support their participation in external activities.        

Furthermore, tests measuring the reliability of both sub-scales were run. Thus, the TLC 

subscale reached an excellent reliability level as Cronbach’s Alpha was .963  

Reliability Statistics 

Cronbach's Alpha N of Items 

.963 18 
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In addition, the test measuring the reliability of the ERA subscale reached a high 

reliability level as Cronbach’s Alpha was .850 

 

Reliability Statistics 

Cronbach's Alpha N of Items 

.850 5 

A five-point Likert scale, ranging from strongly agree (5) to strongly disagree (1), was 

employed to assess the distribution of the mean scores attached to the items included in the 

respective scales. All the distributions of the 23 items were negatively skewed, with the lowest 

mean score of 3.80, reached in the item 5, and the highest mean score of 4.50, reached in the 

item 1.  

Levene’s test for homogeneity of variances (F-test) Independent Samples T-tests were 

utilized for analysis of data when the respondents were divided into two groups and Levene’s 

test for homogeneity of variances (F-test) and one-way ANOVA tests were employed for 

analysis of the data when the respondents were divided into three or more groups. Even though 

the assumptions related to the distribution of data were not met, parametric tests were employed 

to analyze the mean scores attributed to the variables given that scholars posit that parametric 

tests can be utilized in cases when samples are larger than 100-200 (Field, 2009; Pallant 2011; 

Tabachnick & Fidell, 2013). More specifically, Tabachnick & Fidell (2013) argue, “In a large 

sample, a variable with statistically significant skewness often does not deviate enough from 

normality to make a substantive difference in the analysis. In other words, with large samples, 

the significance level of skewness is not as important as its actual size” (p. 80).  As already 

indicated, the sample for this research included 518 respondents.  

The research utilized five different demographic variables, respectively participants’ 

gender, age, position, educational background, and years of experience. Pertaining to the gender, 

respondents were divided into two groups: females and males. In relation to their age, they were 

initially divided into to six groups: 1) Less than 25; 2) 25 to 29 years old, 3) 30-39 years old; 4) 

40-49 years old; 5) 50-59 years old, and 6) 60+ years old. For analysis purposes, the first and 

second group, respectively participants less than 25 years old and 25-29 years old were collapsed 
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via SPSS into one group. In terms of work experience, participants were initially divided into 

five groups: 1) Less than one year of work experience; 2) 1-5 years; 3) 6-10 years; 4)11-15 

years; and 5) more than 15 years of work experience. For analysis purposes, the first and second 

group, respectively respondents with less than one year and those with 1-5 years of work 

experience were placed in one group. Regarding their position, respondents were divided into 

two groups: class teachers and subject teachers. And, pertaining to the highest level of education 

completed, respondents were divided into three groups: 1) High Pedagogical School; 2) Bachelor 

studies; and 3) Master studies. Thus, the results of Independent Samples T-tests and one-way 

ANOVA tests are presented below as per each new variable. 

Table 10. Independent Samples T-tests of teachers’ scores on principals’ role in supporting 

participation in the TLC  

 Independent Samples T-tests 

 N Mean SD T Sig 

Gender Female 400 75.67 12.99 .579 

 

.563 

Male 97 74.80 14.09 

       

Position Class teacher 250 76.01 11.82 .936 .350 

Subject teacher 245 74.89 14.49 

An Independent Samples T-test was run to compare the scores of female and male 

teachers about the support that principals provide to them for participating in the TLC. No 

statistically significant difference was found in the scores of female teachers (n=400, M = 75.67, 

SD = 12.99) and male teachers (n=97, M = 74.80, SD = 14.09); t (138.197) = .579, p = .563, 2-

tailed. The magnitude of the differences in the means (mean difference = -.86588 %; CI: – -

2.07237 to 3.80412) was very small (Cohen’s d = 0.06). 

An Independent Samples T-test was conducted to compare the scores of the class and 

subject teachers about the support that principals provide to them for participating in the TLC. 

No statistically significant difference was found in the scores of the class teachers (n=250, M = 

76.01, SD = 11.82) and subject teachers (n=245, M = 74.89, SD = 14.49); t (470.177) = .936, p = 
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.350, 2-tailed. The magnitude of the differences in the means (mean difference = 1.11404, 95%; 

CI: –1.22542 to 3.45350) was very small (Cohen’s d = 0.08). 

Table 11. ANOVA tests of teachers’ scores on principals’ role in supporting participation in the 

TLC 

One-way analysis of variance (ANOVA) 

 Group N Mean SD F Sig. 

A
g
e 

Less than 25 to 29 39 76.12 10.90  

 

1.418 

 

 

.227 

30-39 122 75.91 14.34 

40-49 159 76.29 11.48 

50-59 144 75.25 14.29 

60+ 33 70.45 13.71 

 

E
d
u
. 

HPS 62 75.03 11.15  

1.652 

 

.193 
US 309 76.26 12.73 

MS 125 73.75 15.07 

 

E
x
p
. 

0-5 years 60 78.30 9.79  

2.159 

 

.092 
6-10 76 74.43 14.31 

11-15 93 77.34 12.38 

15+ 268 74.53 13.71 

 

A one-way analysis of variance (ANOVA) between the groups about the support that 

principals provide to them for participating in the TLC was conducted. Participants were divided 

into five groups according to their age: G1 (n=39; M=76.12, SD=10.90); G2 (n=122, M=75.91, 

SD=14.34); G3 (n=159, M=76.29, SD=11.48); G4 (n= 144, M=75.25, SD=14.29); G5 (n=33, 

M=70.45, SD=13.71) The homogeneity of variance was tested by the Levene test, F (4, 492) = 

2.359, p=053. No statistically significant difference was found in the scores of the five age 

groups pertaining the role of the principal in supporting teachers to participate in TLC activities: 

F (5, 492) = 1.418, p = .227. 
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A one-way analysis of variance (ANOVA) between the groups about the support that 

principals provide to them for participating in TLC activities was conducted. Participants were 

divided into three groups according to the highest education level they have completed: G1 

(n=62, M=75.03, SD=11.15); G2 (n=309, M=76.26, SD=12.73); G3 (n=125, M=73.75, 

SD=15.07). The homogeneity of variance was tested by the Levene test, F (2, 493) = 2.935, p= 

.054. No statistically significant difference was found in the scores of the three groups pertaining 

the role of the principal in supporting teachers to participate TLC activities: F (2, 493) = 1.652, p 

= .193. 

A one-way analysis of variance (ANOVA) between the groups was conducted about the 

support that principals provide to them for participating in the TLC. Participants were divided 

into four groups according to their work experience: G1 (n=60; M=78.30, SD=11.15); G2 (n=76, 

M=74.43, SD=14.31); G3 (n=193, M=77.34, SD=12.38); G4 (n= 268, M=75.50, SD=13.71). 

Given that the Levene test revealed that homogeneity of variance was not met as p=.032 the 

Brown Forsythe test was used.  No statistically significant difference was found in the scores of 

the five age groups pertaining the role of the principal in supporting teachers to participate in 

TLC activities: Brown-Forsythe F (306.181) = 2.390, p = .069. 

 

Table 12. Independent Samples T-test of teachers’ scores on principals’ role in the ERA 

 Independent Samples T-tests 

 N Mean SD T Sig 

Gender Female 400 19.63 4.20 .022 

 

.983 

Male 97 19.61 4.72 

       

Position Class teacher 250 19.68 4.14 .936 .350 

Subject teacher 245 19.55 4.49 

An Independent-Samples T-test was run to compare the scores of female and male 

teachers about the efforts made by the principals to find external resources and to support their 

participation in external activities. No statistically significant difference was found in the scores 
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of female teachers (n=400, M = 19.63, SD = 4.20) and male teachers (n=97, M = 19.61, SD = 

4.72); t (495) = .022, p = .98, 2-tailed. The magnitude of the differences in the means (mean 

difference = .01144, 95%; CI: -.94795 to .97084) was extremely small (Cohen’s d = 0.004). 

An Independent-Samples T-test was run to compare the scores of the class and subject 

teachers related to the efforts made by the principals to find external resources and to support 

their participation in external activities. No statistically significant difference was found in the 

scores of the class teachers (n=250, M = 19.68, SD = 4.14) and subject teacher (n=245, M = 

19.55, SD = 4.49); t (493) = .353, p = .725, 2-tailed. The magnitude of the differences in the 

means (mean difference = .13698, 95%; CI: –-.62622 to .90018) was very small (Cohen’s d = 

0.03). 

Table 13. ANOVA tests of teachers’ scores on principals’ role in the ERA 

One-way analysis of variance (ANOVA) 

 Group N Mean SD F Sig. 

A
g
e 

Less than 25 to 29 39 19.05 4.14  

 

.855 

 

 

.491 

30-39 122 19.97 4.46 

40-49 159 19.85 3.55 

50-59 144 19.42 4.80 

60+ 33 18.81 4.95 

 

E
d
u
. 

HPS 62 20.08 4.08  

.503 

 

.605 
US 309 19.61 4.22 

MS 125 19.40 4.63 

 

E
x
p
. 

0-5 years 60 19.61 4.02  

.629 

 

.597 
6-10 76 19.53 4.27 

11-15 93 20.17 4.10 

15+ 268 19.46 4.54 
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A one-way analysis of variance (ANOVA) between groups was conducted pertaining to 

the efforts made by the principals in relation to the ERA. Participants were divided into five 

groups according to their age: G1 (n=39; M=19.05, SD=4.14); G2 (n=122, M=19.97, SD=4.46); 

G3 (n=158, M=19.85, SD=3.55); G4 (n= 144, M=19.42, SD=4.80); G5 (n=33, M=18.81, 

SD=4.95). Given that the Levene test revealed that homogeneity of variance was not met as 

p=.004 the Welch test was used. No statistically significant difference was found in the scores of 

the five age groups pertaining to the efforts made by the principals in relation to the ERA: Welch 

F (4, 128.990) = .794, p = .531.  

 

A one-way analysis of variance (ANOVA) between groups was conducted regarding the 

efforts made by the principals in relation to the ERA. Participants were divided into three groups 

according to the highest education level completed: G1 (n=62, M=20.08, SD=4.08); G2 (n=309, 

M=19.61, SD=4.22); G3 (n=125, M=19.40, SD=4.63). The homogeneity of variance was tested 

by the Levene test, F (2, 493) = 1.008, p= .366. No statistically significant difference was found 

in the scores of the three groups pertaining to the efforts made by the principals in relation to the 

ERA: F (2, 493) = .503, p = .605. 

 

A one-way analysis of variance (ANOVA) between groups was conducted pertaining to 

the efforts made by the principals in relation to the ERA. Participants were divided into four 

groups according to their work experience: G1 (n=60; M=19.61, SD=4.02); G2 (n=76, M=19.53, 

SD=4.27); G3 (n=93, M=20.17, SD=4.10); G4 (n= 268, M= 19.46, SD=4.54). The homogeneity 

of variance was tested by the Levene test, F (3, 493) = .165, p=.920. No statistically significant 

difference was found in the scores of the five age groups pertaining to the efforts made by the 

principals in relation to the ERA: F (3, 493) = .629, p = .597.  

 

Furthermore, descriptive statistics were also calculated by using the measures of central 

tendency and distribution of data. Descriptive statistics were run for the 23 items, which were 

grouped into two subscales through the Factor Analysis. The two subscales (TLC and ERA) 

were utilized to measure the opinions of teachers on the support they receive from the principals 

for participating in professional development activities. As indicated, the TLC subscale 
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contained 18 items and the ERA subscale contained five items. The mean values of the two 

subscales are presented in the Tables 14 and 15.  

 

Table 14. Descriptive statistics for the TLC subscale 

 

N Mean 

Std. 

Deviation Variance Skewness 

Statistic Statistic Statistic Statistic Statistic 

Std. 

Error 

 1. Supporting teachers to participate in trainings, conferences, 

seminars, workshops. 517 4.50 .801 .642 -1.882 .107 

  

2. Supporting teachers to participate in action research, 

coaching, mentoring, lesson study. 
516 4.25 .870 .758 -1.142 .108 

 

 3. Creating a collaborative learning climate and culture in the 

school that urges teachers to develop such activities.  
516 4.32 .899 .808 -1.314 .108 

 

 4. Promoting life-long learning as a tool that enhances 

teachers’ skills and knowledge. 
511 4.25 .889 .791 -1.096 .108 

 

 5. Motivating teachers to share with their colleagues the skills 

and knowledge they have acquired in various  professional 

development occasions. 

517 4.30 .865 .749 -1.232 .107 

 

 6. Asking teachers to develop individual and collective 

professional development plans. 
514 4.32 .862 .742 -1.395 .108 

 

 7. Encouraging teachers to conduct joint research about the 

challenges they encounter. 
515 4.06 .993 .987 -1.030 .108 

 

 8. Involving teachers in formulating and setting joint school 

goals. 
514 4.14 .961 .924 -1.090 .108 

 

 9. Encouraging teachers to apply the new ideas and methods 

acquired in professional development activities. 
513 4.27 .875 .765 -1.263 .108 

 

 10. Creating a trusting environment in the school where 

teachers speak freely about their professional needs and 

challenges. 

513 4.26 .923 .852 -1.266 .108 

 

 11. Encouraging teachers to ask for his/her advice about 

educational issues. 
514 4.26 .909 .827 -1.188 .108 

 

 12. Creating a professional learning community in the school. 511 4.14 .909 .827 -1.102 .108 

 

 13. Encouraging teachers to learn and work in teams and 

groups. 
500 4.31 .877 .770 -1.459 .109 

 

 14. Participating in professional development activities 

together with teachers. 
510 4.26 .877 .770 -1.282 .108 

 

 15. Providing teachers with constructive feedback based on 

classroom observations and dialogue with them. 
507 4.22 .923 .851 -1.327 .108 
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 16. Motivating teachers to produce individually or 

collectively teaching materials adequate  for their 

classes/school. 

513 4.19 .924 .854 -1.238 .108 

 

 17. Motivating teachers to analyze their teaching methods and 

assumptions about student learning. 
514 4.25 .942 .887 -1.353 .108 

  

18. Creating special facilities in the school where teachers may 

develop professional development activities together 
509 4.17 1.030 1.061 -1.207 .108 

 

Valid N (listwise) 
453      

 

The results show that the mean scores attached to the items included in the TLC subscale 

are quite high and homogenous. The minimum mean of the items included in this subscale was 

4.06 and the maximum was 4.50. The standard deviation ranged from .801 to 1.030.  

 

The support that principals provide for principals to participate in trainings, conferences, 

seminars and workshops, assessed by the item 1 in the subscale, reached the highest mean score 

of 4.50 and lowest standard deviation .801, implying that the teachers had a more consistent 

opinion about the support they receive from principals for participating in such activities. The 

mean scores of four other items varied from 4.30 to 4.32 and standard deviation ranged from 

.862 to .899, which implies that the teachers had consistent opinion about these methods 

implemented by the principals as well. This group consisted of the items 3, 5, 6, and 13 in the 

TLC subscale, which describe the methods applied by the principals to encourage teachers to 

learn and work collaboratively. The mean scores of eight other items varied from 4.22 to 4.27 

and standard deviation ranged from .870 to .942, which also implies that the teachers shared 

consistent opinions about these methods utilized by the principals. This group consisted of the 

items 2, 4, 9, 10, 11, 14, 15, and 17 in the subscale, which describe the methods applied by the 

principals to promote continuous learning, to create a trusting environment in the school, and to 

encourage teachers to analyze their teaching methods. The mean scores of the next four items 

varied from 4.14 to 4.19 and standard deviation ranged from .909 to 1.030, which also means 

that the teachers had consistent opinions about these methods. This group consisted of the items 

8, 12, 16, and 17 in the subscale, which describe the methods applied by the principals to 

motivate the teachers to be part of school-based learning activities. The lowest mean score was 

found in item 7, which was 4.06 and the standard deviation was .993, implying that teachers had 
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consistent opinions about this method as well. This item describes the methods applied by the 

principals to encourage teachers to conduct joint research about the challenges they encounter. 

 

Table 15. Descriptive statistics for the EAR subscale 

 

N Mean 

Std. 

Deviation Variance Skewness 

Statistic Statistic Statistic Statistic Statistic 

Std. 

Error 

 1. Requesting from municipal/central institutions to organize 

more professional development sessions for teachers. 513 4.24 .865 .749 -1.064 .108 

  

2. Applying for grants for teacher professional development. 510 3.89 1.081 1.168 -.820 .108 

 

 3. Organizing visits to other schools or other institutions. 501 3.80 1.152 1.328 -.746 .109 

 

 4. Maintaining close links with organizations/experts that 

offer teacher professional development activities. 
515 3.96 1.068 1.141 -.850 .108 

 

 5. Finding substitute teachers when they take part in 

professional development activities. 
507 4.12 .992 .984 -1.061 .108 

Valid N (listwise) 484      

 

The results from the Table 15 show that the mean scores attached to the items included in 

the EAR subscale are quite high and homogenous same as in the previous subscale. The 

minimum mean value for the items included in this subscale was 3.80 and the maximum was 

4.24. The standard deviation ranged from .865 to 1.152.  

 

The Items 5 and 1 in the subscale reached the highest mean values, varying from 4.12 to 

4.24, and lowest standard deviations ranging from .865 to .992, implying that teachers had 

consistent opinions about the efforts made by the principals to find substitute teachers when they 

are in professional development activities and to demand from the local and central institutions 

to organize more professional development activities for teachers. Items 2, 3, 4 reached also very 

similar mean values, varying from 3.80 to 3.96, and standard deviations, ranging from 1.068 to 

1.152, which also shows that teachers had also consistent opinions about these efforts made by 

the principals. These three items describe the methods applied by the principals to ensure 

professional development opportunities for teachers through non-public organizations as well as 

by organizing visits to other schools or institutions.    
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Are there differences between teachers regarding teacher collaborative learning in schools 

based on their demographic variables? 

 

The goal of this research question was to understand if there are differences between 

teachers regarding the impact of the school-based collaborative learning based on their 

demographic variables (gender, age, years of experience, teaching position, and level of 

education). A scale consisting of 11 items was designed to understand if such activities help the 

participants to enhance their skills and competencies for performing their tasks competently. 

Respondents were requested to assess the impact of the attended school-based collaborative 

activities by selecting one of the five options varying from (5) strongly agree to (1) strongly 

agree. 

  

Prior to understanding if there are differences between teachers regarding the impact of 

school-based collaborative learning based on their demographic variables (gender, age, years of 

experience, teaching position, and level of education) efforts were made to understand the 

reasons why teachers consider collaborative learning helpful. For analysis purposes, their scores 

were collapsed, respectively their strongly agree and agree answers were combined into one 

score, termed agree; strongly disagree and disagree answers were also combined into one score, 

termed disagree; and the neutral responses are presented separately.   

 

Table 16. The impact of school-based learning activities on teachers’ professional practice 

No. School-based professional development opportunities 

are helpful because: 

Agree Neutral Disagree 

1 They address the challenges encountered in the 

classroom/school. 

90.9% 7.2% 1.9%  

2 They help me to develop new viewpoints about learning 

and teaching methods since they are based on concrete 

examples. 

89.9% 7.9% 2.1%  

3 Topics are researched in depth, concretely, and 

sustainably. 

80.3% 16% 3.7%  
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4 Participants teach the same subject or same class of 

students. 

73.8% 17.4% 8.9%  

5  They are interactive, collaborative, and reflective. 85.9% 11.8% 2.4%  

6 Feedback from other participants is concrete, 

instantaneous, and non-judgmental. 

73.5% 20.6% 5.9%  

7 I could express my concerns and discuss personal 

professional challenges openly, without being afraid of 

eventual consequences. 

80.8% 15.7% 3.5%  

8 My relations with the peers and/or principal in these 

activities are more relaxed and better. 

86.6% 11% 2.3%  

9 They create a positive learning climate/culture in the 

school enabling teachers to develop even more. 

91.1% 7.6% 2.3%  

10 They are beneficial for all the teachers, irrespective of 

their age and experience. 

89.6% 7% 3.5%  

11 They bring collective improvement since they promote 

life-learning as an important and long-term goal. 

90.7% 7.4% 1.9%  

 

The results presented in the Table 16 show that teachers consider that school-based 

collaborative learning has a great impact on their professional practices. The positive 

assessments about the importance of such activities ranged from 73.5% to 91.1%. Thus, 91.1% 

of the respondents agreed that collaborative learning activities organized in the schools are 

helpful because they create a positive environment and culture that facilitates teacher 

development. Then, 90.9% of the respondents agreed that collaborative learning helps them to 

address concrete challenges they encounter in the classroom and school. Next, 90.7% of the 

respondents agreed that such activities bring collective improvement since they encourage 

lifelong learning as an important goal of teachers. Additionally, 89.9% of the respondents agreed 

that collaborative learning helps them to develop new viewpoints about the learning and teaching 

methods because such a learning is grounded in concrete examples. Furthermore, 89.5% of the 

respondents agreed that such activities are useful for all the teachers regardless of their age and 

experience. Also, 86.6% of the respondents agreed that their relations with the peers and 

principals are more relaxed and better during the school based learning activities. In addition, 



161 
 

85.9% of the respondents agreed that collaborative learning activities are helpful because they 

are interactive, cooperative, and reflective. 80.8% of the respondents agreed that they can speak 

freely in these activities about their professional concerns and challenges without being afraid of 

eventual consequences. 80.2% of the respondents agreed that in these activities topics are 

explored profoundly, concretely, and sustainably. 73.8% of the respondents agreed that 

collaborative learning activities are helpful since the participants of these activities teach the 

same subject or the same students. In the end, 73.5% of the respondents agreed that these 

activities improve their skills and knowledge because the feedback they receive from other 

participants is concrete, instantaneous, and non-judgmental.   

 

This scale was also used to understand if there are differences between teachers regarding 

the impact of the school-based collaborative learning based on their demographic variables 

(gender, age, years of experience, teaching position, and level of education). For analysis 

purposes, a Factor Analysis was conducted to find out if the items may be combined into groups. 

The 11 items of this scale were subjected to the PCA using the SPSS software. Prior to 

performing the PCA, the suitability of data for factor analysis was assessed. The Inspection of 

the correlation matrix revealed that all the items have coefficients of .3 and above. The Kaiser-

Meyer-Olkin value was .904, which exceeded the recommended value of .6 (Kaiser 1970, as 

cited in Pallant, 2011) and Bartlett’s Test of Sphericity reached statistically significant value that 

supports the factorability of the correlation matrix.  

 

 

KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .904 

Bartlett's Test of Sphericity Approx. Chi-Square 2412.914 

Df 55 

Sig. .000 

 

The PCA revealed the presence of two components with eigenvalues exceeding 1, 

explaining 49.6% and 9.7% of the variance respectively. An inspection of the scree plot revealed 

a clear break after the second component. Using Catell’s (1966) scree test, it was decided to 

retain the two components for further investigation.  
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Total Variance Explained 

Component 

Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 5.453 49.571 49.571 5.453 49.571 49.571 

2 1.068 9.713 59.284 1.068 9.713 59.284 

3 .885 8.048 67.333    

4 .667 6.059 73.392    

5 .561 5.100 78.492    

6 .542 4.927 83.419    

7 .471 4.281 87.700    

8 .425 3.862 91.562    

9 .358 3.257 94.819    

10 .304 2.762 97.582    

11 .266 2.418 100.000    

Extraction Method: Principal Component Analysis. 

 

The two component solution explained a total of 59.3% of the variance, with the first 

component contributing 49.6% and the second component with 9.7%. To aid in the interpretation 

of these two components, oblimin rotation was performed since the correlation between the new 

factors was higher than .5 The rotated solution revealed loading of the variables in both 

components.  

Pattern Matrixa 

School-based professional development opportunities are helpful because: 

Component 

1 2 

 1. They address the challenges encountered in the classroom/school. .869  
 2. They help me to develop new viewpoints about learning and teaching methods since they are based on 

concrete examples 
.834  

 3. Topics are researched in depth, concretely, and sustainably. .785  
 4. Participants teach the same subject or same class of students. .670  
 5. They are interactive, collaborative, and reflective. .670  
 6. Feedback from other participants is concrete, instantaneous, and non-judgmental.  .486 

 7. I could express my concerns and discuss personal professional challenges openly, without being afraid of 

eventual consequences. 
 .880 

 8. My relations with the peers and/or principal in these activities are more relaxed and better.  .829 

 9. They create a positive learning climate/culture in the school enabling teachers to develop even more  .509 

 10. They are beneficial for all the teachers, irrespective of their age and experience. .428 .413 

 11. They bring collective improvement since they promote life-learning as an important and long-term goal. .424 .450 
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Extraction Method: Principal 

Component Analysis.  

 Rotation Method: Oblimin with 

Kaiser Normalization.a 

a. Rotation converged in 7 

iterations. 

 

Component Correlation Matrix 

Component 1 2 

1 1.000 .525 

2 .525 1.000 

Extraction Method: Principal Component 

Analysis.   

 Rotation Method: Oblimin with Kaiser 

Normalization. 

Based on factor analysis, the third scale with 11 items, which measured if there are 

differences between teachers regarding school-based collaborative learning based on their 

demographic variables (gender, age, years of experience, teaching position, and level of 

education), was divided into two major components. The first component was termed Teacher 

Learning (TL) and the second was termed Teacher Collaboration (TC). The TL included 6 items 

(1, 2, 3, 4, 5, 10). It measured the mean scores of teachers’ statements indicating how 

collaborative learning helps them to involve in learning activities. The TC subscale included 5 

items (6, 7, 8, 9, 11) and measured the mean scores of teachers’ statements showing how 

collaborative learning fosters teacher collaboration. 

Furthermore, a test measuring the reliability of the TL subscale was run and it reached a 

very good reliability level as Chronbach’s Alpha was .842  

 

Reliability Statistics 

Cronbach's Alpha N of Items 

.842 6 

 

Also, a test measuring the reliability of the TC subscale was performed and it reached a 

good reliability level as Chronbach’s Alpha was .803. 
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Reliability Statistics 

Cronbach's Alpha N of Items 

.803 5 

The distribution of data, based on the five-point Likert scale from strongly agree (5) to 

strongly disagree (1), was assessed through the SPSS and all the distributions were negatively 

skewed, with lowest mean 3.99, reached in the fourth item, and highest mean 4.48, reached in the 

ninth item. Independent Samples T-tests were utilized to analyze the difference when the 

respondents had two types of characteristics and the one-way analysis of variance (ANOVA) 

tests were used to analyze the data when respondents had three or more characteristics. Even 

though assumptions related to the distribution were not met, the mean scores of the items were 

analyzed with parametric tests because scholars posit that parametric tests can be utilized in 

cases with larger than 100-200 sample (Field, 2009; Pallant, 2011; Tabachnick & Fidell, 2013) 

and the sample for this research was 518.  

Same as in the previous question, respondents were divided according to five different 

demographic variables, respectively gender, age, position, educational background, and years of 

experience. Pertaining to the gender, respondents were divided into two groups: females and 

males. In relation to their age, they were initially divided into to six groups: 1) Less than 25; 2) 

25 to 29 years old, 3) 30-39 years old; 4) 40-49 years old; 5) 50-59 years old, and 6) 60+ years 

old. For analysis purposes, the first and second group, respectively participants less than 25 years 

old and 25-29 years old were collapsed via SPSS into one group. In terms of work experience, 

participants were initially divided into five groups: 1) Less than one year of work experience; 2) 

1-5 years; 3) 6-10 years; 4)11-15 years; and 5) more than 15 years of work experience. For 

analysis purposes, the first and second group, respectively respondents with less than one year 

and those with 1-5 years of work experience were placed in one group. Regarding their position, 

respondents were divided into two groups: class teachers and subject teachers. And, pertaining to 

the highest level of education completed, respondents were divided into three groups: 1) High 

pedagogical schools; 2) Bachelor studies; and 3) Master studies. Thus, the results of the 

Independent t-tests and one-way ANOVA tests are presented below as per each new variable. 
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Table 17. Independent Samples T-tests of teachers’ scores about impact of collaborative learning 

on the TL. 

 Independent Samples T-tests 

 N Mean SD T Sig 

Gender Female 400 30.06 4.10 1.971 

 

.051 

Male 97 28.89 5.46 

       

Position Class teacher 250 30.06 4.05 .493 .232 

Subject teacher 245 29.58 4.76 

An Independent Samples T-test was run to compare the scores of female and male 

teachers indicating the impact of collaborative learning on the TL. No statistically significant 

difference was found in the scores of female teachers (n=400, M =30.06, SD = 4.10) and male 

teachers (n=97, M = 28.89, SD = 5.46); t (123.583) = 1.971, p = .051, 2-tailed. The magnitude of 

the differences in the means (mean difference = 1.16559, 95%; CI: -.00518 to 2.33637) was 

small (Cohen’s d=0.24) 

An Independent Samples T-test was run to compare the scores of the class and subject 

teachers indicating the impact of collaborative learning on the TL. No statistically significant 

difference was found in the scores of the class teachers (n=250, M = 30.06, SD = 4.05) and 

subject teachers (n=245, M = 29.58, SD = 4.76); t (493) = 1.198, p = .232, 2-tailed. The 

magnitude of the differences in the means (mean difference = .47633, 95%; CI: -.30520 to 

1.25785) was small (Cohen’s d =0.10). 

Table 18. ANOVA tests of teachers’ scores on the impact of collaborative learning on the TL 

 One-way analysis of variance (ANOVA) 

 Group N Mean SD F Sig. 

A
g
e 

Less than 25 to 29 39 30.05 4.14  

 

 

 
30-39 122 30.09 4.49 

40-49 159 30.15 3.75 

50-59 144 29.41 5.00 
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60+ 33 28.90 4.71 .1.018 .398 

 

E
d
u
. 

HPS 62 30.16 4.11  

.518 

 

.596 
US 309 29.88 4.45 

MS 125 29.51 4.49 

 

E
x
p
. 

0-5 years 60 30.43 3.78  

2.589 

 

.052 
6-10 76 29.42 4.76 

11-15 93 30.78 3.65 

15+ 268 29.48 4.65 

 

A one-way analysis of variance (ANOVA) between the groups was conducted to 

understand the impact of collaborative learning on the TL. Participants were divided into five 

groups according to their age: G1 (n=39; M=30.05, SD=4.14); G2 (n=122, M=30.09, SD=4.49); 

G3 (n=159, M=30.15, SD=3.75); G4 (n= 144, M=29.41, SD=5.00); G5 (n=33, M=28.90, 

SD=4.71). The homogeneity of variance was tested by the Levene test, F (4, 492) = .2.245, 

p=.063. No statistically significant difference was found in the scores of the five age groups in 

relation to the impact of collaborative learning on the TL: F (4, 492) = .1.018, p = .398.  

 

A one-way analysis of variance (ANOVA) between the groups was conducted to 

understand the impact of collaborative learning on the TL. Participants were divided into three 

groups according to the highest education level they have completed: G1 (n=62, M=30.16, 

SD=4.11); G2 (n=309, M=29.88, SD=4.45); G3 (n=125, M=29.51, SD=4.49). The homogeneity 

of variance was tested by the Levene test, F (2, 493) = .207, p= .813. No statistically significant 

difference was found in the scores of the three groups in relation to the impact collaborative 

learning on the TL: F (2, 493) = .518, p = .596.  

 

A one-way analysis of variance (ANOVA) between the groups was conducted to find out 

the impact of collaborative learning on the TL. Participants were divided into four groups 

according to their work experience: G1 (n=60; M=30.43, SD=3.78); G2 (n=76, M=29.42, 

SD=4.76); G3 (n=93, M=30.78, SD=3.65); G4 (n= 268, M= 29.48, SD=4.65). The homogeneity 
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of variance was tested by the Levene test, F (3, 493) = .1.660, p=.175. No statistically significant 

difference was found in the scores of the five age groups in relation to the impact of 

collaborative learning on the TL: F (3, 493) = 2.589, p = .052.  

 

Table 19. Independent Samples T-tests of teachers’ scores on the impact of collaborative 

learning on the TC 

 Independent Sample T-tests 

 N Mean SD T Sig 

Gender Female 400 16.95 2.51 .616 

 

.539 

Male 97 16.75 2.97 

       

Position Class teacher 250 16.95 2.41 .370 .711 

Subject teacher 245 16.86 2.80 

An Independent-Samples T-test was run to compare the scores of female and male 

teachers about the impact of collaborative learning on the TC. No statistically significant 

difference was found in the scores of female teachers (n=400, M =16.95, SD = 2.51) and male 

teachers (n=97, M = 16.75, SD = 2.97); t (129.631) = .616, p = .539, 2-tailed. The magnitude of 

the differences in the means (mean difference = .20250, 95%; CI: -.44759 to .85259) was 

extremely small (Cohen’s d =0.07). 

An Independent Samples T-test was conducted to compare the scores of the subject and 

class teachers about the impact of collaborative learning on the TC. No statistically significant 

difference was found in the scores of class teachers (n=250, M = 16.95, SD = 2.41) and subject 

teachers (n=245, M = 16.86, SD = 2.80); t (477.498) = .370, p = .711, 2-tailed. The magnitude of 

the differences in the means (mean difference = .08725, 95%; CI: -.37597 to .55046) was 

extremely small (Cohen’s d =0.03). 
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Table 20. ANOVA tests of teachers’ scores on the impact of collaborative learning on the TC 

One-way analysis of variance (ANOVA) 

 Group N Mean SD F Sig. 

A
g
e 

Less than 25 to 29 39 16.46 2.74  

 

1.372 

 

 

.243 

30-39 122 16.84 2.58 

40-49 159 17.28 2.26 

50-59 143 16.76 2.95 

60+ 33 16.57 2.47 

 

E
d
u
. 

HPS 62 17.04 2.49  

.183 

 

.832 
US 309 16.91 2.55 

MS 125 16.80 2.80 

 

E
x
p
. 

0-5 years 60 17.03 2.68  

1.124 

 

.339 
6-10 76 16.53 2.55 

11-15 93 17.25 2.36 

15+ 267 16.87 2.69 

 

A one-way analysis of variance (ANOVA) between groups was conducted to understand 

the impact of collaborative learning on the TC. Participants were divided into five groups 

according to their age: G1 (n=39; M=16.46, SD=2.74); G2 (n=122, M=16.84, SD=2.58); G3 

(n=159, M=17.28, SD=2.26); G4 (n= 143, M=16.76, SD=2.95); G5 (n=33, M=16.57, SD=2.47). 

The homogeneity of variance was tested by the Levene test, F (4, 491) = 2.353, p=.053. No 

statistically significant difference was found in the scores of the five age groups in relation to the 

impact of collaborative learning on the TC: F (4, 491) = 1.372, p = .243.  

 

A one-way analysis of variance (ANOVA) between groups was performed to understand 

the impact of collaborative learning on the TC. Participants were divided into three groups 

according to the highest education level they have completed: G1 (n=62, M=17.04, SD=2.49); 

G2 (n=309, M=16.91, SD=2.55); G3 (n=125, M=16.80, SD=2.80). The homogeneity of variance 

was tested by the Levene test, F (2, 492) = .211, p= .810. No statistically significant difference 
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was found in the scores of the three groups in relation to the impact of collaborative learning on 

the TC: F (2, 492) = .183, p = .832  

 

A one-way analysis of variance (ANOVA) between groups was conducted to understand 

the impact of collaborative learning on the TC. Participants were divided into four groups 

according to their work experience: G1 (n=60; M=17.03, SD=2.68); G2 (n=76, M=16.53, 

SD=2.55); G3 (n=93, M=17.25, SD=2.36); G4 (n= 267, M= 16.87, SD=2.69). The homogeneity 

of variance was tested by the Levene test, F (3, 492) = .512, p=.674. No statistically significant 

difference was found in the scores of the five age groups in relation to the impact of 

collaborative learning on the TC: F (3, 492) = 1.124, p = .339.  

 

Furthermore, descriptive statistics were also calculated by using the measures of central 

tendency and distribution of data. Descriptive statistics were run for the 11 items, which, as 

indicated above, were grouped into two subscales through the Factor Analysis. The two 

subscales (TL and TC) were utilized to measure the opinions of teachers about the importance of 

collaborative learning on their professional practices. As already shown, the TL subscale 

contained six items and the TC subscale contained five items. The mean scores of the two 

subscales are shown in the Tables 21 and 22 below.  

 

Table 21. Descriptive statistics for the TL subscale 

 

N Mean 

Std. 

Deviation Variance Skewness 

Statistic Statistic Statistic Statistic Statistic 

Std. 

Error 

 1. They address the challenges encountered in the 

classroom/school. 

 
516 4.41 .742 .550 -1.468 .108 

 2. They help me to develop new viewpoints about learning 

and teaching methods since they are based on concrete 

examples 
516 4.38 .754 .569 -1.371 .108 

 

 3. Topics are researched in depth, concretely, and sustainably. 511 4.13 .816 .667 -.712 .108 

 

 4. Participants teach the same subject or same class of 

students. 
507 3.99 1.017 1.033 -.958 .108 

 

 5. They are interactive, collaborative, and reflective. 509 4.33 .796 .634 -1.146 .108 
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 6. They are beneficial for all the teachers, irrespective of their 

age and experience. 
517 4.45 .823 .678 -1.811 .107 

Valid N (listwise) 490      

 

The results indicate that the mean scores attached to the items included in the TL 

subscale, which consists of six items, are quite high and homogenous. The maximum mean value 

was reached in item the 6 and the minimum in item 4.  

 

Except for the item 4, the mean score of the other five items was above 4, varying from 

4.13 in the item 3 to 4.45 in the item 6. The standard deviation for these items ranged from .742 

to .823, which indicates that teachers had consistent opinions about impact of the TL on their 

professional practices. Teachers consider these learning activities helpful because they address 

the challenges they encounter, they help them to develop new viewpoints about learning and 

teaching methods, the topics are researched in depth, and the attended activities are interactive, 

collaborative, and reflective, and all the teachers benefit from them. Item 4 reached the lowest 

mean score in this subscale, which was 3.99 and standard deviation was 1.107. It should be 

underscored that this mean score is not significantly lower than the mean scores of the other 

items and the dispersion of the data is not much higher than in other items. Also, it should be 

noted that this item indicates that teachers consider TL helpful because the participants teach the 

same subject or class.      

 

Table 22. Descriptive statistics for the TC subscale 

 

N Mean 

Std. 

Deviation Variance Skewness 

Statistic Statistic Statistic Statistic Statistic 

Std. 

Error 

 1. Feedback from other participants is concrete, instantaneous, 

and non-judgmental. 

  

2. I could express my concerns and discuss personal 

professional challenges openly, without being afraid of 

eventual consequences. 

 

3. My relations with the peers and/or principal in these 

activities are more relaxed and better. 

  

513 4.24 .865 .749 -1.064 .108 

 
 

510 

 
 

3.89 

 
 

1.081 

 
 

1.168 

 
 

-.820 

 
 

.108 

 
 
 

501 

 
 
 

3.80 

 
 
 

1.152 

 
 
 

1.328 

 
 
 

-.746 

 
 
 

.109 

 
 

515 

 
 

3.96 

 
 

1.068 

 
 

1.141 

 
 

-.850 

 
 

.108 



171 
 

4. They create a positive learning climate/culture in the school 

enabling teachers to develop even more.  

 

5. They bring collective improvement since they promote life-

long learning as an important long-term goal 

  

 

Valid N (listwise) 

 
 

507 

 
 

4.12 

 
 

.992 

 
 

.984 

 
 

-1.061 

 
 

.108 

 

 

484 
     

 

The results show that the mean scores attached to the items included in the TC subscale, 

which consists of 5 items, are also rather high and homogenous, but slightly lower than in the TL 

subscale. The maximum mean value was reached in the item 1 and the minimum in the item 3.  

The mean score for the items 5 and 1 of this subscale was above 4, varying from 4.12 in 

the item 5 to 4.24 in the item 1. The standard deviation for these items ranged from .865 to .992, 

which indicates that teachers had consistent opinions about the impact of the TC on their 

professional practices. They consider these collaborative activities helpful because the feedback 

in them is concrete, instantaneous, and non-judgmental and because they bring collective 

improvements for all. The mean values for the other three items of this subscale was below 4, 

varying from 3.80 in the item 3 to 3.96 in the item 4. The standard deviation for these items 

ranged from 1.068 to 1.152, which also indicates that teachers had consistent opinions about 

impact of the TC on their professional practices. These items indicated that teachers consider 

those activities helpful because they are held in a trusting environment, respectively teachers can 

express their concerns and discuss professional challenges openly, without being afraid of 

eventual consequences; their relations with the peers and/or principal in those activities are more 

relaxed and better; and they create a positive learning climate/culture in the school. 

CHAPTER 5: PRINCIPALS’ PERSPECTIVES ON TEACHERS’ PROFESSIONAL 

DEVELOPMENT AND THEIR ROLE IN IT 

Introduction 

As indicated, the data for this research were collected through quantitative and qualitative 

procedures and instruments and the findings are presented according to the explanatory 

sequential approach. After the quantitative findings, which were displayed above, Chapter 5 

includes qualitative findings obtained through interviews with eight principals. Understandably, 

their experiences in relation to teacher professional development as a process and their role in it 
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differ from the perceptions of teachers. Therefore, the goal of the semi-structured interviews 

conducted with the eight principals was to understand how they practically support teachers to 

develop professionally and the challenges they encounter in this process. They were asked to 

answer the following five major questions: 

 Describe the main teacher professional development methods implemented in your 

school and their impact on teachers’ practices. 

 How are teacher professional development needs identified? 

 Describe the methods you apply to support teacher professional development. 

 Describe the methods you apply for supporting collaborative learning in the school. 

 Describe the constraints you encounter to support teacher professional development.  

The main teacher professional development methods and their impact on teachers’ 

professional practices 

Expectedly, the participants confirmed that teachers attend both external training 

programs and school-based activities. They explained that the vast majority of the training 

programs organized lately stem from the Kosovo Curriculum Framework (KCF) and are 

mandatory. These training sessions are organized by the MEST and delivered by trainers hired 

by the MEST or MEDs. Meanwhile, when talking about school-based activities, principals 

usually spoke about schools’ professional communities and workshops, which are generally 

attended by the entire school staff. Professional communities play a vital role in the process of 

professional development since teachers collaboratively prepare lesson plans, students’ tests, 

extracurricular activities, and teaching materials in the activities of these forums. The 

Administrative Instruction on Professional Communities stipulates that professional communities 

are mandatory school bodies, which are divided into two groups: grade and curricular area 

professional communities. On the other hand, only one explained that they organize focus group 

activities, where teachers discuss various issues and exchange ideas about the challenges they 

encounter during their work.  

Even though the researcher had no prior information about the characteristics of the 

schools run by the interviewed principals, following the interviews, for the purposes of this 

question, it was decided to divide them into two groups. The first group, comprised of the 
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principals of four schools, which are beneficiaries of a teacher professional development project 

delivered by the GIZ, and are called champion school according to the program’s name. The 

second group included the principals of four other schools that are not beneficiaries of this 

project. Nevertheless, irrespective of this division, it was noted that teachers of other schools do 

attend training sessions offered by the GIZ, but through other procedures.        

“Champion Schools” 

 Principal 1 confirmed that the school she leads had organized tens of school-based 

learning activities in the past. They had held various workshops in the school, which were 

facilitated by the school’s training facilitator, psychologist, as well as herself. However, she 

noted that they have held only five such activities over the last two years. Explaining the reasons 

why the number of such activities has dropped lately, she said:  

When we are beneficiaries of grants, we prefer external training programs. When there 

are no external trainings, we organize them in the school for the fields we are lagging 

behind. Given that we have been a champion school over the last two years, we prepare 

the school’s professional development plan, we present our requests to the GIZ and they 

immediately deal with our request. Thus, this format is easier for us.  

Principal 2, who called the school he leads an elite school because it is one of the 

champion schools, explained that they have tried to organize school-based activities but they 

were not very successful because the school is small and has a low number of teachers. 

According to him, the training programs organized by the GIZ are delivered by professionals 

selected by the German state and they are very helpful for teachers. “I consider that external 

training events are more successful because they are delivered mainly by experts of certain 

fields,” he said convincingly.  

According to principal 3, both types of teacher professional development activities are 

implemented and are important for the staff of the school she leads. She explained that external 

seminars and workshops are usually attended by her, school’s coordinator, and a small group of 

teachers, and they always share the information and knowledge they acquire in such activities 

with the rest of the school. In spite of this, she stated that the teachers of her school prefer the 
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school-based learning opportunities better than external ones. “They prefer school-based 

activities and they are less reluctant of taking part in them. Perhaps they feel more comfortable in 

the school as they are used to this environment,” she said. The use of the term ‘less reluctant’ by 

her was very interesting in this context. But it became clearer at a later stage of the interview 

because she explained that teachers are in general reluctant to participate in professional 

development activities, they hesitate to speak about the challenges they encounter and the needs 

they have because they believe they know everything about teaching.     

According to principal 7, as a champion school, they are privileged to attend various 

professional development activities organized by the GIZ based on the needs presented by the 

teachers. She explained that this project includes 16 training programs, which may be attended 

by all the teachers of her school. She underlined even though school-based professional 

development activities may be useful and attractive, due to the license renewal criteria teachers 

are more interested in training programs that carry credit points and are recognized by the 

MEST. “A teacher may collect 200-300 credit points through school-based activities, but if those 

activities are not in the list of training programs accredited by the MEST, then they have no 

value for the renewal of the teacher license,” she said.  

Other schools 

  Principal 4, confirmed that the school he leads uses both methods for teacher professional 

development, but external training programs are more important for the teachers. Even though 

they are not one of the “champion schools,” the teachers of this school have attended training 

sessions offered by the GIZ based on teachers’ needs. This school has also a teacher trainer, who 

is expected to initiate teacher learning activities, but they have held only three school-based 

workshops over the last four years. The last one was a workshop on the new curriculum 

implementation. Explaining the reasons for the organization of a supplemental workshop on the 

same topic, the principal said:  

The teachers had already attended such a training organized by the MEST, but we had to 

arrange a supplementary training in the school since the information that teachers had 

received in the first training was unclear and insufficient. We had to get together, discuss 

and untangle the complexities and uncertainties of curriculum implementation.  
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Furthermore, he underscored that the interest of teachers in professional development 

activities has changed over the last years. Providing additional information about this change, he 

said:  

In the past years, I used to put announcements for different trainings on school’s 

information board. Even though our school is big and has a large group of teachers, we 

hardly managed to bring together a small group. Now, teachers come to my office and 

ask me if there will be any training. They are interested in training programs now because 

they have to collect credit points for their licenses to be renewed. So, they are interested 

in training that carries points, not in others.      

Without getting into details, same as her colleagues, principal 5 declared that her school 

applies both external and school-based professional development activities and both of them are 

important and complementary. This school has its own trainer, coach, who organize sessions 

with teachers for exchange of experiences, joint workshops with teachers of other schools, as 

well as visits to other schools. During the entire interview, the principal spoke passionately about 

the importance of the teacher professional development, explained that she continuously 

encourages the teachers to be life-long learners given that she has been a teacher trainer for a 

long time and has attended over 60 training programs during her career. She also revealed that 

the number of the training programs she has participated in was one of the main reasons for her 

to be selected as the school principal since she had more certificates than any other candidate that 

had applied for the post.  

Principal 6 also confirmed that external courses, organized by the official institutions and 

NGOs, are more preferred by the teachers of the school he leads. However, in his view, both 

methods are important because as he put it, “If we do nothing, then nothing remains. If we do 

something, something remains. In my opinion, school based-activities are somehow vague, 

regardless of how well they are implemented. Teachers like to go out, to socialize, to be in a 

different environment.” Irrespective of such an attitude towards the external training programs, 

this principal explained that they organize monthly focus group meetings with the entire teaching 

personnel where they discuss various teacher challenges and possible remedies. He also added 

that they have launched in 2020 a new school-based learning activity, termed class-learning, but 
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he could not say anything about it because they have just started implementing it and did not 

know how it will proceed. 

Principal 8, who had only one year of experience as a principal, could not say much about 

teachers’ professional development preferences. But he confirmed that his colleagues have been 

focused mainly on attending the training on the implementation of the new curriculum. “We 

have held a number of school based activities. They were organized voluntarily by the teachers. 

We have opened school’s library and we have had an exhibition with drawings and paintings for 

the school. When I see our students working like this, I really feel inspired,” he said.  

As expected, the interviews confirmed that schools utilize external training sessions as 

well as school-based activities for professional development purposes. Principals described them 

as indispensable for the work of teachers, the success of students, and collaboration of teachers 

with each other, with parents, as well as with their peers from other schools. The prevailing 

opinion was that the most helpful learning activities are the ones that are directly linked to the 

teaching and learning process. Principals shared different opinions about the effectiveness of the 

applied methods. Nevertheless, most of them confirmed that teachers prefer external courses and 

workshops. It was also underscored that external activities are organized by the MEST, MEDs 

and are delivered mainly by the GIZ, and various Kosovo NGOs. The ones delivered by NGOs 

are focused on extracurricular activities, relations between teachers and community, and 

protection of the environment. Furthermore, the MEST has been focused over the last two-three 

years particularly on training teachers of all the schools in Kosovo on the implementation of the 

new curriculum.  

External training sessions  

Even though the external training programs prevail and are more preferred by Kosovo 

educators, principals complained about their effectiveness and delivery. They expressed a series 

of concerns in relation to the training and post-training experiences. On a general note, it was 

emphasized that teachers encounter various challenges when they go back to the classroom and 

school after such activities. Therefore, the concerns raised by the principals in relation to external 

training sessions have been classified into six major themes as follows:  
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1. Inadequate trainers 

2. Lack of monitoring  

3. Wrong information 

4. Lack of sustainability  

5. NGOs 

6. Positive impact 

Inadequate trainers 

 External training sessions are usually planned, accredited, and organized by the MEST in 

cooperation with MEDs. Procedurally, the trainers that facilitate such activities are indirectly 

certified by the MEST. According to the participants, since 2017, the Ministry has been focused 

mainly on the new curriculum implementation training. Even though the vast majority of the 

teachers of the participating schools have already attended this mandatory training, they faced 

with challenges when trying to implement it in practice. As a result, all the participating schools 

had to organize supplementary school-based workshops with the teachers that had already 

attended this training. According to principals, during formal and informal discussions as well as 

during the workshops held in the schools, teachers blamed the trainers, specifically secondary 

trainers, for presenting wrong instructions and information.  

Speaking about the role of the training facilitator in this process, principal 3 noted that the 

trainer is as important as the training program itself. “When the trainer is competent and 

professional then teachers learn a lot and are capable to transfer the acquired knowledge to the 

colleagues,” she said. To substantiate her attitude about the importance of the trainer, she shared 

an interesting experience that teachers of her school had with the same training delivered by 

different trainers. She narrated:  

Our school is one of the 10 schools that participated in the pilot-testing of the new 

curriculum. The first group of teachers attended the training delivered by international 

trainers from Finland, Austria, and Germany and a small group of MEST’s 

representatives. The information was obtained from the first hand and the instructions 

were clear. But the second group attended a training that was delivered by trainers, who 

were trained by the MEST. The information and instructions they presented were wrong 
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and teachers were not able to implement them properly. We had to organize a workshop 

in the school. This has really created troubles for us and I did call the MEST and told 

them this is wrong. Interestingly, whenever teachers return from an external training, we 

have to sit down and discuss it.   

Principal 7 shared a similar experience with external trainers as well. Revealing her case, 

she said:  

I had to ask from GIZ representatives to hire more professional trainers as the teachers 

did not find them competent. Unfortunately, this demotivates them to attend such training 

sessions. The trainer should be adequate for the training. There are cases when the same 

trainer delivered sessions for the natural sciences, for leadership and management, and 

social sciences. A trainer cannot be an expert in all the fields.  

Lack of monitoring 

The lack of monitoring, according to the respondents, is another major shortcoming of 

the external learning activities. Teachers do attend training sessions, but the Ministry, the MEDs, 

or the training providers do not conduct any follow-up observations to check if they are 

implementing the information, content, or techniques introduced in those activities. The 

principals stated that the lack of monitoring by the afore-mentioned stakeholders is an extra 

burden for them because they have to monitor the teachers if are complying with the provided 

instructions but they often do not have information about the content presented in the activities 

attended by teachers as they cannot participate in all the offered training programs.  

Some participants qualified the lack of monitoring as a factor that demotivates teachers to 

be interested in attending such activities. For instance, principal 5 said, “No one has come to 

monitor and see how teachers are applying in practice the things they have learned in the 

training. This has had a very negative influence on teachers because once the training is over 

then everything is over.”  
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Wrong information  

Inadequate information given during the training sessions is another issue that causes 

headaches to principals and teachers because it affects directly the work of individual teachers 

and sometimes the entire collective. Such a concern was particularly stressed by the principal 3. 

She noted that the provision of wrong information has been causing problems to the entire school 

because they have to hold meetings, consultations, go through administrative instructions and all 

of this is just a waste of time.  

While explaining a specific case, she said, “A trainer confused assessment methods 

applied for the students of the first cycle with those for the students of the second cycle. We had 

to review the administrative instructions and clarify it once again with the teachers. This is just 

one many similar cases.”  

Unsustainability 

Unsustainability of external professional development programs was another concern 

raised by the participants. The Reading and Writing for Critical Thinking training is a course that 

has helped teachers to use different teaching techniques. As a result, teachers, particularly novice 

teachers, are interested in attending this training, but the MEST has stopped supporting it and 

some schools do not have trainers that could deliver it.  

Furthermore, a project of Professional Learning Communities that was implemented for a 

period of time in a number of schools in different Kosovo towns had a similar fate as well. It was 

promoted by the GIZ, which had created clusters of inter-school professional learning 

communities in several municipalities in Kosovo. Each cluster consisted of six-seven schools, 

which organized various activities, particularly extracurricular ones. The students and teachers of 

the respective schools used to organize various competitions, which was an opportunity for 

teachers of different schools to work together and to learn from each other. But the GIZ stopped 

supporting this project in 2018 and the schools were not capable to continue the cooperative 

practices due to the lack of funds and support by the MEST.    
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Non-Governmental Organizations  

Non-Governmental Organizations (NGOs) were described as important partners of the 

MEST, MEDs, and schools in regard to teacher professional development. It was explained that 

they organize workshops and training sessions with parents about their involvement in the 

educational process. They also offer various sessions with children and school staff for the 

establishment and functionalization of schools’ clubs dealing with extracurricular activities. 

Their goal is to increase children’s skills in arts and sports and to train the teachers on how to 

help these children to develop such skills. 

Without mentioning the names of particular NGOs, participants confirmed that they have 

good relations with such organizations. However, in their opinion, such cooperation is more in 

the interest of the NGOs rather than educators since the activities they organize are not helpful 

for the teaching process given that they have to be implemented in the field, which requires 

transportation of children and school’s staff to various sites, but the schools have no budget for 

supporting such logistical requirements.  

Explaining her objection towards the activities facilitated by NGOs, principal 1 said, “I 

have raised my voice and reacted because I have seen that their programs are not implementable. 

They are more in the interest of organizations hired by the MEST and this is not useful for us.” 

In the opinion of principal 4, teachers hold a dismissive approach toward the activities organized 

by NGOs because they often deliver repetitive content, their activities are ‘one-shot’ format, and 

their staff is not competent for delivering such programs to teachers. Explaining the situation, the 

principal said:  

To be frank, teachers are reluctant to attend such activities. Actually, they need accredited 

programs in order to collect the required credit points, not certificates of attendance. But 

my opinion is that more training sessions should be delivered by the staff of the 

Education Faculty as they are competent for helping the teachers to develop 

professionally. 

Thus, principals were in general not satisfied with the effectiveness and delivery of the 

externally organized training sessions. There were principals who said that such activities are 



181 
 

actually in the interest of others, not in the interest of the school. It was noted that the MEST was 

aware of this situation, but it did not take their comments into account. For instance, in the 

opinion of principal 1, “Such activities are often held for the sake of appearance only.” 

According to principal 4, if schools are not equipped with labs and adequate equipment, then 

such training activities would be only a loss of time. He also added:  

Teachers are attending such sessions only for obtaining the necessary credit points for the 

renewal of their licenses, not for professional development or for enhancing the quality of 

teaching. I am sorry, but the state should think about this and should make policies that 

are in the interest of the school. 

Positive impact  

However, principals did not hesitate to commend the training sessions that had a positive 

impact on teachers’ practices. One of them was the training on preparation of students’ tests. 

According to principal 4, such training had a positive impact on teachers and students, especially 

on the latter because they know exactly how they have earned the grade in the tests. Meanwhile, 

principal 7 highlighted a positive experience with a training session that was organized by the 

GIZ with trainers from Germany. “The training was about student-centered learning. It was very 

interesting and useful. Upon the return of the second group of teachers from this training, they 

wanted to know if there will be a third group from our school so that other colleagues could 

attend it,” she said.  

School-based learning activities  

Even though the majority of the participants consider that school-based learning activities 

are more effective than the external ones, they admitted that they organize such events rarely due 

to the lack of budget and suitable facilities. It should be noted that school-based activities in the 

participating schools are usually workshops bringing the entire collective together. Except for 

two principals, others believe that teachers prefer school-based sessions as they find them more 

fruitful, concrete, designed, and implemented based on the school’s needs. The participating 

principals also seem to prefer this format of teacher professional development as they have 

control over the entire process, starting from the approval of the training material and topics, to 
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monitoring teachers’ attendance, discussions, as well as application of the introduced techniques, 

instructions, or content in the classroom.  

Explaining the procedures for the organization of a school-based learning activity, 

principal 3 stated:  

I organize school-based training activities together with the school’s quality coordinator. 

I firstly go through the training material together with the coordinator to see if there are 

uncertainties that need to be removed. There are cases when I keep respective 

administrative instructions nearby for providing further explanations or for correcting 

possible flaws. Such activities are organized by us and are focused on the staff’s needs.  

Principal 5 was also very convinced that school-based activities are effective. Listing the 

reasons why she has such a belief, she said that they are based on the school’s needs and are 

prepared by teachers, who know what they want and need. Complementing her, principal 7 also 

said that school-based learning events are more acceptable for the teachers because they tackle 

teachers’ real challenges and they have learned a lot of practical issues from them.  

It was also revealed that a lot of supplementary workshops and training sessions had to be 

organized in the schools as a follow up to the training sessions organized by the MEST since the 

information presented during such sessions was insufficient, or even wrong and inadequate. The 

majority of the participants specified that wrong instructions were given during the training 

sessions on the new curricular reform and they blamed directly the trainers and training 

organizers for such shortcomings.  

In addition to workshops, two principals noted that their schools were part of an inter-

school professional learning community that was supported by the GIZ. The schools that were 

part of this project used to visit each other, their teachers used to exchange experiences, and 

students were involved in quizzes and competitive sports activities. However, this cooperation 

ended after the GIZ stopped supporting it. The participants explained that the schools do not 

have funds to continue similar activities and the MEST has not supported the continuation of this 

program, even though it was beneficial for the teachers as well as the students.  
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On the other hand, there are schools that have organized school-based professional 

learning communities without any external support. One of them was the school led by principal 

3. Explaining how the professional learning community operates in their school, she narrated:  

I have brought recently together the lower cycle teachers and Albanian language teachers 

to prepare an extracurricular activity. What they actually did was this: they analyzed and 

interpreted collectively novels, stories, and poems in the school’s corridor. This event 

was accessible to all the teachers and students. It was an interesting event as teachers 

learned new instructional and analytical techniques from each other and the students were 

witnesses of this collaboration. 

But, there were participants who did not find inter-school professional learning 

communities, helpful. Principal 1 explained that they have not been part of any external project 

with professional learning communities, but they have organized such activities on their own by 

visiting or hosting other schools. “Honestly speaking, I could not see any benefit out of this. 

Other schools learned from us, but we could not learn anything from them. However, it’s fine 

since we have explained some things to other schools,” she said.    

The same principal also said that teachers are not very keen on attending school based 

activities in spite of their usefulness because such activities carry no credit points, which are 

necessary for the renewal of teachers’ licenses. She explained that she has undertaken an 

initiative to change this practice, but her proposal was not taken into account. Commenting on 

this situation, she stated:  

I have met with officials of Kosovo Pedagogical Institute and I asked to them to find 

modalities authorizing principals to award meritorious credit points to the teachers that 

take part in school-based activities. Their answer was that this is a complex process and 

the MEST should draft an administrative instruction with clear instructions. 

Unfortunately, the MEST has not produced such a document yet. Thus, teachers are now 

more interested in external programs because they need credit points for the renewal of 

their licenses. 
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Differently from his colleagues, principal 6 explained that they have started 

implementing a new school-based program, called class learning, where teachers meet and share 

different experiences in a monthly basis. “In these sessions, we have presentations. Someone 

chooses a topic based on experiences from the classroom and then we discuss it together. This is 

a good practice as we discuss and learn together,” he explained. 

Importance of teacher professional development 

In spite of such experiences principals indicated clearly that the continuous professional 

development of teachers is crucial for the improvement of the teaching and learning process, 

students’ attainment, and for improvement of the school in general. In their opinion, through 

professional development activities, teachers acquire new teaching methods and techniques, 

which are necessary for making the educational process more attractive. It is believed that 

through professional development activities, teachers would be able to keep abreast the 

developments in other fields and to respond successfully to various changes in education. In 

addition, teachers would be equipped with contemporary skills and knowledge necessary for 

being able to teach new generations and help them achieve better results.  

An exhaustive reading of the transcripts generated three major themes describing the 

opinions of principals about the importance and impact of continuous teacher professional 

development. In their view, this process should be teachers’ and system’s priority as it helps 

teachers to be prepared for future challenges and to form competent students. 

Teachers’ and system’s priority 

 In the opinion of all the principals, activities for teachers’ professional development have 

a positive impact on teachers’ performance. Consequently, their belief was that next to teaching, 

a teacher’s top priority should be life-long learning, respectively, they should keep learning from 

the beginning to the end of their educational careers. In addition to teachers, a number of 

principals noted that this process should be a priority for the entire education system. Expressing 

such a view, principal 6 stated, “Professional development of teachers should be a priority of the 

state, educational system, school, and teacher, and we should see it that way.”  
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According to principal 3, professional development is important because the skills and 

knowledge that teachers acquire during the pre-service studies do not prepare them sufficiently 

for the classroom and school challenges. In addition, in the opinion of principal 2, continuous 

professional development is indispensable for teachers and the entire school. “Teachers acquire 

new knowledge, teaching methodologies, and techniques necessary for contemporary teaching,” 

principal 2 said. Complementing this opinion, principal 3 stated convincingly, “The more 

professionally developed teachers are, the more attractive their subjects and classes will be.” 

Principal 4, with more than 20 years of teaching experience and a solid principalship experience, 

underscored, “Teachers are supported in their efforts for professional development because the 

goal is to improve their professional performance and school’s results.”   

Capital for unpredictable future  

All the participants emphasized that teachers have to continually invest in their 

professional development in order to keep the pace with other developments and future demands. 

In the opinion of principal 1, teachers should not halt, but they should continually develop 

professionally. Furthermore, principal 8 noted, “We are witnessing that technology and 

everything else is advancing rapidly, therefore, we should follow the trends, which would be 

possible through a continuous learning.” According to principal 2, teachers need to be supported 

and motivated to continually update their pedagogic techniques in order to be able to practice 

their profession in accordance with the contemporary methods.  “We are making maximal efforts 

to help teachers to prepare for the new challenges awaiting them,” principal 3 said. Sharing the 

same opinion, principal 5 noted, “Educators have to keep abreast of changes made in the 

education system and that can be achieved through continuous professional development.” 

A number of principals explained that teachers have become aware that they have to be 

committed to their professional development in order to adapt to the continuous changes in the 

education system and to be ready for the new generations, who are always different from the 

previous generations. Principal 5 stressed that the changes happening in other fields have in a 

way forced teachers to become researchers, to find materials, information, and to be ready for the 

work awaiting them in the classroom. But principal 3 has a different experience. She stated that 

teachers are not really committed to continuous learning, they rarely request to be involved in 
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learning activities, and are usually interested only in mandatory courses. In addition, principal 7 

highlighted that teachers usually ask to attend activities for professional development when they 

need credit points for extension of their licenses or when a training or workshop is very good.  

Principals shared different views and experiences in relation to the willingness and 

readiness of teachers to apply the novelties obtained in various learning activities. According to 

principal 2, implementation of the new methodologies and techniques learned in training 

sessions depends on teachers’ will, but the implementation level is not sufficient. Principal 5 

highlighted that teachers are different, some of them are willing to change, some others consider 

that the methods they are applying are adequate for their classes or subjects. Differently from 

them, principal 6 noted that teachers are usually hesitant to apply the novelties in the first days or 

months, but as time passes by they start to change their attitudes. “When I see that they are not 

applying the required novelties I try to instruct and advise them indirectly because teachers are 

adults and experienced professionals,” he explained.   

Differently from them, principal 8, noted that his staff is willing to implement the new 

methods they acquire in various workshops or training sessions. He grounded his belief in the 

fact that when they do not understand something presented in the activities they have attended 

they ask for explanations from others. In addition, principal 3, who stated that the majority of the 

teachers in her school are relatively young, experienced, and ambitious, said that they do not 

hesitate to implement the changes because they want to be as better prepared for the classes as 

possible. Principal 4 specified that teachers are obliged to implement the changes related to the 

curriculum and teaching of students with special needs.  According to principal 8, the 

implementation part depends on the will of the teachers. “The ones that went to training sessions 

for learning purposes, they do apply them in practice. The ones that attend such events for credit 

points, may hesitate to do so, particularly if they are not obliged and monitored,” she said. 

Tool for strengthening students’ competencies  

While principals expressed harmonious opinions that teacher professional development 

should be a priority for all education stakeholders as it enables teachers to be better prepared for 

the future, only three principals linked this process with student learning and achievement. The 

belief of these three principals was that professional development activities help teachers to be 
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prepared for teaching new generations. “New generations are more developed than previous 

ones, therefore, we have to change for their sake,” principal 1, who has a long leadership 

experience, said. Referring to various situations as the school leader, principal 2 noted, “Teacher 

professional development is crucial. The more professional a teacher is, the better results 

students score.”  Meanwhile, principal 7, with more than 20 years of experience as a teacher and 

with a short time in the principalship position, expressed almost the same opinion. “Professional 

development activities that are oriented on teachers’ needs help score better results,” she said.   

Methods for identification of teachers’ professional development needs  

Identification of teachers’ needs for professional development is one of the key 

instruments helping principals to make detailed plans for their schools. It is the starting point of 

the whole teacher professional development process. Through it, principals as well as teachers 

understand the individual collective needs for professional development. As explained, principals 

apply a wide array of methods for this purpose. School development plan, class observations, 

and individual discussions are the dominant instruments. Meanwhile, variances were found 

between principals in regard to a number of other instruments they utilize for this purpose. They 

are listed below based on the frequency of application:   

1. School development plan  

2. Class observations  

3. Teacher files  

4. Individual discussions  

5. Students’ records  

6. Teacher surveys   

7. Peer observation  

8. Meetings with students and parents  

9. Daily observation  

School development plan 

School development plan is a document that is drafted on a triennial basis and is 

reviewed on a yearly basis. It has a section dedicated to the school quality, which has to be filled 
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out by the principals. This section includes a rubric that requires information about teachers’ 

professional development. For completion of this part, principals collect information from the 

teachers as well as the school’s quality coordinator. The participants confirmed that they have 

the main role in preparing this plan, which is completed in a few phases. It is prepared jointly by 

the school development team, which comprises of teachers, students, parents, and school bodies. 

It is the principal that convenes the meetings, delivers the necessary information, and collects 

and analyzes the documents and data. The rubric on teacher professional development includes 

specific data on the training programs that have been attended and others that would be useful for 

the particular school. The participants noted that they pay special attention to this rubric, which 

is reviewed in some schools in a biyearly on some others on a yearly basis. Through it, they keep 

track of the individual and collective needs for professional development.  

Class observations 

As expected, class observations are applied by all the principals to assess teachers’ 

performance, consequently, their needs for professional development. Actually, various legal 

documents regulating Kosovo’s education system stipulate that one of the primary tasks of a 

principal is to monitor the classes. Even though all the principals confirmed that they monitor the 

teachers on a regular basis, two participants noted that this is not the most adequate method for 

identifying teachers’ needs for professional development.  

Giving more details about such an opinion, principal 2, who had more than 15 years of 

experience as a principal, highlighted:  

I do not think that observation of classes is the best instrument in the hands of a principal. 

The presence of the principal in the classroom causes stress to the teacher, regardless of 

teacher’s experience. Also, a principal is not professionally prepared for monitoring all 

the subjects. This requires assessment skills and I find assessment of teachers a very 

difficult and complex task. A high professional preparation is required for making a 

proper assessment of teachers.  

On the other hand, principal 7, who leads a large school with more than 120 teachers, 

explained that she often does not have time to observe teachers during the educational process. 
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“Over the last semester, I managed to monitor 36 classes only, which is only one third of our 

staff,” she disclosed.  

Teacher files 

Teacher files is an instrument utilized by five principals. Interestingly, they used different 

terms to describe this method. They called it teacher files, teacher individual plan for 

professional development, and teacher evidences, but the meaning was the same for all of them. 

According to principal 5, such files are prepared by the teachers, who specify the number of 

training programs they have attended, their needs for more training, as well as their health 

conditions. The participants noted that teachers facing health issues are usually reluctant to 

attend such programs and they always have to find alternatives for helping them to receive the 

information they miss.  

However, this method is a rather new practice. Principal 4 confirmed that this is the first 

year they have been applying such a method. “We will collect the first data in March. After we 

analyze the teacher files we will know the exact needs of our teachers for professional 

development. We will submit the requests for training programs based on these files,” he said.     

Individual discussions 

Individual discussions with teachers are organized by all the participating principals. 

According to them, such discussions are held formally and informally. The formal ones are 

organized monthly, bimonthly, at the beginning and end of the school year. The informal ones 

occur whenever necessary. Principal 5 noted that teachers go to her office and talk about their 

needs for professional development when they feel they are encountering challenges in the 

classroom. But such a practice does not exist in all the schools. For instance, principals 8 and 3 

revealed that teachers hesitate to talk and seek assistance from them in this regard. “They think 

they are doing the job in the best possible way, therefore, they are hesitant to talk about such 

things,” principal 8 noted. 
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Students’ records 

Students’ records are an important instrument for the identification of teachers’ needs for 

professional development. However, only three principal noted that they utilize students’ results 

for this purpose. Principal 6 explained that the lack of students’ success in a particular subject, 

class, or throughout a year helps them to find out if one or more teachers need to attend 

additional trainings. Differently from her, principal 5 confirmed that they do not use students’ 

achievement for identification purposes. “Our students are top-achievers in our town, we are 

happy with the results, thus we do not use their scores for identification of needs for training. 

Due to this, there is no need for additional training or any intervention.”  

On the other hand, principal 7 explained that there are more than 30 students with special 

needs in her school and they organize learning activities for the teachers working with them 

based on the needs of these students. “Whenever we notice that the teachers of those students 

need some additional learning in order to adapt to the needs of those students we organize 

school-based learning activities that are delivered by the school’s trainer or psychologist,” she 

said.  

Teacher surveys 

Teacher surveys is an instrument that is utilized in two participating schools. Principal 2 

narrated that she distributes such a survey to teachers at the end of the school year. Explaining 

these procedures, she said:  

I list in the survey a number of accredited training programs that have not been attended 

by the school staff. After the collection of data, I create a list of training programs 

necessary for our school by referring to the selection made by the teachers. We make 

other similar plans together with the staff as well.  

Additionally, principal 7 explained that she circulates a survey, which is completed 

anonymously, to create a list of training programs that need to be attended by her school’s staff 

during the year. “Based on the frequency of requests, we find out which is the most interesting 

and necessary training, we give priority to it, and we request it externally or we organize it in the 

school,” she said. 
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Peer observations 

Peer observation is frequently applied in the participating schools not only for the 

identification of teachers’ needs for professional development but also for exchange of ideas and 

practices between teachers. According to the descriptions provided by the participants, it is 

similar to class observations, but in this case, classes are observed by teachers. However, it was 

also explained that it is not a simple process, especially if it is not planned well ahead.  

Sharing a positive example, principal 1 stated, “In our school, in addition to me, teachers 

observe each other’s classes. Afterwards, we compare our notes and findings to see if my 

conclusions were correct. We do this in order to help any teacher that may lag behind in any 

regard.”  

But this method did not work in the school led by principal 7. Speaking about the reasons 

why this method was not successful in her school, the principal said:  

We applied such a method last year, we prepared the plan, and we let the teachers 

choose the teachers they want to observe. They chose their friends as they were reluctant 

to go to the classes of the teachers they did not know very well. Given that they were 

friends, after the observations, they discussed only the positive aspects. This practice did 

not produce any results in our school, therefore, we discontinued it even though it is a 

very good method as teachers learn from each other.   

Meetings with students and parents 

This method was highlighted by two principals as a method for the identification of 

teachers’ needs for professional development. It was noted that the idea for such meetings was 

developed during the activities organized by the GIZ.  In the meetings, students and parents 

present various ideas and proposals about the improvement of the educational process, the school 

bodies analyze their proposals and come up with suggestions. Such meetings are usually 

organized by the school’s quality coordinator and are attended by the principals. “They often 

present interesting proposals and requests. As a principal, I had no idea that such proposals, 

which are very important for the students and the school, could be presented in these meetings. 

This is a novelty for me,” principal 2 said.  
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Daily observation 

This method is applied by only one principal. Actually, this was the first method she 

highlighted when she started explaining the methods she employs for the identification of 

teachers needs for professional development. “First of all, I want to stress that I make daily 

observations, doors of classrooms are open all the time, and I can see how teachers conduct the 

teaching process,” she said.  

During the three visits paid to this school (for distribution and collection of the 

questionnaires, and the interview with the principal), the researcher saw the doors of classrooms 

were open, teachers were wearing uniforms, students were sitting orderly and listening to the 

teacher in a disciplined manner. The school consisted of the ground and first floor. The 

principal’s office was located in one of the corridors on the ground floor and she had direct 

access to all the classrooms whenever she would walk in the corridor.     

Methods applied by principals for supporting teacher professional development 

According to the reviewed literature and Kosovo’s legislation, principals have the main 

role at the school level to support teachers’ professional development. Therefore, participating 

principals were asked to show and describe the methods they utilize for this purpose. An 

exhaustive reading of the transcripts indicated that principals apply a wide array of methods for 

supporting teachers’ professionalization. They are listed below based on the frequency expressed 

by the principals: 

1. Lead  

2. Support 

3. Initiate   

4. Motivate  

5. Apply for grants   

6. Research   

7. Plan  

8. Advise  

9. Initiate 
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Lead  

Principals 3 and 7 stated that they see themselves as leaders of teachers’ endeavors for 

professional development. “Behind every group, there is someone that leads, gathers, and 

supports teachers, pushes processes forward and delegates duties,” principal 7 stated. 

Meanwhile, principal 3 said that teachers’ contracts depend in a way on the principals. “Teachers 

are going through the relicensing procedures and they need to attend training courses in order to 

obtain the necessary credits for extension of their licenses. Thus, the principal has to take care of 

this issue as teachers’ contracts depend on the principal’s commitment,” principal 3 stated.  

Meanwhile, speaking with pride about the competences and responsibilities of the 

principal in the regard, principal 3 said:  

The school is on principal’s hand. If I do not work, then the entire staff will be negligent. 

Everything that happens in the school happens because of the principal. When the principal is 

committed, he/she will fulfil requirements stemming from the school development plan and will 

ensure quality. Principals receive information about professional development from the MEDs. 

They should share it with teachers. Unfortunately, there are cases when teachers find out about 

such activities in the street and not from their principals. It is painful if a school has hard-

working teachers and the principal is lazy. When the principal is accountable, teachers are 

accountable, too. 

Support 

All the interviewed principals used the words support or supporter interchangeably while 

describing their role in the professional development of teachers. With this term, they referred to 

all the kinds of support they offer to teachers to participate in various training opportunities and 

activities held in or outside schools. According to Principal 3, one of the main responsibilities of 

the principal is to support the professional development of teachers. Principal 1 stated that she 

provides maximal support to teachers in their efforts for professional development in order for 

them to do the best for the children. Principal 4 noted that the best support provided by the 

principal is through the creation of conditions for the organization of school-based learning and 

assisting them to participate in external programs.   
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Motivate 

Three principals used the word motivate while describing the methods they apply for 

supporting the professional development of teachers. “As principals, we need to motivate 

teachers to apply the novelties presented during the professional development activities,” 

principal 3 said. Sharing the same opinion, principals 4 and 7 noted that principals should 

motivate teachers to be committed to the continuous professional development.  

Grants 

Only two principals confirmed that they have applied for grants for the teachers of their 

schools to attend professional development activities. Principal 1 explained that she had prepared 

the application together with the school’s staff and their school is now a beneficiary of a training 

project organized and delivered by the GIZ. As indicated above, this project, entitled “champion 

schools,” offers training programs to the teachers of 10 schools from Kosovo based on the needs 

expressed by the teachers of the respective schools.  

Principals of two other schools confirmed that they are beneficiaries of this project, too, 

but they did not mention the application process. However, it is understandable that these 

principals have led the efforts for their schools to win such a grant. Nevertheless, explaining her 

dedication to the application process, principal 3 noted, “In spite of the daily tasks, I have a 

special approach towards the professional development of teachers as I submit requests and 

applications at the MED, MEST, and different organizations in a regular basis for this purpose.”  

Research 

Three principals considered that their role was to search for available programs for the 

professional development of their colleagues. “My role as the school leader is to make research, 

to find NGOs that organize training, and to find financial resources for the organization of 

school-based trainings,” principal 2 stated. Meanwhile, principal 1 confirmed that she has 

conducted research, has contacted organizations that offer professional development activities 

and received positive responses to her requests. “I made some research on the internet together 

with the staff. We did find a free IT program, I prepared and delivered the workshop on it, and 
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that program continues to be used in our school whenever needed. I did that in order for the staff 

to be up-to-date with the developments,” she explained. 

Plan 

All the participants complained about the lack of financial autonomy, respectively they 

do not have any budget for supporting the professional development of teachers. According to 

them, this prevents them from making any plans for organizing an event that has financial 

implications. For instance, principal 4 stated, “We cannot organize school-based activities 

because we have no funds for purchasing even a few bottles of water and for producing the 

training material for the participants, let alone for something else.” Beyond budget planning, the 

participants confirmed that they have to prepare and review a series of plans for teacher 

professional development, and the main one is the school’s development, which is one of the 

main methods for the identification of teachers’ needs for professional development.  

Advise 

The participants confirmed that it is their role and duty to provide teachers with advice 

regarding their participation in learning activities. For instance, principal 5 explained with pride 

that she has attended and delivered training programs for teachers from all over Kosovo for 

almost two decades and she recommends to teachers to be committed to learning as much as 

possible. She also said: 

I advise my teacher colleagues during the individual discussions or in the meetings of the 

professional communities about the benefits of continuous professional development. 

Sometimes they listen to me, sometimes not. There was an older teacher in our school 

and I kept telling her that she should never stop learning. She went on retirement and one 

day she calls me on the phone and tells me: Hey principal, you know what, my niece 

asked me to explain the cinquain to her but I have no idea about it. I laughed at her and 

told her: do you remember that I have told you that we should never stop learning and 

then we had a nice chat.     
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Initiate 

 Only one principal described herself as an initiator of ideas for the professional 

development of teachers in her schools. Describing the initiatives she has undertaken, principal 

1, who leads a ‘champion school,’ stated, “I have been the initiator for our school to be part of 

this project even though some teachers may have complained and may have considered 

participation in this project a burden for them.”  

She also explained that upon her initiative, she met with officials of Kosovo Pedagogical 

Institute and requested from them to discuss with the MEST the procedures enabling principals 

to issue certificates to teachers for their participation in school-based learning activities. 

Explaining the complexities that principals encounter in this aspect, she said:  

Teachers work hard and are involved in a series of school-based professional activities 

and they deserve to get credit points for that work. There is no instruction that regulates 

this issue and I do not know how to award credit points to them. I have met with officials 

of the Pedagogical Institute and asked them to allow me to assign meritorious points to 

the teachers for the work they do in various activities, but they could not give me an 

answer. They told me that MEST should resolve this issue, they have discussed it with 

the Ministry, but nothing has been done so far. This demotivates the teachers to be part of 

such activities.  

Methods applied by principals for supporting creation of collaborative learning in the 

school 

Teacher collaboration is considered as one of the main preconditions for the success of a 

school and its students. The narratives shared by the principals indicate that teacher collaboration 

in the participating schools is in general satisfactory. Its significance is clear to the principals as 

well as teachers. Qualifying it as a traditional practice and a value of the school, the participants 

sounded quite enthusiastic when responding to the questions related to this issue. “The success of 

a school depends on the collaboration between teachers, parents, and students and this has helped 

us a lot,” principal 5 said.  
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Kosovo Curriculum Framework  

 According to the interviewed principals, the introduction of the new Kosovo Curriculum 

framework (KCF) has made teacher collaborative work an inseparable part of the educational 

process in Kosovo. This document urges teachers and school bodies to work collaboratively in 

order to help the students to achieve better results and become competent learners. The KCF 

urges teachers to work together through the school’s professional community and school 

councils. It includes clear instructions showing how teachers, school bodies, and principals 

should work together and support collaboration. The document stipulates, “Teachers shall 

engage in teamwork and cooperate with the professional community on planning lessons, 

exchanging experiences about the learning process, and evaluating the gradual progress of 

students and achievements throughout the school year” (p. 56). 

KCF’s instruction on school professional service (psychologist, quality coordinator, 

counsellor) reads: “The school professional service shall guarantee the necessary collaboration 

between teachers and joint learning. It shall advise the school’s management in relation to hiring 

of teachers. It shall administer the exchange of experiences between schools. In collaboration 

with the teachers, it shall identify students’ needs and learning difficulties” (p. 57) 

Even though the participants complained that instructions deriving from the new KCF are 

quite challenging for them and teachers given that they had to hold external and school-based 

training activities in order to understand how to implement it properly, they were happy with 

KCF’s instructions urging teachers to work collaboratively. These instructions have made 

principals’ work easier in this aspect. For instance, principal 1 noted, “I do not endorse anything 

from the KCF except for the part that urges teachers to work together. Without collaboration, 

they cannot implement their lesson plans. This is a very positive thing because it strengthens the 

culture of collaboration between the colleagues.” 

Professional Communities 

 Participants explained that teachers have always collaborated in their schools, especially 

senior and junior teachers. However, according to them, a more intensive teacher collaboration 

happens on a regular basis in the activities of professional communities. These school bodies are 
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divided into two major groups: grade and curricular area professional communities. While the 

operations of these forums are coordinated, facilitated, and managed by the principals, their 

arrangement and functioning often depends on the school size. There are cases when smaller 

schools have to make various combinations by putting teachers of various grades or curricular 

area to work together in order to have properly functional professional communities and this 

entire process is led by the principal. 

Principal 1, who leads a small school, had to rearrange the professional communities in 

her school due to the insufficient number of teachers per professional community. She explained: 

Given that we have only two classes per grade, a professional community ended up with 

two members only. The two teachers usually met over a coffee and talked a little, and that 

was it. That was not an environment where a lot was exchanged or learned. Due to this, I 

had to bring the teachers of three grades together otherwise their discussions ended pretty 

quickly and many issues were left unaddressed. 

On the other hand, the situation is completely different in the schools with larger 

faculties. For instance, principal 6 explained that her school has more than 100 teachers, who are 

divided into different professional communities, which have rich and fruitful discussions.  

  Every professional community has a chairperson and chairpersons of different 

communities hold regular monthly meetings, which are usually attended by the principals, unless 

they are prevented by other obligations. According to principal 1, amongst many other tasks, 

professional communities prepare student testing plans collaboratively. But she noted that she 

always checks the schedule of the tests as she cannot allow for instance teachers of social 

sciences and teachers of natural sciences to hold tests in the same week as that would be a burden 

for the students. 

Professional communities also help novice teachers to familiarize with the school’s 

culture and to understand the requirements of their profession in a concrete manner. “The new 

teachers learn a lot from the professional communities because they are put to work together 

with teachers that have been part of the teaching process for years,” principal 3 said. She also 

added that the professional community of her school helps the novice teachers to prepare the 
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lesson plans. They are also directly involved in the organization of extracurricular activities for 

certain holidays, and whenever needed.    

Peer collaboration 

When new teachers join the profession they usually face various challenges. Classroom 

and school reality differs from the situations studied during the pre-service studies. The 

challenges they encounter are real and not theoretical. They are expected to make assessments 

and decisions almost every minute. Being familiar with such situations, principals, who are 

familiar with the strengths and weaknesses of their staff members, often ask the more 

experienced teachers to assist and to mentor the novice colleagues. All the interviewed 

participants shared interesting stories depicting how senior teachers are willing to help and 

advise their less experienced colleagues.  

Sharing a personal experience, principal 2 narrated:  

I joined the school back in the 90s. As many youngsters of that time, I was more 

interested in political and patriotic issues than in teaching. However, as time was going 

by I noticed that I was missing something and I was not ready for the students. I 

remember I had asked some older colleagues if I could observe their classes because I 

wanted to learn from their practice and experiences. And I did learn a lot from them. 

Fortunately, this tradition has never stopped in our school.   

Situational approaches 

In spite of clear guidance provided in the KCF and the willingness of teachers, 

collaboration does not happen on its own. In most of the cases, principals need to encourage and 

create conditions for collaborative activities between teachers. However, there are cases when 

principals have to use their entire authority in order for collaboration in the school to happen. 

Three principals shared interesting and completely different experiences they had in this regard. 

Their examples indicate that principals have the lead role in this process and they are forced 

sometimes to use authority and sometimes creativity in order to ensure the required collaboration 

amongst the faculty. Principal 1 shared two examples when she had to apply, as she said, 
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authoritarian leadership for certain staff members of her school to be committed to collaboration. 

On the other hand, principals 5 and 7 showed how they guided teachers to work collaboratively.  

 

Imposed collaboration  

The school led by the Principal 1 is rather small and she often has to make various 

arrangements in order for the teachers to involve in collaborative activities adequately. 

According to her, this situation has created the conditions for the teachers to work harmoniously. 

In addition, it has created the possibilities for her to follow the work of her colleagues more 

systematically. Given that she has been the principal of this school for a longer period of time, 

she is committed to maintaining the prevailing collaborative culture. She explained that the 

challenges she encounters when trying to engage teachers in collaborative activities are mainly 

structural, but there are cases when teacher personality is a source of difficulties. When dealing 

with personality issues, she uses all her competencies and authority to make sure that there are 

no deviations from the school’s culture. She did not hesitate to share two examples when she 

applied an ‘authoritarian leadership’ for the respective staff to act collaboratively. Narrating the 

approach she applied for the newly appointed school secretary to act collaboratively, Principal 1 

said:   

Everyone hired in our school should know how to work with teachers, children, parents, 

and me. They should adapt to the school’s working methodology. I had some problems 

with the school’s secretary at the beginning when she joined our school. She has 

graduated from the Faculty of Law and she was thinking that she was working for the 

Government, municipality, or a similar job, where she finishes the paperwork and that’s 

it. At the beginning, she behaved badly with teachers and everyone else. Thus, I had to sit 

with her and to let her know that if she wants to be my professional associate she has to 

collaborate in every aspect with parents, students, teachers, and others. I have trained her 

on the pedagogical aspect required in every school setting. We have had no problems 

with her anymore and there are cases when she holds classes the students when teachers 

are absent. She works very well with all now, the teachers, parents, and students.  
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Sharing the experience she had with a substitute teacher, who was reluctant to collaborate 

with other teachers, the same principal declared:   

A young teacher was hired in our school as a substitute teacher for a limited period of 

time. Even though she was teaching for the first time, she was thinking she was better 

than anyone in our school. She had issues with students’ parents. She had issues with me. 

She also told me, ‘You were not part of the commission when I was hired, I do not care 

what you say.’ Unfortunately, [given that principals are not part of the commissions] this 

attitude is prevalent in our schools. Thus, I had to sit with her and tell her that if she 

cannot understand me politely, then I have to use a different method. I told her that she 

has signed the contract to work for this school, which has its own rules and I am the 

principal here. I let her know that if she does not cooperate with teachers, parents, and 

students accordingly, then I will have to report her. It was ‘either her or me’ situation. 

Someone may see this as a threatening language, but I have to tell you that while she 

worked here she had no problems with the students, parents, or teachers. Parents and 

students still are fond of her. She was successful thanks to my instructions. But once left 

the school, she started gossiping about me, the school, teachers, students, and parents. 

What can I do, that is part of her character. 

Instructional assistance 

 There are cases when teachers may prefer old friendships and ready-made teaching 

materials, which may not be adequate for the present schools where they teach. It is the duty of 

the principal to identify such cases and assist the teachers in need for help. Disclosing his 

instructional leadership traits, principal 5 narrated: 

 We had a teacher of arts, who did not know how to prepare lesson plans. She used to 

take the plans from teachers of other schools. She was a great teacher and artist, but she 

had no clue how to make lesson plans. I sat down with her and I explained to her how the 

lesson plans should be made. She learned the procedures pretty quickly and she has been 

thankful ever since.  

Democratic delegation of tasks 
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 The experiences shared by the principal 7 show that the bigger a school is, the less time 

and possibilities a principal has to lead and manage all the processes and projects. As a result, 

they have to assign responsibilities to their colleagues. Describing a success story of a 

collaborative work conducted in her school, principal 7 said:    

We had to organize an extracurricular activity and I had to think who can be involved in 

it for the activity to be as successful as possible. I identified 12 teachers that could help, I 

convened a meeting, and presented the idea to them. Fortunately, everyone identified 

his/her role in this task with pleasure. After I presented the initial instructions in the first 

meeting, I left them to work on their own. And, they actually conducted all the 

arrangements on their own, held regular meetings for two weeks in a row, coordinated all 

the work, helped each other after classes, and in the end they completed the project very 

successfully. In addition to thanking me for organizing them in this manner, they also 

told me that they had the chance to known their colleagues better and they got even closer 

after this activity.  

Respect 

The stories and examples shared by the participants also indicate that collaboration 

depends a lot on respect, especially respect for senior or more experienced teachers. It was noted 

that the majority of novice teachers show great respect for the more experienced teachers and 

that respect grows even more when they work together. Even though the young teachers are the 

ones that usually learn from their senior colleagues, there are also cases when the contrary 

happens, particularly when teachers have to utilize ICT equipment for educational purposes. 

Sharing an example of respect from his school, principal 8 said: 

When novice teachers join our school, the senior teachers volunteer to help them in all 

the aspects. Interestingly, they firstly think that this is a provocation or a prank, but as 

time goes by they realize that this is actually the way we collaborate. Our school has such 

a spirit. Let me tell you this. We have a teacher that was principal in another school for 

some time and 90% of our staff call him principal. They do that out of respect for him.  
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Factors hindering principals to support teachers’ professional development  

In spite of their will, readiness, knowledge, and experience, principals encounter a series 

of constraints in their efforts to support the professional development of teachers. Interestingly, 

the challenges they face are almost the same and usually caused by the central level. In most of 

the cases, principals feel powerless to change them. An exhaustive reading of the transcripts led 

to the identification of the major obstacles highlighted by the participants as listed and described 

below: 

1. Age and health 

2. School size 

3. Lack of funds 

4. Central policies 

5. Lack of incentives 

6. Insufficient infrastructure 

7. Inadequate timing  

8. Lack of monitoring 

Age and health 

The retirement age and health issues are two factors that have been identified as major 

obstacles for the professional development of a certain category of teachers. However, this 

situation affects almost the entire school. The participants explained that while younger teachers 

are usually self-motivated, they have no alternatives or instruments to inspire the teachers that 

are at the end of their careers and those with illnesses to attend professional development 

activities. It was noted that there are teachers close to retirement that are still willing to attend 

learning activities, but their number is rather negligent. However, the participants highlighted 

that they have been advised in various training programs to not pressure these two categories of 

teachers to participate in learning activities because they usually do not change their teaching 

methodologies irrespective of the instructions they may receive in such programs. Principals also 

consider it is unethical to oblige such teachers, particularly the ones suffering from serious 

illnesses, to engage in learning activities given their condition.  
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Explaining the difficulties faced with teachers nearing the retirement, principal 1 

explained: 

We have a teacher in our school that has reached the retirement age and is reluctant to 

attend training sessions. I cannot put any pressure on him because whenever we pressure 

a teacher we lack the support of the MED. Pressure may also affect the collaborative 

culture in our school. Also, we do not forget that he was a hard-working teacher in the 

past. But we have to find alternatives and to not let his students down. We try to cover his 

deficiencies through other teachers.  

School size 

As indicated above, all the participating schools are located in urban areas, implying that 

most of them are overpopulated. Some of the participating schools have classes with more than 

40 students and it is worldly known that the educational process in such an environment is not so 

fruitful. On the other hand, the situation in rural areas is totally different as schools there have 

insufficient number of students. For instance, at the end of 2019, the mayor of a municipality 

launched an initiative for closing down the schools in a number of villages due to the low 

number of students.   

The large number of students causes various difficulties to the principals, teachers, and 

the educational process. Principal 5 noted that the school she leads has more than 2.200 students 

in total. Due to this, teachers are not able to implement the techniques they acquire in the training 

activities and that discourages them to attend new learning events. Principal 7 also noted that her 

school has a large number of teachers and there were cases when 30-40 teachers wanted to attend 

the same training, which was impossible. She explained such cases create various situations of 

dissatisfaction amongst the teachers and she has to deal with such cases.   

Lack of funds 

Kosovo schools do not have any financial autonomy because their budgets are managed 

by the MEDs. Even though a number of participants noted that MEDs show understanding for 

most of their requests, the lack of budget often creates problems for them as they cannot 
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implement the plans as they want and need. Explaining the challenges created by the lack of 

budget, principal 3 said: 

There are times when I support a teacher or a professional community to attend a training 

program, but I cannot support another teacher or professional community to go to another 

event because the cost is higher. As a result, teachers get upset and blame me for not 

supporting them. If the budget was managed by me, I would have allocated the money 

accordingly.      

Another principal noted that there are cases when teachers have to attend training 

sessions over the weekend and spend their own time and money for that course. According to 

principals 7, when learning activities are held in other towns, then organizers pay the expenses, 

but they do not cover everything. “There were cases when the organizer gave a teacher 10 euros, 

but the teacher spent 20 euros on the fuel and food and the school has no budget to reimburse 

them,” she explained. 

Central policies 

Various factors, which were elaborated under this question and in other parts of the 

research, describe the reasons why teachers of the participating schools prefer external training 

sessions and workshops more than the activities based in schools. It was explained that the vast 

majority of external training programs are planned and organized by the MEST and MEDs. It 

was also noted that the MEST has been focused over the last three years on training all Kosovo 

teachers on the implementation of the new curriculum. But this focus has been assessed as an 

obstacle for a comprehensive professional development of teachers. “No one wanted the 

curricular reform and no one wanted to attend such a training. Honestly speaking, 50% of 

training programs are not in line with teachers’ needs and 50% are in the interest of others,” 

principal 1 said.   

According to principal 6, the fact that MEST has been focused on the implementation of 

the curricular reform only has placed them in a stalemate position. “The MEST is focused on 

training the teachers on the implementation of the new curriculum and this program is 

approaching the end. It was a nice surprise to hear from the MED that they are planning to 
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organize a new training program this year. But we are stuck, we cannot move forward or 

backward, we have to follow the central priorities and that is the training on implementation of 

curriculum,” he said.   

Lack of incentives 

Given that schools and their principals have no financial autonomy, they also have no 

incentives for motivating teachers to be genuinely committed to their professional development. 

According to principal 1, in order for a teacher to invest in her/his professionalization, he/she 

should be stimulated as that would serve as an example for other teachers. In her view, the same 

principle should be applied with the principals as well given that there are no incentives for the 

hard-working principals.   

According to principal 2, Kosovo’s contextual factors are ignored when activities for 

teacher professional development are organized. Sharing a personal example, he narrated:  

In 2018, within the framework of a project delivered by the GIZ, I hosted a guest from 

Frankfurt, Germany. He was a principal for 13 years and is now a retired education 

expert. He was hired by the GIZ as part of an activity for exchange of experiences. I 

learned a lot from him and we exchanged a lot of experiences. Teacher motivation was 

one of the topics we discussed. I let him know that we cannot do anything in this regard 

because the standard of our schools is not same as in Germany. The difference is actually 

big. It is easy to identify the best teacher, but we cannot motivate them financially. Moral 

support is not enough.   

Insufficient infrastructure 

While two of the participating schools operate in fairly new buildings, the other six were 

constructed in the 70s or even at earlier times of the last century. They were designed for a much 

smaller number of students, for other teaching methodologies, and even for other purposes. 

Proper infrastructure, free rooms, or special facilities where teachers could meet or hold learning 

activities simply are inexistent in the majority of the participating schools, particularly given that 

the majority of them are overpopulated.  
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Describing these difficulties, principal 5 highlighted, “The municipality has provided us 

with plenty and very good equipment, but we have no free rooms in the school. We were forced 

to turn the labs into classrooms. This is so bad since the instruments of physics, biology, and 

chemistry labs are being damaged. Unfortunately, they are not being utilized for the purpose they 

were created.”  

Inadequate schedules  

Activities for professional development, particularly the external ones, are usually held 

over weekends and during seasonal breaks. According to participants, such a practice is a burden 

for the entire faculty. They noted that teachers are actually very reluctant to participate in 

training sessions held over the weekends. It was also underscored that when such events take 

place over the weekends, teachers come to the school on Mondays tired and that affects the 

educational process. 

The experience shared by principal 5 shows that holding of professional development 

activities over the weekends affects not only the teachers, but their entire families, which, 

according to her, is a real sacrifice. With eyes focused on a family photo over the desk, she said:  

I wish I could go back in time. I used to leave my kids and the entire family only for 

attending training sessions that were held in different municipalities. I always spoiled my 

family’s plans. Now, many years back, I wonder if my children or the training should 

have been a priority for me. I was so into training back then. I thought professional 

development was in my interest and very useful. I used to spoil family plans. But family 

should have been the first. I would advise everyone that family is the first, there is always 

time for the rest. My children criticize me now, and I agree with them. I used to leave 

them when they needed me the most. They are grown up now and do not need me 

anymore. 

On the other hand, holding of training activities during the working days creates 

difficulties for the entire schools as there are no substitute teachers, especially in the large 

schools when a higher number of teachers have to attend the same activity. However, it was 

highlighted that such activities are not held any longer during the working days. But when 
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infrastructural conditions exist, schools organize in-house activities during workdays. Principal 3 

explained that the European Commission had organized a two-session workshop in her school. 

Each session lasted three hours. The teachers of the afternoon shift attended the workshop in the 

morning and those of the morning shift attended it in the afternoon. “Teachers prefer this format 

now,” she added.  

Lack of monitoring  

As indicated above, the MEST invests money in organizing training programs, principals 

face with various challenges for making the necessary arrangements in the schools in order for 

teachers to attend such learning activities, and teachers sacrifice their time to attend the 

organized events, but no one monitors the teachers afterwards.  

In addition to teachers, the performance of principals is not monitored or assessed either. 

This was assessed as a demotivating and discriminatory factor for principals. Describing such 

feelings, principal 3 said,  

The inspectorate, MED, and MEST do not monitor principals’ performance. Successful 

principals are not praised, encouraged, or stimulated with different salaries. For example, 

an unsuccessful and a very successful principal receive the same salary. The same is with 

the principals working in rural areas, who run small schools, and those working in large 

urban schools. If the MED would monitor principals’ work, principals would know that 

they are under scrutiny and would not be negligent. Monitoring would also make 

principals’ work easier as they would use it as a justification when urging the teachers to 

be more committed and to engage in various activities.  

Similar concerns were shared by principal 7 as well. According to her, the MED has not 

presented any criteria for the assessment of principals’ performance. She considered that this is a 

demotivating factor for the hardworking principals. She also said:  

Of course, ceremonies are organized every year or so and there were cases when the 

award for the best development plan was given to one school and the best principal award 
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was given to the principal of another school. How a principal without a good 

development plan can be successful or vice versa.  

Summary  

This chapter presented the findings of qualitative data, which showed that teacher 

professional development in Kosovo’s schools is a complex process. According to the collected 

data, teachers and principals agree about the majority of aspects of the teacher professional 

development and the role of the principal in it. It was also noted that external learning programs 

are prevalent even though they often create difficulties rather than solutions. School-based 

activities are mostly workshops organized by the schools under principals’ management but 

teachers are reluctant to take part in them because they do not carry credit points needed for the 

renewal of teacher licenses. In general, the process of teacher professional development is 

affected by the central policies, which often limit principals’ possibilities to offer a bigger 

support to teachers in this aspect.  
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CHAPTER 6: DISCUSSION OF FINDINGS 

Introduction 

 This Chapter discusses the findings presented in the Chapters 4 and 5 about the process 

of teacher professional development and the role of the principal in it. The topics derived from 

the quantitative and qualitative data are disused by referring to the research questions. Aiming at 

reaching comprehensive conclusions, findings were compared with the stipulations provided in 

Kosovo’s legal framework and the reviewed literature.   

The main methods of teacher professional development  

Quantitative results show that the teachers of the participating schools have spent 

averagely 6.56 days in professional development activities, with an attendance frequency ranging 

from 0 to 30 days. But the largest proportion of participants declared either zero-day attendance 

or provided no information. Meanwhile, qualitative findings show that teachers mainly attend 

external learning programs, which are planned and organized by the MEST and MEDs. They 

also participate in courses delivered by the GIZ and various NGOs. It was explained that since 

2017, the MEST and MEDs have been concentrated mainly on training teachers on the 

implementation of the new curriculum. Thus, it is quite possible that the respondents that 

reported zero days of participation in learning activities have attended the aforementioned 

training sessions at an earlier stage and did not find other offers useful. This may be the case 

particularly given that according to policy papers and principals’ declarations, teachers may 

obtain credit points for renewal of their licenses only through the accredited courses, training 

programs, and workshops. It was also explained that teachers are interested mainly in obtaining 

credit points. Departing from such an understanding, the reported average of 6.56 days per 12 

months enables the teachers to fulfil the relicensing requirements if the same trend is followed on 

a yearly basis. According to legal requirements, teachers have to renew their licenses every fifth 

year for which they have to fulfil two criteria: they need to obtain a positive performance 

assessment and to complete at least 100 hours in professional development activities. One day 

spent in such activities equals to 6 hours of credit points.  
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The quantitative results also indicate that teachers attend mostly training programs or 

workshops related to the subject matter, teaching and learning methods, and other pedagogical 

topics. The next most frequently method is the participation in school-based learning 

communities. But almost half of the respondents have not been part of the activities of such 

school bodies. The findings indicate that the use of other professional development methods is 

rather negligible. For instance, only less than one quarter of the participants have been part of 

study groups. These data indicate that teachers participate almost only in the mandatory 

professional development activities through which they accumulate credit points for the renewal 

of their licenses. The reasons why teachers neglect other forms will be elaborated gradually in 

the following sections.  

According to the principals, both external and school-based professional development 

methods are applied and both of them are helpful for the teachers. Thus, teachers gain new 

knowledge in all the events available as they address various aspects of the teaching process 

(Evans, 2000; Webster-Wright, 2009). However, teachers’ interest in external courses has 

changed dramatically over the last years, particularly after the introduction of the educator 

licensing system. For instance, one of the principals specified that differently from the past, 

teachers are now interested in training programs because they need to collect the credit hours for 

their licenses to be renewed. This statement, made by one of the principals, describes the newly 

created situation and the main reasons that have led teachers to show an increased attention to 

professional development opportunities. So, their interest in the offered programs has changed 

mainly because of the procedural requirements, not because of the value they attach to those 

activities for the improvement of their occupational practices. A reason why they may see no 

values in such opportunities is because if teacher professional development is based on training 

and workshops only “then this limits teachers’ perceptions of learning possibilities” (Cole, 2012, 

p. 5).   

However, the licensing process is not the only reason why the majority of other teacher 

professional development methods are neglected. Another cause is the fact that the MEST and 

MEDs have been focused almost entirely on training teachers on the implementation of the 

curricular reform, which is a mandatory training. Principals implied that instructions deriving 

from the new curriculum framework are rather complex and the information provided in the 
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courses organized by the MEST and MEDs failed to equip the teachers with the necessary 

knowledge. As a result, school-based workshops had to be organized to further elaborate issues 

that were not understood clearly by the teachers. Consequently, double efforts and investments 

were made for the same purpose, which was assessed as a demotivating factor for teachers to 

participate in other learning activities. The principals blamed mainly the trainers for the creation 

of such difficulties, but this is only one part of this complex process. A report compiled by the 

USAID (2017) found, “Piloting the KCF was made very difficult because the MEST failed to 

prepare schools to handle the challenging reform due to the lack budget” (p. 21). This report also 

noted that teachers had to use old text-books, which were not compatible with the new teaching 

approach promoted by the KCF. The challenge with the old text-books has persisted.  

In addition, one of the goals of the KCF is to transform the teaching process from 

objective-based to competence-based, which is a completely new concept that requires 

application of new pedagogic techniques. This is another factor that made this training 

complicated. In spite of their complaints, teachers will have to apply the instructions deriving 

from the KCF, therefore, instead of being demotivated, teachers should have demanded more 

training programs about this matter and principals should have found ways to support them in 

order for them to acquire the necessary competencies. Also, given that a great proportion of 

teachers have not been prepared during their university studies to teach the students according to 

competence-based education principles and requirements, professional development programs, 

be them external or school-based, remain the main educational source for the acquisition of the 

new necessary pedagogic techniques and methods. 

Based on the interviews with the principals, eight participating schools were divided into 

two groups, termed champion schools and other schools. The first group included four schools 

that were beneficiaries of a professional development project offered by the GIZ. The project 

provides 16 different courses accredited by the MEST and the teachers of the respective schools 

may choose any of them. Through these courses, they gain credit points needed for the renewal 

of their license. Obviously, this project has made the entire process less complicated for the 

principals and teachers. “When we are beneficiaries of grants, then we prefer external courses. 

Given that we have been a champion school over the last two years, we just prepare school’s 

professional development plan, we present our requests to the GIZ and they deal immediately 
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with them. Thus, this is easier with us,” said principal 1. The other three principals shared similar 

experiences as well. In addition, principal 2 evaluated that the courses offered by the GIZ are 

more fruitful as they are delivered by field experts. But Cardno (2005) argues that the primary 

role of a school leader is to nurture a learning culture through school-embedded activities. In 

addition, Bubb & Earley (2007), study groups, peer observations, teacher networks, coaching 

and mentoring programs, and involvement in inquiry projects are more engaging and longer-

term professional development forms.     

The principals of the schools that are not part of this project confirmed that their teachers 

attend a lot of courses offered by the GIZ but not as often and as easily as the ones of the 

champion schools. Interestingly, these schools also organize less school-based learning activities 

than the ones of the first group. For instance, principal 5 explained they have held only three 

school-based workshops over the last four years. This was interesting information given that this 

school has a large collective, who could share a lot of knowledge and experiences internally. It 

also has a deputy-principal, counsellor, psychologist, quality coordinator, and training facilitator, 

who are tasked to support the professional development of their colleagues. Organization of such 

a low number of learning activities would be to some extent normal in the school run by 

principal 2 given that it has a small cohort of teachers and lacks the majority of school support 

personnel, but not in the aforementioned school.  

Nevertheless, the principals of non-champion schools explained that they do not organize 

school-based learning activities more often as teachers prefer external courses because they want 

to socialize with colleagues of other schools and because they are delivered by experts. This is an 

indicator that these educators neglect many formats of professional development as they depend 

on external training sessions, which are not “contextually sensitive” (Mitchell & Sackney, 2011). 

In addition, Matherson & Windle (2017) note that the experts that deliver such programs often 

lack classroom experience, therefore, they do not reach the aimed effect. 

    These findings show that teachers attend centrally organized workshops and courses 

and neglect other methods as they are interested mainly in collecting the credit points needed for 

the renewal of licenses. A stressed focus on the curricular reform requirements and the need for 

socialization are two other major factors leading Kosovo educators towards preferring external 
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learning activities over the school-based ones. Obviously, it seems that it is rather hard for a 

principal to change this culture as they could be accused of preventing teachers from collecting 

the necessary credit points for the renewal of licenses. Principals already made it clear that they 

enjoy no support from the relevant institutions in case they put any pressure on teachers. In 

addition, principals possess no instruments to award credit points to teachers for their 

participation in school-based learning activities. Operating under such conditions, principals are 

“managers of human and material resources, but they should become the backbone and engine of 

quality education in their schools” (KESP, 2017). This situation may relieve them from the 

responsibility for teachers’ quality, but not from the accountability for quality teaching and 

learning.    

Impact of professional development methods on teachers’ professional practices 

While the previous results showed clearly that teachers attend mainly external training 

sessions, workshops, and courses, the situation is rather complicated in relation to the impact of 

the attended activities on teachers’ occupational practices. Based on the answers to the 

questionnaire, a relatively high proportion of participants found the majority of the attended 

activities very helpful or helpful. The most helpful activity was assessed participation in training 

sessions or workshops that are focused on subject matter, teaching or learning methods, or other 

pedagogic issues. Even though teachers declared a low level of participation in other learning 

events, quantitative results indicated that teachers that have participated in the respective 

learning activities, be them school-based or external, rated them solidly helpful. This finding is 

in line with principals’ opinions that both external and school-based professional development 

events are helpful for teachers.  

However, due to licensing criteria teachers seem to prefer the courses through which they 

obtain credit points. Also, due to constraining factors, principals tend to support them to attend 

external programs rather than school-based learning activities. But QASKPUE (2016) notes that, 

“In general, there is a low awareness about the need to assure the quality of educational 

provision since there is little evidence of the low quality of educational provision and educational 

outcomes” (p. 12). So, given that there are no studies in Kosovo that measure the effectiveness of 

the applied professional development methods, there is a low awareness about the impact of the 
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programs attended by the teachers, consequently, they choose the traditional ones. Such an 

uncertainty does not prevail only in Kosovo since Kennedy (2016) posited that education 

research has not managed yet to show how teachers learn best. In addition, McMeeking, Orsi & 

Cobb (2012) argued that it is difficult to measure the impact of the attended development 

programs on the student learning as their effect is rather indirect.  

Principals believe that both external and school-based professional development activities 

positively affect the quality of teaching. The general opinion was that the importance and weight 

of an activity depends on teachers’ needs. It was highlighted that the most helpful professional 

development activities are the ones directly related to teaching and learning. However, given that 

they do not work directly with children and do not attend a lot of courses and workshops, 

principals were focused mainly on complaining about the negative factors that affect the 

effectiveness of external learning activities rather than their impact on teacher practices and 

student learning. Based on principals’ narrations, the effectiveness of an activity depends on five 

main factors: training facilitator, lack of monitoring, inadequate information, program 

unsustainability, and training organizer.  

According to the Administrative Instruction on the criteria and procedures for the 

approval of programs for the professional development of teachers and educational personnel, 

training facilitators are certified by the institutions accredited for provision of training programs. 

Accreditations to the training providers are issued by the State Council for Teacher Licensing, 

whose members are appointed by the Minister of Education and serve under MEST’s umbrella. 

In the opinion of principals, training facilitators are as important as the training program itself 

because teachers learn a lot from competent and professional trainers. However, principals raised 

a series of concerns about the quality of trainers, particularly the local ones. There were cases 

when they offered wrong information, which confused the teachers. One of the principals 

confessed that they have to re-discuss at school the issues that teachers acquired in external 

programs. The same principal also explained that when international trainers from European 

countries delivered the training on the new curriculum, teachers had received clear information 

and they had no problems with implementing it. But the situation was different when other 

teachers of this school followed the same course delivered by trainers that were trained by the 

MEST. Principals complained also about the competencies of the training facilitators of other 
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training programs delivered by different organizations. Kennedy (2016) also has found training 

facilitators may have a positive or negative impact on a delivered program. Her findings showed 

that the programs that achieved a smaller effect were delivered by trainers that were hired for a 

particular program and had limited knowledge about teaching and teacher learning.   

The aforementioned Administrative Instruction stipulates that the MEST is responsible 

for quality assurance of the offered training programs. The quality of such events is ensured 

mainly through follow up monitoring that should be offered by the organization that provided the 

training. Kosovo’s central and municipal authorities have responsibilities in this aspect as well. 

Thus, the lack of monitoring was assessed as a major shortcoming of the external training 

programs. It was stressed that neither the MEST, nor MEDs nor training providers visit the 

schools or respective teachers to observe if they are applying the techniques or content presented 

in the training session. Principals qualified this as “an extra burden” for them given that they do 

not have time to observe all the teachers and nor they attend all those sessions. It was assessed 

that training without due monitoring is a demotivating factor and a waste of time and resources. 

USAID’s (2017) report also identified the lack of monitoring as a factor that affects the 

effectiveness of the training programs delivered in Kosovo. According to this report, relevant 

and responsible stakeholders do not monitor teachers after the training events.      

The sustainability of training programs has been addressed only superficially in the 

aforementioned Administrative Instruction. However, principals noted that there are cases when 

a training program is very helpful but unsustainable. They specified the Reading and Writing for 

Critical Training (RWCT), which, as indicated, has helped teachers to apply various teaching 

techniques. It was explained that a lot of teachers are interested in attending this course, 

particularly novice teachers, but the MEST has stopped supporting it. The professional learning 

communities’ project, which was supported by the GIZ, had the same fate as well. According to 

principals, teachers of different schools used to prepare collaboratively various extracurricular 

activities, but the MEST is not supporting it and they could not extend it due to the lack of 

budget. Scholars have also found that the sustainability of programs for teachers’ professional 

development is a very important factor (Darling-Hammond & Hyler, 2018; Kennedy, 2016; 

Matherson & Windle, 2017). These scholars found that teachers prefer programs that are 
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sustainable and lengthy as they address various aspects of the teaching process in a 

comprehensive manner.  

However, it is necessary to explain that the RWCT training was organized for many years 

and teacher trainers have been prepared to deliver such a training for their colleagues. Most of 

the schools, particularly larger ones, have teacher trainers. Therefore, this is one of the reasons 

why the MEST may have stopped supporting it. On the other hand, it is hard for principals to 

urge or motivate teacher trainers to deliver such a training session because the trainers receive 

neither relieve time nor additional payments for the extra work they do. Furthermore, while the 

MEST has stopped supporting the project of professional learning communities, it has obligated 

every school to create functional and active professional communities, which operate similarly to 

professional learning communities. But relevant institutions continue to not understand that the 

lack of financial support has led to the lack of inter-school collaboration. For instance, KESP 

Plan 2017-2021, launched by the MEST, concluded that cooperation between schools through 

learning communities has no additional costs and MEST, municipalities and schools shall ensure 

that school-based collaboration is facilitated based on the existing contracts. Contrary to such a 

belief, principals clarified that every external activity has financial implications and they have no 

funds to cover them.   

Article 5 of the aforementioned Administrative Instruction consists of 15 paragraphs, 

which describe in detail the whole procedure for the approval of a training program, which can 

be provided by a public, private, or non-profitable organization. As in any other sector, NGOs 

have an important share in the field of education in Kosovo. They organize various workshops 

with students, parents, and teachers and are mainly involved in supporting extracurricular 

activities. In spite of the good cooperation, principals do not see their activities beneficial given 

that they have to be implemented in the field and schools have no financial resources for 

covering them. The events they organize and the information they present are often repetitive. It 

was noted that the facilitators are often not competent for the content they deliver. There is a 

general belief amongst the principals that NGOs benefit much more from such activities than 

schools.  
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Quantitative data showed that application of school-based activities is rather negligible 

and this finding was confirmed by the qualitative data. It is important to highlight that when 

commenting on school-based activities, principals were referring mainly to the workshops they 

organize to provide teachers with supplementary information as a follow up to the training on 

new curriculum implementation organized by the MEST. While the majority of the principals did 

not provide exact figures about the number of school-based learning activities they have 

organized, principal 1 showed that they have organized five workshops over the last two years 

and principal 5 said that they have held only three activities over the last four years. The lack of 

budget, time, and adequate premises are the main reasons why schools organize such events so 

infrequently. In addition, teachers are reluctant to attend such events given that they cannot 

obtain credit points from them. There were principals that have raised this issue with relevant 

institutions, but the MEST has not undertaken any step towards finding a solution to it so far. 

This approach towards school-based learning events needs a serious consideration given that 

literature indicates that school-based activities are the ones that have a positive impact on the 

teacher quality. A study conducted by Levin (2010) showed that Ontario increased teaching and 

learning quality through school-embedded teacher development, mainly through coaching 

arrangements and professional learning communities. Desimone et al. (2002) came to the same 

conclusion as well.   

But there were principals that had doubts about the school-embedded activities due to 

different reasons. For instance, principal 7 finds school-based learning activities vague and 

unfruitful because teachers prefer to go out and socialize with other teachers; principal 2 noted 

that his school is rather small and teachers prefer programs delivered by external experts; 

principal 1 highlighted that she is personally committed to the organization of as many as 

possible activities in the school, but teachers are reluctant to attend them as they do not gain 

credit points from them. Differently from them, principal 3 stated she prefers the school-based 

better than the external ones because she has control over the entire process, and principal 5 

highlighted that they are more useful as they are designed, prepared, and delivered based on 

teachers’ needs. All of these are valid points. Van Eekelen, Boshuizen & Vermunt (2005) have 

also found that contacts with external colleagues was one of the main stimulating factor for 

teacher learning.  
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On the other hand, principals shared a lot of complaints about the effectiveness of the 

externally organized events. Evidently, the impact of such events is minor given that their format 

is the same regardless of teachers’ characteristics. Such a practice may change if the relevant 

institutions and schools start applying other teacher professional development methods, such as 

mentoring, coaching, or study groups as that would be a novelty for the teachers. They are 

individualized activities and teachers behave more responsibly and accountably. But Vula, 

Berisha & Saqipi (2015) have found that mentoring as a professional development method is not 

comprehended clearly by Kosovo teachers. Another reason why such practices are not applied is 

because relevant institutions do not allocate any funds for the engagement of mentors or coaches 

in such activities.     

Thus, the research found an evident discrepancy between the opinions of the participating 

teachers and principals regarding the effectiveness of the attended professional development 

activities. While the first expressed a solid level of satisfaction with the activities they have 

participated in, the principals were focused mainly on highlighting the negative aspects of those 

events. Expectedly, principals have created such an opinion given that they deal mainly with the 

organizational aspects rather than with the content or impact of the offered activities on their 

professional practices. In addition, they have formulated such an opinion based on the feedback 

they received from the teachers. Given that all the participating schools had to organize 

additional workshops regarding the implementation of the new curriculum framework, principals 

could not have a positive opinion in relation to the courses delivered by the MEST. This shows 

the need for the creation of professional mechanisms at the school, district, and central levels for 

the measurement of the effectiveness of learning activities, which could change the approach of 

all the stakeholders towards this process.                   

 Instruments utilized for the identification of teachers’ needs for professional development 

According to the model designed by Bubb & Earley (2007), the identification of teachers 

learning needs is the departing point of the entire professional development process. While 

teachers are responsible for the identification of their own needs, principals are in position and 

responsible to identify and fulfil as much as possible the needs of the entire collective. It was 

indicated that numerous instruments are at principals’ disposal for this purpose. Also, according 
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to the Administrative Instruction on the standards of professional practice of principals, such a 

task is entrusted to the principals. This legislative document has two chapters, which specify that 

the principal is responsible for leading the school and for the quality of teaching and learning. A 

number of performance indicators that are under these two chapters imply that principals are 

responsible and competent for the identification of teachers’ professional development needs.  

The quantitative data confirm that principals employ a series of instruments to identify 

the needs of teachers for their professional development. They indicated that the instrument that 

is applied most frequently for this purpose is the school’s development plan and observation of 

classes is used the least frequently. Meanwhile, interviews revealed that this is a rather complex 

process and it is led by the principals, supported by school bodies and teachers. In some schools, 

it is an ongoing process that starts at the beginning of the school year and continues until the end 

of that year.  As expected, there is no uniform way for performing and completing this process. 

However, principals confirmed that they refer mainly to the school’s development plans and 

class observations for the identification of teachers’ learning needs. However, variances were 

identified between the principals in relation to the methods they utilized for this purpose. The 

qualitative findings show that the main instruments used for this purpose are: School 

development plan, classroom observations, student records, teacher files, discussions, and 

teacher surveys. This finding is supported by USAID’s report (2017), which notes that there is 

no structured format for the identification of training needs. 

School development plan is a document that is prepared on a triennial basis and reviewed 

on a yearly basis. It consists of five chapters requiring information about various aspects of the 

school. Amongst others, it contains a sub-sections referring to teachers’ professional 

development. According to interviewees, the data inserted into this document are collected by 

the principal assisted by the councils of teachers, students, parents, quality coordinator, 

counsellor, and representatives of professional communities. This method allows the principal 

and other stakeholders to identify the strengths and weaknesses of the entire faculty. Some 

principals confirmed that the concerns raised or proposals given by the students and parents in 

the meetings convened for drafting or reviewing the school development plans are very useful as 

they bring up issues that are not perceived in the same way by the educators. The information 

derived from different sources creates a clear picture of teachers’ pedagogical practices and 
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subject knowledge. The research finds that this document is a useful and practical instrument for 

the identification of teachers’ needs for professional development as it is completed in a 

transparent and inclusive manner and it is accessible to all. It helps the principals as well as the 

teachers to realize where they were, where they are, and if they would be able to achieve the 

planned goals. This approach is also supported by the recommendations and findings of Bubb & 

Earley (2007).  

Classroom observation is another instrument for understanding teachers’ needs for 

professional development utilized by all the principals. However, principals’ declarations 

contradict with the quantitative results since teachers rated it as the least frequently method 

applied by the principals. However, the explanations provided by the principals showed that both 

sides were right. Firstly, teachers’ assessment may have been impacted by the size of the school 

in which they serve. It is assumed that the teachers of larger schools attached lower scores and 

the ones of smaller schools gave a higher score to the item included in the questionnaire 

concerning the use of this method. This conclusion is grounded in the statements provided by 

principals. For instance, principal 7, who runs a school with more than 120 teachers, explained 

that she does use this instrument, but she could observe only one third of the teacher during the 

first semester. Even if she manages to observe the same number of teachers in the second 

semester, one third or even more would remain unobserved given that the second semester is a 

busier period for all the educators due to the spring break and organization of attainment test, as 

a result of which the ninth grade students end the school year one month earlier than other 

students. On the other hand, principal 1, who runs a small school, explained that in addition to 

regular classroom observations, she observes the teachers all day long as classrooms’ doors 

remain open all the time. Principal 2, who also runs a small school, confirmed that he observes 

the teachers during classes but he does not rely on this method a lot due to two reasons. He 

doubts that teachers act naturally in his presence and are under stress irrespective of their 

experience. In addition, he also questioned his skills for accomplishing such a task 

professionally. In his opinion, a principal needs proper professional training for assessing a 

teacher based on classroom observation since she/he cannot be an expert on all the subjects. The 

principal 1 has similar issues, but she did not express them in such an open fashion. She 

explained that she organizes peer observations in the school and then she compares her findings 
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with the ones prepared by teachers in order to avoid wrong conclusions. Lortie (2009) also found 

that principals hesitate to evaluate teachers, mainly due to bureaucratic rigidities and teacher 

resistance. On the other hand, it was noted that peer observations may also fail if the teams are 

not arranged properly. For instance, principal 7 explained that she had initiated such a practice, 

but they had to discontinue it as it did not yield useful results since the observation pairs were 

friends and they talked about positive issues only. But her approach is in contradiction with the 

findings of Hallam et al. (2005). These scholars noted that peer observation is more productive 

when peers are friends as they trust each other more than the colleagues they do not know very 

well.    

Students’ records do not seem to be a very popular method for the identification of 

teachers’ needs for professional development. Only three principals confirmed that they utilize 

such an instrument for this purpose and they shared different opinions about it. While principal 6 

noted that students’ results serve them to understand the existing challenges and principal 7 

highlighted that they use such scores particularly for helping the educators of children with 

special needs, principal 5 noted the school he runs is the top school in the town, therefore, they 

do not use students results for additional teacher learning. Interestingly, he highlighted that his 

school has participated in the PISA test, but they have not received any feedback about it, 

therefore, they have not done anything in this regard. However, it is publicly known that Kosovo 

students scored very poor results in the PISA test. Furthermore, the Strategy for Quality 

Assurance in Pre-University Education in Kosovo 2016-2020 highlighted that student 

achievement tests have been criticized for a poor administration of the process, therefore, those 

results are not taken seriously. In addition, local media have been reporting for several years in a 

row about large-scale misuse of the achievements tests by students. As a result, the principals 

may consider students’ achievement scores as an unreliable indicator of the school’s success and 

they use them only as raw data for the needs of the school development plan. But if such data are 

analyzed adequately, they would identify faculty’s and students’ weaknesses or strengths. A 

principal with the logic of a systems thinker could use them for creating a “creative tension” 

(Senge, 2006) encouraging all those concerned to focus on the challenges and to look for 

solutions in the school or beyond if necessary. Thus, this finding shows a there is a stressed lack 

of systems thinking approach amongst the principals.  
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Teacher files is a rather new method utilized only by a small number of principals for the 

identification of teachers’ needs for professional development. Principals explained that these 

files are completed by teachers, where they insert records about the courses they have completed, 

the ones they would like to attend, and data about their health conditions. The data about 

teachers’ health state are very important as it was noted that there are a lot of teachers that face 

with different health issues, but they continue to be part of the regular educational process in 

spite of the gravity of the illness. Principals highlighted that such cases create various challenges 

since teachers with chronic conditions lag behind in terms of new teaching techniques, mastery 

of subject matter, implementation of the new curricular reform, and they cannot motivate them to 

be part of learning activities. However, the impact and spread of this method will be understood 

in the coming years as the principals declared that they have started applying only it recently. 

The use of this instrument is supported by Bubb & Earley (2007), who revealed, “Staff need a 

receptacle for all professional development and performance management related paperwork. A 

professional development portfolio is useful in chronicling where one has been and planning 

where one wants to go. It is not a requirement but many people are now keeping such a folder” 

(p. 25-26). 

Discussions between teachers and principals, according to literature, are an effective 

method for the identification of teachers’ professional development needs. Quantitative data 

showed that this is the third most frequently applied method by the principals. However, a 

number of principals noted that teachers are hesitant to talk about their needs for professional 

development. “They think they are doing the job in the best possible way, therefore they are 

hesitant to open up,” principal 8 noted. Other principals shared similar opinions as well. 

However, scholars note that principals should create a trustworthy environment in order for 

teachers to speak openly about the challenges they face as they may be afraid of consequences 

(Hallam, 2005, Hauserman & Stick, 2013, Stoll, 2010; Wahlstrom & Seashore Louis, 2008). 

Thus, it seems that the respective principals are not aware of the importance of trust, therefore, 

they put the blame on teachers. This situation would not change until principals understand that it 

is their responsibility to create a trustworthy environment otherwise teachers would be reluctant 

to talk about the challenges they encounter.     



224 
 

Teacher surveys are used by two principals for collection of information regarding the 

professional development needs of teachers. It was explained that teachers complete these 

documents anonymously and select the courses they would like to attend. Interestingly, this 

method was stressed only by the principals of champion schools, meaning that the idea was 

presented by the GIZ. Such an approach seems to be practical for these two schools as their 

teachers may select any of the 16 courses offered by the GIZ. The findings of USAID (2017) 

confirm this approach as well. “Several teachers reported they were free to identify any needs 

they had, while others reported that their needs were pre-determined by the courses BEP 

offered,” (USAID, 2007, p. 19). The same approach could be used also in other schools and 

teachers could select the training programs from MEST’s catalogue. But principals and teachers 

tend to avoid this catalogue as there were cases when they chose certain courses from it and 

found out that they were not available any longer for different reasons. In addition, the program 

offered by the GIZ is available only to a limited number of schools and the MEST would 

probably not be able to accommodate all the requests coming from Kosovo schools. Thus, such 

surveys would be successful if they are linked with available courses, otherwise, they would end 

up as raw data only. 

The findings showed that principals play a crucial role in the identification of teachers’ 

needs for professional development, a process that goes on throughout the school year. For 

conducting this process as comprehensively as possible principals are assisted by school’s 

professionals. Even though some of the methods are common for all the principals, it has been 

noted that a number of principals utilize some newer instruments, such as teacher files and 

surveys, which were presented during certain professional development programs delivered by 

external providers, therefore, it would be beneficial if such practices are shared with other 

principals in case they prove to be successful.  

Methods applied by principals to create collaborative learning environment in the school 

Kosovo’s legislation recognizes intra-school and inter-school collaboration as an 

important instrument for the professional development of teachers. The Strategic Framework for 

Development of Teachers stipulates, “School-based professional development is a process where 

teachers learn from each other continuously for the improvement of their teaching skills” (p. 34). 
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According to the Curriculum Framework, curricular reform will be implemented successfully 

only if there is collaboration between the school actors. The Administrative Instruction on 

Professional Communities expects that professional communities would contribute to the 

increase of teaching and learning quality through the exchange of experiences and production of 

teaching materials. Furthermore, the Administrative Instruction on the duties of the principal, 

notes that some of the main tasks of a principal are to support and oversee the implementation of 

the curriculum, the work of professional communities, and professional associates. The research 

found that principals create a collaborative learning environment through professional 

communities and arranging cooperative teams. But the collaborative culture is sometimes 

affected by teachers’ personal factors.  

Quantitative data indicate that principals are committed to supporting collaborative work 

and learning in the schools. According to teachers’ responses, principals motivate them to work 

and learn in teams, to share the knowledge acquired in the learning events, and to organize 

various projects collaboratively. In the interviews, principals indicated a solid awareness of the 

importance of teacher collaboration for the school’s success. They commended the KCF for 

containing clear instructions indicating how teachers have to collaborate. It was noted that 

teacher collaboration occurs mainly in the activities of professional communities during which 

teachers produce various educational materials, tests, and exchange experiences and knowledge. 

It was also understood that most fruitful professional communities are in the schools with large 

faculties. These forums are very helpful especially for the junior teachers as they have the chance 

to observe experienced teachers discussing various challenges and exchanging experiences. 

Scholars maintained that the work of professional communities depends on the conditions 

created by the principals for their operation (McLaughlin & Talbert, 2007; Stoll, 2010). The 

research also found that principals make the necessary arrangements for the professional 

communities to function properly, they attend their meetings, review their reports, and provide 

feedback.   

In addition to professional communities, teacher collaboration is realized also through 

cooperative pairs. Usually, this collaboration derives from free will and is driven by mutual 

respect. Principals provided examples showing that teacher collaboration is actually a traditional 

practice in their schools. The research found that principals create cooperative pairs by asking 
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more experienced and successful teachers to advise, mentor, and assist the teachers, mainly 

novice ones, that encounter various challenges related to the educational process. Their practices 

are in line with recommendations of Hargreaves & Fullan (2012), who argued that principals 

should not only support, but they should forge collaboration between teachers.  

The research also found that creation of a collaborative environment in the school is a 

rather complex process that requires application of different leadership approaches. Some of the 

narratives shared by principals indicate that collaboration depends to a great extent on teachers’ 

personalities. Hargreaves & Fullan (2012) have cautioned that when teachers are unwilling to 

work together with colleagues and parents, then principals need to undertake measures otherwise 

the process may fail. For instance, principal 1 presented two different cases when she had to 

impose her authority in order for a professional associate and a substitute teacher to work 

collaboratively with the school’s stakeholders. She explained she was aware that the measures 

she had undertaken were harsh, but she had no other choice given that the substitute teacher was 

unwilling to collaborate with her colleagues and parents. According to her, such cases are normal 

since principals have no decision-making role in the process for hiring of teachers, therefore, 

there are teachers that tend to ignore them. The principal also explained that the teacher in 

question had recently graduated. This confirms that teacher collaboration is not addressed during 

pre-service studies (Goddard, Goddard & Tschannen-Moran, 2007). In addition, teacher-students 

are mainly focused on obtaining higher grades during their studies and Devjak, Pavlin & Polak 

(2009) have found that “Grades above average impact only mastery in one’s own field or 

discipline, while it has a limited impact on other competencies” (p. 67). On the other hand, 

Hargreaves & Fullan (2012) posit that judgmental skills are one of the main elements of a 

principal’s professionalism. Given that the principal in question was in school leadership 

positions for around 20 years, she has faced with various experiences, therefore, she was familiar 

with teacher characteristics and acted in that way. Literature also indicates that principal’s 

leadership actions are necessary in order to prevent one or more teachers from damaging 

school’s culture and image (Bellamy, Fulmer, Murphy, Muth, 2007; Hord, 1997).   

 Two other principals shared completely different experiences related to their efforts to 

create a collaborative learning environment in their schools. In one of the cases, the principal 

served as a coach and helped his colleague to learn how to prepare lesson plans on her own. In 
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the second case, the principal applied the distributed leadership style by creating a group of 

teachers to prepare a school activity and then let them work on their own. During the process, 

teachers continued helping each other and became even more acquainted with each other which 

made their collaboration in future projects easier.  

 These examples confirm that principals play a crucial role in providing a collaborative 

environment in the school. They formed professional communities, oversaw their work, and 

made the necessary arrangements for their operation to be more fruitful. In addition, they formed 

teacher teams and pairs based on teachers’ characteristics. However, when certain factors hinder 

teacher collaboration, principals are expected to use various methods and instruments. 

Experience, authorizations, clear instructions included in regulatory documents, and support 

from the municipal authorities are the main leverages helping principals in this aspect. The lack 

of any of these factors would principals’ possibilities for creating a collaborative environment in 

the school.  

Principals’ and teachers’ opinions about principals’ support for the teacher professional 

development  

 Literature depicts principals as the driving force of the teacher professional development 

at the school level. A number of education policy papers in Kosovo include provisions that 

define the responsibilities and competencies of the principal and other school stakeholders in this 

process. In them, the principal is portrayed as an official that has executive responsibilities for 

the general management and administration of the school. The Administrative Instruction on the 

principal professional practice standards contains a number of provisions defining principal’s 

responsibilities in relation to the professional development of the school personnel. Thy are 

found under the second chapter, titled “Quality teaching and learning.” According to this 

document, a principal is expected to be familiar with professional development models; teaching 

techniques; and to encourage the personnel to be life-long learners. A principal performance 

would be assessed based on the support they provide to teachers for their professional 

development; for promotion of life-long learning; for creation of great expectations, and so on. 

The principal is also responsible for planning, organizing, and managing various school 

resources and assets for the improvement of the learning outcomes. 
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 The quantitative data indicate that principals play a major role in the teacher professional 

development through the support they provide to teachers to involve in various learning activities 

organized inside and outside the school. For their professional development needs, teachers are 

mainly supported to participate in training sessions and workshops. But a considerable 

proportion of teachers did not agree that principals maintain links with experts and organizations 

offering professional development opportunities, apply for grants, or organize visits to other 

schools or institutions.  

Scholars note that in order for a principal to create a teacher learning environment and 

support their professional development, she/he should be aware of the importance of teacher 

learning for students’ progress and success as well as of teachers’ learning needs and methods 

(Lambert, 2002; Hoy & Hoy, 2013). The research found that principals showed a solid level of 

awareness about the importance of continuous teacher professional development. It was noted 

that school’s success depends on teachers that are committed to learning through which they 

acquire new knowledge and skills to keep the pace with other rapid developments occurring in 

all the fields and to be ready for the future generations, whose demands and needs differ from the 

ones of the previous generations. The interviewees linked continuous development with changes 

happening in the education system, which require application of different techniques and a new 

mindset. They also noted that they lead, support, motivate, and advise teachers through different 

methods to be involved in teacher professional development programs. While variations were 

noticed in the methods utilized by the principals, the research also found that principals 

understand teacher professional development as a process that is carried out via traditional 

methods, as explained by Mizell (2010). Saqipi & Rexhaj (2013) have also found that Kosovo, 

“Teachers have difficulties in clearly distinguishing between school-based professional 

development (SBPD) and the implementation of new teaching methods in the classroom or they 

confuse teacher professional development with the development of teaching skills, knowledge, 

and behaviors in the classroom,” (p. 609).  

Contemporary principals have to be lead learners, who take part actively in learning 

activities, motivate and encourage teachers to enhance their skills, work collaboratively, share 

the knowledge, and create a learning environment in the school (Hargreaves & Fullan, 2012; 

Day, 2012). All the interviewees described themselves as leaders of learning in their schools. For 
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instance, principal 7 said, “Behind every group, there is someone that leads, gathers, and 

supports teachers, pushes processes forward, and delegates duties.”  In addition, principal 3 

noted that teachers depend on principals given that they are going through the licensing process. 

In her opinion, “When the principal is accountable, teachers are accountable, too.” Even though 

they claimed that their role is to lead the teacher learning process, they were focused mainly on 

describing the ways for supporting teachers to attend courses through which they obtain credit 

points for the licensing needs. However, only two principals demonstrated that they make bigger 

efforts for their colleagues to attend learning activities. In spite of this, they were demotivated in 

this aspect because they stressed that teachers are reluctant to engage in such events and the 

relevant institutions do not take their requests and complaints into consideration.    

Expectedly, all the principals stated that they support teachers to participate in different 

workshops and courses. Usually, the support they offer is non-monetary as schools do not have a 

separate budget for funding teachers’ professional development and offering them incentives. 

This sort of support was confirmed also by the teachers, who showed through the questionnaire 

that principals support them to attend training sessions, workshops, conferences. Such a practice 

is in line with the provisions of the legal framework and policy papers, which promote 

participation in accredited activities as the most useful method for the professional development 

given that teachers may collect credit points for the renewal of their licenses only through such 

programs. Scholars have also found that principals’ support for teachers’ professional 

development is crucial (Evers, Van der Heijden, Krejins & Gerrichhauzen, 2011; Kelchertmans 

& Vendenberghe, 1994; Guskey, 1997). But Darling-Hammond, Hyler & Gardner (2017) argue 

that a principal’s support should focus on assisting teachers with workplace learning activities 

(2017).  

One of the ways how principals foster teacher professional development is by seeking 

external support. While only two of the interviewed principals narrated soundly that they have 

applied for grants or programs for teacher professional development, it was learned indirectly 

that at least two other principals have prepared the applications for various grants or projects. In 

addition, there were principals that surfed the Internet to find available learning opportunities for 

the teachers.  However, it was noted that principals need a strong motivation for taking such a 

step since their efforts are not appreciated internally or externally. Even though she was proud 
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that her school was one of the 10 champion schools in Kosovo, principal 1 expressed a sense of 

guilt for applying for this program. She narrated that she had initiated and led the application 

procedures for the program delivered by GIZ, but her colleagues are considering participation in 

these courses as a burden for them. Other principals also noted that the relevant authorities 

neither monitor their performance nor value their extra efforts. Operating in an environment 

where teachers are interested mostly in meeting the license criteria, where the MEST has not 

taken any step towards awarding teachers credit points for their attendance in school-based 

learning activities, principals tend to focus on the learning opportunities that are mandatory and 

offered by the central institutions. This may have been one of the reasons that a considerable 

number of teachers did not agree in the survey that principals seek external support for their 

professional development. Lee & Chiu (2017) have also found that state institutions may impact 

principals’ role negatively even in the schools with autonomous management system by obliging 

them to implement the centrally-driven requests. This indicates that principals need internal and 

external support in order for them to foster teachers’ professional development and such a 

support in the research context is absent. 

 On a general note, the research found that principals consider that teacher 

professional development is important for teachers, schools, and the whole education system. 

The significance of this process was understood particularly after Kosovo’s students started 

showing poor results in the international tests, which are completely different from the scores 

they achieve in the local exams, as the only assessment mechanism that existed before. But 

qualitative data revealed that teachers are interested mainly in attending professional 

development activities for collecting the necessary credit points for the renewal of the licenses 

rather than in enhancement of their professional competencies. Such a situation prevails mainly 

due to constraints included in the primary and secondary legislation. Principals demonstrated 

clearly that they are dissatisfied with the constraining policies that regulate the process of teacher 

professional development. Expressing his dissatisfaction with the policies in place, principal 4 

stated, “MEST’s approach towards teacher professional development has been wrong so far. We 

could not address our complaints anywhere. Our requests have not been taken into account. You 

know, we are just moving on, quietly.” Other research studies have also concluded that policies 

have a negative effect on principal’s role and the teacher professional development. As a result 
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of such policies, respective principals seem like administrators of the teacher professional 

development process and Wallace Foundation (2013) considers that education systems will not 

achieve their goals with principals that are administrators only.     

The research also found that a lot depends on teachers’ needs, perceptions, goals, and 

ambitions. It was stressed that younger teachers are more dedicated to learning and willing to 

apply the novelties obtained from various learning events. Naturally, novice teachers are 

expected to have such an approach due to the lack of experience and the fact that pre-service 

studies have not equipped them with the necessary knowledge for the classroom practices. 

Furthermore, given that classroom is a challenging environment, they are eager to learn from the 

experienced teachers as well as field experts. But since around 70% of the respondents have been 

teaching for more than 10 years, that means that they feel comfortable with their pedagogical 

competencies and are less interested in the offered learning activities. But Lee & Chiu (2017) 

found that teachers’ disbelief in the effect of teacher professional development affects negatively 

the process and principals’ role in it. In addition, King and Bouchard (2011) found that when 

teachers do not believe in changes, then they refuse principals’ initiatives. 

The factors hindering principals to support teachers’ professional development  

 Scholars have identified a series of factors that hinder principals to support teachers’ 

professional development. Some of them may be personal issues, tasks, or workplace factors 

(Kwakman, 2002; Opfer & Peder, 2011). Bredeson (2000) has also found that financial 

resources, lack of institutional support, and school infrastructure are negative factors. 

Meanwhile, school climate and trust are very important for genuine collaborative learning (Stoll, 

2010; Gray, Mitchell & Tarter, 2010). Donaldson (2013) found that state policies, school size, 

and school type are some of the main obstacles for the principal to provide support for teachers’ 

participation in learning activities. This research also found that principals are hindered by 

similar factors, but there is a discrepancy between the quantitative and qualitative data in relation 

to the level of the constraints. Less than three quarters of teachers identified the lack of funds as 

a hindering factor. Differently from them, principals consider that the lack of funds is one of the 

main impediments for them to support teachers’ professional development. In general, the 

research identified eight major factors that constrain the principal’s role in this process: personal 
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conditions, school size, lack of funds, lack of incentives, policies, inadequate infrastructure, time, 

and monitoring.    

 Teachers’ health conditions and retirement age are a serious constraining factor that 

affects teachers’ professional practices in general. It was explained that there are teachers with 

serious chronic illnesses, but they continue to perform their duties irrespective of the gravity of 

the condition. Often, their health state prevents them from taking part in teacher learning 

activities. Obviously, they are demotivated to attend such activities and principals find it 

unethical to ask or oblige them to participate in such events. Expectedly, in addition to affecting 

teachers’ competencies and skills, their condition has a negative influence on students, too. The 

resolution of this challenge depends on the central authorities, who need to review the Law on 

Labor, which foresees no long-term financial benefits for all the public officials, including 

teachers, facing with illnesses. Usually, most of the teachers cannot afford quitting the job due to 

economic conditions and because the state offers no assistance to them.  

It was also noted that the vast majority of the teachers near the retirement age are 

demotivated to attend activities for professional development considering that their careers will 

end soon. They usually participate only in the mandatory courses, such as the one on the 

curriculum implementation. But in spite of that, most of them do not change their teaching 

methods. Principals noted that they have been instructed to not pressure this category of teachers 

to take part in professional development activities due to the aforementioned reasons. Other 

empirical studies have also found that personal factors impact teachers’ dedication to 

professional learning. Kwakman (2002) identified professional attitudes, appraisal feasibility, 

emotional exhaustion, and loss of personal accomplishment as factors that affect teachers’ 

attitudes towards learning. A study conducted by Day (2012) also found that personal issues 

were the biggest predictor of teachers’ satisfaction with their occupation.  

 Due to a mass migration from the rural areas after the war in 1999, most of the schools in 

urban areas are overpopulated. A number of schools that were part of this research had 

classrooms with more than 40 students. Operation under such conditions often invalidates the 

importance of novelties acquired in the activities for the professional development as teachers 

cannot implement them adequately. This discourages teachers to attend organized learning 
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events. Meanwhile, principals of such schools can neither reduce the number of students nor can 

they motivate the teachers to apply new teaching techniques in such an ambient. According to 

Khan & Iqbal (2012), the overpopulated classrooms affect the teaching process in various ways. 

They noted, “The other major problem revealed from the data was that 40% of the respondents 

were weak in their instructional perspective of teaching because of overcrowding” (p. 1064).  

 The research found that the lack of funds is a factor that hinders principals’ possibilities 

to support teachers’ participation in professional development activities as well as to create a 

learning environment in the schools. Interestingly, only around 60% of teachers that completed 

the questionnaires agreed with this finding. Differently from them, principals explained that the 

lack of budget is causing them a lot of problems as they cannot undertake any initiative that has 

financial implications. They highlighted that due to the lack of funds they cannot organize field 

visits for extracurricular activities and teacher collaboration, they cannot hold school-based 

activities, they cannot support teachers to attend activities held in other towns, and so on. This 

finding is supported by the USAID (2017), which concluded, “SBF [School based facilitators] 

are no longer remunerated for the workshops they provide and any peer support given to fellow 

teachers or other schools in the municipality is on ‘volunteers’ time are not allowed a course 

reduction due to civil service laws” (p. 29).  Evidently, the lack of funds affects directly or 

indirectly a lot of aspects related to the teacher professional development, but teachers are not 

aware of this. This is also one of the major reasons why schools rely heavily on external training 

activities provided by the MEST and MEDs. But Knowles, Holton & Swanson (2005) have 

cautioned that participants of such events are usually passive recipients of information, therefore, 

their impact on teacher instructional practices is not as large as expected. Meanwhile, Donaldson 

(2013) as well as Newmann, King & Youngs (2000) found that funding is an important 

component of teacher professional development process.  

It has been evidenced that according to the education legislation in Kosovo, teacher 

professional development is a uniform process depending mainly on the MEST and MEDs. It is 

directly linked with the licensure criteria, consequently, teachers are demotivated to attend 

learning activities other than the ones through which they obtain the necessary credits for the 

renewal of their licenses. Obviously, operating in such an environment, it is difficult for the 

principals to motivate teachers, the majority of whom have a solid professional experience, to 
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participate in other learning activities. The situation becomes even more difficult given the fact 

that the MEST has been concentrated over the last two years on training teachers on the 

implementation of the curricular reform. “We are stuck in the middle, we cannot move forward 

or backward, we have to follow the priority of central institutions and that is the implementation 

of the curriculum,” said principal 6. This statement explains in the best way principals’ position 

in this process. Their stalemate position becomes even more confusing given that they had to 

organize supplementary workshops on the same topic and content that was presented in the 

training sessions organized by the MEST. Thus, this centralization of the teacher professional 

development has taken the principals out of the process procedurally and legally, turning them 

into mere coordinators or administrators of the teacher learning process. Empirical studies 

conducted by various researchers have also found that policies affect teachers’ professional 

development process and teachers’ participation in learning activities (Borko, 2004; Donaldson, 

2012; Harwell, 2003; Lee & Chiu, 2017; Schleicher, 2015). Furthermore, Brown & Militello 

(2016) concluded, “The decisions school districts make regarding structure, procedure, and 

policy have a direct influence over the participants’ actions involving professional development,” 

(p. 722)  

Obviously, due to lack of funds, principals have also no incentives to stimulate the 

teachers to be committed to their professional development, even though that should be their 

personal and professional responsibility. Some principals believe that rewards would motivate 

teachers that make extra efforts to be even more active learners. However, KEEN (2019), 

showed that the MEST has reduced over the last years the funds allocated for the teacher 

professional development and an unknown proportion of this fund is spent on other issues. 

Therefore, in the long term, the allocation of rewards would not be sustainable and could turn 

into a discouraging factor. Furthermore, given that there are no active mechanisms that monitor 

the application of the techniques and information obtained in learning activities, teachers would 

want to participate in such events for rewards only, same as they have been showing more and 

more interest in the courses that guarantee them credit points for the extension of their licenses. 

But there is a widespread belief that teachers in other countries receive rewards, namely financial 

incentives, for their dedication to learning and to school’s success. For instance, principal 2 

noted, “It is easy to identify the best teacher, but we cannot motivate them financially. Moral 
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support is not enough.” Based on such an attitude and given the overall socio-economic-political 

situation in Kosovo, it seems that educators are still driven by Herzberg’s hygienic factors. But, 

Eyal and Roth (2011) have explained that humans are motivated intrinsically and extrinsically, 

and intrinsically driven individuals usually generate better results. This perception about rewards 

has been created as a result of a prevailing trend in the public sector in Kosovo. Other public 

officials attend activities for their professional development as well, but the majority of them are 

held in the neighboring countries, where participants socialize, have time for recreational 

activities, and receive per diems for their participation. Local media have reported about many 

cases when the MEST has organized such visits for its own staff or other stakeholders, but not 

for teachers, which led the latter towards considering activities for their professional 

development only as a burden. 

The vast majority of the schools that participated in the research operate in relatively old 

buildings, constructed more than 50 years ago, some are even older. The majority of them are 

also overpopulated. Classrooms are fully occupied in both shifts. The only places where teachers 

can meet and discuss issues of concern are teachers’ room or principal’s office. Except for two 

schools, others lacked special facilities for teacher learning. The researcher did not have the 

opportunity to understand if the principals have ever requested from the MEDs or other donors to 

support construction of special annexes where teachers could meet in different formats for 

exchange of ideas, knowledge, or experiences. Citing Moore & Shaw, 2000, Kwakman (2003) 

notes, “As schools lack this infrastructure it is no wonder that learning at the workplace is not 

very prominent at the moment” (p. 168). However, given that teachers are mainly extrinsically 

driven as far as their professional development is concerned, it is believed that principals do not 

see building of such facilities as a goal “worth fighting for” Fullan (2008).        

 The vast majority of professional development activities are organized when teachers are 

not engaged in the teaching process, respectively on weekends, or during the spring, summer, 

and winter breaks. There are cases when such activities are held during the working days, but 

they are usually short workshops that last a few hours. The research found that teachers do not 

mind the activities held during the workdays or over the breaks. But they hesitate to attend 

learning events organized during the weekends as it affects their personal and family lives, 

especially given that the majority of the teachers are females, who have traditionally been more 
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attached to the family. Unfortunately, the majority of activities are still held over the weekends 

and the teachers consider this as a burden for them and they have no time for socialization. 

Principals noted that teachers participate in such events only because they are mandatory. Day 

(2012) has also found that the participants of his study felt that their effectiveness was declining 

because they were having no time for social life.   

 It was noted that significant financial amounts have been invested in teacher training 

programs, materials, and expertise, but one of the main shortcomings of the process is the lack of 

monitoring. Even though policy papers note that monitoring is an integral and very important 

part of the training programs and that responsibility belongs to the MEST, MEDs, inspectorate 

and training providers, the research found that no one checks whether teachers are applying the 

content they have acquired. Principals highlighted that they have no time or the necessary 

expertise to perform such a task. According to them, given that they are not monitored, teachers 

lack the motivation to attend other similar learning activities. A number of principals also noted 

that no one assesses their performance either. This was depicted as a very demotivating factor 

given that teachers and principals are treated equally regardless of their performance and 

commitment to learning. USAID (2017) also monitoring was a shortcoming of the professional 

development process in Kosovo due to the inspector shortage. Meanwhile, Bub & Earley (2007) 

noted, “Monitoring activities are essential about ensuring that things are going according to plan” 

(p. 65).  

Teacher differences regarding the principal’s role in teachers’ professional development 

The statistical tests conducted as part of this research found no statistically significant 

differences between the teachers regarding principal’s role in teachers’ professional development 

based on their demographic variables (gender, age, years of experience, teaching position, and 

level of education). Even though such a finding may sound surprising, it should be noted that due 

to the constraining factors elaborated in the previous chapter, principals offer a rather uniform 

support to teachers to participate in learning activities irrespective of their demographic 

characteristics. It was already noted that for their professional development, teachers attend 

mainly courses organized by the MEST and MEDs, and sessions delivered by international 

organizations and local NGOs. Given that the attendance in the events organized by the MEST is 
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mandatory, the principal’s role in this aspect may not be considered as a support. On the other 

hand, even though teachers obtain the necessary credit points from such programs and the ones 

delivered by the GIZ, according to the principals, they still consider participation in them as a 

burden.  

Furthermore, given that external and school-based workshops are held over the 

weekends, teachers assess such activities as interference in their private lives and do not 

appreciate principals’ requests for attending such events. Also, due to the format, the latest 

learning sessions have been mandatory for all the teachers, irrespective of their professional 

experiences. But a great proportion of the respondents declared that they have a solid work 

experience in education and literature shows that the passion of experienced teachers for 

professional development starts to decline. Some of the factors leading teachers towards holding 

such an approach have been described by Day (2012), who argued:  

The commitment, hope, and optimism with which many teachers still enter the 

profession, unless supported within the school, may be eroded over time as managing 

combinations of low level disruption from those who don’t wish to learn or cannot, or 

interfere with others’ opportunities to learn, increasing media criticisms and lack of 

work-life balance take their toll on professional wellbeing (p. 17).  

This finding shows that the current methods employed for the teacher professional 

development have reached the peak and would hardly change teachers’ perceptions towards 

professional development because, as Bubb & Earley (2007) posit, “Boring, repetitive and 

dependent work discourages professional development and growth, whereas challenging, 

variable and independent work encourages it” (p. 22-23). In this case, boring, repetitive and 

dependent work are considered various external professional development activities that are 

attended passively by the teachers. Literature recognizes the importance of courses and 

workshops, but it also underscores that interactive, reflective, cognitive, and affective learning 

activities in smaller groups have a bigger impact on the teacher quality. Furthermore, principals 

indicated that they manage no funds to support teachers when they are interested in participating 

in a particular learning event, which may have been attended by their colleagues in some other 
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circumstances, therefore, some teachers may have considered that the principal was 

discriminating them.   

Teacher differences regarding the impact of collaborative learning       

The research found no statistically significant differences between teachers regarding 

collaborative learning in schools based on their demographic variables (gender, age, years of 

experience, teaching position, and level of education). Even though the number of collaborative 

activities organized in schools is quite limited, the respondents assessed them as very helpful for 

their professional work. It was already indicated that teachers collaborate mainly through 

professional communities. The impact of professional communities depends on the school size as 

small schools encounter difficulties to organize adequate activities of professional communities. 

Given that teachers are offered no relieve time for their participation in the activities of 

professional communities and they meet almost always with the same colleagues, they may 

consider this as an obligation that should be fulfilled rather that an opportunity for professional 

development.  

Furthermore, collaborative learning is practiced in cooperative pairs as well, respectively 

beginner teachers are assisted and counselled by their experienced colleagues. However, while 

novice teachers may find interactions in the cooperative teams helpful, their sample was rather 

small to affect the general results. But principals declared in the interviews that novice teachers 

are satisfied with the support they receive from their senior colleagues in the cooperative pairs. 

Other research studies have reached such findings as well. Krecic & Grmek (2008) have found 

that novice teachers do not feel secure at the beginning of the profession about their 

competencies therefore they seek assistance and collaboration. According to Vogrinc & Valencic 

Zuljan (2009) novice teachers are in the phase when they “Try to determine the parameter of 

school practice, define their role in it, and predict and meet expectations of others” (p. 58), 

therefore, they are advised and assisted by the principals to cooperate with more experienced 

colleagues, who serve as their mentors. Schwille (2008) also noted that mentoring programs as a 

learning method is created to help novice teachers to relate their theoretical assumptions with the 

practical situations. Through this cooperation, they learn practical knowledge related to the 

classroom challenges and other occupational responsibilities. 
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Nevertheless, irrespective of teachers’ demographic differences, no statistically 

significant differences were found in their opinions regarding the collaborative learning because 

only a few of them confirmed they have taken part in action research, study groups, coaching 

programs and inter-school learning communities, where peers collaborate quite intensively. If the 

participating school implemented the first three formats of teacher professional more often and 

more collectively, their teachers would probably have less problems with the implementation of 

the new curricular requirements. Collaboratively they would have resolved the challenges they 

encounter more easily. But such an approach needs to be promoted by the principals, who should 

be supported by professionals and respective institutions professionally and financially.    

The research found that the lack of adequate infrastructure in the school, private lives, 

and lack of funds for the creation of inter-school networks have a negative effect on teachers’ 

collaboration. Given that all the teacher face same difficulties and conditions, one should not 

expect differences in their opinions about the collaborative learning. Levine & Marcus (2010) 

have found that due to the nature of teaching, teachers need to engage in numerous collaborative 

activities. They posit, “Engaging in only one kind of collaborative work may help teachers 

improve some aspects of teaching while leaving others totally unaddressed” (p. 397). This 

indicates that Kosovo educators need to develop and apply other forms of collaboration that 

address various components of the teaching process because the current collaborative practices 

are not sufficient for affecting their professional practices.   

Summary of the chapter 

This chapter discussed the quantitative and qualitative findings by comparing them with the 

applicable legislation and respective literature. The discussions showed that teachers and 

principals agree about the majority of the questions related to the role of the principal in teacher 

professional development. Discrepancies were also found, but it was understood that teachers are 

not sufficiently informed about the complexities and difficulties of the process. The discussion of 

findings also revealed that principals lack the necessary support and competences to be leaders of 

teacher professional development and teachers are mainly interested in the training programs 

through which they obtain credit points for the extension of licenses. It was found that teachers 
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have a more powerful role in creating a collaborative environment and collaboration takes place 

mainly through professional communities and cooperative pairs.      
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CHAPTER 7: CONCLUSIONS AND RECOMMENDATIONS 

General conclusions about the teacher professional development and the role of the 

principal  

The research found that external courses and workshops are the dominant methods 

utilized for teachers’ professional development. This finding was supported by the quantitative 

and qualitative data and is in line with Kosovo’s education legislation and policies, which 

foresee that basic and supplementary training programs are the main learning methods through 

which educators enhance their skills and competences. The first are directly linked with the 

teaching process and the second support school’s progress in general. Relevant policies stipulate 

that schools may also apply school-based professional development events through professional 

learning communities, collaborative activities, and sessions with external experts based on 

teachers’ needs. 

 External courses and workshops are organized, planned, and accredited by the MEST in 

coordination with the MEDs. It was found that the MEST has been focused over the last two-

three years entirely on training teachers on the implementation of the new curriculum aiming at 

changing the teaching approach from content-based to competence-based teaching. Complaints 

were made by all the participating principals that due to inadequate information offered during 

these training events, schools had to organize school-based supplementary workshops. In 

addition to this training, teachers have attended workshops and courses offered by the GIZ and 

local NGOs. The ones organized by the latter are focused mainly on extracurricular activities.  

The research found that schools hold work-place activities quite rarely, which are mostly 

workshops organized in the same format as the external workshops. However, these events are 

organized based on the needs of the school and teachers. Furthermore, a small number of 

teachers confirmed in the questionnaires that they have attended action research, coaching, 

mentoring programs, and study groups. In addition, principals were focused mainly on offering 

explanations about the workshops organized at their schools because the prevailing idea is that 

courses and workshops are the only method for the teacher professional development. 
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It was also found that professional communities play a major role in the teacher 

professional development through different activities they organize in the schools. For 

experience sharing and learning purposes, principals bring together senior teachers with their 

novice colleagues to help the latter to address professional practice issues. This collaborative 

method is applied in all the schools and is a traditional practice. The research also found that 

only a few schools have their professional learning communities, which differ from the 

professional communities, which are operational in the vast majority of schools. The difference 

between these two forums is related to their objective and working methodology. While the first 

are dedicated to teacher learning and collaboration, the latter are focused mainly on collaboration 

and coordination of teaching activities.    

The research found that teachers’ interest in professional development opportunities 

available has increased over the last years, specifically after the introduction of the teacher 

licensing criteria. However, it was explained that their interest has increased quantitatively, not 

qualitatively as teachers are in general reluctant to attend non-mandatory learning events, 

including school-based ones, since they cannot obtain any credit points necessary for renewal of 

licenses. Principals also noted that teachers are in general interested in fulfilling the licensing 

quotas rather than in learning new techniques or content that would enhance their professional 

skills and knowledge. 

      In the questionnaires, teachers assessed that training programs and workshops 

focused on the subject matter or teaching techniques as the most helpful ones for their 

professional development. They rated other methods as relatively helpful. On the other hand, 

even though principals stated that both external and school-based learning activities are helpful 

for teachers, they were rather focused on complaining about the factors that affect negatively the 

effectiveness of the sessions attended by the teachers. According to them, such activities are not 

as effective as expected due to training facilitators, the lack of monitoring, inadequate 

information, unsustainability, and central policies.  

 Even though the legislation does not define clearly who is responsible for the 

identification of teachers’ professional development needs, the quantitative and qualitative data 

showed that this process is actually led by the principals. Nevertheless, discrepancies were 
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noticed in the answers given by the teachers and principals pertaining to the instruments 

employed by the principals for this purpose. While both parties agreed that the school 

development plan is the main instrument utilized by the principals to identify the needs of 

teachers for professional development, a noticeable difference was stressed in regard to 

classroom observation. However, principals explained that due to the lack of time, they do not 

manage to observe the entire faculty during the year, which indirectly confirmed teachers’ 

assessment about the frequency of the application of this instrument.  

 The research found variances amongst the principals pertaining to the instruments they 

apply for the identification of teachers’ needs for professional development. While all eight 

principals confirmed that they utilize school development plans, classroom observations, and 

individual discussions, five principals declared they use teacher files, three principals utilize 

student records, two administer surveys to teachers, two apply peer observation, two others rely 

on meetings with students, and one principal conducts daily observations. The research also 

found that while the first three instruments indicated above have been used traditionally in the 

schools for this purpose, teacher files and surveys are rather new and have been introduced as 

part of training programs offered to the schools. As a result, principals refrained from 

commenting on the effectiveness of the latter methods. These variances showed that principals 

have a freedom of choice in this aspect. The findings also indicate that this process is carried out 

collaboratively since the main instrument used for this purpose was the school development plan, 

which is compiled by the principal, assisted by the professional communities, teacher council, 

quality assurance coordinator, counsellor, and representatives of students and parents.  

 Teacher collaboration is strongly supported by the primary and secondary legislation, 

particularly the KCF. This document urges teachers to prepare lesson plans, students’ tests, and 

teaching materials in a collaborative fashion. Indirectly, principals indicated that before the 

introduction of the KCF teachers used to operate individually. In their opinion, this is the only 

positive part of this document as teachers are not supportive of the instructions and guidelines 

deriving from it. Such a resistance is normal since the KCF’s goal is to change the teaching 

approach, which requires from teachers to change their instructional practices fundamentally.   
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 The research found that principals have a crucial role in creating collaborative learning 

environments in schools and such a collaboration takes place mainly through the activities of 

professional communities as well as between cooperative pairs. It was found that principals 

facilitate and supervise these forums by participating in their meetings, approving the reports and 

materials they produce. Principals, especially those of small schools, deal with structural 

arrangements of professional communities in order to make their activities genuinely functional 

and productive. It was noted that the professional communities of large schools are very active 

and productive, which is considered to be quite beneficial for the entire school. In addition to 

professional communities, teacher learning collaboration is practiced also through cooperative 

pairs. Even though teachers are willing to help each other, the role of the principal in facilitating 

this collaboration is indispensable. It was explained that novice teachers face numerous 

challenges when entering this occupation. Being familiar with such situations and strengths of 

teachers, principals are the ones that identify and ask the experienced teachers to assist and 

mentor their younger colleagues.  

 The research also found that in spite of the instructions included in the legislative 

documents, teacher collaboration does not happen on its own. Principals’ narrations revealed that 

principals have to apply different leadership styles in order to guarantee a collaborative ambient 

in their schools. It was found that when teachers are reluctant to behave collaboratively, 

principals apply authoritative leadership. When teachers need support and instructions, principals 

behave as instructional leaders. And, when principal’s duties have to be delegated to teachers, 

principals apply distributed leadership.     

 Relevant legal documents and policies include numerous provisions stipulating indirectly 

that principals are responsible for supporting various aspects of the teacher professional 

development. More specifically, they underline that this responsibility belongs to the school. In 

spite of this, quantitative and qualitative data show that principals play a great role in this 

process, but their role is constrained by numerous factors deriving directly or indirectly from the 

central policies in place.  

 Quantitative data showed that principals foster teachers to develop professionally by 

supporting them to participate in learning activities, be them external or school-based programs. 
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A solid proportion of teachers’ highest scores were attached to the support they received from 

the principals to participate in workshops and courses. Principals also encourage them to prepare 

individual plans for professional development, urge them to work and learn collaboratively, to 

share the knowledge and experiences with each other. On the other hand, a considerable 

proportion of teachers did not agree that principals apply for grants enabling them to participate 

in learning activities.  

These findings were supported by the qualitative data as principals identified themselves 

as leaders, supporters, and motivators of teachers. However, the research found variances 

between the principals in relation to the methods they utilize to support the development of 

teachers. Two principals are considered to be lead learners, a status allocated to them because 

they demonstrated that they make extra efforts for their colleagues to develop professionally. 

Their schools also had a very learning conducive atmosphere and they showed a deep knowledge 

about various aspects of teacher professional development. One of them shared a high sense of 

responsibility regarding her role in helping teachers to renew their licenses. The other principal 

advocated for teachers to learn as much as possible at their workplaces and their contribution to 

be recognized by the relevant institutions.  

 This research also found that the majority of other principals chose to comply with the 

instructions and requests coming from the decision-making institutions. They rely mostly on the 

offers coming from the MEST and MEDs as well as on training programs offered by external 

providers. The difference between principals’ dedication was noticed also in the ambience 

prevailing in the schools they run. While the schools of the two afore-mentioned principals were 

equipped with new inventory and the interior was decorated with various realia, photos, and 

declarations motivating students and teachers to learn, the other schools lacked such a learning 

conducive atmosphere.       

The research found that principals take care for the teachers to attend the mandatory 

courses accordingly, to obtain the credit points needed for the extension of their work licenses, 

and to help them understand the content and information they have failed to comprehend in the 

obligatory training sessions due to reasons beyond teachers’ powers. In line with the provisions 

of education policies, principals also coordinate and supervise the activities of school-based 
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bodies responsible for assisting teachers to develop professionally. They involve the relevant 

stakeholders when completing the school development plans, which are the main instrument 

employed for the identification of teachers’ professional needs. They also make sure that 

professional communities, which are the main school bodies responsible for facilitating teacher 

learning and collaboration, are fully operational.  

Qualitative data showed that principals make efforts to motivate teachers to be committed 

to continuous learning, but they often do not succeed in this aspect as they do not possess any 

incentives that would stimulate the teachers to be life-long learners. Such a situation is prevalent 

given that teachers seem to be only extrinsically motivated as far as their professional 

development is concerned. Research also found that training organizers and providers do not take 

into account this element.   

The research found that principals are aware of the importance of continuous teacher 

professional development for the quality of teaching and learning. They linked it with teacher 

quality, students’ achievement. They defined it as a process that helps teachers to keep pace with 

developments in other fields, to be prepared for changes in the education system, and to be ready 

for future generations, who always differ from the previous ones. Principals are also aware that 

teachers need their support in order to be able to participate in various teacher learning activities.  

The research found that principals encounter eight major constraints to support teachers’ 

professional development: personal conditions, school size, central policies, lack of funds and 

incentives, inadequate infrastructure, schedule, and lack of monitoring. It was noted that a 

considerable number of teachers face with health conditions, but they continue to work due to 

their socio-economic conditions and because the system offers no financial support to them. 

They are obliged to attend various courses and training sessions, particularly mandatory ones, 

but principals’ possibilities to motivate them to be part of such activities are limited. The 

situation is the same with teachers near the retirement age, who hesitate to further invest in their 

professional development considering it unnecessary as their careers would end soon.  

It was found that school’s budgets are managed by the MEDs. Due to the lack of funds, 

principals encounter difficulties to organize school-based learning activities. In addition, they 
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cannot support teachers to implement field activities or visit other schools for exchange of 

experiences or ideas as they require logistical support. As a result, teachers are reluctant to attend 

events or programs foreseeing field activities, which are necessary for the enhancement of 

teachers’ capacities for conducting extracurricular activities needed for the development of 

children’s skills in the fields of arts and sports. It was indicated that incentives are very important 

in the research context, but principals have no funds to finance even symbolic awards that could 

be given to teachers as a recognition for their commitment to learning.  

It was found that policies regulating the field of teacher professional development is one 

of the biggest factors limiting the principals to motivate and encourage teachers to be engaged in 

other learning activities other than mandatory sessions. According to the relevant legislation and 

policies, teachers’ quality is expected to be enhanced through the licensing system. The renewal 

of teachers’ licenses depends on two criteria: positive teacher performance and completion of 

certain number of hours in professional development activities. While it is recognized that 

teacher performance may be improved only through continuous professional development, the 

same policies stipulate that teachers may obtain the necessary credit points for renewal of 

licenses only through the training programs accredited by the MEST. However, it was found that 

a great number of such courses have not changed teachers’ performance. It was also noted that 

the most effective training programs are the ones linked directly to teaching practices, but the 

MEST has stopped supporting a number of them in spite of teachers’ high demand for them. In 

spite of such a situation, principals have not managed to activate the school’s capacities that 

could deliver such programs with and for their colleagues.     

The research also found that the majority of schools lack adequate infrastructure where 

teachers could organize and hold learning activities. The only places where educators can meet 

are the teachers’ room and principal’s office. Given that they are located in urban areas, most of 

the schools are overpopulated. Often, teachers cannot implement the novelties they acquire in the 

courses or workshops they attend due to the presence of a high number of students in the 

classroom, therefore, they are demotivated to attend similar events. Since they do not have any 

funds under their management, principals could not create special learning facilities for teacher 

learning. Due to prevailing circumstances, it is also hard for them to motivate the teachers to 

apply or learn new techniques necessary in the contemporary times.  
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External courses and workshops organized by the MEST are held during the summer and 

winter breaks. Many other events, provided by organizations accredited by the MEST, including 

school-based workshops, are held during weekends, and only a few others are organized during 

workdays. While this spares principals from finding substitute teachers, it was found that 

teachers are unwilling to attend the weekend events since they affect their private lives. In 

addition, principals have no funds to reimburse them for the time spent in such activities during 

the non-working days.  

The relevant legislation foresees that monitoring is an important component of the 

teacher professional development process and all the accredited training programs have to 

address this issue accordingly. These documents stipulate that municipal inspectorates, other 

public mechanisms, and training providers are responsible for monitoring the practices of 

teachers after the training sessions to evaluate the effectiveness of those programs and to observe 

if they are applying the given instructions and presented techniques. The research found that 

none of the afore-mentioned mechanisms visits the schools for monitoring purposes after the 

training sessions end. One of the main reasons of this shortcoming is the low number of 

education inspectors. However, such a task remains to be performed by the principals, who 

consider it to be an extra burden on their busy schedules. Principals also consider themselves 

incompetent for this task since they do not participate in all the training programs attended by the 

teachers. 

Recommendations for further research 

The study found that due to the lack of support and various limitations, principals are 

rather administrators of some aspects of teacher professional development and leaders of some 

others. The findings of this research were generated from the responses of 518 teachers, who 

completed the questionnaires, and interviews with eight principals. Quantitative and qualitative 

findings were compared with the applicable legislation, policies, and literature concerned with 

the research topic. Given that this is a ground-breaking study in the research context, 

recommendations are presented for further research. 
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1. Further studies are needed to explore the topic at the research setting. It would be 

interesting to gather qualitative data from teachers in relation to the process of 

professional development and the role of the principal in it. Expectedly, they 

would share their experiences about the attended programs, the impact of those 

programs on their professional practices, and the support they received from the 

principal. The information they would provide would be more insightful than the 

ones offered through questionnaires only.  

 

2. Since professional communities play a major role in coordinating the efforts for 

teacher professional development, it would be beneficial to explore their relations 

with the principals, the support they receive from principals, their influence on 

teacher collaboration, and the effectiveness of their activities. 

 

3. There are training facilitators, mentors, deputy-principals, counsellors, and 

psychologists that work in the schools. Given that training facilitators and mentors 

are involved in the regular teaching process, the schedules of three other school 

officials are not as busy as the ones of teachers and principals. They are also 

trained to organize school-based learning activities, but the number of such events 

organized in schools was found to be low. Further research with such educators 

could show the reasons why schools do not organize more workplace learning 

activities. 

 

4. Municipal Education Directors have major competencies, responsibilities, and 

role in teacher professional development. Further research involving these public 

officials could provide explanations about the nature and frequency of requests 

submitted by the principals for teacher professional development, the procedures 

applied for the selection of training providers, and issues related to monitoring of 

teachers after attendance of training programs. They could also offer explanations 

in relation to the lack of teacher learning infrastructures in schools.  
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5. Further research with the principals and teachers of schools operating in rural 

areas is necessary as well. The majority of these schools face with student 

shortage and their faculties are rather small, which affects the teacher 

collaboration process. Research with such educators would also show the 

functionality and the impact of professional communities as important school 

bodies. In addition, it would be learned how the principals of these school prepare 

the development plans, identify teachers needs for professional development, 

create a learning environment in the school given that these schools do not have 

training facilitators, counsellors, deputy-principals, and most of the teachers 

commute on a regular basis, a factor that affects their personal and professional 

lives.  

 

6. It is recommendable to conduct similar studies focused on the teachers and 

principals of municipalities separately. The Municipal Education Directors, as key 

stakeholders of the teacher professional development, are political appointees. 

Their dedication to the process of teacher professional development depends to a 

great extent on their professional and educational background. Often, their 

specializations are not in the field of education and they may not be familiar with 

the priorities of educators. It would be interesting to conduct a similar research 

with Directors with different demographic background to understand their 

viewpoints and roles in this process. 

 

7. This research may be replicated in other larger and smaller towns in Kosovo in 

order to expand the generalizability of the findings.       
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