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Abstract
This study investigated the implementation of Professional Learning Communities (PLCs), which
have recently been introduced into Tatweer schools in Saudi Arabia as part of that country’s
educational reform efforts. The goal of the PLC model is to improve teachers’ pedagogical
practices and professional development to enhance students’ learning and outcomes. The
model is based on learning within the framework of collaborative work, shared practices and
collective inquiry among teams of teachers. The broad aim of the study was to examine the
impact of the implementation of PLCs from the perspectives of teachers and educational
supervisors. The latter regularly visit schools in a monitoring capacity.
A mixed methods research design was employed to collect quantitative and qualitative data via
an online survey and semi-structured individual interviews. The participants were teachers from
secondary, middle and primary schools in the cities of Jeddah and Makkah. A total of 304
teachers and 42 supervisors participated in online surveys, and in-depth interviews were
conducted with seven teachers and three supervisors from schools in Jeddah. The quantitative
data were analysed through descriptive statistics and measures of central tendency using SPSS
software. The qualitative data were analysed using thematic content analysis.
The findings indicated that the PLC had a variable impact on teachers, depending to a large
extent on how the model was implemented in different schools. The key elements that appeared
to influence the effectiveness of the PLC implementation were planning, meeting times, school
leadership, supportive conditions, feedback, and continuous follow-up and assessment. Because
the culture of learning through collaborative practice and collective inquiry was a recent
innovation, there was some resistance to the change, and traditional teaching practices
continued to predominate which indicate in this study that the PLCs have not been able to make
a clear difference in the teaching methods used. The study also identified specific challenges to
teachers’ effective engagement with PLC activities, notably, low levels of motivation, lack of
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ongoing encouragement, the pressures of the weekly workload and the absence of a fixed
schedule for PLC meetings.
Overall, participants reported that the learning meetings provided a valuable opportunity for
teachers to learn and discuss student-related issues in their schools. However, despite an
encouraging start, they believed that more time was needed to effectively embed the new
model in the school community and evaluate its impact.
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Chapter 1 Introduction
The study reported in this thesis investigated the effectiveness of a new model of teacher
professional development, the professional learning community (PLC), in improving teachers’
teaching practices and supporting teachers’ professional development in the context of
educational reform in the Kingdom of Saudi Arabia.

1.1 Educational Reform and the Professional Learning Community
A voluminous literature indicates that most countries have regularly struggled to reform their
educational systems in response to 21st century demands for quality education, improved
student outcomes and economic growth (OECD, 2018; Timperley, Wilson, Barrar & Fung, 2007).
Teachers are crucial elements in educational reform because of their central role in relation to
three main dimensions of the education system: dealing directly with students; interpreting and
delivering the curriculum; and using their knowledge and skills to shape the classroom learning
process (Timperley et al., 2007).
Accordingly, the quality of teachers’ professional learning and development programs has come
under increasing scrutiny as an integral part of efforts to improve schooling’s outcomes.
Teachers’ development programs have been defined as “systematic efforts to bring about
change in the classroom practices of teachers, in their attitudes and beliefs, and in the learning
outcomes of students” (Guskey, 2002, p. 381). There is evidence of a direct correlation between
quality teacher development programs and improved student outcomes (Antinluoma, Ilomäki
& Toom, 2021; Guskey, 2002; Ingvarson, Meiers & Beavis, 2005).
In particular, the rapid changes in educational requirements that have already occurred, and
those expected in the future, highlight the need to provide a lifelong learning environment for
teachers as well as students (Schleicher, 2020). In the 21st century, particular attention has been
paid to school-based programs of teacher learning and development that enable teachers at all
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levels to improve their skills and prepare them for emerging challenges in students’ learning.
Such programs provide teachers with opportunities to engage in collective inquiry with
colleagues and collaborative strategies that focus on students’ learning needs (Gore et al., 2021;
Ingvarson et al., 2005; Timperley et al., 2007) and which aim to improve their classroom teaching
through research, inquiry and practice (Gore et al., 2021; Ingvarson et al., 2005; Timperley et al.,
2007). They are based on an in-school model in which the school serves as a learning community
with the teachers as learners (Admiraal, Schenke, De Jong, Emmelot & Sligte, 2019). In this way,
teachers are able to engage in ongoing learning circles and share their practices with colleagues,
thus ensuring sustainable development (Admiraal et al., 2019).
The ultimate goal of driving change from inside the school is to improve school outcomes, which
requires several essential elements: appropriate time and opportunity for teachers to learn and
develop; purposeful content; a culture of collaboration, with encouragement for collective
inquiry among teachers and continuous engagement throughout the school year; support for
diverse levels of knowledge and skills among teachers and promotion of positive beliefs and
attitudes; a focus on improving teachers’ skills in systematic investigation, exploration and
innovation; provision for follow-up, feedback and ongoing support; and a supportive
environment for learning and development (Admiraal et al., 2019; DuFour & Eaker, 1998; Hord,
1997; Moran, Bove, Brookshire, Braga & Mantovani, 2017). There may also be a need for
different kinds of external expertise to help teachers develop new knowledge and skills (Alzayed
& Alabdulkareem, 2021; Timperley et al., 2007).
One of the most significant educational reform models to emerge in recent years is the so-called
Professional Learning Community (PLC). In this model, the process of learning is managed within
schools through the organisation of teachers into learning teams and is based on the assumption
that the school community itself has the capacity to innovate and problem solve according to its
unique circumstances (Hord, 1997; Watson, 2014). The primary objective of PLCs is to improve
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student learning and levels of achievement (DuFour et al., 2008). The effective implementation
of PLCs depends on the existence of a common vision and clear goals for the entire school
community, coupled with productive sharing and interaction (Antinluoma, Ilomäki & Toom,
2021; Bolam et al., 2005; Watson, 2014). Other factors that are necessary to ensure the success
and sustainability of the work of PLCs include continued support, encouragement and close
follow-up from the school leadership, and a change culture in the school based on participation
(Bolam et al., 2005; Fullan, 2006).
In the PLC, teachers meet regularly in learning teams and inquiry circles to investigate issues
relevant to students’ learning needs, research possible solutions and exchange insights based
on their diverse knowledge and experiences. These activities are expected to lead to
professional growth and development and have a positive impact on their actual practices
within the classroom (Antinluoma et al., 2021; Bolam et al., 2005; DuFour et al., 2008; Hord,
1997).

1.2 The Educational System in Saudi Arabia
The school education system (K-12) in Saudi Arabia comprises three levels: kindergarten,
primary (six years), middle (three years) and secondary (three years) (Alshammari, 2017). The
Saudi education system is heavily centralised, with the Ministry of Education (MOE) assuming
responsibility for all essential decisions in both public and private schools (Alharbi & Madhesh,
2018; Meemar, 2014).
In Saudi Arabia, an independent division under the Education Department supervises all aspects
of education, including teachers’ performance, school leadership, curriculum and teaching
materials in all schools, including the Tatweer schools that are the focus of this study (see
below). Supervision is seen as a developmental process that promotes and supports continuous
development of school staff in teaching (Alkrdem, 2011). The MOE sees educational supervision
as “[a]n artistic, democratic, humanistic, and inclusive, leadership process, which aims to
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evaluate and improve the educational process from all its aspects” (Abdulkareem, 2001, p. 15).
Educational supervision in schools in Saudi Arabia has gone through several stages and
associated name changes—Inspection in the General Directorate of Education; Inspection in the
Ministry of Education; Technical Inspection; Educational Direction; Organising and Developing
Educational Direction; General Department of Educational Direction, and Instructional
supervision (Alkrdem, 2011, p. 45). Over recent years, the focus of supervision has changed
dramatically to emphasise improving the performance of both teachers and students’ education
in schools.
Educational (instructional) supervision is considered a major component of the education
system in Saudi Arabia. There is an educational supervision administration in the Department of
Education in each district and an educational supervision office in each city (Almannie, 2015).
Its role is to assess all aspects of school-based education, including teaching improvement and
teacher development (Alkrdem, 2011; Dammas, 2020). External monitors, known as educational
supervisors, evaluate the performance of teachers in classrooms and assist their professional
development. An educational supervisor is defined by the MOE as an expert in his/her field of
study who visits schools to help teachers develop professional skills, solve educational problems
and improve teaching methods (MOE 1998, cited in Almannie, 2015, p. 171). Educational
supervisors have extensive experience in curriculum, teaching and their academic specialty.
There are around 7,158 supervisors in Saudi public education, each of whom is usually
responsible for around 70 teachers in their subject area (Alzahrani & Alghamdi, 2016).

1.3 Educational Reform in Saudi Arabia
The last ten years have seen a rapid increase in efforts to reform public education programs and
policies in Saudi Arabia, with the aim of improving educational standards and teachers’
pedagogical skills in the context of contemporary approaches to learning and the growing use
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of technology to support students’ learning (Allmnakrah & Evers, 2020; Alharbi & Madhesh,
2018; Kamal, 2012; Tayan, 2017).
In Saudi Arabia, teacher training and development programs have attracted increased attention
over the past four decades. Several stages can be identified. From 1954 to 1973, the Ministry of
Education (MOE), which was directly accountable for teacher training and development,
introduced training programs for teachers of long-standing who needed to improve their skills.
These programs were of long duration, some of them running over several months (Alghamdi &
Li, 2011). From 1974 to 1980, another stage was marked by the establishment of a dedicated
unit in MOE to take responsibility for teachers’ training and development. This unit subsequently
became an independent department known as the General Directorate of Training and
Scholarship (GDTS), and its functions were extended to include supervision of all teachers’
development programs across the country (Alghamdi & Li, 2011; Alshahrani, 2012).
With an increasing number of teachers, demand grew for in-service teacher training and
development. In response to directions from the MOE, by 1997 the GDTS had established
centres for teacher training and development in all regions of the Kingdom and actively
promoted the need for education reform (Alghamdi & Li, 2011). Those centres continue to
operate under the traditional course-based model.
In 2016 the Ministry established the National Centre for Educational Professional Development
(NCEPD) to unify efforts in teacher development and training and promote the development of
such centres across the country (NCEPD, 2021). In 2019, as a result of the rapid changes that
were taking place in educational practice, including the need for better approaches to the use
of Information and Communications Technology (ICT) in teaching, NCEPD became a specialised
institution for educational professional development programs and was re-named the National
Institute for Educational Professional Development (NIEPD) under resolution 197 of the Saudi
Council of Ministers. This Council is responsible for approval of all relevant regulations, protocols
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and related financial support (Expert Bureau, Council of Ministers, 2021). All these
developments contribute towards the goal of improving teacher quality which, in turn, is
expected to be reflected in positive education outcomes, and will be integrated into the
country’s ambitious Vision 2030, a strategic plan for the comprehensive development of the
Kingdom of Saudi Arabia (Alyami, 2016; Tayan, 2017).
Other initiatives have been introduced in parallel with the efforts of the Ministry of Education
as part of an integrated education reform and development process. One of the most significant
of these is the King Abdullah Project for the Reform and Development of Education, which was
introduced in 2007 as an additional source of support for the development of innovative, highquality education (Alyami, 2016; Tayan, 2017). After undergoing several stages of development
and expansion, this initiative is now known as Tatweer (Alyami, 2016; Tayan, 2017). It is
discussed in detail below.

1.4 The Tatweer Initiative
One of the most important educational reforms undertaken in Saudi Arabia under the US$3.1
billion Public Education Development Project was the launch in 2007 of the King Abdullah Public
Education Development Project (KAAPEDP). This project addressed one of the main objectives
of public education reform, which was to improve teachers’ practical skills and theoretical
knowledge in line with new requirements for and standards of teaching through the launch of
the Professional Learning Communities project initiative in some Tatweer schools (Alnahdi,
2014; Pavan, 2013). The project was subsequently re-named ‘Tatweer’, which means
‘development’. The Tatweer Company for Educational Services (T4edu) is wholly owned by the
Saudi government. It was founded on May 18, 2012, as a subsidiary of Tatweer Education
Holding Company. As the company website explains, T4edu
is the exclusive executor of the programs and projects of the Strategic Plan for public
education development in the Kingdom of Saudi Arabia, and Tatweer Strategic Plan
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has identified a variety of programs, projects and initiatives - some of them are being
implemented - that would fully integrate the current education system where
employees would be fully prepared to rise to the challenges of the 21st century. The
Strategic Plan also includes some key partnerships and international collaboration
programs (T4edu, 2020).
In order to improve public education, the Tatweer Project has identified four main targets:
(1) improving the quality of school curricula on the basis of the nature of the learner,
social conditions and ideals, and the selection and organization of subject matter; (2)
enhancing classrooms at the forefront with technology resources; (3) qualifying
teachers to use technology and integrate it into their curricula and (4) focusing on
extra- and co-curricular activities to enhance the practical experience, creativity,
higher-order cognitive skills, inquiry skills, and self-confidence of students, as well as
to boost their educational, social, and attitudinal development (Barri, 2013, p.4).

1.4.1 Tatweer Schools
One of the most important initiatives undertaken by Tatweer is the ‘educated school’ project,
which involves the establishment of Professional Learning Communities (PLCs) at Tatweer
schools (Alshammari, 2017; Alyami, 2016). This initiative aims to improve students’ learning
outcomes by supporting teachers’ professional development within schools. Teachers in a PLC
are motivated by a shared learning vision, support and work with each other, find ways, inside
and outside their immediate community, to explore their practice, and together learn new
approaches to enhance all students’ learning (Lee & Tan, 2011).
Tatweer schools are a group of public schools that have been placed under the supervision of
the Tatweer Unit (see below) for the purpose of implementing the programs recommended by
Tatweer as being appropriate for the future development of education, teachers and students.
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However, they remain under the overall management and general supervision of the Education
Department. As Alyami (2016) explains, Tatweer schools “were ordinary schools chosen to
implement and lead educational change and reform in Saudi Arabia and the Tatweer School
model was designed to increase the efficiency of education through reforming systems,
processes and roles inside the school” (p. 12). The expectation was that these schools would be
well organised and resourced, with good facilities and equipment; that the principal would have
the knowledge and desire to develop and implement Tatweer initiatives; and that the schools
would have a unique and experienced team of teachers. Tatweer would encourage these
schools to undertake self-evaluation and implement change, innovation, enjoyable learning, and
sustainable teachers’ learning programs (Alyami, 2016; Meemar, 2014). The vision was of a
decentralised educational system in which schools would have more independence and
authority to support education reform initiatives (Kamal, 2012).
The Tatweer schools model adopts a learner-centred approach involving integration of targeted
activities and emerging technologies. Additionally, the school environment encourages diverse
learning methods to build a community of learners in which teachers are urged to refresh their
content and pedagogical knowledge through engagement in professional development (PD)
organised by the school, exchanging experiences with colleagues (Kamal, 2012). Accordingly, the
school organisation is modified to support different learning activities. Tatweer schools adopts
an ‘assessment for learning’ rather than ‘assessment of learning’ approach (Kamal, 2012, p. 60).
An Excellence Team inside the school helps to enhance performance by setting priorities and
targets in relation to Tatweer’s mission and by discussing aspects of the program such selfevaluation and planning (Alyami, 2016, p. 177). A Head Teacher is appointed for each discipline
to coordinate his or her colleagues’ participation, encourage a culture of collaboration and
collective inquiry, and provide feedback (Alyami, 2016).
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These schools are envisaged as the model for the future development of schools in Saudi Arabia
according to “the highest international standards” (Meemar, 2014, p. 12).

1.4.2 Tatweer Unit
The Tatweer Unit was established by the Ministry of Education (MOE) to coordinate and
supervise the work in all cities that have Tatweer school systems. Alyami (2016) has identified
the main objectives of the Unit as:
(1) developing the performance and competence of the schools' leadership; (2)
developing the competences of the Excellence Team in the Tatweer schools; (3)
developing the competences of the Head Teachers in the Tatweer schools; (4)
providing continuous support for the schools and helping them skip the difficulties that
face them in applying the program; (5) supporting the educational professional
communities inside the unit's community; (6) spreading the culture of the professional
learning communities at Tatweer schools and (7) helping schools to change the culture
and improving the performance by providing schools with tools, strategies, and
training (p. 185).
The unit has specialist staff who work under the Department of Education on educational reform
and teacher development line with Tatweer's programs and plans (T4edu, 2020). They include
educational experts who provide training to teachers in the schools, as explained below.

1.4.3 Educational Experts
Within the Tatweer Unit, educational experts are responsible for supporting knowledge transfer
among Tatweer school staff; engaging with the Head Teacher to assist with the development of
professional development plans for teachers; providing teachers with insights and expertise in
the field of education; and contributing to and receiving feedback on planning and activities
(Alyami, 2016).
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1.5 Aim and Significance of the Study
Despite increased discussion of the PLC model internationally over the past 20 years, “relatively
little progress has been made in advancing the concept—either in research or in practice, and
there are still significant shortfalls in the literature” (Kools, George & Steijn, 2020, p. 2).
Comparatively little is known about whether learning communities lead to better results for
students or for the staff working in these schools, although there is some evidence of positive
outcomes (Kools et al., 2020).
Professional Learning Communities (PLCs) have recently been introduced in some Tatweer
schools in the Kingdom of Saudi Arabia with the aim of achieving school community-based
education reform. However, very few studies have examined PLCs in the context of Saudi Arabia,
particularly in relation to their impact on classroom teaching. No previous study has investigated
the impact of the PLC model in the western district of the country. The findings of this study not
only help to fill this empirical gap, but are expected to inform decision-making in the Ministry of
Education in Saudi Arabia and to contribute to comparative assessments of the PLC model in
other countries.
The broad aim of the study was to examine the impact of PLCs on teachers’ teaching practices
and teachers’ professional learning. Teaching practices refer to the methods teachers employ in
classrooms to teach effectively, including the integration of technology into teaching. Teachers’
professional learning in a PLC involves factors such as a collaboration culture, trust, teacher
social relationships, collective inquiry, research in knowledge, fruitful dialogue, and sharing of
experiences, as well as the potential for a culture of resistance among educators. Additionally,
the term ‘learning meetings’ in this study indicates meetings of teachers and their discussions
in PLC for learning purpose
The specific objectives were to:
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•

document the operation of the PLC model in the Tatweer school in relation to staff’s
understanding of the concept and its goals; implementation of the model over the
school year;

•

school leadership and support; and follow-up and assessment of PLC activities.

•

assess the impact of the PLC model on teaching practice, teaching strategies, and the
integration of new technologies into teaching practices.

•

understand the impact of the PLC model on teacher professional learning in relation to
teachers’ engagement with the model as an opportunity to enhance their learning; the
development of a culture of collaboration, trust, responsibility and commitment, and
collective inquiry among teachers; the sustainability of learning through PLC meetings
in school; and the challenges associated with the adoption of the PLC model.

1.6 Overview of the Study
The study adopted a mixed-methods approach to explore the perceptions of teachers and
educational supervisors on the impact of PLCs in selected Tatweer schools in Jeddah and Makkah
on improvement in teaching practices and professional learning. Quantitative data were
collected through an online survey, which also included some open-ended items, and individual
in-depth interviews with teachers and educational supervisors.

1.6.1 Research Questions
The main research question addressed by this study was:
How do educators perceive the impact of the newly introduced PLC model in Tatweer schools
in Jeddah and Makkah on the improvement of their teaching practice and their professional
learning?
The sub-questions were:
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1. How do teachers and educational supervisors perceive the operation of the newly introduced
PLCs in Tatweer schools?
2. How do teachers and educational supervisors perceive the impact of PLCs in Tatweer schools
on improvement of teachers’ teaching practice?
3. How do teachers and educational supervisors perceive the teachers’ professional learning and
growth through PLCs in Tatweer schools?

1.6.2 Structure of the Thesis
This chapter has provided an overview of the study and the problem under investigation. It has
described the research context, explained the aim and significance of the study, and stated the
research questions.
Chapter 2 presents a review of relevant literature. It considers teachers’ professional
development from an international perspective as well as in the context of Saudi Arabia. The
chapter also explains the conceptual and theoretical framework that informed the design of the
present study in relation to the characteristics and implementation of PLCs for the purpose of
improving teaching practices and teachers’ professional learning.
Chapter 3 explains the methodology of the study. It describes the research design, the target
population and study sample, the research instruments, and the methods of data collection and
analysis.
Chapter 4 presents the results of analysis of the quantitative data from the survey of teachers.
Findings from analysis of the open-ended questionnaire items are also examined.
Chapter 5 presents the results of analysis of the quantitative data from the survey of educational
supervisors. Findings from analysis of the open-ended questionnaire items are also examined.
analysis procedures and tables as well as presenting explanations in detail of study findings.
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Chapter 6 presents the results of analysis of the qualitative data from interviews with teachers
and educational supervisors
Chapter 7 discusses the findings in relation to the research questions and the literature. It draws
out the main conclusions of the study and makes recommendations.
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Chapter 2 Literature Review
This chapter presents a review of the literature related to Teachers’ Professional Development
(TPD), with particular focus on developing teachers’ teaching practices and professional learning
through the Professional Learning Community (PLC) model. The chapter locates the PLC model
within current international practices around TPD, recent literature on the contribution of PLCs
to teaching practices and professional learning, and explains the theoretical framework that
guided the study design.

2.1 In-service Approaches to Teaching Improvement and Teachers’
Professional Development
2.1.1 Teachers’ Professional Development (TPD)
This section presents a brief overview of efforts to improve teaching practices and strategies
through in-service teachers’ professional development programs, with particular focus on an inschool program known as the Professional Learning Community (PLC). It explains conceptual
framework of the PLC model and the basic elements of its operation in schools.
In-service Teachers’ Professional Development (TPD) can be provided in various locations (inschool or out of school), in different modes (online or face-to-face), and in a variety of forms,
such as formal coursework, workshops organised by professional associations, informal learning
opportunities situated in practice, self-initiated action research, and school community-based
professional learning (Vail, 2011; Lee, 2005). Although the TPD industry is flourishing, numerous
concerns have been raised about its effectiveness. Teachers’ work is inherently multifaceted and
driven by a broad range of conflicting views, hence any review of professional development
should carefully consider the ideas underpinning the programs and the practices they seek to
develop (Kennedy, 2016).
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Many TPD programs, particularly those that rely on short workshops and ‘one-off’ sessions, have
been criticised as “intellectually superficial, disconnected from deep issues of curriculum and
learning, fragmented, and noncumulative” (Ball & Cohen, 1999, p. 3). Some programs fail to
match the needs of specific groups of teachers. Overall, it has been suggested, the outcomes
are inconsistent and often contradictory due to lack of rigour in the development of content and
poor implementation (Gore et al., 2021).
Despite the plethora of approaches and models, there is a paucity of research on their relative
effectiveness in improving the quality of teachers’ practices (Creemers, Kyriakides & Antoniou,
2013). Yet, expectations around educational quality, including quality teaching and quality of
student outcomes, are increasing in line with contemporary educational priorities (Sims &
Fletcher-Wood, 2020; Gupta & Lee, 2020). At the same time as teachers are under pressure to
improve their teaching performance, they are being allocated more tasks and experiencing
higher workloads (Gupta & Lee, 2020).
Over the years, various models of teacher training and professional development have
predominated (Sprinthall et al., 1996; Zeichner, 1983). Creemers et al. (2013) identify the
following models (see below). The traditional craft or apprenticeship model requires teachers
to acquire knowledge through trial and error as part of their practical experience of teaching.
The “expending the repertoire model” focuses on developing particular instructional strategies
and teaching skills, such as the direct instruction model, inductive inquiry and interpersonal
approaches to learning. The competency-based or expert model, which dominates the current
field of teacher education and professional development, is described as being based on “a
technical production metaphor and positivistic epistemology”. This approach seeks to equip
teachers with up-to-date research-based pedagogical knowledge and teaching skills. In contrast,
the “inquiry-oriented” model, also known as the holistic or reflective model, is “more like a
metaphor of liberation to develop teachers’ capacity for reflective action through an
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examination of the moral and political implications of their teaching” (p. 4). Lee (2005)
emphasises the importance of teachers’ ability “to make connections with classroom teaching
that are easier to sustain over time” (p. 40), highlighting the need for TPD programs to be more
responsive to how teachers learn, to be more directly relevant to effecting change in teaching
practice in the classroom, and to meet teachers’ needs and targets.
There is an emerging consensus that TPD needs to move away from models and programs that
provide theoretical knowledge that may be unrelated to teachers’ practical reality. Instead,
teachers should participate in actual and realistic practice programs based on students’ learning
needs in schools. This is necessary to bring about a tangible change in teachers’ professional
beliefs and ideas about the importance of teaching quality and sustainable and continuous
learning (Ball & Cohen, 1999; Guskey, 2002; Yoon et al., 2007). As Guskey (2002) has observed,
“for the vast majority of teachers, becoming a better teacher means enhancing student learning
outcomes” (p. 382). Hence, the TPD program should always be based on teachers’ own inquiry
into their practices (Barrera-Pedemonte, 2016, p. 11). Practice-based TPD should become an
everyday part of teachers’ work if it is to change teachers’ beliefs and attitudes, adopt more
effective teaching strategies and, hence, improve students’ learning outcomes (Guskey, 2002).

2.1.1.1 Change resistance
Teacher development programs, like education development programs generally, often face
resistance to change from some teachers who are reluctant to abandon their familiar practices
and fear new developments (Cherkowski, 2018; Vermote, Aelterman, Beyers, Aper, Buysschaert
& Vansteenkiste, 2020).
A recent review (Sims & Fletcher-Wood, 2020) identified six characteristics of an effective TPD
program: long-term sustainability of the program, to allow teachers to build and assimilate new
knowledge over time; collaborative, team-based learning in which they share ideas and
experiences with their peers; positive identification with the program components and
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acceptance of the program based on conviction rather than obligation; incorporation of training
in subject knowledge if needed; availability of external expertise; and provision of opportunities
for teachers to use, practice, and apply what has been learned.
Other scholars have highlighted the importance of providing active learning opportunities for
teachers that are sustainable over long periods of research and learning, ensuring that
knowledge and skills are complementary, and allowing opportunities for continuous thinking,
collaboration and feedback among the teachers as learners (Gore et al., 2021). This is reflected
in the methods of active learning, which are designed to ensure the student is an essential part
of the learning activities in terms of doing, constructive practices, and meaningful thinking
(Prince, 2004). Especially in the case of on-site TPD programs, school principals should “no
longer… be seen as a building manager but … as the instructional leader of the school” (Grogan
& Andrews, 2002, p. 5). Principals are key partners in successful TPD programs in schools by
facilitating teachers’ learning, providing sources of research and inquiry, and giving ongoing
encouragement (Grogan & Andrews, 2002; Hord, 1997; Huffman & Hipp, 2003).
Effective professional development of teachers has been shown to require continuous
engagement over a period of years and to be clearly linked to the aim of enhancing student
learning (Garet et al., 2001). Effective methods build on concern for students’ learning by taking
account of the school’s educational modules and instructional methods, and allowing teachers
to access a range of ideas and techniques, to observe them in real-life situations and consider
their theoretical foundations (Garet et al., 2001). Professional development opportunities
should provide teachers with practical and specific help for their day-to-day teaching activities
(Guskey, 2002).
These considerations were supported by the findings a study in which 16 Turkish teachers were
interviewed. The participants reported that professional development should be or have: “(1)
a match to existing teacher needs, 2) a match to existing school needs, 3) teacher involvement
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in the design/planning of professional development activities, 4) active participation
opportunities, 5) long-term engagement, and 6) high-quality instructors” (Bayar, 2014, p. 1).
Similarly, Darling-Hammond and McLaughlin (1995) have argued that effective professional
development involves teachers playing a more dynamic role than in traditional approaches that
involve outside instructors. Teachers should be participants and engage with what they already
know, as well as what they want to learn about in order to develop new approaches
The following section discusses the Professional Learning Community (PLC), an approach onsite professional development based on interaction among school community members.

2.1.2 Professional Learning Community (PLC)
Dissatisfaction with the outcomes of education reform initiatives, particularly at the school level,
has led to concerns about the effectiveness of TPD (Kools et al., 2020). Educational researchers
and policymakers have sought to incorporate the school more effectively in the development of
education and learning, whether at the student or teacher level, and to create in it a conducive
environment for educational reform programs. These efforts have resulted in a new strategy to
restructure schools as “learning organisations” or “learning communities” and reinstate the role
of schools as an incubator for learning, development and innovation (Kools et al., 2020, p.2).
The term, “professional learning community", is believed to have emerged from organisational
theory and human relations literature (Huffman & Hipp, 2003, p. 5) as an alternative to earlier
top-down approaches to professional learning. In the education context, PLCs seek to improve
learning and teaching for both teachers and students by bringing professional and educational
development directly into schools and involving the school community in setting the agenda
(Hord, 1997; Kruse et al., 1994; Stoll et al., 2003). In this way, Watson (2014) argues, PLCs could
play a dynamic organisational role by “destabilising the rigidities with which the school as an
institution surrounds itself” (Watson, 2014, p. 27).
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One of the main challenges to this vision is the lack of clarity around the concept (Kools et al.,
2020, p. 2). As DuFour (2007) has commented, the term has been used to “describe every
imaginable combination of individuals with an interest in education—a grade-level teaching
team, a school committee, a high school department, an entire school district, a state
department of education, a national professional organization, and so on” (p. 4). The most
commonly identified features are discussed below.

2.1.2.1 Interaction and exchange of knowledge among teachers
Some definitions emphasise team meetings, interaction and the exchange of knowledge among
teachers as a core feature of a PLC. Bryk et al., (1999) argue that frequent interaction among
teachers on the basis of shared values and goals is essential for improving teaching practices.
Similarly, Chou (2011) defines the PLC as a realistic interactive learning platform for teachers.

2.1.2.2 Interaction between teachers and administrators
Other definitions emphasise the multiplicity of knowledge sources, suggesting the PLC is not
limited to teachers’ activities but should involve other stakeholders with a commitment to
students’ learning. For instance, Stoll et al., (2006a) conceptualise the PLC as a group of
individuals who share a common vision for learning and collective inquiry and work together
within or beyond their immediate community for the purpose of improving students’ learning.
Hord (1997) proposed a definition of PLCs as “communities of continuous inquiry and
improvement” (p. 10) to highlight the importance of integrating the work of teachers and their
administrators to ensure the effectiveness and sustainability of teachers’ learning. Similarly,
Cole (2012) argued that professional learning involves both formal and informal learning
experiences among teachers and school administrators, whose collective work leads to more
fruitful learning and which in turn is reflected in students' own learning and action.
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2.1.2.3 Ongoing commitment and authenticity
Other definitions focus on the concepts in the term PLC itself. As DuFour and Eaker (1998)
observe: a “professional” is someone with expertise in a specialised field who has not only
pursued advanced training to enter the field but is also expected to keep up with its evolving
knowledge base; “learning” suggests ongoing action and perpetual curiosity; and “community”
involves interaction among community members with a collective ambition to improve their
abilities. Thus, DuFour et al., (2006) define a PLC as a group of teachers committed to working
collaboratively and continuously through collective inquiry and action research to improve
students’ outcomes.
According to Servage (2008), the PLC “is one model within a constellation of models and theories
characterised by a number of core beliefs: (a) that staff professional development is critical to
improved student learning; (b) that this professional development is most effective when it is
collaborative and collegial; and (c) that this collaborative work should involve inquiry and
problem-solving in the authentic context of daily teaching practices” (p. 63). In other words, in
addition to collective learning and inquiry, the work of a PLC should emphasise problem-solving
in relation to teachers’ everyday experiences.
At the same time, Watson (2014) suggests, a focus on the community dimension of PLCs should
not obscure the role and needs of individual teachers. Teachers’ learning in PLC meetings
depends largely on their intellectual and cognitive abilities and personal experiences (DuFour et
al., 2008; Hord, 1997; Vescio et al., 2008). Thus, although the PLC is seen as one community, the
individual professional teacher also needs to engage in “ongoing study and constant practice
that characterise an organisation committed to continuous improvement" (DuFour & Eaker,
1998, p. xi).
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2.1.2.4 Effective Professional Learning Community (EPLC)
An effective professional learning community (EPLC) has been defined in various ways. Watson
(2014), for instance, argues that an approach which focuses only on students’ learning
improvement and achievement “as a target for teachers’ learning and teaching strategies
improvement” is too restrictive. She argues for the need to search for diversity, creativity and
adaptability in PLC formation. In this context, consideration needs to be given to a number of
factors: “a) impact on the school as an organisation and the learning of that organisation; b)
impact on teachers; and, most fundamentally, impact on pupils; c) evolution over time, such
that some schools are at a very early stage of development (early starters), others are further
along the process (developers), while some are established (mature)” (Stoll et al., 2003, p. 16).
East (2015) investigated the implementation and perceived effectiveness of PLCs in three West
Virginian primary schools and one K-8 school using a survey of 98 teachers and administrators
and semi-structured interviews with five administrators and seven School Improvement
Specialists. Participants reported scheduling, time constraints, teacher accountability and PLC
composition, a need for additional training, and negative attitudes of teachers as the most
important factors in effectiveness.

2.1.2.5 Characteristics of School-based PLCs
The overall purpose of a PLC is to enable a school as a learning community to improve its
response to a changing environment, promote change culture and innovation, enhance job
satisfaction and self-efficacy among staff and, ultimately, improve students’ learning and
achievements (Kools et al., 2020). The review of literature identified a broad consensus around
the main elements and characteristics of a PLC model that most effectively meets this intended
purpose. These are summarised below.
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2.1.2.5.1 Common mission, vision, values and goals
According to DuFour and Eaker (1998), it is essential that the school’s vision has a clear focus on
teachers’ and administrators’ collaborative work and the priorities and directions of the school
as an organisation. The school’s mission, purpose, goals and objectives should be widely
disseminated in the school (Hord, 1997). Staff should not only promote a shared vision, values
and actions but also actively engage in setting them and take the lead in establishing school
policy. Schools can then use this vision to guide the management of the process of learning and
deal with potential problems and challenges (Hord, 1997; Krause et al., 1994).
As explained earlier, there is broad agreement that students’ learning should be at the forefront
of the vision of a PLC. Thus, achieving high levels of student learning should be accepted as the
fundamental and collective responsibility of those who work within the organisation (Hord,
1997; DuFour et al., 2008). In order to achieve this shared purpose, the members of a PLC create
and are guided by a clear and compelling vision (direction) of what their schools must become
(values and commitments) to help all students improve their learning (DuFour et al., 2008).
2.1.2.5.2 Leadership and supportive conditions
School leaders have a significant role in implementing PLCs in schools. Leaders should plant the
seeds of community, nurture the new community, and protect it once it begins to emerge (Hord,
1997). At the same time, there is a need for supportive infrastructure to enable the PLC to
flourish. This includes processes, such as planning and scheduling, organisational and physical
structures, and the individual qualities and capacities of the people involved, especially leaders
(Hord, 1997).
2.1.2.5.3 Collaborative culture and action orientation: Learning by doing
As DuFour et al. (2008) have observed, “a PLC is composed of collaborative teams whose
members work interdependently to achieve common goals linked to the purpose of learning for
all—for which members are held mutually accountable” (p. 15). They see this as the cornerstone
of the work of a PLC. Members of the PLC team need to talk often about their situations and the
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specific challenges that they face to develop a set of shared norms, beliefs and values that form
a basis for action. Members of the community can use these discussions to critique themselves,
as well as the institution within which they work, for all development and learning purposes
(Krause et al., 1994). A strong professional community encourages teachers to work together to
help students learn by producing materials, new instructional activities, and assessments that
at the same time help to develop the teachers and improve their instructional practices (Krause
et al., 1994). This collaborative effort often results in transformed aspirations and visions within
the PLC which in turn lead to actions that are manifested in classrooms and the school more
widely. In this way, ‘learning by doing’ can help to overcome inertia in the school community as
well as to develop knowledge (Bolam et al., 2005; DuFour et al., 2008).
2.1.2.5.4 Teachers’ capacities, collective inquiry, shared personal practice, and
action research
A significant factor to consider is how teachers learn and how they use their own capacities to
inform others. According to Krause et al. (1994), teachers learn best through a “collation of
practice which is through teachers sharing, observing, and discussing each other’s teaching
methods and philosophies” (p. 160). Thus, team members need to demonstrate qualities of
respect and trust, have the cognitive and skill base that enables effective learning, and be willing
to accept feedback from colleagues in order to work toward collective improvement (Hord,
1997). As DuFour et al. (2008) explain: “educators in a PLC engage in collective inquiry into 1)
best practices about teaching and learning, 2) a candid clarification of their current practices,
and 3) an honest assessment of their students' current levels of learning. Collective inquiry helps
educators build shared knowledge, which, in turn, allows them to make more informed (and
therefore better) decisions, and increases the likelihood they will arrive at consensus” (p. 16).
Collective inquiry is an important concept in PLCs. The purpose of collective inquiry "is to achieve
agreement among human beings about what to do, to bring about consensus on the ends to be
achieved and the means to be used to achieve those ends” (Rorty, 1996, p. 40). Therefore, the
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work of PLC meetings involves teachers, collectively or individually, following a common
instructional plan and seeking to meet specific educational targets in their learning community
(Slotta et al., 2018). Collective inquiry facilitates positive discussions and decision-making in
relation to the substantive issues that need to be investigated through the inquiry process,
either in discipline groups through which grade level concerns can be addressed or in general
discussion of specific topics (Hord, 1997). In other words, inquiry encourages teachers, as well
as principals, to become a community of learners (Hord, 1997).
It is important that personal classroom experiences and practices are shared for the benefit of
peers. This can be accomplished through observational visits to others’ classrooms to enable
discussion of ideas and enhance knowledge and understanding of teaching and learning (Hord,
1997). PLCs build teachers’ capacity by combining the cognitive resources of all members and
applying new knowledge and skills to improve their own and others’ teaching (Vangrieken et al.,
2017).
Action research has an important role to play in PLCs. Teachers can use diverse activities within
the PLC to develop ideas for practitioner research that addresses difficulties and challenges they
may be experiencing in their school or classroom. In broad terms, action research in education
involves teachers engaging in research intended to change existing practices for the better
(Kemmis et al., 2014). Practitioners who engage in action research report that it is an
empowering experience because it enables them to improve their own practice (Sagor, 2000).
Sagor (2000) defines action research as “a disciplined process of inquiry conducted by and for
those taking the action” and identifies seven steps in the cycle of inquiry: “selecting a focus;
clarifying theories; identifying research questions; collecting data; analysing data; reporting
results and taking informed action” (p. 3).
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2.1.2.5.5 Commitment to continuous improvement
A PLC aims to create a sustainable learning environment and not simply to learn a new skill. To
this end, each member should engage in a systematic process of “[g]athering evidence of current
levels of student learning, developing strategies and ideas to build on strengths and address
weaknesses in that learning, implementing the strategies and ideas, analysing the impact of the
changes to discover what was effective and what was not, and finally applying the new
knowledge in the next cycle of continuous improvement” (DuFour et al., 2008, p. 17).
PLC meetings should be results-oriented. Sustainability of the PLC model depends on continuous
monitoring and assessment of its components and implementation mechanisms to identify
appropriate follow-up action (Bolam et al., 2005). Teachers' efforts should be focused on
learning, developing collaborative teams, undertaking collective inquiry-driven actionorientated processes, and ongoing improvement, which should be evaluated in terms of
outcomes rather than intentions: “Unless initiatives are subjected to ongoing assessment on the
basis of tangible results, they represent random groping in the dark, not a purposeful
improvement” (DuFour et al., 2008, p. 17).
In summary, this section has identified the fundamental elements of a PLC, which is widely seen
as an appropriate model to support education reform through school communities themselves.
This reflects a broad consensus that, if education is to be changed, the school and not the
external educational administration must be the subject of improvement (Kruse et al., 1994). A
school-based professional community can create opportunities for its members to discuss
disagreements, substantive issues and problems at educational, student or school level and
contribute to teachers’ professional growth while creating, sustaining, and improving
opportunities for teacher and student learning (Kruse et al., 1994).
However, defining a vision of what a PLC looks like and how people operate within it is quite
clearly a different process than establishing the steps that must be taken to convert a school
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into a learning community (DuFour & Eaker, 1998). Despite the strong belief that PLCs could
have a positive impact on students and improve the performance of schools and teachers, the
PLC concept was still new at the beginning of the 21st century and the evidence for its success
was limited (Stoll et al., 2003). In recent years, research has focused on understanding the range
of experiences and relationships associated with the PLC concept, especially those that impact
on teachers’ professional learning and improvement in teaching practices.

2.1.2.6 Assessment and Sustainability of Professional Learning
2.1.2.6.1 Feedback
In the PLC, feedback is the cornerstone of a learning community’s value (Louis & Kruse,1995;
Hord, 1997). Teachers need to be able to accept and share feedback and productive comment
from colleagues. Feedback on actual teaching practices through classroom visits is a significant
driver of improvement in teachers’ performance because it is based on the teacher’s practice in
situ (Archer et al., 2016; Hord, 1997). The quality of feedback depends primarily on the capacity
of observers—colleagues or education officials— to make accurate and informed observations
(Archer et al., 2016). Therefore, it is recommended that the importance of feedback be
emphasised in teaching plans and training courses.
2.1.2.6.2 Assessment
Considerable time and effort are needed to introduce the PLC into an existing school culture,
since the model requires the integration of numerous elements, including “shared and
supportive leadership, shared values and vision, collective learning and application, shared
personal practice, and supportive conditions, both relationships and structures” (Hipp &
Huffman, 2003, p. 10). One of the most complex challenges is to be able to assess the extent to
which the school is operating according to the model, whether leadership and teachers are
moving in the right direction and whether the strategic components of the PLC are achieving the
expected goals (Hipp & Huffman, 2003; Olivier, Antoine, Cormier, Lewis, Minckler & Stadalis,
2009). Accordingly, PLCs should consider what indicators are required to assess progress, such
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as students’ learning and achievements. Continuous assessment is needed to determine if the
implementation of the PLC model is helping to develop a sustainable learning environment
based on a participatory and collaborative culture that encourages improvement in teachers’
professional growth and student achievement (DuFour, 2004; Hipp & Huffman, 2003; Olivier,
2009).
According to Huffman and Hipp (2003), sustainable learning is one of the major challenges to
teachers’ ongoing professional development. Previous research indicates that integrating the
PLC model into schools has the potential to provide such support. However, they identify many
obstacles to the successful establishment of a PLC, including the numerous requirements of
teachers and principals; emerging issues around accountability; the increasingly diverse needs
of students; teacher isolation and burnout; and countless other uncontrollable stressors. In
order to be sustainable, they argue, a PLC needs to follow the guiding principles of common
vision, collaboration, mutual responsibility, and supportive leadership.
School Principals have a crucial role in ensuring that various processes and activities needed to
create and sustain the conditions for an effective PLC in schools as part of their overall strategy
for school improvement (Stoll et al., 2003). According to Servage (2008), “the language of
professional learning community literature promotes two ideals: democratic schools, and
schools as Gemeinschaft or relationally-bound communities” (p. 64). The PLC model seeks to
break the tradition in which teachers work in isolation by encouraging them to meet and
collaborate (Sai & Siraj, 2015; Servage, 2008). The success of a PLC could be negatively impacted
if the principal fails to collaborate with teachers, to encourage participation in meetings and to
grant teachers autonomy in decision-making in line with their learning goals and the objectives
of the school as a whole (Alshammari, 2017; DuFour et al., 2005). Successful implementation is
a concern for the entire school and requires a holistic approach to sustainable innovative
teaching approaches.
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Stoll et al. (2006) propose that, when the necessary elements of a PLC exist and their processes
are operating smoothly, the impact should be observable in pupils’ learning and social
development, staff morale and practice, and the potential for developing leadership capacity.
They identify the following elements as essential to the successful implementation of a PLC:
•

Optimising resources and structures, such as time, space, funding and ICT, and including
the PLC in policy documents and development plans;

•

Promoting professional learning of all staff through sharing of ideas and practice,
performance management, induction, and support for developing learning and teaching
strategies and skills;

•

Evaluating and sustaining the PLC through monitoring and evaluation of performance as
well as solving problems that may emerge; and

•

Encouraging learning for all, distributing leadership of learning throughout the school,
developing models for leaders’ learning, including how to guide colleagues’ learning,
and prioritising trust-building and celebrating success.
2.1.2.6.3 Teacher leadership

Teacher leadership is important for providing an environment that drives quality teaching.
Leadership roles in schools include that of head teacher (first teacher) in PLC meetings and
curriculum coordinator. In the context of a PLC, leaders should focus on “collegiality among
teacher colleagues regarding classroom matters such as instruction, assessment and discipline”
(Lin et al., 2018, p. 2). This can include the adoption of informal roles, such as opening their
classroom practices to scrutiny, sharing experiences and guiding teachers who need assistance.
This supports a social constructivist theory of learning amongst teachers.

2.2 Implementing PLCs in Schools
As noted in the previous section, PLCs are programs of current interest as an innovative
approach to teachers’ professional development. They are based on the possibilities and

38

abilities of school communities to provide their own professional development. PLCs have the
potential to improve teacher professional learning through a focus on students’ learning needs,
which supports both teachers and students. Teachers’ shared commitment and ongoing
involvement in PLC meetings ensures the best outcomes for their students (DuFour et al., 2008;
Many, 2008). However, the implementation of PLCs often requires major efforts to change the
school’s culture and organisation (Fullan, 2006; Olivier et al., 2009).
The review of literature identified various components that appear to be essential for the
success of PLCs. These include: collaboration and teamwork among school community members
based on shared vision, goals and commitment; a lifelong learning and development approach
for students and teachers; sharing experiences; a supportive environment with ongoing
encouragement by school leadership; continuous feedback and assessment; and participation
by other stakeholders such as students and parents (Hord, 1997; Bolam et al., 2005; DuFour et
al., 2008). Stewart (2009) has summarised the components of the six most important PLC models
developed to date, namely, those of Senge (1990); Kruse and Louis (1993); Hord (1997); DuFour
and Eaker (1998); Blankstein (2004); and Williams et al., (2007). The results of his analysis are
shown in Table 2.1.
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Table 2.1 Main PLC Models and their Components (Stewart, 2009, p. 60)
Senge
(1990)
Shared
vision.
Mental
Models.
System
Thinking.
Personal
mastery.
Team
learning.

Kruse &
Louis
(1993)
Socialisation
of new
professional
members/
shared
sense of
purpose.
Principal
leadership.
Facilitative
leadership
(Louis &
Marks,
1998).
Trust.
Deprivatised
practice.
Socialisation
of new
professional
Members.
Collaborative
shared work.
Reflective
dialogue.
Normative
control/
collective
focus on
student
learning
(Louis &
Marks,
1998).

Hord (1997)
Shared values and
Vision.
Supportive shared
Leadership.
Supportive
conditions
(relationships).
Shared personal
Practice.
Supportive
conditions
(physical
structures).
Collective
creativity/learning
(Huffman & Hipp,
2003).

DuFour & Eaker
(1998)

Blankstein
(2004)

Williams et al.
(2007)

Shared mission,
vision, and
values.
Focus on
learning
(DuFour, et al.,
2006).
Collaborative
culture
with focus on
learning for all.
Results
orientation.
Collective inquiry
into best
practice and
current reality.
Action
orientation
and
experimentation.
Commitment to
continuous
improvement.

Common
mission,
vision, values,
and
goals.
Building
sustainable
leadership
capacity.
Ensuring
achievement
for all
students with
systems of
prevention
intervention.
Using data to
guide
decision
making.
Continuous
Improvement.
Collaborative
teaming
focused on
student
learning.
Using data to
guide
decision
making.
Continuous
improvement
(repeat).

Common
mission,
vision, values,
and
goals.
Data-based
decision
making.
Participative
leadership
focused on
student
learning.
Collaborative
teamwork.
Interdependent
culture.
Academic
success for
students with
systems of
prevention and
intervention.
Professional
development
that is teacher
driven.
Principal
leadership that
is focused on
student
learning.
High trust
embedded in
school culture.
Use of
continuous
assessment to
improve
learning.

Most of the models in Table 2.1 identify similar components in the operation of PLCs in schools.
The literature on PLC implementation in schools is discussed in more detail in a later section.
This section examines the components that all six models identify as part of the operational
requirements of a PLC: common mission, vision, values and goals; trust among school
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community members and school culture; data-based decision making; interventions to foster
learning; participative leadership and supportive infrastructure; continuous assessment and
feedback. The components relevant to teachers’ professional learning are discussed in section
2.4.

2.2.1 Common mission, vision, values and goals
A study of in south-central Pennsylvania reported that teachers had positive perceptions of PLC
implementation in their schools in relation to the following elements: common mission, vision,
values and goals focused on teaching and learning; data-based decision-making using ongoing
assessment; and a focus on student learning and interdependent culture based on trust.
However, the presence of all these components did not “guarantee a culture of learning”
(Stollar, 2014, p. 90)
Harris and Jones (2010) examined how several schools in Wales implemented a PLC model as
part of an education reform process. Although the range of interventions was narrow in the
experimental period of PLCs, the authors concluded that the adoption of PLCs across Wales
could make a tangible difference to teachers’ teaching practices. They identified the following
factors as necessary for the effective operation of PLCs:
•

1) respect and trust among colleagues at the school and network level; 2) possession of
an appropriate cognitive and skill base that enables effective pedagogy and leads to
effective learning; 3) supportive leadership from those in key roles and shared
leadership practices; 4) the norms of continuous critical inquiry and continuous
improvement; 5) a widely shared vision or sense of purpose; 6) a norm of involvement
in decision-making; 7) collegial relationships among teachers; 8) a focus upon impact
and outcomes for learners (p. 179).
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A study conducted in middle schools in the USA used data from surveys and interviews to assess
the contribution of a PLC model to teaching practices and learning processes (Bitterman, 2010).
The findings indicated that some aspects of a PLC had a positive impact on teaching practices
and collaboration among teachers even if the overall school climate was not supportive of TPD
per se. For example, factors such as the PLC structure and a focus on regular, ongoing
collaboration were found to be effective in improving teachers’ understanding and professional
growth. However, the school culture needed to adopt the specific goal of improving teachers’
teaching and learning skills in general a, rather than focusing on students’ learning and
outcomes as the only purpose of a PLC.
As Hipp and Huffman (2003) have commented, some schools implementing the PLC concept
experience culture change and proceed steadily towards reform, while others maintain their
traditional culture and make no tangible progress. A key factor is the skills of the principal in
effecting change in the culture of the school based on common vision, values and goals so that
it becomes more participatory and collaborative. Nonetheless, culture change alone does not
necessarily lead to improved teacher learning and student outcomes because the development
of a new learning environment based on the PLC model is an extremely complex process.
In this context, a long-term study by Day et al., (2016) reported that the effectiveness of the
transition depended on “principals’ understanding and diagnosis of their school’s needs and
applications of clearly articulated and organisationally shared and applied educational values
and combinations and accumulations of context sensitive strategies which are ‘layered’ within
and across school development phases through which improvements in the school’s work,
culture and achievements are progressively embedded” (p. 1). The authors highlighted the
importance of continuous assessment of teachers’ and students’ needs, establishing clear
policies, a shared set of educational beliefs and values among all school community members
and a culture of trust.
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In a qualitative study in an American middle school, teachers reported that the implementation
of a PLC in their school empowered them to work together in meetings where they could explain
what worked well and what did not, how a lesson was taught, share specific details, and discuss
the students’ learning process. This was in spite of the existence of contradictions around
implementation and lack of commitment to the PLC model (Dalal, 2013).
Owen (2016) used case study methodology to investigate three innovative schools in Australia
that had implemented the PLC model. The results showed that a vision and values were shared
through continuous professional learning and participation, daily informal dialogues,
observations of colleagues’ lessons and collaborative work in regular PLC planning and
assessment meetings. Teacher enthusiasm and passion were generated by shared work in
planning, teaching, evaluation and reflection associated with a particular group of students who
demonstrated improved outcomes. The findings also highlighted the importance of the school
principal’s role and a culture of shared leadership in the development of a successful PLC model.
Wines (2019) conducted a case study in an American elementary school which had adopted the
“learning by doing” approach proposed by DuFour et al. (2010) and reported that the actual
process of PLC implementation had improved teaching practices, which were subsequently
reflected positively in student learning achievements.
The theorists in the PLC, DuFour et al. (2008) found that the educational content of PLC meetings
depended on “what the team or leadership in schools want to focus on in meetings” and
included such topics as students’ learning and achievement improvement. In other studies,
teachers reported that discussions on how to score formative and summative assessments
helped improve their overall instructional praxis (Williams, 2019, p. 90) and that through
participation in PLC meetings they began to “think of themselves as primary agents for necessary
changes in teaching and learning” (Wood, 2007, p. 290). These findings are in line with the view
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that PLCs are most effective in improving teaching practices and professional learning when the
content of the meetings is decided by the team (DuFour et al., 2008).

2.2.2 Trust and school culture
Trust and mutual respect among colleagues are necessary to build a useful PLC and ensure
commitment from team members (Bryk et al., 1999). Trust and healthy relationships among
teachers are seen as tools to enhance teaching practices (Wahlstrom & Louis, 2008). Trust
permits school community members to focus on the mission at hand, thus making the work of
learning more efficient and productive (Tschannen‐Moran & Hoy, 1998). Trust is considered as
a resource for reform (Bryk & Schneider, 2003). For example, a study of 2,741 teachers in 86
middle schools in the USA found that when teachers can depend on each other in difficult
situations they develop trust in “the integrity of their colleagues” (Tschannen‐Moran & Hoy,
1998, p. 342). However, a school cannot achieve “relational trust simply through some
workshop, retreat, or a form of sensitivity training, although all of these activities can help” (Bryk
& Schneider, 2003, p. 4). Trust needs to be fostered through useful daily social exchanges, such
as encouraging words and actions; the availability of opportunities; demonstrated commitment
toward others; and the deployment of collective capacities, however simple the task (Bryk &
Schneider, 2003). When trust is missing, the school loses an opportunity to promote learning for
both teachers and students (Stewart, 2009). Regular PLC meetings, especially if they are held
daily or weekly, provide opportunities to build relationships, collaboration and trust among
teachers (Williams, 2019).

2.2.3 Data-based decision making
Mason (2003) emphasises the importance of schools having in place organisational and
structural procedures for data-based decision-making in relation to improved teaching and
learning. The collection, analysis, and classification of data at the school level and the effective
application of such data to decisions about the learning process constitute a complex
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undertaking. She suggests that the PLC model offers an appropriate structure to provide the
data teachers need to improve students’ learning. Williams (2019) reported that teachers found
discussions on how to score formative and summative assessments “helped improve their
overall instructional praxis” (p. 90). A study in Finland found that lack of useful data on students
impacted on the workflow in PLC meetings (Antinluoma, Ilomäki, Lahti-Nuuttila & Toom, 2018). This
indicates that PLC meetings can provide teachers with a valuable opportunity to make evidencebased decisions to improve students’ learning.

2.2.4 Interventions to foster learning
A range of interventions is necessary for the successful implementation of a PLC model. Admiraal
et al. (2019) have identified the following as examples of useful strategies:
•

To promote a common vision within a school, teachers can engage in presentations and
discussions about the school vision and its associated commitments, such as study days,
and related information through newsletters, websites and video clips.

•

To ensure that professional learning opportunities are available for all, a variety of
opportunities should be provided either outside the school, such as workshops and
master classes at the university, or within the school, such as work-based mentoring and
training for novice teachers, peer review, and workshops organised by colleagues;

•

To encourage collaboration and link teachers’ work with professional development,
various practices can be implemented, such as team teaching, collaborative action
research, knowledge networks, book clubs, learning labs, study days, and knowledge
cafés, to facilitate working and learning side-by-side.

2.2.5 Participative leadership and supportive conditions
In relation to the supportive conditions that are necessary to improve teachers’ classroom
practices and their ongoing professional learning, most researchers have pointed to the strategic
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and significant role of school principals in successful implementation of the PLC model. In
particular, it is recommended that the principal should create supportive conditions; provide
appropriate learning opportunities; and use co-leadership methods to motivate ongoing
learning and improve teachers’ classroom practices (Bolam et al., 2005; Day et al., 2016; Fullan,
2006; Hord, 1997; Louis & Marks, 1998).
A study in Thailand, for instance, found that leadership styles played an important role in
promoting the participation of teachers in PLCs (Somprach et al., 2016). The findings indicated
that principals should adopt flexible leadership patterns and a new school culture based on
learning by practice to increase trust in order to reflect positively on the teachers’ ongoing
learning process.
Other research, however, has identified various obstacles to principals’ effective participation
in the PLC process. Principals in some Turkish schools, for instance, were aware of the benefits
of PLCs, but reported that they were prevented from performing the role adequately due to lack
of time because of their heavy administrative load, which involved copious paperwork,
responding to formal reports, conducting interviews in the school community and managing
ongoing facility maintenance and repairs (Balyer et al., 2015). As a result, they failed to meet the
PLC target in relation to developing cooperation amongst the teachers and supporting their
participation in the PLC. A mixed methods (questionnaire and interviews) study in the UAE found
that teachers did not participate in the PLC process because their practices were neither guided
by nor aligned with the school vision (Al-Taneiji, 2009). Finally, a Finnish study identified the
close links between the administrative structure and the built environment of the school as an
obstacle to organising meetings and, therefore, the effectiveness of the PLC (Antinluoma et al.,
2018).
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2.2.5.1 Allocated time for PLCs
Failure to allocate time for teachers’ meetings can also be an obstacle to the success of a PLC.
As Louis et al. (1996) have observed, for professional community growth to occur in the school,
time must be allocated for teachers to work together, either in teaching teams or as an entire
school community. PLC time must be embedded in the school schedule so teaching teams can
address issues related to students’ daily learning and the whole faculty can meet regularly as
one team to discuss matters associated with the goals and issues of the school as a whole.
Thus, principals play a pivotal role in allocating time for teachers to meet and discuss
improvement of teaching practices and in providing appropriate professional learning
opportunities (Wahlstrom & Louis, 2008). A suggested solution to the problems created by the
absence of time allocated for PLC meetings in the daily timetable to discuss teaching-related
issues is the use of common planning time (CPT) for teachers’ professional learning meetings,
where teachers from different faculties work as a team for a large part of the day (Dever & Lash,
2013). In the Finnish study cited earlier (Antinluoma et al., 2018), the challenges faced by the
PLC were associated with structural factors that prevented time being allocated in the daily
timetable for the PLC to discuss teaching and collaborative assessment practices or learning
processes. If the aim of PLCs is to improve teachers’ practices, the relevant activities must be an
essential part of the school routine and not just a random addition (Harris & Jones, 2010).

2.2.6 Continuous assessment and feedback
Standards of accountability in education are increasing along with rising expectations for
students to meet the criteria of complex learning. Teachers are primarily accountable for their
student outcomes, and effective assessment is necessary to make reliable, evidence-based
decisions about teachers’ professional development and its impact (Guskey, 2000). Continuous
assessment and feedback for teachers should be part of the procedures of implementing a PLC
to ensure that teachers are gaining skills and improving their classroom practices and
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professional learning. The school community needs to be convinced that “transforming schools
into professional learning communities offers the best strategy for improvement, a clear vision
of what a learning community looks like and how people operate in relation to this concept must
be established” (Olivier et al., 2009, p. 3). Accordingly, PLCs should regularly assess all elements
of their operation and their impact on the school, including identifying the extent to which staff
were supporting or resisting the implementation of the new culture (Olivier et al., 2009).
When the PLC model was implemented in schools in Singapore, the importance of assessing the
outcomes of teachers meetings was acknowledged by setting the following questions as guide:
“What is it we expect students to learn? How will we know when they have learned? How will
we respond when they do not learn? How will we respond when they already know it?” (Hairon
& Dimmock, 2012, p. 413). According to Hipp and Huffman (2003), one of the main measures in
the assessment of a PLC is its success in encouraging the teachers to provide feedback on
instructional practices that will both improve other teachers’ practices and contribute to
improvement in student achievement. As Avalos (2011) has argued, “to move from co-learning
through talk to co-learning through observation and feedback is necessary as well as effective”
(p. 18). In contrast, when a formal assessment process for team tasks in the PLC, such as sharing
and discussion, is weak or non-existent, this has a negative impact on the implementation of the
PLC (Pratt, 2014).
The next section discusses the role of the PLC in improving teaching practices.

2.3 PLCs and Improvement of Teaching Practices
This section presents a review of the literature on what are considered to be good teaching
practices in the 21st century. It also discusses the literature on the role of PLCs in improving
teaching practices in light of these understandings.

2.3.1 Traditional and New Teaching Practices
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Teaching practices refer to the strategies, skills and methods that teachers use to communicate
knowledge to students and improve their educational achievement. According to Hattie and
Yates (2013), traditional methods of teaching, such as the recitation method, have long
dominated teachers’ classroom practices, because they offer teachers a familiar and predictable
way to organise teacher-student interactions, cover the essential content, maximise their
authority and facilitate classroom management. They summarise the main criticisms of
traditional methods and their effects on students as follows:
the questions asked are mainly at a low level, often calling for simplistic
answers; generally, only one student is active at a time: the majority of students
are powerless to do anything other than bid to answer questions they had no
part in formulating; Education becomes a matter of receiving pre-packaged
knowledge from an authority figure and demonstrating its retention; and the
nature of the conversations inherent in the recitation is predictable, taskoriented, and unstimulating. There is a topic to be covered, knowledge to be
assimilated, and outcomes to be achieved. But such business is transacted
within a sterile, non-emotional, and rule-bound context (p. 45).
Teachers need knowledge not only of the subject areas they teach, but also of how students
best acquire that content and an understanding of the management of the classroom
environment. As previously explained, the PLC model focuses on the students’ learning at school
and ongoing improvement in their achievement (DuFour et al., 2008; Dixon, 2013). Team
members should be able to develop the knowledge and skills to be able to deliver effective
teaching through their participation in a PLC (Harris & Jones, 2010). school improvement
strategies must impact directly on teaching and learning if they are not to be a waste of time
(Dixon, 2013; Sims & Fletcher-Wood, 2020). Consequently, investing in teachers’ professional
growth “is the key to ensuring that schools become learning communities where teachers work
together, learn from each other and share best practice in effective teaching and learning”
(Dixon, 2013, p. 42).
PLC meetings are intended to free teachers from excessive use of tedious traditional teachercentred teaching practices (Tularam & Machisella, 2018). Effective teaching is student-centred,
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for example, when it is based on collaborative learning and project-based learning (Dixon, 2013;
Sims & Fletcher-Wood, 2020; Tularam & Machisella, 2018). Wagner (2008) identified seven
survival skills that students need to master in order to thrive and become productive citizens in
the new world of work: critical thinking and problem-solving; collaboration and leadership;
agility and adaptability; initiative and entrepreneurialism; effective oral and written
communication; accessing and analysing information; and curiosity and imagination (p. 21).
The Organisation for Economic Co-operation and Development (OECD), which undertakes largescale surveys on education, teaching, and teachers worldwide reported in 2018 that teachers
believed diverse teaching practices and strategies improved the quality of teaching and were
reflected in improvements in students’ learning. However, many teachers, especially
inexperienced teachers, prefer to use traditional methods because they are concerned about
potential classroom management problems, where classes become chaotic and noisy
(Rotherham & Willingham, 2009). The PLC model is an approach that can promote a cycle of
development within a school and thus intensify efforts to improve teachers’ teaching practices
in line with what are seen as 21st century skills and needs and to prepare students more
effectively for ongoing global innovation and change (Wagner, 2008). Many of these newer
teaching approaches are linked to notions of 21st century learning skills and are increasingly
dependent on ICT capability (OECD, 2018).

2.3.2 Teaching and 21st Century Learning Skills
Education in the 21st century faces challenges on various levels from a range of factors including
an endangered environment, increasing populations, vastly unequal economic and social
conditions, resource exhaustion and climate change, all of which require us to think about how
to build education systems based on concepts of sustainability and the needs of future
generations (OECD, 2018; Schleicher, 2018). At the same time, the accelerating growth of
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technology, digitalisation and digital media poses complex challenges for education systems and
the current culture and skills of teachers.
The Organisation for Economic Cooperation and Development (OECD, 2018, p. 3) has developed
a world-wide learning framework for 2030 that addresses these emerging concerns. This
framework argues that educators must:
•

Find new educational solutions in a rapidly changing world;

•

Expand education goals to include individual and collective well-being and ensure
equitable development for all in light of existing socio-economic disparities, rapid
changes in technology and sudden changes in the economy, opportunities and lifestyles;

•

Enable learner agency in a complex and ambiguous world by supporting education
systems to provide a common foundation for a sustainable learning environment and
lifelong learning under rapidly changing circumstances and requirements.

•

Offer a wide range of knowledge, skills, beliefs and values in action so that students are
prepared for change, can engage in constructive thinking, respond effectively to
challenges and be able to shape the future.

In this context of technological and social change and the increasing specialisation of knowledge,
the Pacific Policy Research Centre (PPRC), based at the Australian National University, has
argued that we need to develop the skills that enable us to better understand how we learn,
how work is organised, and how we conceptualise social relationships (PPRC, 2010). In this
context, a report on the requirements of new entrants to the 21st century U.S. workforce
concluded that certain applied skills would be more important than basic skills among
employees in the future (Casner-Lotto & Barrington, 2006). These are summarised in Table 2.2.
The report notes that employers identified “applied skills like Teamwork/Collaboration and
Critical Thinking [as] ‘very important’ to success at work” (p. 9). Therefore, the knowledge and
skills that students need to acquire differ from past expectations (PPRC, 2010). Accordingly,
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there will need to be corresponding changes in some aspects of 21st century teaching skills,
particularly in relation to information, communication and thinking and performance skills, as
elaborated below.
Table 2.2 Basic and Applied Knowledge and Skills for the 21st century
Basic Knowledge/Skills

Applied Skills

English Language (spoken)

Critical Thinking/Problem Solving

Reading Comprehension (in English)

Oral Communications

Writing in English (grammar, spelling, etc.)

Written Communications

Mathematics

Teamwork/Collaboration

Science

Diversity

Government/Economics

Information Technology Application

Humanities/Arts

Leadership

Foreign Languages

Creativity/Innovation

History/Geography

Lifelong Learning/Self Direction
Professionalism/Work Ethic
Ethics/Social Responsibility

Source: Casner-Lotto and Barrington (2006, p. 9).
Information: The information explosion that has resulted from advances in ICT requires different
abilities to access this information, to organise, evaluate and benefit from it to create new
knowledge, and to employ it optimally. This highlights the need for students to develop research
and problem-solving skills that will enable them to search, select, assess, analyse and share
information (Ananiadou & Claro, 2009).
Communication: Communication skills are a vital part of the preparation of students to become
lifelong learners, as well as informed and contributing members of a wider community. These
skills involve the ability to communicate, exchange, and critique information and ideas as well
as to use ICT applications effectively for this purpose (Ananiadou & Claro, 2009).

52

Thinking and performance skills. Today’s teachers are expected to “prepare virtually all
students for higher order thinking and performance skills once reserved to only a few”
(Darling-Hammond, 2006, p. 1).
The demands on teachers have increased considerably in light of these developments. Teaching
and learning now involve not merely conveying useful information to students, but teaching
students the skills they will need to be able to negotiate increasingly complex situations in the
future (Darling-Hammond, 2006). Therefore, students’ learning needs include skills such as
effective communication; content management; the appropriate use of digital tools and sites;
creative thinking, flexible problem solving, innovation, collaboration and constructive social and
life skills; and the capacity for lifelong learning (Ananiadou & Claro, 2009; PPRC, 2010).
As Reynolds, Ferguson-Patrick and Macqueen (2016) have observed, this will require policymakers to give more explicit direction regarding the implementation of key syllabus documents.
These include, in particular, the recommendation in the Australian Curriculum (ACARA, 2017)
for active teaching to develop students’ General Capabilities. These cross-discipline initiatives
are intended to develop intercultural competence, ethical understanding, literacy, numeracy,
critical and creative thinking, and personal and social capability by taking account of multiple
viewpoints in relation, for instance, to sustainability, Aboriginal and Torres Strait Islander
histories and cultures and Australia’s engagement with Asia. 21st-century skills such as inquirybased teaching and collaborative learning should become systemic (Häkkinen et al., 2017).
In this context, a study in the Netherlands investigated students’ responses to teaching the 21st
century competencies of self-regulation, collaboration and creativity (Volman et al., 2020). as
well as the extent to which secondary schools focused on those competencies in their curricula.
Findings indicated that a focus on those competencies in the curriculum positively affected
levels of students’ learning. However, the implementation of the curriculum was hindered by
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the complexity of the task. This finding highlights the importance of effective school leadership
and empowerment for the school community to lead the required change.
As Häkkinen et al. (2017) have noted, teacher education programs are likely to face significant
challenges in relation to credentialing teachers and enhancing their capacity to deal with the
new pedagogical approaches that are required to achieve such 21st century skills. They point out
that contemporary teacher education programs largely fail to meet the requirements of a 21st
century learning environment. Not all teacher education programs, for instance, pay sufficient
attention to collaboration, collective inquiry-based learning strategies, the use of social media,
smart mobiles, wikis, blogs and computer-supported collaborative learning (CSCL) and other
forms of technology in teaching and student learning, or engage in authentic real-world
activities where learners can be active problem-solvers. Schleicher (2018) has recommended
that 21st century teachers should have broad and rising expectations, skills in digital technology
to increase teaching quality, a culture of sharing and collaborative team work and a sense of
authority, autonomy and professional ownership of their work, and that this can be achieved by
encouraging innovation and creativity among them (Schleicher, 2018).
In line with 21st century learning requirements, extensive efforts are therefore being made to
improve teacher preparation and professional development and re-evaluate what makes a
difference in relation to student outcomes (Edge et al., 2015). This involves a constant
reappraisal of what counts as quality teaching and how to support teachers to implement it.
Of course, as Chu et al. (2021) remind us, there is no typical shape for all education systems due
to the historical and cultural diversity of countries and national educational priorities. The
necessary changes could take a long time, and many challenges and problems in education
systems and policies should be expected. Importantly, practitioners and researchers should be
jointly involved in building education and development policies. These efforts should be based
on strong research results, and be closely monitored and followed up in the educational system.
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2.3.3. Quality Teaching
Much of the current literature on teachers’ professional development (TPD) pays particular
attention to improving quality teaching practices in classrooms, primarily to ensure the best
outcomes in terms of improvement in students’ learning and achievements (Ball & Cohen, 1999;
Darling-Hammond, 2016; Guskey, 2002; Lee, 2005). In other words, quality teachers mean
quality teaching and, thus, quality school output.
An important study by Blömeke et al. (2016) analysed data from the 2011 Trends in International
Mathematics and Science Study (TIMSS) on 205,515 students from 47 countries to investigate
the relationship between student achievement and the quality of their teachers and teacher
instruction. TIMSS is a large-scale assessment that measures how effective countries are in
teaching mathematics and science (ACER, 2021). Findings showed that “teacher quality was
significantly related to instructional quality and student achievement, whereas student
achievement was not well predicted by instructional quality” (p. 21). For example, there was a
significant correlation between mathematics achievement, instructional quality and selected
teacher attributes. The TIMSS study found that TPD activities and teachers’ self-efficacy over a
period of two years played a significant role in teaching practices in classrooms in a vast number
of countries. Importantly, a positive association between teacher quality, teacher instructional
quality and student achievement was found to be dependent on the powers granted to the
teacher over the curriculum and their teaching practices. Some teachers were required to
comply with a centralised system and had little freedom to adapt their teaching; in some
countries, this was limited to lesson planning. The study concluded:
One potential consequence of such variation is that, in systems where teachers
are fully autonomous individuals with responsibility for developing and
implementing instruction, a relatively large within-country variation in
instructional quality is possible, while systems characterized by teachers being
provided with more or less prescribed lesson plans would likely have fewer
degrees of freedom for some of the components typically included in
instructional quality (Blömeke et al., 2016, p. 43).
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Theoretically, learning emerges through interaction between the learner and his or her
surroundings, which include the numerous activities planned and organised by the teacher
(Blömeke et al., 2016). We can conclude from this that the quality of the teacher and the quality
of teaching are two sides of the same coin for purposes of evaluating the quality of the education
system.
High quality teaching has been defined in various ways: as instruction that results in learning
(Fenstermacher & Richardson, 2005); as something that is characterised by instructional
activities that lead to students devoting cognitively productive time on task (Blömeke et al.,
2016); and as contingent on students’ understanding of what the teacher is teaching
(Fenstermacher & Richardson, 2005; Blömeke et al., 2016).
According to Fenstermacher and Richardson (2005), in quality teaching “the content has to be
appropriate, proper, and aimed at some worthy purpose. The methods employed have to be
morally defensible and grounded in shared conceptions of reasonableness” (p.6). In other
words, teachers must consider how and why they teach what they do.
Hargreaves and Fullan (2012) propose a vision of quality teaching based on the notion of
professional capital:
1. good teaching is technically sophisticated and difficult; 2. good teaching
requires high levels of education and long periods of training; 3. good teaching
is perfected through continuous improvement; 4. good teaching involves wise
judgment informed by evidence and experience; 5. good teaching is a collective
accomplishment and responsibility; and 6. good teaching maximizes, mediates,
and moderates online instruction (p. 14).
Such a vision suggests that quality teaching involves factors such as continuous learning; longterm training; collective research into the best teaching strategies for the student that are
available in the environment, and which are based on practice and experience; the integration
of (but not over-reliance on) modern technology for learning; and collective responsibility of
teachers to deliver the best.
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Zhao and Ko (2020) reported mixed results from their meta-analysis of studies on effective
teacher-student relationships. Some but not all studies found a relationship between teaching
quality and positive teacher-student relationships and student outcomes, which suggests that
high quality teaching practices might improve students’ learning achievements. However, they
pointed out that teaching quality is not determined by fixed standards, but can vary over time
and according to the social and cultural context.
Edge et al. (2015) investigated the quality of the teaching practices of seven highly experienced
secondary school Australian teachers. The reported that the teachers and their teaching quality
were influenced by factors such as the teachers’ own needs, concerns and emotions during
professional learning or in their work the context of the organisation; the tasks; the school
culture in respect of encouragement and support for the teacher; the extent of encouragement
of ongoing collaborative work among teachers; and quality educational leadership in the process
of teacher change.
Singh et al. (2019) have argued that a performative focus on specific quality teaching standards
or regulations for teachers is potentially restrictive and may result in teachers having to acquire
a specific set of state-or organisationally-mandated expertise, knowledge and skills. They
suggest that teaching quality could by improved if teachers engaged in self-research on their
own knowledge and beliefs. They conclude that “teachers who are good problem-solvers and
develop advanced information search and evaluation strategies are more likely to pass this
knowledge and set of behaviours on to their students” (p. 3). Similarly, Barrera-Pedemonte
(2016) indicates that new knowledge acquired through collaborative research and investigation
driven by teachers themselves can change beliefs about improvement in teaching practices
within the classroom.
At the same time, Hargreaves and Fullan (2012) emphasise that quality teaching is dependent
on the teaching conditions and cultures that shape the school and its wider community.
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Teachers need to be given adequate time to develop the abilities associated with high-quality
performance. They propose that the focus should be on developing “more professional capital
among the vast majority of teachers”, not only on specific talents or skills of individual teachers
(p. 45). Additionally, teachers should be key partners in any proposed teacher development and
education reform programs to ensure success and sustainability.
Hattie and Yates (2013) propose that the development of quality teaching is not something that
happens automatically but depends on intensive and continuous development over time,
whether over several hours a day or over a decade. The deliberate and purposeful development
of teachers’ practices and experiences requires meaningful planning and educational structures,
including continuous active follow-up.
In this context, many scholars have proposed that teachers’ motivation and capacity for change
is appropriately supported by the PLC model of a school community-based learning culture
based on teamwork, where teachers meet for professional learning to develop their knowledge,
practices and skills by engaging in collaborative investigation and inquiry (Hord, 1997; DuFour
et al., 2010).

2.3.4. PLC Model Focused on Improving Teaching Practices
Although, as previously explained, the PLC concept is premised on improving student learning
and achievement, it is acknowledged that this outcome will only be achieved by improving
teaching practices (Vescio et al., 2008). Several international research studies have investigated
the role of PLCs in improving teaching practices.
A study in Shanghai investigated good practice in teaching by comparing two PLCs in a secondary
school—one for mathematics and one for English—whose members shared common goals and
a sense of collective accountability. The results showed that student achievement was better
for the mathematics teachers because they had built a strong PLC based on developing
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knowledge through collaborative inquiry, action, experimentation and external support.
However, the findings also indicated that contextual factors played a crucial role in the
development of Chinese PLCs, notably authoritarian control over practices and the influence of
interpersonal relationships (Wong, 2010).
In a mixed methods study of American teachers’ perceptions of their PLC, the participants
reported that the PLC model of collaboration impacted positively on their teaching effectiveness
and student learning, both individually and collectively (Stollar, 2014). Bitterman’s (2010) study
found that the PLC provided an ongoing opportunity for discussion on the curriculum to meet
the needs of the students, and this impacted positively on their approaches to teaching and
student learning in the classroom. The findings also indicated that years of teaching experience
had a positive impact on teachers’ knowledge and of understanding of the PLC model.
A review of ten studies from the United States and one from England concluded that welldeveloped PLCs had a positive and marked effect on both teaching practice and student
achievement and that participation in a learning community led to changes in teaching practices
(Vescio et al., 2008). For instance, one of the studies reported a change in a teacher’s literacy
instructional practices after engagement in PLC sessions. Another study found that PLC meetings
which focused on how to teach low-achieving African-American students achieved the
improvements it aimed for.
A study of two American primary schools found that the coordinated employment of evidencebased teaching led to improved teaching practices and student learning. Teachers used local
benchmark data collected quarterly at each school to drive their discussion in PLC meetings of
strengths and weaknesses in instructional practices and students’ learning, thus providing
important work-based feedback (Maynor, 2010).
A qualitative study in an American middle school (Dalal, 2013) found that teachers who
participated in a PLC were able to change their teaching methods to use higher-order skills such
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as critical, logical, reflective, metacognitive, and creative thinking, even though they could not
always identify them as such. Nevertheless, over time, a variety of changes occurred in their
teaching practices.
An Australian study (Gore et al., 2021) investigated the involvement of teachers in quality
teaching rounds (QTRs) in 125 Australian primary schools which had implemented a PLC model
for eight months. QTR is an approach to teachers’ professional development which aims to
improve teaching quality. Teachers engage in reviewing and discussing each other’s lessons
according to a comprehensive pedagogical framework based on the Quality Teaching (QT)
model developed by the NSW Department of Education. The procedure is as follows: “two
teachers per school attend a two-day (12 h) in-service workshop on QT and QTR, they form PLCs
with two (or more) of their colleagues back at school”. To consolidate relations among teachers,
“every teacher in the PLC hosts a lesson observation and is fully present throughout the
process”. Turn-taking is practised: “every teacher explains their views for each element of the
QT model”, and “confidentiality [is] structured into the process (coding of lesson quality stays
within the group)” (p. 2). Teachers were given the power to manage these rounds by themselves
without outside facilitation or supervision. Hence, the content and objectives of the discussions
in PLC meetings were clear and based on previously identified topics around quality teaching.
The results indicated a positive impact of the program: the students of teachers who had
participated demonstrated better outcomes and achievements in mathematics, reading, and
science. This finding supports Bitterman’s (2010) recommendation that the content of PLC
meetings should include a focus on teaching strategies.
Conversations and exchange of experiences and practices among teachers in PLC meetings also
represent an essential pathway for building new teaching skills and strategies. A study in South
Africa (Feldman, 2016) found that the dialogical PLC process, as a form of engagement, could
challenge the pedagogical structures residing within teachers’ prior dispositions and beliefs to
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improve their classroom teaching practices. Wines (2019) reported that in PLC meetings,
“teachers planned out units of study as they unpacked the standards, determined essential
vocabulary, and developed a shared understanding of the various concepts being taught, and
also developed common assessments as a part of their collective inquiry process” (p. 110). These
common assessments played a significant role in shaping necessary interventions and
enrichment activities to improve student learning, which were reflected in the development of
teaching practices. However, as Alzayed and Alabdulkareem (2021) suggest, in many cases, the
discussion can centre on general issues, rather than deliberations on teaching and learning, if
no accurate rules and clear content are established to ensure a focus on examining practices as
a team target.
The next section discusses teacher professional learning through the PLCs.

2.4 PLC Model-Based Teacher Professional Learning
As previously explained, the PLC model provides opportunities for school community members
to develop professional learning through collective and collaborative work in exchanging
knowledge and ideas (Bolam et al., 2005; DuFour et al., 2008; Louis & Marks, 1998). This is
supported by available research. For instance, teachers with different amounts of experience in
PLCs reported that PLC meetings were a valuable opportunity to review student work and the
results of formative and summative assessments, and had a significant impact on their
professional growth as well as student achievement (Williams, 2019). Similarly, Wines (2019)
reported that PLC models that were both flexible and clearly defined helped to improve
teachers’ practices. In the Netherlands, secondary teachers from different subject areas
described the learning culture in the PLC as “more positive, open, and constructive than the
learning culture in their school” (Schaap et al., 2019, p. 824). The authors concluded that the
PLC model provided teachers with a sense of meaningful participation in a learning team, which
facilitated their professional growth (Schaap et al., 2019).

61

Internationally, there is agreement that more emphasis needs to be placed on the
professionalisation of teachers’ work in relation to PLCs (Bolam et al., 2005) and learning by
doing (DuFour et al., 2010). Both teachers and principals should create the conditions for rich
dialogue about improvement, and teachers have to learn how to successfully interact with each
other (Wahlstrom & Louis, 2008). Although most of the focus in studies of PLCs is on their role
in student learning, it is equally important to emphasise mutual commitment, collective action
and collaborative dialogue among teachers (Kruse et al., 1994) to change teachers’ beliefs about
learning and teaching practices (Feldman 2016; Wines, 2019).
However, Prenger et al. (2020) have suggested that external support for PLCs should be
considered an important component of the learning process, since it provides opportunity to
incorporate new ideas and approaches.
The following section discusses in detail four key components of PLC-based professional learning
with particular relevance to the aims and objectives of this study: a culture of collaboration
among teachers; an interdependent culture of learning based on collective inquiry, self-efficacy,
and teachers’ autonomy; sustainable professional learning in schools, and challenges to
teachers' learning under the PLC model.

2.4.1 Culture of Collaboration
PLCs are characterised by collaboration, collaborative inquiry, working in teams, and collective
work among colleagues in schools. Consistent and fruitful collaboration among staff is an
essential element of the implementation of a PLC (Hord, 1998). Indeed, it has been argued that
the achievement of better teaching practices would not be possible without collaboration
(Bolam et al., 2005). The PLC is based on teachers working side-by-side to achieve their collective
purpose of learning for all. As a result, teachers often engage in planning through collective work
as one team (DuFour, 2004).
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Social trust and mutual respect among teachers play a significant role in fostering collaboration
and useful dialogue in educational PLC meetings (Bryk et al., 1999). Hallam, Smith, Hite, Hite and
Wilcox (2015) report that teachers who are open to team sharing and the risk-taking necessary
for change are more successful in their collaborative efforts, and this supports PLC success. A
study by Gore et al. (2021) found that when quality teaching rounds were implemented under
the PLC model, this also contributed to enhanced “collegiality and professional collaboration …
across typical grade and subject boundaries” (p. 2).
As De Jong et al. (2019) have observed, most forms of teacher collaboration in education involve
conversation, dialogue, and exchange of ideas amongst teachers, and teachers in a PLC share
certain beliefs, experiences, and ideas as members of the same school. However, they argue,
collaboration should extend beyond this to focus on a shared mission, ongoing work plans, and
a shared collective commitment and responsibility.
Participants in a study by Bitterman (2010) reported that they valued professional development
within the PLC team because of the ways in which the model supported the learning process.
Collaboration was clearly important because the learning community facilitated productive
dialogue about the curriculum, instruction, and assessment. These factors had a positive
influence on their students’ learning. However, they indicated that such discussions must take
place on a regular basis in order to make a difference in the classroom and in students’ learning.
A review of previous research (Vescio et al., 2008) confirmed the importance of collaboration
among teachers in PLCs. For example, one study documented the creation of a “professional
community indicator” to measure collaborative practices among teachers, such as exchanging
lessons, utilising protocols for decision-making, and systematic note-taking about their work to
enable feedback. Similarly, Barr (2017) reported that collaboration, sharing information,
exchanging ideas, and discussing assessments were essential components of effective PLCs.
Harris and Jones (2010) documented how collaborative and collective work in a pilot PLC
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program enhanced the pedagogy strategy implemented in Welsh schools, and that mutual
development among the teachers facilitated transition from individual professionalism to
collective professionalism.
Although PLCs provide the supportive conditions for teachers to change, work collectively and
engage in joint development, in the absence of active school leadership and motivation for
change, some teachers may object to the new approach (Bryk et al., 1999). Accordingly, it is
necessary to implement policies that make the PLC a fundamental part of the educational
system as a tool for ongoing development and learning. With more emphasis on the role of the
PLC, more teachers are likely to see the benefits. Kruse et al. (1994) proposed various strategies
to reduce the isolation of teachers and enhance positive participation. These included creating
team planning rooms or settings for joint action to promote productive educational discussions
and encouraging ‘open door’ policies for classes to facilitate mutual visits.
Similarly, Morrissey (2000) advocated the establishment of a formalised structure for collective
training in PLCs as a means of addressing the issue of teacher isolation. The teacher participants
in a study of the PLCs in two primary schools reported that they “no longer suffer the feelings of
isolation so commonly associated with the teaching profession” (Maynor, 2010, p. 176) as a
result.
The concept of “collective commitment” has also been identified as an important element of
the school's culture. When school members made commitments to their colleagues at the
beginning of the school year, there was a positive impact on their sense of responsibility towards
each other in their PLC work (Wines, 2019). In Finland, efforts are being made to implement coteaching and team teaching to address teachers’ isolation, and to increase collaboration in order
to effect development. Teachers accept the existence of other professionals in their classrooms
and share their teaching practices due to the high level of trust among them (Antinluoma et al.,
2018).
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2.4.2 Interdependent Culture: Collective Inquiry, Self-efficacy, and Autonomy
Teachers’ cognitive efficacy and autonomy in decision-making play an important role in the work
of PLC meetings to address both teachers’ learning and students’ learning. A key factor in
implementing such collective inquiry is the teachers’ belief in the collective ability to do so.
Collective efficacy is a school-level variable which, when deeply embedded, can significantly and
positively influence students’ learning (Goddard, Hoy & Hoy, 2000). The teacher’s authority to
improve teaching practices and professional learning is considered to be an essential component
of the learning process in the PLC model. Teachers need to have the authority to make decisions
related to the processes of their learning in PLCs (Vescio et al., 2008).
The teacher participants in the study by Stollar (2014) indicated that a collective commitment
to student learning had enhanced the culture of learning in their school community. However,
although the participants reported that they had trust in their collective capacity, they may need
ongoing encouragement and, in some cases, further training, to enhance their competencies to
increase the trust of their colleagues. A study that investigated the implementation of PLC
elements and teachers’ perceptions of self-efficacy revealed that components of PLCs, such as
involvement in collaboration and effective collective inquiry, could serve as significant indicators
of teacher self-efficacy (Curry, 2010).
A New Zealand study reported that engagement with outcomes-linked evidence and
collaborative inquiry into their own practice supported and challenged teachers to improve their
classroom practices, and positively impacted on a range of outcomes for their learners. This
evolved from the teachers’ development of collective inquiry skills that combined research and
practice to improve teaching and student learning (Sinnema et al., 2011).
Participants in PLC meetings can determine the direction of their discussions according to their
self-identified needs for learning and training. For instance, community members can talk about
general issues, themes in teaching methods, students’ achievement, or specific challenges they
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face in order to build an action-foundation of shared standards, ideas and values (Kruse et al.,
1994). A literature review examining the factors that influenced teacher professional
development in relation to change and collaboration in teaching found that inquiry among
teachers can enhance professional development if it is sustainable over time, is collaborative in
its relations, when trust is strong, and when time is allocated for this process in the school
schedule (Svendsen, 2020).
In the USA, a qualitative study using individual interviews, observations, and artefact analysis
(Barr, 2017) reported that fourth and fifth grade teachers in an American PK-5 elementary
school who regularly participated in PLCs perceived them to be an excellent forum for ensuring
that they made the best decisions about their learning. Teachers who participated in the PLC
had complete autonomy to select instructional strategies, and this expectation of autonomy was
evident in all teacher interviews. In another study, Williams, (2019) concluded that teachers’
commitment goals of the PLC and their regular collaboration in sharing instructional practices
demonstrated self-efficacy and a high level of trust abilities.
The findings of a Swedish study on the role of inquiry and collective work in improving learning
outcomes indicated that the learning process in PLC meetings should be based on pairs of
teachers, rather than larger groups, to ensure more fruitful conversations. The outcomes of
large-group collective dialogue appeared to be less valuable due to the reduced levels of
feedback and learning possibilities (Wennergren, 2016). In contrast, weak collaborative
practices may render the PLC model less effective in teachers’ professional learning. For
example, a study in the Emirates observed that teachers sometimes failed to provide or discuss
feedback on teaching practices with peers, thus reducing the effectiveness of their collaborative
learning and the level of their learning (Al-Taneiji, 2009). Similarly, an investigation of the
professional learning experiences of seven classroom teachers in relation to quality teaching
found that teachers’ performance continued to follow a more traditional style despite their
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having participated in a PLC. This indicates the need to support teachers with intensive training
in the necessary competencies, according to their needs, before they engage in PLC meetings
(Edge et al., 2015).

2.4.3 Sustainable Professional Learning
One of the most important requirements of PLCs is to ensure sustainable professional learning
for teachers and provide opportunities for them to meet with colleagues during school time. In
this way, PLCs can provide teachers with school community-based sustainable professional
learning that does not focus solely on students’ needs. The teachers in Bitterman’s (2010) study
of three middle schools reported that PLCs fulfilled the requirements for continuous teaching
and learning improvement. However, the results also indicated that the culture of a school
under the PLC model should not focus entirely on improving student learning, but should also
address teachers’ needs to improve their overall skills in teaching and learning and their
professional development. Research cited by Vescio et al. (2008) highlighted the need for PLCs
to support ongoing teacher learning. The teachers in this study perceived a relationship between
their own professional learning chances within the PLC and the possibility of transformation in
their practices and student learning. Other research confirms the high value teachers place on
their continuous participation in PLCs (Williams, 2019).
An alternative approach to ensuring the sustainability of PLC work was suggested from the
results of a case study of two primary schools (Maynor, 2010) This involved shifting the PLC
model from that of a stand-alone school staff development program to encompass wider
sustainable work practices, such as allowing teachers to share in various school-based decisions,
adopting a culture of professionalism and ambitious expectations, and creating an attractive,
stimulating environment where teachers felt appreciated and supported. This approach was
supported by the authors of a study in the Netherlands who argued that the PLC model provided
a suitable framework for these types of school interventions. Findings from analysis of
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documents and interviews from 14 secondary schools indicated that “the more embedded an
intervention was in the organisation and culture of a school, the more sustainable it seemed to
be” (Admiraal et al., 2019, p.1).
A number of studies have highlighted the impact of PLCs on the efficacy of teachers and
students. For instance, a review of 13 empirical international studies found that participation in
PLCs resulted in improved teacher practice and increased student achievement (Doğan &
Adams, 2018). Another review of research on the impact of PLCs on K–12 science teachers’
teaching practices, disciplinary content knowledge (DCK), and pedagogical content knowledge
(PCK) concluded that “PLCs can help teachers increase their PCK and DCK; increases in PCK and
DCK may facilitate the change in teacher practices from traditional into more inquiry-based
approaches; science teachers collaboratively focusing on student learning in PLCs are more likely
to change their practice” (Dogan et al., 2016, p. 569).

2.4.4 Challenges Facing PLCs
Despite the demonstrated effectiveness of PLCs in supporting teachers' development at schools,
various factors can potentially limit their capacity to improve teachers' teaching practices and
professional learning. For instance, a study from the Netherlands found that teachers could
experience personal or work-related stresses and pressures through their participation in a PLC
which affected their commitment, motivation for participation, cooperation, and sharing
feedback (Schaap et al., 2019). The effectiveness of a learning community is also negatively
impacted by the absence of a common vision and collective work culture (Wennergren, 2016).
Morrissey (2000) suggests that there is a limit to individuals’ willingness to share their personal
practice, even in highly functioning learning communities, and this dimension tends to be the
last to develop. Hipp and Huffman (2003) also observe that a self-sufficient school-based PLC
could represent a major challenge to schools’ leadership.
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One of the obstacles that faced the PLC model in a study in Singapore was the high workload of
teaching and other non-teaching tasks (Hair & Dimmock, 2012). Teachers considered the PLC
model as an additional burden, a view which reduced its effectiveness. Similarly, a study in the
UAE reported that heavy workloads impeded the successful engagement of teachers in PLCs (AlTaneiji, 2009), while a high volume of paperwork and the need to collect data had a negative
impact on the involvement of teachers in PLC work and activities in an American study (Pratt,
2014).
Harris and Jones (2010) concluded from the findings of their Welsh study that strong
organisational structures and robust subject boundaries can increase their effectiveness of PLCs.
In some schools, teachers needed support to engage in the new practices in light of the new PLC
culture, and some PLC teams required ongoing negotiation and support that was often
unavailable in their schools. Additionally, some PLC teams found it difficult to deal with excessive
paperwork, classroom administration tasks and lesson preparation, which often reduced the
time available for inquiry and collaborative action. PLC implementation could face a major
challenge from a resistance culture, whether teacher-wide or fully school-wide. For instance, in
some schools, the PLC groups met with resistance from teachers who were not familiar with this
way of working or who felt suspicious about the work of the group. External factors could also
create an obstacle to successful PLC implementation. Dual supervision visits, inspection, and
other new strategies could be exhausting. “Competing demands and priorities were a major
challenge to the schools in the pilot and, for some, this pressure proved to be too much, and the
work of the PLC group drifted” (p. 179).
School size can also be a factor affecting implementation of a PLC. Louis et al. (1996) indicated
that it was easier to create a PLC in a smaller school due to fewer students and staff and
associated administrative tasks.
The following section examines the literature on PLCs in Arab countries, including Saudi Arabia.
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2.5 PLCs in Saudi Arabia and Other Arabic Countries
This section discusses the available literature on the implementation of the PLC model in Saudi
Arabia and its neighbouring Arabic countries. These countries have Arabic as the official
language, share a more or less common culture, and cover the geographic area of North Africa
and West Asia, accounting for about one-quarter of the world’s Muslim population (Obermeyer,
1992, p. 34).
Although the impact of PLCs on improving teaching practices and teachers’ professional learning
in these countries has been under-researched, some insights can be gained from a handful of
studies conducted in the United Arab Emirates, Jordan, Bahrain, Egypt, Oman and the Kingdom
of Saudi Arabia (KSA).

2.5.1 PLCs in Arabic Countries
The United Arab Emirates (UAE) is the Arabic country with the most extensive experience of the
PLC model. The UAE began implementing the PLC model in 2005 as a strategy for sustainable
school improvement (Al-Taneiji, 2009).
Al-Taneiji (2009) conducted a mixed-methods study of PLCs in a sample of five co-educational
elementary, five secondary boys’ schools and five secondary girls’ schools in the UAE. Data were
collected via a questionnaire which was distributed to 499 female teachers from elementary and
secondary schools and 290 male teachers from secondary schools, and 18 teachers were
interviewed. Analysis of the quantitative data showed that some of the PLC characteristics
identified by Huffman and Hipp (2003) and Hord (1997) were present to some extent. These
included supportive and shared leadership, shared values and vision, collective work, sharing of
knowledge and personal practices, and supportive conditions such as trust, respect, recognition
of achievements, sufficient time and specific meeting locations. However, only two elements—
supportive and shared leadership, and a supportive structure—were present in all 15 schools.

70

On the other hand, shared values and vision, collective learning and application, shared personal
practice, and supportive relationships were less evident in these schools. There were significant
differences among the three kinds of schools, with secondary schools for males having higher
mean scores in all six PLC characteristics.
The teachers who were interviewed reported that they had not participated in developing the
school vision nor did they understand it. Nonetheless, they worked with others to exchange
ideas and maintained good, respectful relationships with their colleagues, indicating the
presence of positive relationships among team members. However, not all elements of the PLC
model were present in these schools, which may be attributable to the fact that professional
development programs in the UAE are centrally designed.
Another common obstacle reported by participants was the lack of sufficient time to learn
through the PLC due to rigid scheduling, so they pursued their professional learning individually.
This is likely to have a negative impact on teachers’ motivation to work collaboratively and,
therefore, the effectiveness of the meetings.
In these schools, teachers’ professional development programs were based on centralised
models developed by the Ministry of Education or the School District. This suggests that the
school principals did not have a role in designing or implementing these programs. The majority
of teachers reported that their principals saw professional development as a waste of time and
did not allocate time for it, with workshops held after school time to avoid disrupting the class
schedule. The teachers also commented that their heavy workload (18 to 24 classes weekly)
negatively impacted on their ability to work together within the PLC, to consider issues, and to
discuss ideas about their professional growth.
Another study in the UAE, in the Emirate of Ain, surveyed 229 teachers (AI-Dhaheri, 2013). The
questionnaire focused on their perspectives on selected PLC characteristics identified in the
literature (Belenardo, 2001; DuFour & Eaker, 1998; Kanold et al., 2008). The findings showed
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that all the selected PLC characteristics were present in all the schools but to differing degrees
and with inconsistent outcomes. For instance, the dimension “supportive conditionsrelationships” ranked highest, and the dimension “supportive conditions-structures” ranked
lowest.
There was a significant difference in teachers’ perceptions according to qualifications. For
instance, teachers with a Bachelor degree had better understanding of concepts such as
shared values, vision and personal practice, and supportive conditions than teachers with
higher qualifications.
There was no significant difference in the relationship between teachers’ perceptions of the
presence of PLC characteristics and the availability of Conditions-Structures by either age or
years of experience. Moreover, trust and respect evident in the relationships among staff in the
PLC meetings. In contrast, some teachers asked for more resources to support their professional
development and indicated that more attention should be paid to involving the parents and the
community in the PLC to maximise its effectiveness.
In Jordan, Abdallah (2016) investigated the extent to which the components of the PLC identified
by Hord (1997), Dufour and Eaker (1998), and Wald et al. (2000) were being implemented in
secondary schools in a district in Amman. Data were collected through questionnaires
distributed to 1,110 teachers and semi-structured interviews with 12 teachers. The survey
results revealed significant differences between female and male teachers in relation to
implementation of the PLC components in school. The interviewees identified various obstacles
to the implementation of these PLC components. For instance, there was a lack of clarity around
the shared mission, vision, values, and goals of the school; some teachers were isolated; and
there was a lack of collective inquiry among teachers, a lack of commitment to ongoing
improvement, and a lack of activation of PLC meetings. Other obstacles were associated with
the school environment, such as crowded classrooms and a high and teacher workload.
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Roy (2016) conducted a study in a private international (Arabic–English) school in the Kingdom
of Bahrain to investigate the role of the PLC model in helping teachers to become life-long
learners. The researcher employed various methods, such as facilitating professional learning
meetings with a focus on learning, collaboration and feedback. The idea for the study came from
the suggestion to make innovative lessons the content of PLC meetings, thus setting a
purposeful target for the discussions’ content. Four teachers, one each from the discipline areas
of Elementary Arabic, Elementary English, Middle/High School Arabic and Middle/High School
English, were trained in the PLC concept and then led their disciplinary colleagues to facilitate
the learning process in PLC meetings. In subsequent interviews, the four participants reported
that, although they had increased their knowledge of teaching strategies, they only shared their
knowledge when questioned about it. In addition, although they were eager to learn and
collaborate, and were open to trying new strategies, most were not proactive in expressing their
interest in engaging in these practices. This finding indicates that they would need ongoing
encouragement and opportunities to participate (Roy, 2016). The researcher also noted the
importance of the particular cultural context: “Arab cultural understandings of respect, control
and power need to be understood and tackled sensitively when assigning leadership roles to
teachers” (p. 16). This indicates that Arab educators’ school communities may need additional
time and training to enable them to adapt concepts such as collaboration and acceptance of
other opinions to the cultural requirements of their learning communities.
A study of three Arab countries (Egypt, Kingdom of Saudi Arabia and Oman) used the
Professional Learning Communities Assessment–Revised (PLCA-R) questionnaire (Olivier et al.,
2010) to assess the perceptions of public elementary school teachers who were involved in
implementation of the PLC model (Al-Mahdy & Sywelem, 2016). Six dimensions were examined;
shared and supportive leadership, shared values and vision, collective learning and application,
shared personal practice, supportive conditions—relationships, and supportive conditions—
structures. The study sample comprised 1,486 teachers from Egypt (34.2%), Oman (48.9%), and
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Saudi Arabia (16.9%). In all three countries there were statistically significant differences (0.01)
between male and female teachers in relation to the dimensions of the PLC. There were also
significant differences between Egypt, KSA and Oman as to the identification of all PLC
dimensions for KSA and Oman. However, the only significant differences between KSA and
Oman were in relation to shared and supportive leadership and supportive conditionsrelationships, with KSA being superior in both. The mean score of Saudi teachers’ perceptions
was the highest in most PLC dimensions, while the mean score of Egyptian teachers’ perceptions
was the lowest in all dimensions (Al-Mahdy & Sywelem, 2016).

2.5.2 PLCs in Saudi Arabia
As discussed in Chapter 1, in the last five years Tatweer has introduced the concept of the
‘Learned School’ based on a PLC model as one of numerous initiatives intended to reform school
education, develop teachers’ teaching skills and improve student achievement in Saudi Arabia.
The aim of Tatweer is to change the culture of schools and establish attractive, sustainable
educational environments, supported by technology, to improve teaching practices and student
learning. To this end, Tatweer has embedded the PLC model in its ‘Learned Schools’ to facilitate
ongoing professional development for staff. Each school there is a set of senior teachers who
are designated as Head Teachers who assists the professional learning of their disciplinary
colleagues in PLC meetings (Alyami, 2016).
Tatweer describes the PLCs in its schools as groups of educators who reflect the diversity of
cultural perceptions and experiences. The group is united by a common interest in making their
practice more efficient and effective, so they work collaboratively in multiple ways, exchanging
experiences and participating in frequent circles of inquiry to gain knowledge of best practices
and address difficulties and challenges that face them. Student learning is the overall focus of
the work of PLCs, which aim to achieve tangible improvements in students’ learning (Tatweer,
2015)
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Tatweer identifies the following as the desirable teaching and learning attributes of its model:
•

Comprehensive: To ensure that students do not focus only on lesson content but
develop skills in communication, dialogue, and teamwork, become self-confident and
accept criticism;

•

Participatory: To develop a culture of sharing, collaboration, and exchange with other
students during multitasking in class;

•

Typical: Diversity in the use of teaching models is more effective in increasing the quality
of teaching and learning;

•

Attractive: The teaching methods attract and sustain students’ interest within the
classroom;

•

Differentiated: The teaching should take into account the diversity of students and their
different learning needs and preferences;

•

Autonomy: Students transition from depending on others to take individual
responsibility for their learning;

•

Diversified: Diversity of teaching strategies according to case and educational stage;

•

Research-based: Use of teaching designs that have been proven by research to be
effective in the learning process (Tatweer, 2015, translated: p. 52). This section reviews
the limited research on the PLC model in KSA.

This section reviews the limited research literature on the implementation of PLCs in will Saudi
Arabia, with particular focus on Tatweer schools.
Alyami (2016) utilised a qualitative case study approach to explore the Tatweer school system
in Saudi Arabia from the perspective of leaders and teachers in Riyadh. The study sample
comprised three female Head Teachers and 12 Senior Teachers from Tatweer schools, one
official from the Tatweer Project Office, and participants in four focus groups (three from the
Excellence Team in Tatweer Schools and one comprised of Tatweer unit members). The results
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indicated that Tatweer schools were semi-independent in terms of internal management, but
lacked autonomy in relation to student evaluation, curriculum development and staffing.
Workload was identified as a major concern, and the amount of paperwork remained a
challenge, despite Tatweer’s encouragement of technology use.
However, inadequate financial support was reported as the most common and important issue
in the Tatweer context. This does not include the school fees and the cost of textbooks, which
are free in all public schools in the KSA for Saudis and non-Saudis. The researcher observed that
Tatweer schools were actually ordinary public schools that had been chosen to implement the
change, and they received the same funding from the Ministry of Education (MOE) as all other
public schools. Additionally, Tatweer schools lacked autonomy in terms of curriculum, student
evaluation, planning, educational policy-making and staff appointments, all of which were
regulated by the MOE. The results showed that “only one head teacher out of three and one
teacher out of 12 were aware of the concept of PLC and what it entails in Tatweer schools during
the implementation of the project” (p. 242). As well, the teachers reported that their adoption
of new teaching and learning strategies was independent of anything they had learned as a
result of being a Tatweer school and having a PLC. Overall, the Tatweer schools’ system appears
to remain subject to centralised control and is similar to other public schools in its operation.
A study in the Hail school district used survey methodology to explore teachers and school
principals’ experiences in implementing a PLC in Tatweer schools (Alshammari, 2017).
Quantitative data were collected from 310 participants in 18 male schools and 18 female
schools. Findings indicated that teachers and principals had concerns about PLC implementation
and its implications for themselves and their students. They expressed particular concern about
sharing their practices and learning activities, and there was little collaboration. The author
attributed this to inadequate training in the PLC concept, and recommended the introduction
of an intensive workshop to explain the PLC model. Nevertheless, the teachers expressed
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interest in familiarising themselves with the model, which they saw as having the potential to
be useful.
Bin Ateeq (2018) explored the perceptions of PLCs among female kindergarten teachers from
schools with and without PLCs in Dammam, eastern Saudi Arabia. Data were collected via a
survey of 266 teachers and individual interviews with two teachers. The study focused on six
conditions and dimensions of an effective PLC: shared and supportive leadership; shared beliefs,
values, and vision; collective learning and application of learning; shared personal practice;
supportive conditions—relationships; and supportive conditions—structures. The dimensions
were selected from those identified by a number of authors (Dahlman & Zierd 2009; Hord, 1995;
Hord & Sommers; 2008; Leithwood, et al., 2004; Maloney & Konza, 2011; Murphy et al., 2006;
Morrissey, 2000; Spanneut, 2010; Stegall & Linton, 2012; Stoll, 2011).
The majority of the participants (63.2%) indicated that they did not have PLCs in their schools,
and there were significant differences between teachers in the schools with and without PLCs
in terms of these six conditions and dimensions. Interestingly, however, there were no
statistically significant differences in individual teaching practices between teachers at schools
with and without PLCs. In other words, the presence of a PLC appeared to have no effect on
teaching practices.
All participants reported that they generally lacked empowerment through shared leadership.
Although there were a variety of options for professional development, teachers did not have
the autonomy to work together to decide what to do, how to go about it, or what would be
beneficial for their students.
The two teachers who were interviewed attributed the weakness of a “shared vision” to the fact
that the vision for all schools was determined by the Department of Education and teachers
were not involved in developing it. In respect of “collective learning and application”, they
indicated that teachers were willing to collaborate and share learning practices; indeed, both
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their schools had put in place policies that required teachers to participate and implement what
they learned and provided support in the form of mechanisms to collect feedback, literature on
teaching, training opportunities, observing other teachers and participating in meetings with
them. In addition, they noted that parents participated in discussions with school staff on issues
related to improving students’ learning.
However, these two teachers appeared to have insufficient experience in the activities
necessary to support collective learning such as ”learning from assessment data or sharing that
data with their colleagues” (p. 165). They also expressed concern about the lack of time available
for professional learning and PLC activities.
Two other studies in KSA investigated the factors that impacted on teachers’ professional
learning activities inside the school A case study conducted by Alzayed and Alabdulkareem
(2021) examined the effectiveness of introducing reflective practice into PLCs as a way of
fostering teacher learning and professional growth. Participants were 16 female teachers from
a secondary school in Riyadh who engaged in a collaborative inquiry-based reflective practice
program designed to enhance their ability to resolve problems they faced in their classes. The
program provided opportunities and encouragement for teachers to reflect on their teaching
practices and students’ learning. It was based on assisting teachers to develop cognitive, social
and teaching presence, defined, respectively, as: “the ability … to build meaning through
continuous dialogue and reflection to solve a problem or take a decision, … developing
environments and relationships in the learning community, and … leadership, which includes
designing, facilitating and guiding activities and social and cognitive processes” (p. 21). Data
were collected through online discussions, audio-recordings of teachers’ discussions in face-toface PLC meetings, and focus group discussions after the meetings.
The results indicated that reflective practice could make a significant contribution to enhancing
teacher learning and building a more effective PLC. An important finding was that the facilitator
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had a significant role in supporting teachers’ learning in PLC meetings. “The participants
identified some of the tasks that made it a critical role in facilitating the learning process, such
as providing opportunities for dialogue and managing it, enabling access to resources and
establishing a supportive environment for learning” (p. 27). In addition, the long-term nature of
the reflective practice program increased social cohesion among the teachers by fostering
unconditional (freely given) collaboration, feelings of harmony, trust and ongoing interaction for
resolving common issues. Overall, the findings indicated that all these factors—reflection on the
content of the discussions, the facilitator’s role in teachers’ learning, and long-term training—
were valuable contributors to teachers’ professional learning through the PLC model.
Another study Almadi (2020) examined the effectiveness of the Lesson Study (LS) approach in
building a collaborative learning community which is widely used in Japan. Quantitative data
were collected through an online survey of 50 teachers and principals at four selected primary
schools in the Riyadh region. The Lesson Study (LS) approach focuses on collaboration and
involves five phases: “formulate goals and curriculum; plan a chosen or revised research lesson,
conduct and observe a research lesson, reflect on the research lesson, and re‐teaching a
research lesson” (p. 30). This approach differs from that of a PLC, which focuses on student
learning needs generally and is somewhat loose in relation to procedures and content. Findings
indicated that the LS model was effective in supporting a culture of collaboration and collective
work and the exchange of knowledge and experience, and reduced the sense of isolation among
teachers. It also contributed to improved teaching practices by encouraging team members to
observe each other’s classes.
The following section explains the theoretical framework for this study.

2.6 Theoretical Framework
As Avalos (2011) has noted, both cognitive theory and sociocultural theory have contributed to
the development of models of teacher development by identifying, respectively, the individual
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factors (such as teachers’ beliefs and perceptions of self-efficacy) and. the external
circumstances that can influence change efforts.
The study design was based on a constructivist philosophy, in that it aims to understand
teachers’ and educational supervisors’ perceptions of how their learning and participation in
PLCs influenced their professional development and classroom teaching practices.
As previously explained, school community-based teachers’ professional learning involves
community members learning by doing and sharing each other’s practices and experiences
through collaborative engagement in collective inquiry into issues associated with students’
learning to improve their knowledge and performance (Bolam et al., 2005; DuFour et al., 2008;
Hord, 1997; Huffman & Hipp, 2003). Dewey (1910) identified three main factors that influenced
how teachers developed their teaching methods at the beginning of the 20th century: the
“mental attitudes and habits” of the school staff with whom the student is in contact; the subject
being taught, and “current educational aims and ideals” (p. 46). In other words, teachers were
trusted to develop methods of teaching for themselves.
In contrast, the school-based PLC represents a community of practice. Communities of practice
rely on social interaction among the members of a team united by shared expertise, knowledge
and passion for a joint task (Wenger & Snyder, 2000). Based on social learning theory, the
community of practice is “part of a broader conceptual framework for thinking about learning
in its social dimensions” (p. 179) and “has its roots in attempts to develop accounts of the social
nature of human learning inspired by anthropology and social theory” (p. 179). By participating
in the sociocultural practices of a school community via regular meetings with their practitioner
colleagues, teachers are enabled to develop their knowledge and skills. Learning community
meetings are expected to support and guide constructive talk among teachers with different
beliefs and experiences (Lave & Wenger, 1991). As Lave and Wenger (1991) have argued,
learning is not solely located in practice, but “is an integral part of generative social practice in
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the lived-in world” (p. 35). They refer to such engagement as “legitimate peripheral
participation” that involves learning as an essential component. From a theoretical perspective,
then, learning in this way should be more systematic and efficient than learning based on
individual efforts, attitudes, behaviour, and decisions (Feldman, 2020).
The idea of the professional learning community revolves around the importance of the activity
of teachers and others in the school community to learn and build cumulative knowledge
individually and collectively in context and with others. In social constructivist theory,
knowledge is not taken as truth, but is interpreted as a working hypothesis (Schunk, 2012).
Consequently, in relation to learning and teaching, an important first step in the change process
is to recognise what is problematic about an individual’s existing beliefs (Prawat, 1992). The
constructivist theory of learning proposes that learning is an active, cognitive process in which
individuals create their own subjective versions of reality and where new information is linked
to prior knowledge; in other words, learners create their own learning (Bada & Olusegun, 2015;
Barr, 2014; Schunk, 2012). From this perspective, knowledge construction has two components:
"The first is that learners construct new understandings using what they already know, and the
second is that learning is active rather than passive” (Bada & Olusegun, 2015, p. 67). Knowledge
construction starts from the individual level and moves to the collective level using language,
dialogue and collaboration as tools (Churcher et al., 2014).
When we encounter something new, we have to reconcile it with our previous ideas and
experience, perhaps changing what we believe, or discarding the new information as irrelevant.
This means that learners need to ask questions, examine, and evaluate what they want to know
in order to develop those understandings (Bada & Olusegun, 2015). In a learning community,
teachers work with colleagues to re-evaluate their teaching and learning practices in order to
provide a better learning experience for their students (Prawat, 1992). At the same time,
educators in a learning-oriented culture need to base their discussions not only on research-
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based best practices, but also to frame them around “what is beneficial for students within their
environment” (Johnson, 2015, p. 51). That is, educators need to ensure that learning is relevant
to their own context as well as utilising effective professional development strategies (Johnson,
2015). Accordingly, ongoing assessment of learning activities is an important component of a
constructivist approach (Bada & Olusegun, 2015).

2.7 Summary
Learning by doing through school-based learning communities is an emerging trend in teachers’
professional development. The theory is that linking teachers’ professional learning with their
everyday classroom practices is an effective way of creating change in teachers’ attitudes and
beliefs (DuFour et al., 2010; Kennedy, 2016). The term Professional Learning Community (PLC)
was introduced by Shirley Hord (1990s) to denote a forum in which teachers could engage in
collective inquiry with the aim of improving teaching practices (Hargreaves & Fullan, 2012). The
learning that results from participation in such communities of practice will have a positive
impact on teacher professionalism because it is based on ‘real-life’ issues (Buysse et al., 2003).
As such, the PLC should be conceptualised not as a “program to be implemented [but]
rather…[as] a process to be developed” (Hargreaves & Fullan, 2012, p. 128) with elements
designed to achieve the goal of improving teaching practices and teacher professional learning
inside the school (Ball, 1999; DuFour, 2003; Stoll et al., 2006). These elements include
collaboration, commitment, sharing practices and experiences, and teamwork, because learning
“occurs within the context of social relationships with other members of the community who
have similar issues and concerns from the realm of practice” (Buysse et al., 2003, p. 267).
This chapter has presented a review of literature review in six parts. The first section provided a
broad overview of the field of teachers’ learning and development and improvement in teaching
practices. Particular attention was paid to the concepts of Teacher Professional Development
(TPD), Professional Learning Community (PLC) and Effective Professional Learning Community
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(EPLC) in schools. The second section reviewed the literature on the characteristics and
dimensions of PLC implementation in schools. The work of key scholars in the field was discussed
in detail. The third section explored 21st century understandings of quality teaching and
approaches to improving teaching strategies and practices, with particular focus on the PLC
model.
The fourth section reviewed the research literature on teacher characteristics required to
engage in learning communities and how the school environment affects the teachers’
professional learning. The fifth section discussed the available research on recent efforts to
introduce PLCs in KSA and its neighbouring Arab countries. The sixth section presented the
theoretical framework of the present study.
The following chapter explains the methodology employed to address the research questions,
including the research design, methods of data collection and analysis, and ethical
considerations.
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Chapter 3 Methodology

The broad aim of this study was to understand the impact of school-based PLCs on the teaching
practices and professional development of teachers in Tatweer schools in Saudi Arabia, which
recently introduced the PLC model as part of its educational reform efforts. The specific
objectives of the research were to assess the extent to which the PLC helped to improve teaching
practices, to change the traditional teacher-centred approach that has been dominant in Saudi
schools, and to contribute to teachers’ professional learning.

3.1 Perspectives on application of theory to this study
As pointed out in Chapter 2 the research design was informed by a constructivist approach,
which emphasises the role of shared understandings and experiences among teacher-colleagues
in improving student learning and achievement (Dewey, 1910). Teachers’ subjective
understandings of their experiences are complex and varied (Creswell, 2014) but collective
investigation increases teachers’ confidence in their ability to change their attitudes, beliefs and
practices in relation to classroom teaching to better meet the learning needs of their students
and engage in continuous improvement (Dewey, 1910). It is thus part of a suite of research
approaches loosely labelled as participatory action approaches (Reason & Bradbury, 2008).
The PLC model of learning through practice involves a range of activities, such as “shared inquiry
and learning centre[d] around issues, dilemmas, and ambiguity that emerge from actual
situations in authentic practice settings as opposed to formal coursework that is content-driven”
(Buysse et al., 2003, p.267). As Blankenship and Ruona (2007) have proposed, “cross-discipline
exchange of information can many times yield new insights and lead to change” (p. 7). This
learning model embraced by school community-based PLCs is clearly based on the idea that
teachers’ own practices play a significant role in generating new experience and knowledge by
sharing those practices and mutual discussions between teachers in the learning team. It is

84

assumed, these shared learning activities based on real-life school situations and experiences
should enhance teachers’ learning, thereby making the school community a practice and
learning environment (Buysse et al., 2003). Forms of collaboration between teachers in learningby-practice communities include meditative professional discussions, engagement in collective
inquiry workshops, group teaching practices, and asking difficult questions to change existing
practices for the better (Antinluoma et al., 2021; DuFour, 2004).
In regular practice-based learning communities, ongoing reflection on practices and evaluation
of shared experiences for improvement through regular collaborative learning often create a
strong sense of trust and collective responsibility among team members. These learning
community interactions also lead to what is beyond learning, the building of a positive
democratic culture among teachers and the adoption of shared decisions that have more
comprehensive positive implications for students and school-work (Servage, 2008). This cultural
context of trust and social relationships among team members creates strong learning
communities and fosters learning opportunities based on shared practices, particularly among
those teachers who have similar interests and challenges (Buysse et al., 2003; Servage, 2008).
This theoretical framework informed the design of this investigation into the impact of PLCs in
Tatweer schools in Jeddah and Makkah and involved a focus on how well teachers engage with
this new culture of learning by doing.
As explained in Chapter 1, the study addressed the following research question and subquestions:
How do educators perceive the impact of the newly introduced PLC model in Tatweer schools
in Jeddah and Makkah on the improvement of their teaching practice and their professional
learning?
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The sub-questions were:
1. How do teachers and educational supervisors perceive the operation of the newly introduced
PLCs in Tatweer schools?
2. How do teachers and educational supervisors perceive the impact of PLCs in Tatweer schools
on improvement of teachers’ teaching practice?
3. How do teachers and educational supervisors perceive the teachers’ professional learning and
growth through PLCs in Tatweer schools?

3.2 Research Design
The study employed an explanatory, sequential mixed-methods research design consisting of an
online survey and individual interviews with teachers and educational supervisors. In this
methodological approach, both quantitative and qualitative data are collected in order to
maximise the strengths and minimise the weaknesses inherent in the use of a single method
(Briggs et al., 2012; Creswell & Plano Clark, 2012; Johnson & Onwuegbuzie, 2004). Where
quantitative studies rely on large, representative samples, qualitative research focuses on
smaller groups in order to examine a particular context in greater detail and depth (Borrego et
al., 2009).
Mixed methods studies typically proceed in two stages. First, quantitative data are collected,
often via a survey, in order to develop an overall understanding of the phenomenon under
investigation. Following analysis of these quantitative data, qualitative data are collected using
in-depth interviews “in an effort to unpack the meanings behind the statistics” (Leavy, 2017, p.
19). A sequential explanatory design is particularly helpful when unexpected results emerge
from the quantitative study, since it allows the researcher to follow them up in the subsequent
qualitative study (Creswell & Plano Clark, 2012; Morse, 1991; Morgan, 1998; Tashakkori &
Teddlie, 1998). In the present study, although greater weight was assigned to the quantitative
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data (Creswell & Plano Clark, 2012), the diversity in data collection methods contributed deeper
insights into the core research issues and ensured well-supported results (Leavy, 2017).

3.2.1 Procedure
In the first stage, an online survey was distributed to a sample of teachers in Tatweer schools
and educational supervisors in supervision centres. The purpose of the survey was to produce
generalisable results based on a large representative sample. The findings from this stage were
analysed to inform the design of follow-up individual interviews, through which more in-depth
insights could be generated. Table 3.1 summarises the elements of the study design.
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Table 3.1 Elements of the Study Design
Stages of research

First stage:
Quantitative Data

Sequential Transition
Second stage:
Qualitative Data

Data Collection Methods

Participants

Instruments

Teachers

Supervisors

Online survey

From Tatweer schools in
Jeddah & Makkah (304
teachers)

From supervision centres in Jeddah &

Teachers-52 items
Supervisors-33 items

Makkah (42 educational supervisors)

Primary (142)/Middle
(77)/Secondary (85)

Based on preliminary analysis of quantitative data from the survey,
semi-structured questions developed, and emerging themes noted for follow- up
Individual semi-structured
From Tatweer schools in
From Jeddah supervision centres (3)
interviews (face to face)
Jeddah (7)
21 items; 30-45 minutes

Primary/Middle/Secondary

3.3 Sampling and Recruitment
As explained in Chapter 1, Tatweer Units have recently implemented the PLC model in some
government schools across all five educational districts (Eastern, Western, Northern, Southern
and Central Districts). These so-called Tatweer Schools (TSs) are supervised and supported by
the Tatweer Units to implement the educational reform programs and initiatives, including the
PLC model.
The targeted study population was teachers and educational supervisors in all-male Tatweer
schools (primary, middle, secondary) in the western district of Saudi Arabia. The sample was
drawn from Tatweer schools in the two large cities of Jeddah and Makkah. Smaller cities and
villages were excluded because the overwhelming majority of their schools have not yet
implemented the PLC model. Because the researcher is male, cultural considerations required
that only male participants could be included (Alyami, 2019; Alshammari, 2017). Thus, all
Tatweer schools in Jeddah (60 schools) and Makkah (18 schools) became the target population
from which a representative sample of teachers in Saudi Arabian Tatweer schools could be
drawn (Lavrakas, 2008).
Educational supervisors have extensive experience in teaching, curriculum development and
leadership in their particular discipline and are located in every town and city in Saudi Arabia.
Their numbers vary according to the size of the local school population. Jeddah and Makkah
have around 200 and 130 supervisors, respectively. Supervisors visit schools regularly during the
school year to monitor and develop teaching practices and provide support in the form of
educational expertise in all government schools, including Tatweer schools (Abdulkareem, 2001;
Alkrdem, 2011). In the present study, they were seen as an important additional source of
information and insights into the implementation of PLCs in the schools under their
management.

In order to obtain a representative sample of teachers, an invitation to participate in the online
survey was sent to teachers in all disciplines in all Tatweer primary, middle, and secondary
schools in Jeddah (N=60) and Makkah (N=18). Since not all these schools were currently
implementing the PLC model, or were doing so only for some disciplines, only those teachers
who had some current or previous involvement in the PLC in their school were invited to
complete the survey. The final sample comprised 304 teachers, 285 from Jeddah and 19 from
Makkah.
An invitation to participate in the online survey was also sent to those educational supervisors
who visited Tatweer schools in these two cities which had implemented the PLC model. A total
of 42 educational supervisors from Jeddah and 2 from Makkah completed the questionnaire.
Practical considerations of time and distance, and the fact that the majority of potential
participants were located in Jeddah, meant that only the teachers and educational supervisors
in that city were invited to take part in the second stage interviews. The invitation was included
at the end of the questionnaire. Individual interviews were conducted with seven teachers in
Jeddah (two from two different primary schools, two from middle schools, and three from
secondary schools) and three supervisors from different offices and different specialties.

3.4 Research Instruments - Quantitative
3.4.1 Teachers’ Survey
Surveys are widely used to obtain an overall understanding of conditions, characteristics,
attitudes or behaviours across a wide set of responses (Ary et al., 1996; Creswell 2013). This
study collected quantitative data via two anonymous online surveys, one for teachers and one
for supervisors.
LimeSurvey software provided by the University of Newcastle, Australia, was used to host the
surveys. This this tool was selected because it allows different languages to be used and because
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its German-based manufacturer is required to follow that country’s strict data protection laws
(https://www.limesurvey.org/policies/privacy-policy). In both instruments, most items took the
form of Likert scales (see Appendix A and B).
The teachers’ questionnaire (Appendix A) had four sections. The first section collected
demographic information: gender, qualifications, school level and discipline. The second section
focussed on the roles and characteristics of the PLCs and how schools were implementing the
model. The third section explored participants’ perspectives on the impact of the PLC on
teachers’ teaching practices, skills improvement, and strategies to reduce the use of traditional
teaching modes. The fourth section focussed on participants’ perceptions of the impact of the
PLC on teachers’ professional learning and the culture of learning as a team.
The content of both the questionnaire and the interview protocol drew on the understandings
developed through the literature review and included items from instruments used in previous
studies, adapted as necessary to reflect the Saudi context. These instruments were:
•

‘Teacher efficacy: Capturing an elusive construct’ (Tschannen-Moran & Woolfolk-Hoy,
2001) and ‘Building professional community in schools’ (Kruse et al., 1994), both of
which were subsequently applied in a different context (Curry, 2010);

•

the LCCI survey (Courtney, 2009), replicated five years later (Stollar, 2014);

•

the British ‘Creating and sustaining effective Professional Learning Communities’
“CSEPLC” (Bolam et al., 2005), later replicated in the United States of America
(Bitterman, 2010);

•

the Professional Learning Communities Assessment, originally presented at the
International Congress for School Effectiveness and Improvement, Sydney Australia
(Hipp & Huffman, 2003) and subsequently revised as Professional Learning Communities
Assessment-Revised [PLCA-R] (Olivier & Hipp, 2010).
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These instruments have all been shown to have acceptable levels of reliability and validity in the
contexts in which they were previously used (Hyman et al., 2006).
Though all have relevance to the research questions of the present study, the latter two (Bolam
et al., 2005; Olivier & Hipp, 2010) contributed most strongly to the questionnaire design. Both
instruments have demonstrated more than adequate external validity, in that expert panels
were involved in their development and in analysis of their subsequent use, as well as internal
validity, in that the various conceptually linked components were adequately correlated, and
the factors identified in different studies exhibited sufficient reliability (Cronbach’s α) within
each context. They also contained ideas and even items that were suitable in the Saudi context.
Specifically, tests on internal consistency for PLCA-R reported the following Cronbach’s α
reliability coefficients for factored subscales: Shared and Supportive Leadership (.94); Shared
Values and Vision (.92); Collective Learning and Application (.91); Shared Personal Practice (.87);
Supportive Conditions-Relationships (.82); Supportive Conditions-Structures (.88); and a onefactor solution (.97). (Olivier et al., 2009). The CSEPLC used by Bitterman (2010), which was
slightly amended from Bolam et al. (2005), had a strong reliability score of (α > 0.7) and used
factor analysis to test validity and reliability. Table 3.2 shows the items from these instruments
that were considered suitable for use in the present study.
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Table 3.2 Items Considered Suitable for the Present Study
Research Question & Subquestions

PLCA-R
(Olivier &
Hipp, 2010)

CSEPLC
(Bolam et
al., 2005)

Draft
Instrument
(Teachers)

RQ How do educators
perceive the impact of the
newly introduced PLC model
in Tatweer schools in Jeddah
and Makkah on the
improvement of their
teaching practice and their
professional learning?

The three surveys were printed, and the
individual question items were cut from
the printed sheets. The paper strips were
coded by survey and then grouped to
match the Research Questions.

1. How do teachers and
educational supervisors
perceive the operation of
the newly introduced
PLCs in Tatweer Schools?
2. How do teachers and
educational supervisors
perceive the impact of
PLCs in Tatweer schools
on teachers’ teaching
practice improvement?
3. How do teachers and
educational supervisors
perceive the impact of
PLCs in Tatweer schools
on teachers’ professional
learning and growth
(PLCs)?

Coded ‘P’

Final
Instrument
(Teachers)
α = 0.851

Final version

Coded ‘C’

Coded ‘D’

2, 14, 15,
19, 23, 24,
32, 39, 41,
42, 43, 44

1, 3, 9, 12,
14, 16, 17,
18, 33, 36,
39, 40, 42,
43

Part 2: 1, 2,
4, 5, 6, 7, 9,
10, 11, 13

P32, 39, 44, 43,

5, 18, 27,
36,

11, 23, 26,
30,

Part 3: 1, 2,
4, 5, 7, 9

C18, 30

C39, 16, 33
D13, 7, 9, 11,
10, 1, 8, 2, 4, 5
P36
D1, 2, 4,

13, 21, 25,
26, 29, 31,
34, 35, 38,

5, 21, 24,
27, 28, 29,
31, 32, 34,
45, 46,

Part 4: 1, 2,
3, 4, 5, 6, 7

C21,
P21, 31, 34
D24, 64, 74

Table 3.3 presents examples of some of the questionnaire items that were adopted from the
CSEPLC (Bolam et al., 2005) and the PLCA-R (Olivier & Hipp, 2010).
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Table 3.3 Questionnaire Items Adopted from Existing Research
CSEPLC (Bolam et al., 2005)

PLCA-R (Olivier & Hipp, 2010)

Overall this school is: (please read all categories
before ticking one box)

P21

… a mature/established professional learning
community ( )

P25

… a developing professional learning community ( )
… starting the journey to becoming a professional
learning community ( )
… not yet started on becoming a professional
learning community

P27
P29

( )

P31

I am not sure what a Professional Learning
Community is ( )

P32

(adapted from Bolam et al., 2005, p. 181)

P34

C33

I feel uncomfortably stretched as I do my
teaching job

C34

External consultants need to help teachers
work in PLC.

C16

I am involved in seeking solutions to
problems facing the school

C18

Regularly discuss teaching methods

C39

The PLC makes me feel more satisfied with
my job

C18

Staff regularly discuss teaching methods

C30

Staff engage in team teaching

C21

Staff at my school receive training in how to
work and learn in teams
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P36
P39
P43
P44

Staff members work together to seek
knowledge, skills and strategies and
apply this new learning to their work
Staff members engage in dialogue that
reflects a respect for diverse ideas that
lead to continued inquiry
School staff members and stakeholders
learn together and apply new knowledge
to solve problems
Staff members collaboratively analyse
multiple sources of data to assess the
effectiveness of instructional practices
Opportunities exist for staff members to
observe peers and offer encouragement
Staff members provide feedback to
peers related to instructional practices
Staff members collaboratively review
student work and improve instructional
practices
Individuals and teams have the
opportunity to apply learning and share
the results of their practices
I feel trusted and respected if I try new
things at my school
Time is provided to facilitate
collaborative work
The school schedule promotes collective
learning and shared practice

A section of the Arabic version of the teachers’ survey instrument is reproduced below.

3.4.2 Educational Supervisors’ Survey
The supervisors’ questionnaire (Appendix B) contained the same four sections as the teachers’
instrument (demographic profile; operation the PLC in Tatweer schools; teachers’ teaching
practices and teachers’ professional learning), with some items adjusted to reflect the
supervisors’ perspective. In relation to the reliability of the scales used in the educational
supervisors’ questionnaire, Cronbach’s (a) scores were as follows: operation of the PLC
(α=0.724); teachers’ teaching practices (α=0.856); teachers’ professional learning (α=0.721). The
reliability score for all sections combined was (α=0.896). This shows that the supervisors’ survey
instrument had good reliability.
Each survey instrument also included 6 open-ended questions to avoid the bias that may result
from closed-ended questions (Thorne, 2000; Reja et al., 2003).
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A section of the Arabic version of the educational supervisors’ survey instrument is reproduced
below:

3.4.3 Validity and Reliability
In their final form the teachers’ and supervisors’ questionnaires had Cronbach’s α of 0.851
and0.896, respectively, indicating that both were valid. In addition to the inclusion of items from
previously validated scales, the validity of the instruments was further tested in the present
context. An initial English-language draft was examined by an expert with higher degree
qualifications in curriculum and instruction and educational statistics and modified in line with
this person’s advice. The questionnaire was then translated into Arabic by a Ph.D. student at the
University of Newcastle and the translation was confirmed by the Golden Lines Translation
Centre in Jeddah. The Cronbach’s a results for each section of the teachers’ instrument were:
implementation of PLC (α = 0.834); teaching practices (α = 0.896), and professional learning (α
= 0.855). The corresponding values for the supervisors’ instrument were: PLC implementation
of PLC (α=0.724) teaching practices (α=0.856); and professional learning (α=0.721). In other
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words, both instruments as a whole and their constituent scales were sufficiently reliable for
data analysis.

3.4.4 Procedure
Permission to collect data for the study in Saudi Arabia was obtained from the Saudi Arabian
Cultural Mission (Appendix D-3). The necessary approvals were then obtained from the Saudi
Department of Education and relevant Tatweer Units, and from educational supervision offices
(Appendix D). The study was approved by the Human Research Ethics Committee at the
University of Newcastle, Australia (H-2019-0050, Appendix D-1).
Once ethical approval had been obtained, hard copies of the online survey and the Participant
Information Statement (PIS, Appendix D-7 and 8) were distributed to all relevant officials in the
targeted organisations. Officials in the Tatweer Units in Jeddah and Makkah agreed to liaise with
the principals of the targeted schools to coordinate the distribution of the hard copies of the
questionnaire and PIS and the link to the online survey to all potential teacher participants. The
Heads of the educational supervision offices in Jeddah and Makkah also agreed to coordinate
the distribution of the PIS and survey link to potential supervisor participants in their office.
The survey was hosted by LimeSurvey.org and supported by the University of Newcastle,
Australia. Initially, participants were given three weeks to complete the survey, but this was later
extended for an additional two weeks following advice from officials in the Tatweer Units and
supervision offices that participants might need more time due to external factors, notably the
Ramadan holiday.

3.4.5 Data Analysis
The quantitative data were prepared and analysed through the following steps. First, the raw
survey data were cleaned by inspecting for errors and missing data, transformed into numeric
values and entered into Statistical Package for Social Science (SPSS) software (Creswell & Clark,
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2018). Second, descriptive statistics were used to calculate means and standard deviations (SD),
percentages and frequencies. As previously explained, Cronbach’s a coefficients were calculated
to measure internal consistency and reliability for Likert-type scale items (Gliem & Gliem, 2003).
Third, the results were displayed in tables showing means, SDs, percentages and frequencies
(see Chapters 4 and 5). Frequency tables were used to present the results of the lengthy
teachers' survey because there was overlap in some of the questions. Percentages and
frequency tables were used to present the findings of the supervisors’ survey because the
numbers of participants and questions were fewer. Responses with partial or missing data were
excluded from further analysis.

3.5 Research Instruments - Qualitative
3.5.1 Interviews
Individual semi-structured interviews were conducted to provide in-depth understanding of the
participants’ perceptions of the implementation of PLCs in Tatweer schools and their impact on
teaching practices and professional learning. Semi-structured interviews are guided by a set of
topic areas to ensure consistency between interviews, but the questions are open-ended to
allow the participant to answer in their own way (Alkrdem, 2011). The method also allows the
researcher to ask for clarification or additional information (DiCicco‐Bloom & Crabtree, 2006).
The interview protocol (Appendix C) was developed following analysis of the survey data. It was
designed to generate deeper insight into participants’ responses to the questionnaire items and
to explore any unclear or unexpected findings.
The interview guide comprised open-ended questions around the three main topic areas
addressed in the survey, namely, PLC implementation, improvement in teaching practices; and
teachers’ professional learning. As explained above, additional questions could be asked
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according to new ideas or issues that emerged in interviews with individual participants
(DiCicco‐Bloom & Crabtree, 2006).

3.5.2 Trustworthiness
The quality of qualitative data is evaluated in relation to the concept of trustworthiness. This
can involve checking for representativeness; considering researcher effects; triangulating data
sources and methods; weighing the evidence; and peer debriefing (Brenner, 2006; Bryman,
2012; Miles, Huberman & Saldaña, 2014). The integrity and impartiality of the researcher is
essential to ensure that the data are interpreted reliably and without bias (Maxwell, 1992; Taylor
et al., 2015). To this end, participants were assured that the data would be kept confidential,
their anonymity would be maintained, and they could withdraw at any time without penalty
(Maxwell, 2008). To ensure accuracy in the wording, participants were given the opportunity to
view and, if necessary, amend their transcript. No demands or conditions were placed on
participants (Shenton, 2004). Finally, the trustworthiness of the findings was strengthened by
the use of triangulation, a strategy that involves collecting different kinds of data and/or using
different methods of data collection (Golafshani, 2003; Maxwell, 2008; Patton, 2002, p. 247). In
the present study, quantitative and qualitative methods were used to collect the data from a
range of sources—teachers from primary, middle and secondary schools and from various
specialties, and educational supervisors who brought a different perspective to the
phenomenon under investigation.

3.5.3 Procedure
In qualitative research, sample size is less important than the relevance and quality of the
information that participants can provide. A total of 7 teachers and 3 supervisors responded
positively to the invitation to participate in individual interviews.
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Individual interviews with teachers were conducted in a private room in their school. Each
interview lasted from 30-45 minutes and was audio-recorded, with permission from the
interviewee. The interviews with supervisors were conducted in Jeddah. Each interview lasted
from 45 - 60 minutes and was audio-recorded, with permission.

3.5.4 Qualitative Data Analysis
The interview data were analysed to identify the dominant themes in participants’ perceptions
of various aspects of the PLC model and its implementation in schools. A simple word count was
used for this purpose. The total word count for the interviews with teachers and supervisors was
11,106 and 5,190, respectively. The word counts for individual interviews are shown in Table
3.4.
Table 3.4 Word Count for Interviews
Teachers: Total Words
T1
T2
T3
T4
T5
T6
T7
Total

Educational Supervisors: Total Words

2786
2003
1170
1506
1536
748
1357
11106

S1
S2
S3

1717
2007
1466

Total

5190

Following the procedure recommended by Creswell and Clark (2018), the interview recordings
and researchers’ notes were transcribed verbatim into Arabic and entered into word processing
files for analysis. The transcripts were then translated into English by the previously mentioned
private translation service in Jeddah.
There are a variety of methods for analysing qualitative data (Onwuegbuzie & Leech, 2006). This
study adopted the technique of thematic analysis (TA). TA “is a method for systematically
identifying, organizing, and offering insight into patterns of meaning (themes) across a data set.
Through focusing on meaning across a data set, thematic analysis allows the researcher to see
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and make sense of collective or shared meanings and experiences” (Braun & Clarke, 2012, p.
57). According to Guest et al. (2012), TA is the most widely used technique of qualitative data
analysis because it offers numerous advantages, including theoretical flexibility and the ability
to extract subtleties of meaning from textual data.
TA seeks to identify both implied and explicit meanings in the data in order to generate a priori
and emergent themes related to the phenomenon under investigation. As Clarke and Braun
(2013) explain, thematic analysis
is suited to a wide range of research interests and theoretical perspectives and is useful
as a ‘basic’ method because: a) it works with a wide range of research questions, from
those about people’s experiences or understandings to those about the
representation and construction of particular phenomena in particular contexts; b) it
can be used to analyse different types of data, from secondary sources such as media
to transcripts of focus groups or interviews; c) it works with large or small data-sets;
and d) it can be applied to produce data-driven or theory-driven analyses (p. 3).
In this study, the interview transcripts were entered into separate Word files and manually
coded by colour highlighting relevant sections of text, as shown in the example below. The
analysis was conducted in six phases following the procedure recommended by Braun and
Clarke (2006, p. 87).
Phase 1: “Familiarising yourself with your data” to obtain a comprehensive initial overview. The
researcher examined the raw data in both Arabic and English translation.
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Example of Coding Process

The researcher carefully read and re-read the data, worked with the supervision team to
clarify translation issues and began to identify a priori and emerging concepts and themes. The
process is illustrated in the example below.
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Example of Identifying Themes

Phase 2: “Generating initial codes”. The researcher developed tables to sort and summarise the
data according to specific questions and topics. An example is shown below:
Example of Generating Initial Codes

The initial reading of the raw data contributed to the generation of initial codes to classify the
participants’ perceptions into three main categories: responses- positive (consistent with the
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aims and objectives of PLCs); responses-negative (contrary to the expected goals of PLCs) and
other (perceptions that reflect different ideas about the topic under consideration). For
example, the following comment from a teacher was recorded under ‘other’: “There is a
problem in Tatweer school, we receive the instruction from Tatweer, Department of Education,
and Supervision Centre”.
This initial reading also helped to clarify overall patterns in participants’ perceptions. An example
is shown below:

Phase 3: “Searching for themes”. Scrutiny of these tables and the initial coding indicated that
some comments were could potentially be interpreted as positive or negative. This can be seen
in Table 3.7, where it is not clear how many meetings a year is viewed positively. The researcher
returned to the raw data and the findings that emerged from analysis of the survey data for
clarification.
Table 3.8 illustrates this process. A possible positive comment is highlighted in green and a
possible negative comment in red. The verbatim data extract is shown in the left-hand column,
the researcher’s interpretation of why this may be seen as negative or positive in the middle
column, the researcher’s identification of themes that require follow-up across the data set as
a whole in the right-hand column; see example below:
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Example of Searching for Themes

When the researcher was satisfied that all potential themes relevant to the study aims had been
identified, they were collated. A second reading of the data generated 50 themes. Examples are
shown below:
Examples of Themes

Phase 4: “Reviewing themes”. The themes identified in the previous phase were reviewed with
the supervisory team in relation to their relevance for the study objectives. This process led to
some similar themes being collapsed into one. A final list 35 of themes was created.
Phase 5: “Defining and naming themes”; Labels were created for each theme, and the themes
were classified into three broad clusters: PLC Control, Teaching Strategies, and Teachers’
Professional Learning. PLC Control was further divided into four categories: PLC Concept and
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Meetings; PLC Meetings-Control; Leadership and Support; and PLC Feedback, Follow-up and
Assessment. These are displayed in Table 3.5 along with their associated dominant themes.
Table 3.5 Final Themes and Definitions from Interviews with Teachers and Supervisors
No.
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.

Theme
PLC definition
PLC meeting intent/
agenda
PLC common vision &
goals (meetings)
PLC Imposed

Definition
The extent of understanding the PLC concept and its definition
based on the participants’ perceptions.
The purpose of PLC in schools and the nature of PLC meetings
(purpose/ agenda).
The extent of clarity for shared vision and goals of PLC among the
participants.
The extent of imposing PLC on the participants.

PLC control/ Teachers’
role
PLC control/ First
Teacher’s role
PLC control/ principals’
role
PLC control/
Educational Supervisor
role
PLC Time
PLC meetings’ content/
focus on student

PLC meetings’ content/
11. focus on teaching
strategies
PLC meetings/
12. Feedback/ Subsequent
meeting decisions
Follow-up/ Tatweer
supervisor role
13.
Follow-up/ Educational
supervisor role
PLC Assessment &
14.
Follow-up
-School Follow-up
15.
Policies
16.

General educational
policy

17.

Leadership &
Supportive conditions

The critical players, roles, management in operating the PLC.

The time allocated for PLC in the school schedule and its impact.
Content of dialogue and discussion in learning communities, the
focus on students or other.
Detailed discussion on teaching strategies through PLC.

Feedback among teachers and follow up on the following decisions
of the meetings and their impact on classroom teachers.

PLC meeting follow up and assessment.
Follow up and assessment policies in general from school
leadership and principals.
General issues, policies, follow-up, and assessment, regulations,
directions related to the Ministry of Education (MOE) and the
Department of Education (DOE) each area because of the central
education system.
The nature of PLC support in Tatweer schools by supportive
leadership and environment (e.g., incentives and ongoing
encouragement and motivation, reduction of challenges facing
teachers’ engagement)

106

No.

Theme

18.

Autonomy &
Empowerment

19.

Teaching practices
improvement

20.
21.
22.
23.
24.
25.
26.
27.
28.
29.
30.
31.
32.
33.

Traditional & New
Teaching
Integrating technology
into teaching
External expertise/
Teachers’ professional
learning
Teachers’ Sharing
/Sharing Practices
Interaction/ Isolation/
Teacher desire
Teacher selfdevelopment
Teachers’ professional
learning and
development methods
Teacher Selfefficacy&Trust
Teachers-Collaborative
Culture
Teachers-Collective
inquiry
Mutual respect &
accept criticism
Sustainable teachers’
professional learning
Teachers’ requirements
& Challenges
PLC Challenges

34. Change resistance
35. Tatweer’s support

Definition
Autonomy and empowerment that the Tatweer school principals
and teachers have including school management, decisions, grant
incentives and dealing with students’ curriculum.
Improvement of teachers’ teaching strategies and practices either
through the PLC or through other programs already existed in
school.
Impact of the PLC on teachers’ teaching practices showing shift
from traditional to new methods in teaching
Level of integrating technology into teaching by teachers and
support level provided by Tatweer schools
Need for external expertise to support teachers’ professional
learning in PLC.
Level of sharing in PLC and sharing practices by teachers.
Level of interaction/ isolation/ desire among teachers with PLC.
Teachers’ self-development (e.g., self-learning, self-reading).
Teachers’ development methods in Tatweer schools, particularly
the volume of PLC impact on teachers’ professional learning.
Teachers’ self-efficacy and confidence about approaching change
within PLC.
Teachers’ collaborative culture within PLC
Teachers’ collective inquiry culture/ exchange of experiences to
learn within PLC.
Trust/ mutual respect and accept criticism culture/ among teachers
within PLC.
Sustainable professional learning for teachers by involvement in
PLC.
Teachers’ requirements and their needs and the challenges within
PLC.
Resistance to the culture of change and new development
programs for teachers in schools.
The extent of Tatweer support for PLC and teachers.
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The final code-book from analysis of the qualitative data is shown in Table 3.6.
Table 3.6 Clusters, Categories and Dominant Themes in the Qualitative Data
Clusters

Categories

PLC Concept
and
meetings

The concept of the PLC and its
operational conditions in
Tatweer schools.

PLC
meetingsControl

The most important players,
roles and management systems
in the operation of the PLC.

1. PLC Control
Leadership
and Support

PLC
Feedback,
Follow-up
and
Assessment

2. Teaching
Strategies

3. Teachers’
Professional
Learning

Definition

Supportive conditions,
principal-efficacy, autonomy
and empowerment in the
operation of the PLC, support
for teachers’ professional
learning and policies of follow
up and assessment.
The nature of feedback from
PLC meetings and follow-up
implementation of decisions.
Policies of follow up and
assessment for PLCs, school in
general or the centralised
education system.
The extent of improvement in
teaching strategies and in
discussion of teaching
strategies in PLC meetings
involving a shift from
traditional practices.
The impact of the PLC on
teachers’ professional learning
through engaging in collective
work collaboratively, teacher
self-efficacy in learning and the
need for external expertise to
support their learning. Also, is
there how resistance among
some teachers to professional
development programs such as
the PLC model?
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Dominant Themes
PLC definition
PLC meeting intent/ agenda
PLC common vision & goals
(meetings)
PLC Time
Tatweer’s support
PLC Imposed
PLC control/ Teachers’ role
PLC control/ First Teacher’s role
PLC control/ principals’ role
PLC control/ Tatweer supervisor
or Educational Supervisor role
Leadership & Supportive
conditions
Autonomy & Empowerment

PLC meetings/ Feedback/
Subsequent meeting decisions
Follow-up & Assessment
General educational policy

PLC meetings’ content/ focus on
student
PLC Content/ focus on teaching
strategies
Teaching practices improvement
Traditional & New Teaching
Integrating technology into
teaching
Teachers’ Sharing /Sharing
Practices
Interaction/ Isolation/ Teacher
desire
Teachers- Collaboration Culture
Teachers- Collective inquiry
Teachers’ professional learning
and development methods
Teacher Self-efficacy & trust &
acceptance criticism

Sustainable teachers’
professional learning
External expertise/ Teachers’
professional learning
Change resistance

Phase 6: “Producing the report”. The findings are reported in detail in Chapters 6 and 7. 3.

3.6 Ethical Considerations
This study was approved by the Human Research Ethics Committee at the University of
Newcastle at Australia (H-2019-0050). The main ethical considerations were respect for
participants’ autonomy; ensuring voluntary participation; and maintaining confidentiality and
privacy (Creswell, 2012). All participants were provided with a Participant Information
Statement (PIS) (Appendix D-7 and D-8) which gave detailed information about the nature and
purpose of the study and what would be required of them. They were advised that their
participation was entirely voluntary and that they could withdraw from the study at any time
without penalty. All participants gave informed consent by signing the Consent Form (Appendix
D-3).

3.7 Summary
This chapter has described in detail the methodology of the study. A mixed-methods approach
(online survey and individual face-to-face interviews) was used to collect quantitative and
qualitative data from teachers from different disciplines and school levels and from educational
supervisors from all disciplines.
The quantitative data were analysed using SPSS software, and the qualitative data were
analysed using the thematic analysis technique. Ethical considerations associated with the study
were discussed.
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Chapter 4 Data Analysis: Teachers’ Survey
The data for this study were derived from surveys of Saudi schoolteachers and their supervisors
and in-depth interviews with some of them in relation to the perceived impact of Professional
Learning Communities (PLCs) on their teaching practices and professional learning. This chapter
reports the results of analysis of the quantitative and qualitative data collected through the
teachers’ survey, which is included in full in Appendix A, together with percentages and
frequencies in the raw data.
The survey had four sections: participants’ demographic characteristics; operation of the PLC in
the school; teaching practices; and teacher professional learning. Quantitative data were
collected in the form of responses to Likert-type scales, and qualitative data from open-ended
questions which were embedded within sequences of Likert-type items. The quantitative and
qualitative data are analysed separately. Accordingly, the questions do not always appear in
sequential order. Deeper insights into the results were obtained from individual interviews (see
Chapter 6).

4.1 Teachers’ Demographic Characteristics
Table 4.1 presents the demographic characteristics of the 304 male teachers who participated
in the survey. These characteristics were used as independent variables in the analysis of the
quantitative data. As previously noted, schools in Saudi Arabia are gender segregated. The
participating schools were chosen because of their connection with Tatweer and the
expectation that they would be implementing the Professional Learning Community (PLC)
agenda of that organisation.
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Table 4.1 Characteristics of Participating Teachers
Background Variable
City
Grade level
Highest academic
qualification
Separate teaching
qualification

Teaching experience

Number of Participants

Jeddah
Makkah
Primary
Middle
Secondary
Bachelor
Master
PhD
Yes
No
0-4 years
5-10
11-15
16-20
21+

285
19
142
77
85
280
21
3
246
57
5
50
73
61
115
304

Total

Percentage of All
Participants (%)
93.8
6.3
46.7
25.3
28.0
92.1
6.9
1.0
81.2
18.8
1.6
16.4
24.0
20.1
37.8
100

Most of the participating teachers were from Tatweer schools in Jeddah because that city had
more schools reporting that they were implementing the PLC model. Almost half were teaching
in primary schools, the majority held both a bachelor’s degree and an additional teaching
qualification, and they came from different disciplines.
The sources and development of the survey have been described in Chapter 3. The three
substantive sections were developed to address the three research sub-questions.

4.2 Survey Scales
The questionnaire included a number of conceptual or a priori scales developed from current
literature in the area; these are described in detail later in this chapter. The overall scales were:
Professional Learning Community; Teaching Practices; and Teacher Professional Learning. The
final scale was composed of four subscales: General Response; Teachers’ Role in Professional
Learning; Collaboration and Inquiry; and PLC Practices. Table 4.2 shows participants’ responses
to these conceptual scales; all means are on a 5-point scale.
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Table 4.2 Scale Characteristics
Scale Label

1.

Professional
Learning

Description

Reliability

Implementation of PLC in
school

0.834

3.39
(0.59)

0.896

3.16
(0.65)

0.743

2.22
(0.19)

Community
2.

Teaching
Practices

3.

Teacher
Professional

Teachers’ descriptions of their
own teaching and relationship
with PLC
Interaction between PLC and
teachers’ learning

Learning
3a. General Response
3b. Teachers’ Role in
Professional Learning
3c. Collaboration and
Inquiry
3d. PLC practices

Teacher perception of
effectiveness of PLC
Teachers’ perception of their
own role in PLC
Teachers’ perception of
common work within PLC
Teachers’ perceptions of
functioning of PLC

Mean
(S.D.)

0.848
0.676
0.930
0.851

3.52
(0.87)
3.31
(0.62)
4.29
(0.89)
1.77
(0.16)

Difference
between
scales

F=636.607
Sig.=0.000

F=650.231
Sig.=0.000

As Table 4.2 indicates, there were some significant differences between scales (Sig. <0.05).
Further, the low mean for participant responses to questions dealing with Teacher Professional
Learning may be leveraged by differences between its sub-scales. These teachers were
apparently more positive about the implementation of the PLC within their school than they
were about its impact on their teaching practices, and less positive about its impact on their
professional learning. The variation in responses to the sub-scales within the latter will be
explored further below, as will contrasts which emerged between the survey results and
participants’ responses to the open-ended questions.

4.3 Operation of PLC Scale
The PLC scale incorporated Q8 and Q10 to Q18. Q10 had multiple components and is reported
by component. The scale as a whole had a reliability of 0.834 (Cronbach’s α) and all items were
on a 5-point range. A response coded ‘3’ represents ambivalence or a neutral attitude towards
the item prompt. A number approaching ‘4’ represents a perception approaching agreement, a
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broadly positive response. A mean score over 4 indicates greater agreement with the item
prompt.
Table 4.3 Operation of Professional Learning Community Scale (scale label: PLC)
Q. No.

Item prompt

8
Status of PLC: Mature to Unsure
Proportion of share in PLC decisions: Unsure to Over 75%
10-1
Tatweer unit
10-2
School Principal
10-3
School Excellence Team
10-4
Head Teacher
10-5
Classroom Teacher
10-6
Student
10-7
Parent
13
Trust for innovation
14
PLC impact on job satisfaction
15
School schedule facilitates shared practice
16
Principal supports PLC
17
PLC performance assessed regularly
18
PLC performance reported regularly
Total

Mean
(/5)
2.53

Standard
Deviation
1.20

3.66
3.96
3.88
3.84
3.78
3.42
2.89
3.98
3.64
2.61
4.02
3.42
3.40
3.39

1.22
1.18
1.18
1.19
1.13
1.21
1.19
0.99
1.14
1.32
0.99
1.04
1.04
0.59

Table 4.3 suggests that PLC implementation was inconsistent across participating schools. The
school principal appears to have taken a leading role in implementation in these schools and the
participants recognised his support for the policy. Principals had a high impact on PLC operation
in participating schools, with students and parents having the lowest impact. This is completely
consistent with the philosophy of PLCs, where the principal is expected to play a significant role
in implementation and support (DuFour & Eaker, 1998; Fullan, 2006).
PLC meetings seem to have been fairly regular. However, in Q15 (scheduled PLC meeting time),
teachers were much less satisfied with the time available for PLC activities. This may indicate
that these meetings are not regularly included in the school schedule; this is supported in the
teachers’ and supervisors’ interviews (see Chapter 6).
These teachers felt that the meetings increased their trust if they wished to innovate, and they
experienced job satisfaction as they sought to engage in innovative activities. They reported that
PLC activities were regularly assessed and reported. However, the mean score was within the
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minimum level of agreement. This may indicate that assessment and follow-up of PLC activities
was below expectations.
The raw data (preserved in Appendix A) indicate that more than a third of participating teachers
reported that a PLC was being developed in their schools, with around a fifth reporting a
mature/established PLC and a similar proportion reporting that they had not yet begun or were
unsure about PLCs. This is reflected in the mid-range response on the five-point range reported
for Q8 in Table 4.3, and indicates that the PLC model is still in the formative stage in Saudi Arabia.
Table 4.4 Operation of Professional Learning Community

Q11. At what level do
meetings happen?
Q12. How often do PLC
meetings happen in your
school?

Items
a. Whole school
b. Different departments committees
c. By disciplines
d. Other please clarify
a. Daily
b. Weekly
c. Monthly
d. Quarterly
e. Other please clarify

Frequency of choice
64
89
136
15
5
70
116
91
22

In relation to the frequency of PLC meetings in Tatweer schools, Table 4.4 indicates that most
teacher participants reported that PLC meetings took place monthly or quarterly. Most also
reported that the PLC meetings were held at the disciplinary team level.
However, the qualitative data (from open-ended survey items and interviews) indicated that
operational planning was less than effective and that, even when meetings were held regularly,
insufficient time was allocated to them in the school schedule.

4.3.1 Relationship of Background Features
The PLC scale was cross-tabulated with the participant demographics. The only interactions
which were statistically significant were between perception of PLC and teacher qualifications
(Pearson’s Chi-Square = 151.393, df=124, significance=0.048) and location (Pearson’s Chi-Square
= 99.884, df=62, significance=0.002). However, it would be inappropriate to read too much into
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these results, since the relative participant numbers differ greatly, the difference between the
mean scores on the perception of PLC is so small as to be unimportant, and both sets of means
reflect similar negative attitudes to the PLC.
The background variables made no difference to the responses to the questions.

4.3.2 Operation of PLC: Open-ended Questions
The responses to the open-ended questions regarding the operation of the PLC shed further
light on teachers’ concerns regarding the operation of the PLC at Tatweer schools. Q9 asked
participants to report their perception of the intention of their school’s PLC. There were 274
responses, which were categorised into 12 themes, as shown below.
Q9 What is the intention of the PLC at your school?
Frequency & Percent

Theme

1
2
3
4
5
6
7
8
9
10
11
12

Mention
7 (2.3)
Teacher learning
71(23.4)
Professional development
71(32.4)
Sustainable professional development
2(0.7)
Student achievement
59(19.4)
Exchange experiences between teachers
22(7.2)
Relationship – collaboration between teachers
14(4.6)
Generally negative comment
22(7.2)
Generally positive comment
N/A
Policy
3(1.0)
Department focus
1(0.3)
Religion and nation
6(2.0)
Total Responses =278 out of 304
Improve teaching practice

No Mention
297 (97.7)
233(76.6)
233(67.6)
302(99.3)
245(80.6)
282(92.8)
290(95.4)
282(92.8)
304
301(99)
303(99.7)
298(98)

Most responses focused on the need for ‘teacher learning’, ‘professional development’, and
‘students’ achievement’. This is consistent with the generally agreed targets of PLC models in
schools to improve teachers’ practices in order to improve students’ learning and achievements
(Dufour & Eaker, 1998; Hord, 1998). Some 140 teachers reported that the PLC target in their
school was to develop the education process generally by, for instance, creating an effective
learning environment, developing the student education, and creating opportunities for
teachers’ pedagogical learning and professional development. However, only 59 teachers
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indicated that the intention of the PLC was to improve students’ achievement and learning
outcomes, which is closest to the PLC philosophy that meetings should focus on improving
student learning and achievements (Dufour et al., 2008). Some verbatim extracts from the
responses to this item are reproduced below:
Teacher No.

Comments (English/Arabic)

Q9. What is the intention of PLC at your school?
T3
T184
T24
T63

T1

T53
T266

Developing and developing the school environment from the traditional style to a
professional learning community.
ن
ﻣﻬي
ﺗﻄ��ﺮ وﺗﻨﻤ�ﻪ ﺑيﺌﻪ اﻟﻤﺪرﺳﻪ ﻣﻦ اﻟﻨﻤﻂ اﻟﺘﻘﻠ�ﺪي ي
ا� ﻣﺠﺘﻤﻊ ﺗﻌﻠﻢ ي
Develop teachers’ performance in each discipline.
يف
اﻟﻤﻌﻠﻤن ف ي� كﻞ ﺗﺨﺼﺺ
ﺗﻄ��ﺮ آداء
Having a strong internal learning strategy for the school.
وﺟﻮد ت
اﻟﺪاﺧ� ﻟﻠﻤﺪرﺳﺔ
اﺳ�اﺗ�ﺠ�ﺔ ﻗ��ﺔ ﻟﻠﺘﻌﻠﻢ
ي
The purpose to develop the learning process and increase teacher opportunities to
gain science and the skills that help implement the lesson and communicate
information to the student with ease.
ض
ت
ﻟى �ﺴﺎﻋﺪة ﻋ� ﺗﻨﻔ�ﺬ
اﻟﻐﺮض ﺗﻄ��ﺮ اﻟﻌﻤﻠ�ﺔ اﻟﺘﻌﻠ�ﻤ�ﺔ وز�ﺎدة ﻓﺮص اﻟﻤﻌﻠﻢ ي� ﻛﺴﺐ اﻟﻌﻠﻮم واﻟﻤﻬﺎرات ا ي
اﻟﺪرس وا�ﺼﺎل اﻟﻤﻌﻠﻮﻣﻪ ا� اﻟﻄﺎﻟﺐ بكﻞ ﺳﻬﻮﻟﺔ
Create a self-educated school environment in the during of active learning and
advanced educational methods in which the student is the subject of self-learning and
the teacher plays the role of mentor and supervisor and achieve the highest levels of
learning by listing strengths and strengths and weaknesses and addressing them
through continuous joint tests.
ﺗﻜ��ﻦ ﺑيﺌﺔ ﻣﺪرﺳ�ﺔ ﻣﺘﻌﻠﻤﺔ ذاﺗ�ﺎ ض ي� ﺿﻮء اﻟﺘﻌﻠﻢ اﻟنﺸﻂ وأﺳﺎﻟ�ﺐ ﺗﻌﻠ�ﻤ�ﺔ ﻣﺘﻄﻮرة �ﻜﻮن ﻓﻴﻬﺎ اﻟﻄﺎﻟﺐ ﻫﻮ
ت
ش
واﻟﻤ�ف وﺗﺤﻘﻴﻖ أﻋ� درﺟﺎت اﻟﺘﻌﻠﻢ بﺤ� ﻧﻘﺎط اﻟﻘﻮة
اﻟﺬاى واﻟﻤﻌﻠﻢ �ﻘﻮم بﺪور اﻟﻤﻮﺟﻪ
ﻣﺤﻮر اﻟﺘﻌﻠﻢ
ي
ت
وﺗﻌ��ﺰﻫﺎ وﻧﻘﺎط اﻟﻀﻌﻒ وﻣﻌﺎﻟﺠﺘﻬﺎ ﻋﻦ ﻃ��ﻖ اﺧﺘبﺎرات ﻣﺸ�ﻛﺔ ﻣﺴﺘﻤﺮة
To increase student level and to develop student knowledge acquisition.
ت
ﻧﻨ� ا�تﺴﺎب اﻟﻤﻌﺮﻓﺔ ﻟﺪى اﻟﻄﺎﻟﺐ
ﻟﻼرﺗﻘﺎء بﻤﺴﺘﻮى اﻟﻄﺎﻟﺐ وﺣى ي
Develop students’ achievement.
ﺗﻄ��ﺮ ﺗﺤﺼ�ﻞ اﻟﻄﺎﻟﺐ

In contrast, some teachers stated explicitly that the aim of the PLC was for teachers to learn
through the exchange of experiences to improve their skills. Some teachers reported that they
analysed students’ data to make decisions and resolve issues around students’ learning in PLC
meetings. It seems that these teachers clearly focused on the strengths and weaknesses in
student learning and worked to address difficulties faced by students. This suggests that the
focus of discussions in PLC meetings was limited to problems and difficulties that affected
student learning. Some examples are shown below.
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Teacher No.
T19
T70
T259

T272

Q9-Comments (English/Arabic)
Transfer of experiences.

اﻟﺨ�ات
ﻧﻘﻞ ب
Exchange experiences and benefit from disciplines’ colleagues.
اﻟﺨ�ات واﻻﺳﺘﻔﺎدة ﻣﻦ زﻣﻼء اﻟﺘﺨﺼﺺ
ﺗبﺎدل ب
In order for the student to be at the centre of the learning process, for teachers to
benefit from each other, and for the basic skills of the failed students to be addressed
after analysing the results.
 وﻟﻴﺘﻢ ﻣﻌﺎﻟﺠﺔ اﻟﻤﻬﺎرات، ﻟ� �ﻜﻮن اﻟﻄﺎﻟﺐ ﻣﺤﻮر اﻟﻌﻤﻠ�ﺔ اﻟﺘﻌﻠ�ﻤ�ﺔ ؛ وﻟ�ﺴﺘﻔ�ﺪ اﻟﻤﻌﻠﻤﻮن بﻌﻀﻬﻢ ﻣﻦ بﻌﺾ
ي
… اﻷﺳﺎﺳ�ﺔ ﻟﺪى اﻟﻤﺨﻔﻘﻮن بﻌﺪ ﺗﺤﻠ�ﻞ اﻟﻨﺘﺎﺋﺞ
Transfer experiences and identify strengths and weaknesses of students.
اﻟﺨ�ات واﻟﻮﻗﻮف ﻋ� ﻧﻔﺎط اﻟﻘﻮة واﻟﻀﻌﻒ
ﻧﻘﻞ ب

Q11 and Q12 which related, respectively, to the level and frequency PLC meetings contained
the option to respond ‘Other’. Three teachers from Makkah and 14 teachers from Jeddah
reported that PLC meetings were not held at all. Others responded that they were only held for
the completion of routine paperwork or to take photos to indicate compliance with the Tatweer
Unit’s mission and to satisfy its supervisors. Some examples are displayed below:
Teacher No.

Comments (English/Arabic)

Q11. At what level do meetings happen, and Q12. How often do PLC meetings happen in your
school?
T5

Are not held.

T183

According to the need to fill in the required papers.

T226

There is no specific thing.

T114

According to the latest developments.

T166

ﻻ ﺗﻌﻘﺪ
ﺣﺴﺐ اﺣﺘ�ﺎج ﺗﻌﺒﺌﺔ اﻻوراق اﻟﻤﻄﻠ��ﺔ
ف ش
� ﻣﺤﺪد
ي
ﻣﺎ� ي

ﺣﺴﺐ اﻟﻤﺴﺘﺠﺪات
Once in school year to take photos and post them to social media.
ﻣﺮة ف� اﻟﻌﺎم اﻟﺪرا� ﻷﺧﺬ ﺻﻮر ش
�اﻻﺟﺘﻤﺎ
و��ﻫﺎ ف ي� وﺳﺎﺋﻞ اﻟﺘﻮاﺻﻞ
ي
ي
ي

Q19 asked about ‘what actually happens at PLC meetings’. The responses (n=180) were
categorised into 10 themes, as shown below:
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Q19.What actually happens at PLC meetings?
Theme

Frequency (Percent)

Teacher learning
Professional development
Student achievement
Exchange experiences between teachers
Relationship – collaboration between teachers
Generally negative comment
Generally positive comment
Policy
Department focus
PLC implementation
Total Responses =180 out of 304

Mention
2 (0.7)
5 (1.6)
7 (2.3)
15 (4.9)
1 (0.3)
26 (8.6)
3 (1.0)
2 (0.7)
5 (1.6)
113 (37.2)

No Mention
302 (99.3)
299 (98.4)
297 (97.7)
289 (95.1)
203 (99.7)
278 (91.4)
301 (99)
302 (99.3)
299 (98.4)
191 (62.8)

The most frequently occurring themes were ‘PLC implementation’, ‘Generally negative
comment’, and ‘Exchange experiences between teachers.
Teachers reported that, in PLC meetings, they worked on implementation plans based on
agendas that were often developed by the First Teacher or Head Teacher of a discipline in
consultation with the Tatweer supervisor. This suggests that the First Teacher usually controlled
PLC meetings with his disciplinary colleagues. Participants also exchanged experiences and
discussed defined tasks to develop teacher practices and improve students’ learning. These
results are inconsistent with those to Q10 (discussed above), which indicated that the Principal
had the most influence on the PLC. However, as discussed further in Chapter 6, the Head
Teacher, teachers, Tatweer and Principal were engaged in an ongoing balancing act over the
issue of control and influence. The role of the principals was important, as they provided the
support for the learning teams to meet according to their powers and resources. Some extracts
from teachers’ responses are shown below:
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Teacher No.

Comments (English/Arabic)

19. What actually happens at PLC meetings?
T14

T41
T55

T94
T130
T135

Make an agenda/diary or schedule meetings, and these meetings are prepared in
advance and time based on specialisation.
Determine the main themes of the meeting; discussion and dialogue, put forward
opinions and ideas and try to realistic application; discuss the most important thing in
all objectivity and transparency; recommendations and proposals; work to enforce
what was put and agreed in meetings; following up the work and assessment.
ن
، واﻟﺰﻣى ﻟﻬﺬە اﻻﺟﺘﻤﺎﻋﺎت ﺑﻨﺎء ﻋ� اﻟﺘﺨﺼﺺ ﻣﻨﻬﺎ
ﻋﻤﻞ اﺟﻨﺪە او ﺟﺪوﻟﺔ اﻻﺟﺘﻤﺎﻋﺎت و�ﺘﻢ اﻻﻋﺪاد اﻟﻤﺴﺒﻖ
ي
،�اﻟﻮاﻗ
اﻟﺘﻄﺒﻴﻖ
وﻣﺤﺎوﻟﺔ
واﻻﻓكﺎر
اء
ر
اﻻ
ﻃ�ح
،واﻟﺤﻮار
 اﻟﻤﻨﺎﻗﺸﺔ،ﺗﺤﺪ�ﺪ ﻣﺤﺎور اﻟﺮﺋ�ﺴ�ﺔ ﻟﻤﻮﺿ�ع اﻻﺟﺘﻤﺎع
ي
ت
 اﻟﻌﻤﻞ ﻋ� ﺗﻨﻔ�ﺬ ﻣﺎﺗﻢ وﺿﻌﻪ،وﻣﻘ�ﺣﺎت اﻟﻨﻘﺎش
 ﺗﻮﺻ�ﺎت،ﻣﻨﺎﻗﺸﺔ اﻫﻢ اﻻﻣﻮر بكﻞ ﻣﻮﺿﻮﻋ�ﺔ وﺷﻔﺎﻓ�ﺔ
 ﻣﺘﺎبﻌﺔ اﻟﻌﻤﻞ وﺗﻘﻴ�ﻤﻪ،واﻻﻧﻔﺎق ﻋﻠ�ﻪ ف ي� اﻟﻨﻘﺎش
Planning and implementation.
اﻟﺘﺨﻄ�ﻂ واﻟﺘﻨﻔ�ﺬ
Select a unit of study to work on it and diagnostic test action. Create a List of the
names of students who need care. Provide a continuous treatment program. PostAssessment. The honour of excellent students.
ﺗﺤﺪ�ﺪ وﺣﺪة دراﺳ�ﺔ ﻳﺘﻢ اﻟﻌﻤﻞ ﻋﻠﻴﻬﺎ
اﺧﺘبﺎر �ﺸﺨ�ﺺ
�ﺴﺠ�ﻞ أﺳﻤﺎء اﻟﻄﻼب اﻟﺬﻳﻦ �ﺤﺘﺎﺟﻮن رﻋﺎ�ﺔ
ﺗﻜ��ﻢ اﻟﻤﺤﺘﺎز�ﻦ... ﺗﻘﻴ�ﻢ بﻌﺪي...ﻋﻼ� ﻣﺴﺘﻤﺮ
ﺗﻘﺪ�ﻢ ﺑﺮﻧﺎﻣﺞ ب ي
The consultation.
اﻟﻤﺸﻮرة
Discussing the disadvantages and find solutions to them.
ﻣﻨﺎﻗﺸﻪ اﻟﺴﻠﺒ�ﺎت وا�ﺠﺎد ﺣﻠﻮل ﻟﻬﺎ
Supervisor teacher is responsible for the burden of the issue.
ّ
ﻳﺘﺤﻤﻞ اﻟﻤﻌﻠﻢ ش
اﻟﻤ�ف ﻋﺐء اﻟﻤﺴﺄﻟﺔ

In contrast, some teachers reported that there was no clear plan or mechanism nor any serious
follow-up in the implementation of the PLC model in their school. They also commented that
PLC meetings were more preoccupied with paperwork, routines and formalities than with
purposeful content, thus undermining the effectiveness of these community meetings. The main
obstacles appeared to be lack of follow-up and inadequate support from the school leadership.
The responses reproduced below illustrate the reality of PLC implementation in some schools.

119

Teacher
No.
T66
T174
T7

T14
T111
T114
T124
T177

T221
T251

Comments (English/Arabic)
Disconnected activities (e.g., artistry activities).

اﻻ�ﺸﻄﺔ اﻟﻔﻨ�ﺔ
Tatweer supervisor meet with only supervision teachers.
ﻣ�ف اﻟﺘﻄ��ﺮ ﻣﻊ اﻟﻤﻌﻠﻤﻮن ش
اﺟﺘﻤﺎع ش
اﻟﻤ�ﻓﻮن
There is no mechanism due to the pressure of the school schedule and the
large burdens assigned to the teacher, such as activity, leadership, monitoring,
and waiting classes.
� �ﻻ ﻳﻮﺟﺪ آﻟ�ﺔ �ﺴبﺐ ﺿﻐﻂ اﻟﺠﺪول اﻟﻤﺪر
وﻛ�ة اﻷﻋبﺎء اﻟﻤكﻠﻒ ﺑﻬﺎ اﻟﻤﻌﻠﻢ كﺎﻟنﺸﺎط واﻟ��ﺎدة
ي
واﻟﻤﺮاﻗبﺔ وﺣﺼﺺ اﻻﻧﺘﻈﺎر
A random way / mechanism that we are pressed to finish the file before the
end of the semester.
�ا
آﻟ�ﺔ ﻋﺸﻮاﺋ�ﺔ ﻳﺘﻢ اﻟﻀﻐﻂ ﻋﻠﻴﻨﺎ ﻹﻧﻬﺎء اﻟﻤﻠﻒ ﻗبﻞ ﻧﻬﺎ�ﺔ اﻟﻔﺼﻞ اﻟﺪر ي
Meetings and papers only in files. This is what Tatweer want.
اﺟﺘﻤﺎﻋﺎت وورق ﻓﻘﻂ ف ي� اﻟﻤﻠﻔﺎت وﻫﺬا ﻣﺎﺗ��ﺪە ﺗﻄ��ﺮ
There was no mechanism. ﻻ ﻳﻮﺟﺪ آﻟ�ﺔ
There is no community work only ink on paper.
ﺣ� ﻋ� ورق
ﻻﻳﻮﺟﺪ ﻋﻤﻞ
ﻣﺠﺘﻤ� ﻓﻘﻂ ﻳﻮﺟﺪ ب
ي
The fact of the program is distasteful, and not applied with by correct format,
only photography and fabrication, for the school, the manager and the
supervisor only, even students have nothing to do with.
وﻏ� ﻣﻄﺒﻖ بﺎﻟﺼﻮرة اﻟﺼﺤ�ﺤﺔ ﻓﻘﻂ ﺗﺼ��ﺮ وﺗﻠﻔﻴﻖ ﻋﻠﺸﺎن اﻟﻤﺪرﺳﺔ واﻟﻤﺪﻳﺮ
اﻟ�ﻧﺎﻣﺞ ي
ﺣﻘ�ﻘﺔ ﻛ��ﻪ ب
ش
واﻟﻤ�ف ﻓﻘﻂ ﻓﻘﻂ
اﻣﺎ اﻟﻄﻼب ﻓﻠ�ﺲ ﻟﻬﻢ ﻋﻼﻗﺔ
How to complete the required papers.
ﻛ�ﻒ ﻧﻨﺠﺰ اﻻوراق اﻟﻤﻄﻠ��ﺔ
Meeting, taking pictures, then adding pictures on the paper, and then adding
them to the file because the most important thing for the education
department is to the documentation.
ث
�ء
اﻻﺟﺘﻤﺎع ﺛﻢ اﻟﺘﻘﺎط اﻟﺼﻮر ﺛﻢ إﺿﺎﻓﺔ اﻟﺼﻮر ﻋ� اﻟﻮرﻗﺔ ﺛﻢ إﺿﺎﻓﺘﻬﺎ بﺎﻟﻤﻠﻒ ﻷن إدارة اﻟﺘﻌﻠ�ﻢ أﻫﻢ ي
ﻋﻨﺪﻫﺎ اﻟﺘﻮﺛﻴﻖ

Q20 was, ‘What response follows the resolutions and results of PLC meetings at your school?’.
The responses to this question (N= 199) were categorised into 11 themes, as summarised below:
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Q. 20. What response follows the resolutions and results of PLC meetings at your school?
Theme

Frequency & Percent

Mention
Improve teaching practice
3 (1.0)
Professional development
4 (1.3)
Student achievement
4 (1.3)
Exchange experiences between teachers
3 (1.0)
Relationship – collaboration between teachers
3(1.0)
Generally negative comment
35 (11.5)
Generally positive comment
117 (38.5)
PLC implementation
10 (3.3)
Teachers’ workload/ pressures
2 (0.7)
Size of students in class
2(0.7)
Feedback/assessment after PLC implementation
14(4.6)
Total Responses =199 out of 304

No Mention
301(99)
300 (98.7)
300 (98.7)
301 (99)
301(99)
269 (88.5)
187 (61.5)
294 (96.7)
302(99.3)
302(99.3)
290(95.4)

These responses indicate the absence of PLC assessment processes and feedback. It may be that
such assessment only took place as the result of individual initiatives rather than as part of a
systematic process. The responses to these items varied widely, were often contradictory, and
were generally unrelated to the concepts of assessment and feedback There seem to have been
considerable differences from school to school and team to team.
Responses also revolved around the positive and negative aspects of PLC implementation. Only
14 teachers (4.6%) of all participants directly answered the question about elements of feedback
and assessment in PLC implementation. Their responses varied widely, as is evident from the
extracts below.
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Teacher No.

Comments (English/Arabic)

20. What response follows the resolutions and results of PLC meetings at your school?
T7
T14
T18
T28
T31
T114
T217
T225
T148

Implementation of the resolutions that were previously scheduled and planned.
ت
اﻟي ﺗﻢ ﺟﺪوﻟﺘﻬﺎ واﻟﺘﺨﻄ�ﻂ ﻟﻬﺎ ﻣﺴبﻘﺎ
ﺗﻨﻔ�ﺬ اﻟﻘﺮارات ي
Nothing regarding follow-up and assessments.
ش
�ء �ﺬﻛﺮ
ﻻ ي
Unresponsiveness.
ﻋﺪم اﺳﺘﺠﺎبﺔ
In the beginning a weak responsiveness of teachers, but we hope that increase in the
coming days.
يف
اﻟﻤﻌﻠﻤن ﻗﺪ ﺗﺰادا ف ي� اﻷ�ﺎم اﻟﻘﺎدﻣﺔ
بﺪا�ﺔ اﺳﺘﺠﺎبﺔ ﻗﻠ�ﻠﺔ ﻣﻦ
Somewhat implemented.
�
ﻧﻮﻋﺎ ﻣﺎ ﺗﻨﻔﺬ
There were no plans.
�
أﺳﺎﺳﺎ
ﻻ ﺗﻮﺟﺪ ﺧﻄﻂ
Needs study and evaluation from the management of the teacher.
ﺗﺤﺘﺎج دراﺳﺔ وﺗﻘﻴ�ﻢ ﻣﻦ ادارة اﻟﻤﺪرﺳﻪ
Writing recommendations and then not implemented.
ﻛﺘﺎبﺔ اﻟﺘﻮﺻ�ﺎت ﺛﻢ ﻻ ﺗﻨﻔﺬ
Work as what was agreed upon at the meeting and follow up the workflow through
the implementation.
ﺳ� اﻟﻌﻤﻞ ﻣﻦ ﺧﻼل اﻟﺘﻄﺒﻴﻖ
 ﻣﺘﺎبﻌﺔ ي,,, اﻟﻌﻤﻞ بﻤﺎ ﺗﻢ اﻻﺟﺘﻤﺎع ﻋﻠ�ﻪ

The final item in each section of the questionnaire, Q21, asked respondents for any further
comments and suggestions they might want to offer. The responses (N=100) were classified
into 6 themes, as shown below:
Q. 21. After Part PLC implementation - (Other) Comments and suggestions
Theme
Generally negative comment
Generally Positive comment
Teachers’ workload/ pressures
Size of students in class
Lack of incentive for teachers
Teachers' requirements

Frequency & Percent
Mention
16(5.3)
7 (2.3)
24 (7.9)
8(2.6)
5(1.6)
40(13.2)
Total Responses =100 out of 304

No Mention
288 (94.7)
297 (97.7)
280(92.1)
296(97.4)
299(98.4)
264(86.8)

The majority of comments were related to ‘teachers’ requirements’ (40, 13.2%), ‘teachers’
workload/pressures’ (24, 7.9%), ‘generally negative comment (16, 5.3%), ‘size of students in
class (8, 2.6%), and generally positive comment (7, 2.3%). Some examples are displayed below.

122

Teacher No.

Comments (English/Arabic)

21. Other Comments and suggestions that you would add?
T23
T37
T40

T35
T66
T147
T159
T177

T184

T218

Increasing specialised courses and giving them enough time to apply them and
create effective workshops.
ز�ﺎدة اﻟﺪورات اﻟﺘﺨﺼﺼ�ﺔ واﻋﻄﺎﺋﻬﺎ اﻟﻮﻗﺖ ف ئ
اﻟ�ﺎ� ﻟﻠﺘﻄﺒﻴﻖ واﺣﺪاث ورش اﻟﻌﻤﻞ اﻟﻔﻌﺎﻟﺔ
Clarify the meaning of learning communities for educational supervisors.
ﻓن ت
ﺗﻮﺿﻴﺢ ﻣﻌىض ﻣﺠﺘﻤﻌﺎت اﻟﺘﻌﻠﻤ�ﺔ ﻟﻠ ش
اﻟ� ي ف
ﻤ� ي ف
���ن
Allocate a schedule of meetings without conflict with the school schedule, at least
empty a shared class per week for those with the same specialisation.
ﺗﺨﺼ�ﺺ ﺟﺪول ﻟﻼﺟﺘﻤﺎﻋﺎت دون اﻟﺘﻌﺎرض ﻣﻊ اﻟﺠﺪول اﻟﻤﺪر� اﻗﻠﻬﺎ ﺗﻔ�� ــﻎ ﺣﺼﺔ ت
ﻣﺸ�ﻛﺔ ض ي� اﻷﺳﺒ�ع
ي
ﻻﺻﺤﺎب ﻧﻔﺲ اﻟﺘﺨﺼﺺ
Reduction workload of lessons.
ﺗﺨﻔ�ﻒ اﻻﻧﺼبﻪ
Beautiful idea but it is overpressure and overburden.
ﺟﻤ�ﻠﺔ اﻟﻔﻜﺮة ﻟ�ﻦ ﺿﻐﻂ واﻋبﺎء ز�ﺎدة
There are no so-called learning communities as required.
ﻟ�ﺲ ﻫﻨﺎك ﻣﺎ �ﺴ� بﻤﺠﺘﻤﻌﺎت اﻟﺘﻌﻠﻢ بﺎﻟﺸكﻞ اﻟﻤﻄﻠﻮب
The role of training centres is better than that of training and development
committees within schools.
دور ﻣﺮا�ﺰ اﻟﺘﺪر�ﺐ أﻓﻀﻞ ﻣﻦ دور ﻟﺠﺎن اﻟﺘﺪر�ﺐ واﻟﺘﻄ��ﺮ داﺧﻞ اﻟﻤﺪارس
There is no need for the program. Because teachers hated the school because of this
program, knowing that the student who needs to be treated outside the program is
better than the program I know that the program is strong and excellent, but for
those who apply it correctly only means that all the teachers who are supposed to be
on a single heart and agree to implement this program. 24 classes, what do expect
‘work above work’.
اﻟ�ﻧﺎﻣﺞ
دا� ب
ﻣﺎﻟﻪ ي
ين
اﻟ�ﻧﺎﻣﺞ
ﻫﺬا
�ﺴبﺐ
اﻟﻤﺪرﺳﺔ
ﻛﺮﻫﻮا
اﻟﻤﻌﻠﻤن
ب
اﻟ�ﻧﺎﻣﺞ
ﻣﻦ
بﺎﻓﻀﻞ
ﻧﺎﻣﺞ
�اﻟ
ﺧﺎرج
ﻧﻌﺎﻟﺠﻪ
ﻋﻼج
�ﺤﺘﺎج
اﻟﺬي
اﻟﻄﺎﻟﺐ
بﺎن
ﻋﻠﻤﺎ
ب
ب
اﻟ�ﻧﺎﻣﺞ ﻗﻮي وﻣﻤﺘﺎز
اﻧﺎ ﻋﺎرف ان ب
ﻟ�ﻦ ﻟﻤﻦ �ﻄبﻘﻪ ﺻﺢ ﻓﻘﻂ
ىض
يض
يض
اﻟ�ﻧﺎﻣﺞ
اﻟﻤﻌﻠﻤن اﻟﻤﻔﺮوض كﻠﻬﻢ �ﻜﻮﻧﻮا ﻋ� ﻗﻠﺐ واﺣﺪ
وﻣﻮاﻓﻘن ﻋ� ﺗﻄﺒﻴﻖ ب
�ﻌ ي
 ﺣﺼﺔ وش ﺗﺘﻮﻗﻌﻮن24 اﻟﻨﺼﺎب
ﺷﻐﻞ ﻓﻮق اﻟﺸﻐﻞ
The fact is that I personally admire the professional learning communities and feel
that they will be of great benefit if they are treated more seriously and especially
(Tatweer).
Unfortunately, there is no follow-up to the workflow, but rather sending files and
often electronically via email. Teachers' professional development is still weak and
requires intensive courses for the teacher to learn what professional learning
communities are.
�
�
ﻛﺒ�ة اذا ﻣﺎ ﺗﻢ اﻟﺘﻌﺎﻣﻞ
ﺣﻘ�ﻘﺔ اﻧﺎ ﺷﺨﺼ�ﺎ ﻣﻌﺠﺐ ﺟﺪا بﻤﺠﺘﻤﻌﺎت اﻟﺘﻌﻠﻢ اﻟﻤﻬئف ي وأﺷﻌﺮ أن ﻓﺎﺋﺪﺗﻬﺎ ﺳﺘﻜﻮن ي
�
ﻟﺴ� اﻟﻌﻤﻞ و�ﻧﻤﺎ إرﺳﺎل ﻣﻠﻔﺎت وﻏﺎﻟبﺎ
 ﻟﻸﺳﻒ ﻻ ﻳﻮﺟﺪ ﻣﺘﺎبﻌﺔ � ي- (أ�� وﺧﺼﻮﺻﺎ ﻣﻦ ) ﺗﻄ��ﺮ
ﻣﻌﻬﺎ بﺠﺪ�ﺔ ب
� ت
 اﻟﺘﻄ��ﺮ اﻟﻤﻬىض.وﻧ�ﺎ ﻋﻦ ﻃ��ﻖ اﻹ�ﻤ�ﻞ
يض
ﻟﻠﻤﻌﻠﻤن ﻣﺎﻳﺰال ﺿﻌ�ﻔﺎ و�ﺤﺘﺎج إ� دورات ﻣﻜﺜﻔﺔ ﻟﻴﺘﻌﺮف اﻟﻤﻌﻠﻢ
��إﻟ
ي
ن
اﻟﻤﻬى
ﻋ� ﻣﺎﻫ�ﺔ ﻣﺠﺘﻤﻌﺎت اﻟﺘﻌﻠﻢ
ي
For the success of this system
Success tools must be available:
Number of class students
Teacher quorum
Tatweer schools are only subordinate to the Tatweer Authority and beyond
supervision.
ﻟﻨﺠﺎح ﻫﺬە اﻟﻤﻨﻈﻮﻣﺔ ﻻبﺪ ﻣﻦ ﺗﻮﻓﺮ ادوات اﻟﻨﺠﺎح
ﻋﺪد ﻃﻼب اﻟﻔﺼﻞ-
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Teacher No.

T246

T251

Comments (English/Arabic)
ﻧﺼﺎب اﻟﻤﻌﻠﻢﺗﻜﻮن ﻣﺪارس اﻟﺘﻄ��ﺮ ﺗﺎبﻌﻪ ﻓﻘﻂ ﻟﻬﻴﺌﺔ اﻟﺘﻄ��ﺮ بﻌ�ﺪا ﻋﻦ شاﻻ�اف
All teachers should be informed of the results of the meetings and teachers’ quorum
of lessons should be reduced to achieve better results.
يض
يض
اﻟﻤﻌﻠﻤن ﻟﺘﺤﻘﻴﻖ
اﻟﻤﻌﻠﻤن ﻋ� ﻧﺘﺎﺋﺞ اﻻﺟﺘﻤﺎﻋﺎت وﻛﺬﻟﻚ �ﺠﺐ ﺗﺨﻔ�ﺾ ﻧﺼﺎب
ﻣﻦ اﻟﻮاﺟﺐ اﻃﻼع ﺟﻤﻴﻊ
اﻟ�ﻧﺎﻣﺞ
ﻧﺘﺎﺋﺞ أﻓﻀﻞ ﺣﺴﺐ اﻟﻤﺮﺟﻮ ﻣﻦ ب
Cancel the learning communities, focusing on student literacy, and more dictate and
reading; learning communities are a waste of public money.
إﻟﻐﺎء ﻣﺠﺘﻤﻌﺎت اﻟﺘﻌﻠﻢ
ت
� واﻟ� ي
ﻛ� ﻋ� اﻟﻘﺮاءة واﻟ�ﺘﺎبﺔ ﻟﻠﻄﺎﻟﺐ وﻹ�ﺜﺎر ﻣﻦ ﺣﺼﺺ اﻟﺨﻂ واﻹﻣﻼء واﻟﻘﺮاءة
ﻓ� إﻫﺪار ﻟﻠﻤﺎل اﻟﻌﺎم
أﻣﺎ ﻣﺠﺘﻤﻌﺎت اﻟﺘﻌﻠﻢ ي

4.4 Teachers’ Teaching Practices Scale
The third section of the instrument sought information about teachers’ perceptions of the
impact of the PLC on teaching practices in their schools. It included a set of questions (Q22 Q30) that addressed the second sub-question of the main research question.
To examine teachers’ perceptions of the relationship between the PLC model and teaching
practices, Q28 and Q22 - Q25 used a Likert scale of agreement from 5 = Strongly Agree; 4 =
Agree; 3 = Neutral; 2 = Disagree; 1 = Strongly Disagree. Q\26, Q27 and Q30 used a Likert scale
of agreement from 5 = Always, 4 = Sometimes, 3 = Rarely, 2 = Never, and 1 = Unsure to explore
teachers’ perceptions of traditional and new teaching practices and the integration of
technology into teaching. Q29 and Q30 sought teachers’ perceptions of the supports that were
available to promote teaching practices at Tatweer schools. Q30 used a five-point scale (5 =
Always, 4 = Sometimes, 3 = Rarely, 2 = Never, and 1 = Unsure) and Q29 asked respondents to
tick all applicable options from a list of facilities.
The scale as a whole had a reliability of 0.896 (Cronbach’s α). Full details, including the complete
text of the prompts, are provided in teachers’ survey in Appendix A. The results for each prompt
item are shown in separate tables below.
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Table 4.5 Direct Impact of PLC on Teaching Practices
Q. No.

Direct Impact of PLC on Teaching Practices

Mean
(/5)

Standard
Deviation

22

Regular discussion of teaching methods and strategies

3.66

0.99

23

The PLC has an impact on teachers’ methods of teaching.

3.55

1.05

24

School internal experience to improve teaching practices

3.41

1.12

25

Ongoing improvement in teaching practices by PLC

3.64

1.03

28

The PLC has an impact on teachers' use of new teaching
strategies

3.49

1.07

All of these mean scores indicate an overall response that is more positive than ‘Neutral’. There
appears to have been some discussion of teaching methods and strategies in PLC meetings and
the respondents acknowledged some impact of the PLC on their overall teaching methods and
on the adoption of new teaching strategies. They also recognised the impact of internal school
experiences on improvement in teaching practices. The raw data indicate that more than twothirds of these teachers were of the opinion that the PLC model at their school was able to
provide ongoing improvement in teaching practices.
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Table 4.6 Traditional Teaching and New Teaching
Q. No.
Q26
26-1
26-2
26-3
26-4
26-5
26-6
26-7
26-8
26-9
26-10

Topic of item prompt
Items: Traditional teaching methods used
Direct teaching (lecture)
Teachers first test students' recall and understanding of
the previous before lesson then use direct teaching
Students read the textbook before they come to school
and discuss it with the teacher in the classroom
Students work closely with their textbook and complete
unfinished classroom work as homework
The teacher mainly uses talk to encourage student
learning.
Students in the classroom are treated equally as one
group.
The student should listen fully to the teacher during the
lesson to ensure quality of learning
The teacher prefers to give a good explanation of the
lesson rather than ask questions.
Assessment occurs at the end of some sections of work
Technology is often used in classroom work

Q. No.

Topic of item prompt

Q27
27-1
27-2
27-3

Items: New teaching methods used
Allow students to criticise and discuss teacher’s ideas
Different activities so students work to their learning
Raise issues or contradictions for discussion and provide
opportunities for students to talk.
Teach students how to search for information on the
internet and encourage individual reading on a range of
topics.
Assign tasks and small projects and/or request written
reports from students around the lesson and educational
topics
Students present their work to i their classmates
Teacher discusses things that interest students.
Students are encouraged to critically reflect on their
work.
Students analyse available information about a problem
to discover the answer or learn a new concept.
Students are encouraged to make accept other opinions
from the teacher or classmates.
Encouraging alternative ideas about a topic and not
prescribe a particular viewpoint.
Students work in groups of different abilities to discuss
and exchange ideas.
Provide learning centres where students can choose
appropriate activities.
Sometimes use more than one learning strategy in a
lesson.
Use ongoing assessment rather than final tests.

27-4
27-5
27-6
27-7
27-8
27-9
27-10
27-11
27-12
27-13
27-14
27-15
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Mean
(/5)

Standard
Deviation

3.80
4.11

0.99
0.94

3.59

0.99

3.97

0.99

4.02

1.07

4.17

1.03

3.95

1.07

3.76

1.00

4.26
4.47

1.00
0.79

Mean
(/5)

Standard
Deviation

4.42
4.24
4.19

0.77
0.81
0.87

4.18

0.98

3.99

0.98

4.01
4.31
4.36

0.89
0.75
0.85

4.28

0.80

4.34

0.87

4.25

0.91

4.37

0.81

3.86

1.01

4.42

0.77

4.53

0.77

These results in Table 4.6 indicate that these teachers continued to use traditional teaching
practices in their classes but also reported using new teaching methods and strategies. For
example, many teachers reported that they began their lessons with questions, but talked a
great deal and dealt with the class as a single group (whole class teaching), using classroom
technology and assessing their students periodically. These represent fairly traditional teaching
practices in schools in Saudi Arabia. On the other hand, most responded positively to questions
about the use of more modern teaching practices that involve student-directed learning. This
apparent tension is explored further in the analysis of the qualitative data.
Table 4.7 Tatweer Schools’ Supportive Teaching Facilities
Q. No.

Tatweer Schools’ Supportive Teaching Facilities

Mean
*(/2)

Standard
Deviation

Q 29 Tatweer school’ facilities to support teaching
29-1
White boards
1.35
0.48
29-2
Smart boards
1.52
0.50
29-3
Data projector
1.36
0.48
29-4
Computer
1.60
0.49
29-5
Classroom access to internet
1.79
0.41
29-6
Teacher tablets or laptop
1.74
0.44
29-7
Student tablets or laptop
1.98
0.15
29-8
Modern specialist rooms
1.78
0.41
29-9
Learning resource centre
1.36
0.48
29-10 Online access to Tatweer resources
1.86
0.35
29-11 Workplace e-mail communication
1.88
0.33
* Note: (Yes) elicits a score of 1 and (No) a score of 2 so a lower score is indicative of a more favourable
response (see page 16).

As shown in Table 4.7, the most widely available resources to support teaching practices.in
Tatweer schools were white-boards, data projectors and the learning resource centre. Most
government schools in Saudi Arabia have a learning resource centre or teaching lab which
accommodates teaching-related technical equipment and other resources.
In contrast, respondents reported the absence of students' tablets or laptops, workplace e-mail
communication for learning, and online Tatweer resources (learning platform).
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Table 4.8 Integrating Technology into Teaching
Q. No.

Integrating Technology into Teaching

Q30-Technology is integrated into teaching in my school
30-1
Computers and online sites are used in classroom
teaching.
30-2
iPads and mobile phones are often used in classroom
work
30-3
Lesson plans are developed to support students' learning
through their own devices or smartphones
30-4
Computer software is used to design lessons to facilitate
student learning
30-5
Use of electronic educational platforms, digital
technology and reliable software to support teacher
education and learning
30-6
Employ modern and reliable social media to support
student learning

Mean
(/5)

Standard
Deviation

4.40

0.86

3.67

1.18

3.35

1.18

3.70

1.12

3.83

1.05

3.70

1.12

In relation to the integration of technology into teaching, Table 4.8 shows varying levels of
agreement. For example, there was a high mean score for using the computer to teach students
in the classroom. However, the mean of teachers’ responses indicated neutrality in relation to
developing plans or lessons to support students’ learning through their own devices or
smartphones.

4.4.1 Background Variables and Teaching Practices
When the Teaching Practices scale was cross-tabulated with participant demographics, only the
interaction between teaching practices and teaching experience was statistically significant
(Pearson’s Chi-Square = 436.032, df=320, p<0.001). The most experienced teachers loaded most
highly on this scale but even they were just above ‘rarely’ or ‘neutral’ (3.25 on a 5-point scale)
and movement around that central response was inconsistent with growth of experience.

4.4.2 Teaching Practices: Open-ended Questions
At the end of the Teachers’ Teaching Practices section of the survey, there was an open-ended
question (Q31) to allow teachers to add comments, clarifications or suggestions for improving
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teaching practices through the PLC. Only 40 responses were received for this item. These were
categorised under 7 themes, as shown below:
Q. 31 Teaching Practices: Other Comments and Suggestions
Theme

Frequency & Percent

Mention
Improve teaching practice
1(0.3)
Exchange experiences between teachers
1(0.3)
Generally negative comment
3(1.0)
Generally positive comment
1 (0.3)
Teachers’ workload/ pressures
2 (0.7)
Size of students in class
3(1.0)
Teachers’ requirements
29(9.5)
Total Responses=40 out of 304

No Mention
303(99.7)
303(99.7)
301 (99)
303 (99.7)
302(99.3)
301(99)
275(90.5)

The majority of comments (n=29, 9.5%) related to “teachers’ requirements”. Some examples
are displayed below.
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Teacher No.

Comments (English/Arabic)

Q31. Other comments and suggestions that you would add?
T16

T19

T46

T61
T62

T95
T282

Establish courses within the school and taking advantage of some of the staff has a
positive impact on the teachers and an increase in their experience and professional
development.
ض
ﺧ�ﺗﻪ وﺗﻄ��ﺮە
اﻗﺎﻣﺔ اﻟﺪورات داﺧﻞ اﻟﻤﺪرﺳﺔ واﻻﺳﺘﻔﺎدة ﻣﻦ بﻌﺾ اﻟ�ﻮادر ﻟﻪ اﺛﺮ
ا�ﺠﺎى ﻋ� اﻟﻤﻌﻠﻢ وز�ﺎدة ي� ب
بي
ن
اﻟﻤﻬي
ي
If the higher leadership (Ministry, Department of Education, leader...etc.) was not
convinced of the importance of these programs and the provision, encouragement,
and encouragement of those who do them or it will be like the ink on paper.
(اﻟﻘﺎﺋﺪ-  اﻟﻤﺮﻛﺰ-  إدارة اﻟﺘﻌﻠ�ﻢ- اذا ﻟﻢ ﺗﻜﻦ اﻟﻘ�ﺎدة اﻟﻌﻠ�ﺎ )اﻟﻮزارة
يف
ﺣ�ا ﻋ� ورق
�وﺗﻮﻓ
اﻟ�اﻣﺞ
وﺗﺤﻔ� و�ﺸﺠﻴﻊ ﻣﻦ �ﻘﻮم ﺑﻬﺎ ﻓﺴﻮف ﺗﻜﻮن ب
ي
ﻣﻘﺘﻨﻊ بﺄﻫﻤ�ﺔ ﻫﺬە ب
We hope that all the devices and tools that help the teacher implement these plans
and programs are available, distributed in all classes and halls, are not available to
some and are delayed to others.
ف
ت
ىف
 وﺗﻮزع ف ي� كﻞ اﻟﻔﺼﻮل، واﻟ�اﻣﺞ
اﻟى �ﺴﺎﻋﺪ اﻟﻤﻌﻠﻢ ي� ﺗﻨﻔ�ﺬ ﻫﺬە اﻟﺨﻄﻂ ب
ﻧﺘﻤ ﺗﻮﻓﺮ كﻞ اﻻﺟﻬﺰة واﻻدوات ي
ﺗﻮﻓ�ﻫﺎ ﻟﻼﺧ��ﻦ
و�ﺘﺎﺧﺮ
ﻟﻠبﻌﺾ
ﺗﻮﻓﺮ
وﻻ
واﻟﻘﺎﻋﺎت
ي
The classes and the computer lab must be equipped with devices that assist in the
learning process.
يف
 بﺎﺟﻬﺰة �ﺴﺎﻋﺪ ع اﻟﻌﻤﻠ�ﺔ اﻟﺘﻌﻠ�ﻤ�ﺔ.ﺗﺠﻬ� اﻟﻔﺼﻮل وﻣﻌﻤﻞ اﻟﺤﺎﺳﺐ
�ﺠ�ﺐ
Schools lack the necessary and necessary technologies
Large numbers of students with insufficient teachers in all specialties
Teachers' curriculum pressures make programs slow to respond.
اﻟﻤﺪارس ﺗﻔﺘﻘﺮ ﻟﻠﺘﻘﻨ�ﺎت اﻟﻼزﻣﺔ ض
واﻟ�ور�ﺔ
ف
يف
اﻟﻤﻌﻠﻤن ي� ﺟﻤﻴﻊ اﻟﺘﺨﺼﺼﺎت
اﻟ�ﺒ�ة ﻣﻊ ﻋﺪم وﺟﻮد ﻛﻔﺎ�ﺔ ﻣﻦ
أﻋﺪاد اﻟﻄﻼب
ي
يض
اﻟ�اﻣﺞ بﻄﻴﺌﺔ
�ا
ر
اﻟﺪ
اﻟﺠﺪول
ﺿﻐﻮط
ﻟﻠﻤﻌﻠﻤن �ﺠﻌﻞ اﺳﺘﺠﺎﺑﺘﻬﻢ ب
ي
Internet must be provided.
ﺗﻮﻓ� ت
اﻻﻧ� ﻧﺖ
�ﺠﺐ ي
Continuing to develop and support the Learning Communities Program.
اﻻﺳﺘﻤﺮار ف ي� ﺗﻄ��ﺮ ودﻋﻢ ﺑﺮﻧﺎﻣﺞ ﻣﺠﺘﻤﺎﻋﺎت اﻟﺘﻌﻠﻢ

4.5 Teachers’ Professional Learning Scale
Part Four of the teachers’ survey sought to elicit teachers’ perceptions of the contribution of the
PLC in their schools to their professional learning in order to address the third research subquestion (see Appendix A for teachers’ survey). It was divided into four sub-sections. The first
sub-section dealt with teachers’ professional learning through the PLC model in general. It
included three questions assessed on a five-point Likert scale of agreement. The second section
dealt with the teachers’ role in and interaction with the PLC model in their schools. It included
seven questions assessed by a five-point Likert scale of agreement. The third section dealt with
the collaborative culture and collective inquiry among teachers in the PLC model in their schools.
It included five questions assessed by a five-point Likert scale of frequency. The fourth section
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asked teachers to select from a set of alternatives that indicated which issues were affecting the
implementation of the PLC model, teachers’ practices, and their learning at Tatweer schools. It
included five questions and a set of sub-questions; responses were coded 1 = Yes, 2 = No. The
Teachers’ Professional Learning scale as a whole had a reliability of 0.743 (Cronbach’s α), with
mean and standard deviation values indicating consistent positive responses from teachers.
Table 4.9 Teachers’ Interaction with the PLC
Q.
No.

Teachers’ Interaction with the PLC
TPL – 1 [General questions]
Reliability=0.848

32
33
34

Mean
(/5)
3.52

Staff at my school receive training in how to work and learn
in teams
Staff members work together to seek knowledge, skills and
strategies and apply this new learning to their work
The PLC model is able to ensure teachers’ ongoing
professional learning in school

Standard
Deviation
0.87

3.53

1.00

3.57

0.96

3.49

0.99

These teachers seemed positive, if not particularly enthusiastic about training for teamwork and
about the ability of the PLC at their school to encourage in on-going professional development.
Table 4.10 Teachers’ Role in the PLC
Q.
No.

Teachers’ Role in the PLC
TPL – 2 [Teachers’ Role and Interaction with PLC in your
school]
Reliability=0.676

35
36
37
38
39
40
41

Teachers have a role to work the development and learning
plans
Teachers have a role in determining the needs and
educational content in the PLC
There is weakness of the level of teachers’ experiences and
knowledge in teaching practices and professional
development
There is weakness of level of teachers’ interaction and
sharing
Some teachers do not prefer participation with team of PLC
work because they do not believe in the success of PLC idea
Some teachers do not prefer participation with team of PLC
work because they are introverts.
Teachers have autonomy to select and make decisions
regarding their learning and working in the PLC.
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Mean
(/5)
3.31

Standard
Deviation
0.62

3.67

1.04

3.67

1.05

3.06

1.06

3.00

1.05

3.26

1.07

3.13

1.09

3.37

1.09

The results displayed in Table 4.10 indicate that the teachers agreed that they had a role in
planning for PLC development in their school and that they had a role in determining the needs
for development and educational content for PLC meetings.
In contrast, responses to the items relating to weaknesses in the level of teachers’ experiences
and knowledge (Q37 and Q38) were closer to neutral. This means that teachers did not agree
that there were weaknesses either in the level of teachers’ experience and knowledge in
teaching practices and professional development or in the level of teachers’ interaction and
sharing in PLC. This seems to indicate that teachers experienced self-efficacy, sharing and
interaction in team meetings.
Similarly, the responses in relation to the gap between the levels of teachers’ interaction and
sharing with the PLC team were closer to neutral. This might suggest a need to reconsider
approaches to implementing the PLC model in schools and to implementing actions that arose
from the development plan.
The responses in relation to the existence of a culture of collaboration and collective inquiry
tended towards neutrality. This could indicate either that some introverted teachers preferred
not to participate in PLC activities or that some teachers actively resisted reform efforts and
culture change in the school.
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Table 4.11 Teachers’ Collaborative Culture and Collective Inquiry
Q.
No.

Teachers’ Collaborative Culture and Collective Inquiry
TPL – 3 [Teachers’ collaboration culture and collective
inquiry] Reliability=0.930

42
43
44
45
46

Teachers collaborate with each other in PLC meeting
positively
Each teacher is committed to fulfil his required tasks in
collaboratively team
Existence of confidence, mutual respect and accept others'
opinions, criticism between teachers in PLC meetings
Staff members provide feedback to peers related to
instructional practices
Collaboration between teachers have a role in improving
our expertise and the professional learning through PLC
meeting

Mean
(/5)
4.29

Standard
Deviation
0.89

4.14

1.00

4.21

1.04

4.45

0.99

4.20

0.99

4.43

0.99

The mean and standard deviation values in Table 4.11 indicate the existence of a collaborative
culture, confidence, mutual respect, and acceptance of others’ opinions among teachers in PLC
meetings. Teachers also reported that feedback among colleagues was provided and perceived
that collaboration among teachers through PLC meetings played a role in improving their
expertise and professional learning.
Q 47 - Q51 asked teachers to nominate the PLC activities, content, contributors, challenges and
approaches that most contributed to ongoing professional development involved at their
school. The responses are summarised in Table 4.12.
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Table 4.12 Teacher Professional Learning: Common Practices in PLC meetings
Items
47. Which activities in PLC
meetings are most used for
your professional learning?
(Tick the three most used
activities)
48. Which content in PLC
meetings are most used for
your professional learning?
(Tick the three most used)
49. What is the major
contributor to the success of
PLC at your school?
(Tick the three greatest
contributors)
50. What is the major
challenge to PLC success at
your school?
(Tick the three greatest
challenges)
51. I think that the best way
to organise ongoing
professional development is
through

Frequency of choice

Staff talk to each other
Small teachers’ group
Lectures
Experts visit the school from Tatweer
Discuss problems or difficulties that face
teachers in classroom
Discussion in selected lesson from Student's
textbook
Themes based on students’ negative results
Themes in variety teaching strategies

130 (42.8%)
98 (32.2%)
87 (28.6%)
85 (28%)
116 (38.2%)
108 (35.5%)
88 (28.9%)
69 (22.7%)

Principal
Collaboration between all staff
Teachers
Tatweer Unit

135 (44.4%)
88 (28.9%)
87 (28.6%)

Weekly workload of teaching
Weak incentives
Weakness of Tatweer school to provide the
sources, internet, equipment, labs
Weak teacher knowledge
Courses out of school
PLC model in our school
E- learning (online, various platforms)
Self - learning and reading

189 (62.2%)
178 (58.6%)

75 (24.7%)

106 (34.9%)
57 (18.8%)
74 (35.4%)
57 (27.3%)
51 (24.4%)
25 (12%)

Q47 asked respondents to nominate the three most common activities used in PLC meetings to
promote teachers’ professional learning. They identified staff conversations (42.8%), small
groups (32.2%), and learning as ‘lectures’ (28.6%). This could indicate that the traditional
method of lectures continues to dominate approaches to professional learning, echoing the
tensions identified in the results presented earlier. These teachers valued conversations in small
groups, but they also appreciated the opportunity to listen to visiting speakers. Thus, the results
shown in Table 4.12 suggest that the PLC model provides an auxiliary context for discussion and
exchange of experiences among teachers, which supports their observations in the PLC
implementation section of the survey.
In response to Q48, teachers indicated that the most common themes in PLC meetings were
identifying problems or difficulties facing teachers in the classroom and curriculum. This was
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followed by discussion of students’ negative results, which suggests that these data were used
to make decisions to improve the students’ learning. These strategies are consistent with one of
the significant goals of the traditional PLC model, which is to focus on student learning
improvement (DuFour et al., 2008; Antinluoma et al., 2018; Williams, 2019). As a result, these
discussions could play a significant role in improving teachers' teaching practices.
Results for Q49 indicated that teachers believed that school principals had the most important
role in contributing to the success of the PLC model. These perceptions differ from those of the
educational supervisors, whose survey results are reported in Chapter 5. However, interviews
with some supervisors revealed a more nuanced view about the roles and contributions of
different players in the school (see Chapter 6). Teachers also indicated a role for teachers and
for collaboration among all staff members as contributors to PLC success. This perhaps confirms
the importance of a collaborative culture between teachers and the principal to the success of
PLC activities.
The three most common challenges to the success of the PLC model (Q50) were identified as
the weekly teaching workload and lack of incentives. In addition, participants reported that
Tatweer schools did not provide some essential resources, such as scholarly material, internet
access and computer labs to support their professional learning and improve teaching practices.
In response to Q51, the teachers identified the best approaches to promote ongoing teacher
professional development as (in order): out of school workshop sessions with a lecturer; the PLC
model; and E-learning through various online sources. Self-learning and reading were the least
favoured professional learning modes.
It was clear from the results of the supervisors’ survey (Chapter 5) and the interviews with
teachers and supervisors (Chapter 6) that many PLC participants were not totally convinced that
PLC meetings could contribute to their professional learning because of their exclusive focus on
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students’ learning problems. This raises two important issues. First, it might indicate that
teachers prefer the traditional mode of learning through courses and lectures, which conflicts
with the practice of the new learning culture upon which PLCs are based. Second, teachers who
are not in favour of self-reading and learning but who feel competent and knowledgeable may
be attracted by the PLC model of collective inquiry and research for learning. The differences
among participants indicates that personal qualities and individual needs of teachers influence
the success of the PLC.

4.5.1 Teachers’ Professional Learning: Open-ended Questions
The request for teachers to add comments and suggestions (Q52 and the ‘other’ option in Q50
and Q51) generated responses that indicated the existence of commonly occurring issues and
challenges associated with PLC implementation and the prevailing operational policies for
teachers. These included: weak supportive conditions and incentives; stress from high teaching
workloads; large class sizes; weak ongoing encouragement and motivation in schools; lack of
education policies related to regular follow-up and feedback for all development programs and
implementation plans to measure improvement; a culture of resistance among some educators;
and the importance of the internal conviction of educators about the value of change.
Participants perceived these factors as obstacles to the implementation of PLCs and their
engagement in PLC activities. Thus, these issues must inform the development of a strategic
approach to ensuring the overall success of such programs.

4.6 Summary
The teachers’ survey aimed to investigate teachers’ perceptions of the implementation of the
PLC model in Tatweer schools in Jeddah and Makkah and the role of PLCs in improving classroom
teaching practices and teachers’ professional learning. While analysis of the quantitative data
indicated remarkable similarity in their responses, the open-ended questions allowed
participants to expanded on their opinions.
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Findings overall suggest that the teachers were familiar with the concept of PLC, and they
recognised that these learning communities had a particular focus on students’ learning. The
most widely reported topics of discussion in PLC meetings were students’ weaknesses and
strengths and the difficulties students were experiencing in the classroom Teachers also
expressed positive views about the PLC in their schools and their interaction with it, indicating
that it helped to generate trust and increased job satisfaction.
However, responses to the open-ended questions identified a number of factors that hindered
the effective implementation of the PLC and which needed to be addressed. These included the
absence of a regular allocated time for PLC meetings in the school schedule; the lack of clear
operational and regulatory plans during the school year; and the need for ongoing
encouragement and support by school leaders.
The results further suggest that the persistence of the traditional school culture and a culture of
resistance to change among some teachers had a negative impact on efforts to integrate a new
school culture based on the PLC model in particular and on teacher development programs and
education in general. For example, many participants’ preferred option for professional
development (Q51) was the traditional model of external training courses. At the same time,
some comments in open-ended questions regarding the PLC in particular and teachers’
development programs in general were negative, and indicated that such programs represented
an additional burden on teachers. In addition, the effectiveness of the PLC in these Tatweer
schools was limited by the absence of follow up and ongoing assessment of the PLC
implementation plans, the outcomes of its activities, and the extent to which teachers applied
their learning in classrooms.
In terms of improvement in teaching practices, although participants reported (Q26) that they
were still using traditional teaching methods, many had positive perceptions of the role that the
PLC could play in developing their teaching practices through the exchange of experiences. They
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also believed the PLC could be a sustainable model for improving teaching practices. The
additional insights generated from in-depth interviews in relation to the impact of the PLC on
some teachers’ individual practice and the benefits they obtained from learning from colleagues
are discussed in detail in Chapter 6. However, the qualitative data also indicated that a large
proportion of teachers continued to adopt traditional teaching methods. Other factors
discussed in interviews included the absence of fruitful feedback and continuous follow-up on
initiatives and development programs as well as on the implementation of lessons within the
classroom.
In respect of teachers’ professional learning through the PLC, the results suggest that the
teachers’ interaction, collaborative culture, and collective work had a positive impact. Some
teachers reported that the PLC model in their schools provided them with valuable opportunities
for productive conversations and exchange of experiences regarding their students' learning. At
the same time, teachers identified a number of factors that challenged effective engagement in
PLC activities. These included lack of incentives, excessive workload (24 classes per week), large
class sizes (more than 40 students), weakness of supportive conditions such as incentives and
ongoing encouragement, and an anti-change culture, all of which were seen to constitute
barriers to the improvement of teachers’ professional learning in the PLC model.
The following two chapters describe the results of, respectively, the survey of supervisors and
the in-depth interviews with teachers and supervisors.
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Chapter 5 Data Analysis: Educational Supervisors’ Survey
In this study, quantitative data were collected through surveys of Saudi schoolteachers and their
supervisors, and qualitative data via interviews with a sample from each group and open-ended
survey items. As external monitors, educational supervisors are responsible for teacher
development and improving teaching practice within public schools, including Tatweer schools.
This chapter presents the results of analysis of the educational supervisors’ survey in four
sections: (1) demographic profile; (2) perspectives on the operation of PLCs; (3) perspectives on
teachers’ teaching practices; and (4) perspectives on teachers’ professional learning. The full
survey is included in Appendix B.
The perceptions of supervisors were a valuable additional source of information about the PLC
in Saudi Arabia. As previously mentioned, they supervise and assess all teachers in all public
schools. including Tatweer schools. They are qualified as experts in their discipline and in
assessment of teachers’ performance. These data strengthened the reliability of the findings
because they provided another source of data for the purpose of triangulation, thereby
supporting and confirming the results (Mathison, 1988).
The supervisors’ questionnaire was based on the teachers’ instrument, and it had a statistically
strong reliability score of (α = 0.901). Likert-scale and open-ended items are analysed separately
in this chapter. Frequencies and percentages were used to present the results of analysis of the
quantitative data because the survey was short and uncomplicated. Measures of central
tendency such as means, and standard deviation were also employed. As in the teachers’
survey, open-ended questions allowed participants to expand on their responses. The results of
the individual interviews with supervisors are presented in Chapter 6.
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5.1 Supervisors’ Demographic Characteristics
Table 5.1 shows the demographic characteristics of participating educational supervisors, all of
whom visited Tatweer schools which had implemented the PLC model. Educational Supervision
Offices in Saudi Arabia, like schools, are gender-segregated, hence only male supervisors were
surveyed.
Table 5.1 Characteristics of Participating Supervisors
Background Variable
Gender
City
Supervision’ level

Supervision experience

*Disciplines of expertise

Number of Participants

Only males
Jeddah
Makkah
Primary schools

Percentage (%)

42
40
2
No=5

100
95.2
4.8
Yes=37
Most supervisors
supervise all levels.
Middle Schools
Yes=32 No=10
Most supervisors
supervise all levels.
Secondary schools Yes=35 No=7
Most supervisors
supervise all levels.
0-4 years
14
33.3
5-10 years
13
31.0
11-15 years
4
9.5
16-20 years
9
21.4
more than 21 years
2
4.8
Different disciplines [e.g., maths, Arabic language., history, sciences.
Islamic studies, school administration]
*Theoretical studies (religion, language, Arabic/English, social studies,
physical education), n=21.
*The sciences (maths, chemistry, computer, physics); n=13.
*First classes (years 1,2,3 of primary school), n=5.
*School leadership, n=3.

The vast majority of the participating supervisors (N=42) were from Jeddah (40) with only two
from Makkah. As explained in Chapter 3, Jeddah has more Tatweer schools implementing the
PLC model than Makkah. Under the supervision system in Saudi Arabia, supervisors can oversee
teachers in different school levels. This diversity is reflected in Table 4.1. In addition, the
participants represented different disciplines. Most of them had 10 years or less experience in
supervision, and the majority had extensive previous experience in school teaching
(Abdulkareem, 2001).
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5.2 Supervisors’ Perspectives: Operation of PLC
This section presents the findings relevant to supervisors’ perceptions of the operation of the
PLC model in Tatweer schools. It is based on the data obtained from responses to 8 Likert-type
items (Q6 - Q13) and one open-ended item (Q8). Scale reliability for the entire section was α=
0.788; Mean = 1.99/(4); S.D. = 0.51; n = 42.
Table 5.2 Supervisors’ Perspectives: Operation of PLC

Questions
6. Is the concept of a PLC model to
develop teachers professionally in the
school clear to you?
7. Do you think the idea of a PLC
model to develop teachers
professionally in the school is clear for
principals and teachers?
9. Is there a clear plan/program to
implement PLC in Tatweer schools?
11. Are there regular PLC meetings
periodically and ongoing in the schools
that you supervise?
12. The environment and resources in
Tatweer schools are appropriate to
support PLC implementation to
develop teachers’ teaching skills and
ongoing professional development
13. Are there procedures of
assessment and feedback continuously
for PLC performance?

Frequencies
Number &
Percentage

Yes

Likert- items (4)
To
No
I don’t
some
know
extent
13
3
0
31.0
7.1
0

N
P

26
61.9

N
P

8
19.0

28
66.7

6
14.3

0
0

N
P
N
P

14
34.1
9
21.4

15
36.6
20
47.6

11
28.8
8
19.0

1
2.4
5
11.9

N
P

3
7.1

27
64.3

12
28.6

0
0

N
P

6
14.3

21
50.0

12
28.6

3
7.1

Mean
(SD)
2.55
(0.63)
2.05
(0.58)
2.02
(085)
1.78
(0.92)
1.87
(0.56)
1.71
(0.80)

As shown in Table 5.2, more than half of the supervisors reported that the PLC concept was clear
to them as a new model for improving teaching practices and students’ learning. In the PLC
model, supervisors have overall responsibility for developing and improving the training
programs for all teachers; it is therefore part of their job to oversee such innovations.
Most supervisors believed that the PLC model was also well understood by principals and
teachers, and that there were clear implementation plans. Half of the supervisors reported that
PLC meetings were held regularly at the Tatweer schools ‘to some extent’. However, 11.9%
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indicated that this was problematic for some schools. The relationship between irregular
teacher meetings and improvement in teaching practices was highlighted in the interviews
(Chapter 6) and in some of the open-ended responses.
Around two-thirds of the participants (63.3%) reported that a supportive environment and
resources for supporting the implementation of the PLC model were available in Tatweer
schools ‘to some extent’. In interviews, some supervisors indicated that there were no
differences in the facilities, equipment and incentives available in Tatweer schools and other
public schools (see Chapter 6). Half of the supervisors indicated that PLC feedback and
assessment were present ‘to some extent’ in Tatweer schools. This aligns with the observations
made by some supervisors in the open-ended questionnaire items and in individual interviews
that more follow-up was needed to assess the effectiveness of the PLC model and its impact on
teachers and teaching practices.

Table 5.3 Most Important Roles in the Operation of the PLC
Questions
10. Who identifies the vision, goals and
plans to implement the PLC model in
Tatweer schools?

Frequencies
Number &
Percentage

N
P
N
P
N
P

10-1 Only Tatweer unit
10-2 Principals
10-3 All staff in school

Likert items (2)
Yes

No

19
45.2
5
11.9
24
57.1

23
54.8
37
88.1
18
42.9

As shown in Table 5.3, more than half (57.1 %) of supervisors believed that all staff in Tatweer
schools had the most influential role in identifying the vision, goals and activities associated with
implementing the PLC model. This is consistent with the PLC philosophy, which emphasises the
importance of the entire school community working cooperatively. However, 45.2% of
respondents reported that the Tatweer Unit had control of PLC implementation and had the
most important roles in schools. In contrast with their comments in the open-ended questions
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and in interviews, supervisors’ responses to the questionnaire indicated that the Tatweer Unit
provided Tatweer schools with the overall operational framework for learning communities, as
well as providing basic resources and support in the form of expertise and school staff training
by Tatweer Supervisors. For this reason, supervisors believed that the Tatweer Unit played an
important role in PLC implementation. Only 11.9% believed that school principals had the main
role in determining the mission and goals of the PLC. This is in line with supervisors’ comments
in interviews that principals had limited power and autonomy in Tatweer schools which, coupled
with their extensive administrative responsibilities, may have prevented them from playing a
greater role in PLC implementation.

5.2.1 Operation of PLC: Open-ended Questions
This section of the survey included one open-ended question, Q8, to explore supervisors’
understanding of the PLC model: “What is the purpose of the PLC in Tatweer schools?” A total
of 34 supervisors responded to this question. Most of these agreed that the purpose of the PLC
model in schools was to provide opportunities for teachers to meet and exchange their
experience and expertise to improve teaching practices and learning strategies. They reported
that meetings were held among teachers in the same discipline to discuss the students’
educational issues in general. They also mentioned that another goal of the PLC model was to
foster teachers’ professional development and performance. Five participants explicitly stated
that one of the aims of the PLC was to improve teaching practices and strategies through sharing
of disciplinary expertise. In this context, many supervisors made a clear distinction between “inschool” professional development via the PLC and “outside school” professional development
organised by the Tatweer Unit. They attributed this to the duplication of development programs
within Tatweer schools and the lack of independence of Tatweer schools. In fact, only three
supervisors mentioned a focus on improving students’ outcomes as one of the main aims of the
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PLC meetings, which is contradictory to the PLC philosophy. Some extracts from supervisors’
responses are displayed below:
Supervisor
No.
S19

Comments (English/Arabic)
Q8. What is the intention of PLC at the schools that you supervise?
Raise the teachers’ pedagogical competence and experience that increases their
teaching effectiveness.
ﺧ�ات ﺗ��ﺪ ﻣﻦ ﻓﺎﻋﻠﻴﺘﻬﻢ اﻟﺘﺪر�ﺴ�ﺔ
رﻓﻊ اﻟ�ﻔﺎءة اﻟﺘﺪر�ﺴ�ﺔ ﻟﻠﻤﻌﻠﻤﻦ و�ﻛﺴﺎﺑﻬﻢ ب

S30

Exchanging experiences in specialization and modern teaching strategies to benefit
students.
ت
و�ﺳ�اﺗ�ﺠ�ﺎت اﻟﺘﺪر�ﺲ اﻟﺤﺪﻳﺜﺔ بﻤﺎ �ﻌﻮد ﻧﻔﻌﻪ ﻋ� اﻟﻄﻼب
اﻟﺨ�ات ف ي� اﻟﺘﺨﺼﺺ
ﺗبﺎدل ب

S41

Improving teaching practices.
Improving educational achievement for students.
Finding solutions to the problems facing educational process.
Developing the educational process in schools.
ين
ﺗﺤﺴن اﻟﻤﻤﺎرﺳﺎت اﻟﺘﺪر�ﺴ�ﺔ
ين
ا� ﻟﺪي اﻟﻄﻼب
ﺗﺤﺴن اﻟﺘﺤﺼ�ﻞ اﻟﺪر ي
ت
اﻟي ﺗﻮاﺟﻪ اﻟﻌﻤﻠ�ﺔ اﻟﺘﻌﻠ�ﻤ�ﺔ
ا�ﺠﺎد ﺣﻠﻮل ﻟﻠﻤﺸﺎ�ﻠﺔ ي
ﺗﻄ��ﺮ اﻟﻌﻤﻠ�ﺔ اﻟﺘﻌﻠ�ﻤ�ﺔ

S5

Upgrading students’ level.
ت
اﻟﺮ� بﻤﺴﺘﻮى اﻟﻄﻼب
ي

S29

Developing performance (teaching practices) within the class.
ﺗﻄ��ﺮ اﻻداء داﺧﻞ اﻟﺤﺼﻪ

5.3 Supervisors’ Perspectives: Teaching Practices
This section discusses supervisors’ perspectives on the impact of the PLCs in the Tatweer schools
under their jurisdiction on improvement in teachers' teaching practices. The questionnaire
included three items on this topic which employed a five-point Likert scale of frequency (5 =
Strongly Agree, 4 = Agree, 3 = Neutral, 2 = Disagree, 1 = Strongly disagree) and seven questions
using a five-point Likert scale of frequency (5 = always, 4 = sometimes, 3 = rarely, = 2 never, and
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1 = unsure), as well as one open-ended item for additional comments and suggestions. Scale
reliability for the entire section was α= 0.844; Mean = 3.47/5; S.D. = 0.73; n = 38.
Table 5.4 Supervisors’ Perspectives on Teaching Practices: Frequencies and Percentages
Frequencies
Likert-items (5)
Mean
Number &
Strongly
Agree
Neutral Disagree Strongly
(SD)
Percentage
Agree
disagree
As a result of PLC implementation in Tatweer schools and through your observation of the teachers'
teaching practices in classrooms;
14. There is
N
0
20
9
8
1
improvement and
P
0
52.6
23.7
21.1
2.6
diversity of
teaching's used
3.26
practices and
(0.89)
strategies in
classroom for
teachers in Tatweer
schools.
22. Tatweer schools
N
0
10
13
11
3
provide
P
0
27. 0
35.1
29.7
8.1
technologies,
devices, internet in
2.81
classrooms to
(0.94)
facilitate diversity
teaching practices
and strategies.
23. The PLC model
N
3
19
10
4
2
that is based on the
P
7.9
50.0
26.3
10.5
5.3
school’s community
(all staff) is able to
3.45
develop the
(0.98)
teachers’ teaching
practices
continuously.
Total Missing=4
Questions

As shown in Table 5.4, only half of the participants (52.6%) agreed with the statement in Q14
that the PLC contributed to improvement of teaching practices. None agreed strongly, and the
other responses were more or less equally divided between ‘Neutral’ and ‘Disagree’. However,
more than half (57.90%) agreed that the PLC provided a sustainable model for developing
teachers’ teaching practices (Q23). This suggests that they held a positive view of the ability of
the newly introduced PLC in Saudi schools to effect long-term change in teaching practices.
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In contrast, most disagreed or were neutral in relation to the statement that the resources and
technology provided by Tatweer schools helped to develop diverse teaching practices (Q22).
There was also some confusion (also evident in the teacher survey and in interviews) about
whether the necessary resources were provided by the Ministry or Tatweer because most public
schools have the basic technology and equipment to support learning and education regardless
of whether they are Tatweer schools or not. Overall, these findings appear to indicate that the
resources available in Tatweer schools need to be enhanced, from whatever source, to support
PLC activities and improve teaching practices.
These findings raise important questions about the effectiveness of PLC implementation in
Tatweer schools and its impact on teachers. These concerns were reflected in the supervisors’
comments in the open-ended items and in interviews (see Chapter 6). For example, Supervisor
2 stated in interview that the PLC model in Tatweer schools did not make a clear difference in
relation to teaching practices and indicated (along with Supervisor 1) that PLC implementation
and operational plans needed more attention. Overall, the findings suggest that the supervisors
expected that the PLC model would have a positive impact on the development of teaching
practices but this needed more time and ongoing follow- up.
Table 5.5 displays the responses to the questions about the impact of the PLC model on teachers’
use of modern teaching strategies in classrooms. The majority of supervisors reported that
teachers ‘sometimes’ employed modern, diverse teaching strategies and integrated technology
into their teaching. One exception was the collaborative learning method, which appears to be
better established.
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Table 5.5 Supervisors’ Perspectives on Teachers’ use of Traditional and New Teaching Practices:
Frequencies and Percentages
Questions
15. Teachers implement
lessons by dividing the
students into small
groups to learn and
exchange discussion
amongst them.
16. There is more use of
skills depending on
creativity and critical
thinking and problem
solving for students in
classrooms through
activities, questioning and
plans of lessons daily.
17. Teachers encourage
the students to make
positive evaluation and
criticism of anything in
lesson and exchange
opinions and respect the
other opinions, between
the students.
18. Teachers request
from students some
tasks, light projects,
written reports and
reading of books around
the lesson and
educational topics.
19. Teachers encourage
students to display their
working and projects in
front of their colleagues
using presentation or on
the blackboard.
20. Teachers diversify in
the shape of tasks and
activities in the lesson
based on the differences
and diversity of abilities
and tendencies of
students.
21. There is more usage
of educational technology
in lessons of teachers in
Tatweer’s schools.

Frequencies
Number &
Percentage
N
P

N
P

Always

Likert- items (5)
Sometimes Rarely Never

Unsure

2
5.3

29
76.3

0
0

6
15.8

1
2.6

1
2.6

22
57.9

0
0

14
36.8

1
2.6

Mean
(SD)

3.66
(091)

3.21
(1.07)

N
P

3
7.9

21
55.3

0
0

10
26.3

4
10.5
3.24
(1.24)

N
P

7
18.4

21
55.3

0
0

9
23.7

1
2.6
3.63
(1.12)

N
P

7
18.4

22
57.9

0
0

9
23.7

0
0
3.71
(1.04)

N
P

5
13.2

19
50.0

0
0

11
28.9

3
7.9
3.31
(1.25)

N
P

11
28.9

18
47.4

Total Missing=4
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0
0

7
18.4

2
5.3

3.76
(1.22)

Overall, the findings suggest that the PLC played a limited role in changing teaching strategies
and encouraging different and more diverse practices. In interviews, supervisors provided more
detail on the extent to which traditional and new teaching methods were used in classrooms
(see Chapter 6). For example, teachers used active learning strategies because they had been
instructed to do so by the MOE as part of its efforts to improve teaching practices in all public
schools, including Tatweer schools. Thus, it was not easy to attribute this practice to the PLC
model.

5.3.1 Teachers’ Teaching Practices: Open-ended Questions
Seventeen supervisors commented on the single open-ended item on the impact of PLC
implementation on teaching practices (Q24).
There were two key themes in their responses: suggestions to enhance the effectiveness of the
PLC in this context; and identification of impediments to its success. The suggestions included:
providing a supportive school environment, including the necessary equipment; supporting
teachers to engage in ongoing development of their teaching practices and strategies; and
raising awareness of the PLC concept through training programs and regular follow-up. The
obstacles they identified were: inadequate provision of technology and internet access; and lack
of motivation among some teachers to develop new teaching skills. Addressing these concerns
requires reconsideration of PLC implementation plans, operational policies and supportive
conditions in Tatweer schools.
Supervisor 6 clearly indicated that the Tatweer unit had not been able to make a difference in
its schools to enable better development programs. Supervisor 37 observed that more time was
needed to evaluate the success of learning communities in influencing teachers’ practices. In
interviews, both teachers and supervisors identified some of the critical factors associated with
the effective management of development programs in Tatweer schools, including the PLC
model (see Chapter 6). For example, Tatweer schools did not give staff autonomy in managing
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their programs or provide incentives to encourage them. In addition, the existence of multiple
external sources of decision-making affected the workflow in Tatweer schools. They also
reported a lack of detailed policies for follow-up, evaluation and feedback to identify and
address weaknesses and solve problems, as well as a heavy administrative burden on school
leaders. Some examples of supervisors’ comments are presented below.
Supervisor
No.
S1

Comments (English/Arabic)

Q24. Other comments or suggestions
Preparing the school environment before the implementation starts, leads to great
results.
ﺗﮭﯾﺋﺔ اﻟﺑﯾﺋﺔ اﻟﻣدرﺳﯾﺔ ﻗﺑل اﻟﺑدء ﺑﺎﻟﺗطﺑﯾﻖ ﯾؤدي ﻟﻧﺗﺎﺋﺞ راﺋﻌﺔ ﺟدًا

S19

The limited resources of some schools and the lack of motive of some teachers are an
obstacle to achieving the desired goals.
ﺿﻌف إﻣﻛﺎﻧﺎت ﺑﻌض اﻟﻣدارس وﻋدم اﻟداﻓﻌﯾﺔ ﻟدى ﺑﻌض اﻟﻣﻌﻠﻣﯾن ﺗﻣﺛل ﻋﺎﺋﻖ ﻟﺗﺣﻘﯾﻖ اﻷھداف اﻟﻣﻧﺷودة

S36

The lack of potential in many schools, including the speed of the Internet.
ﻗﻠﺔ اﻻﻣﻛﺎﻧﯾﺎت ﻓﻲ ﻛﺛﯾر ﻣن اﻟﻣدارس وﻣﻧﮭﺎ ﺳرﻋﺔ اﻻﻧﺗرﻧت

S40

I believe that the culture of learning communities needs to create distinctive models in
application as well as highly motivated cadres.
اﻋﺗﻘد أن ﺛﻘﺎﻓﺔ ﻣﺟﺗﻣﻌﺎت اﻟﺗﻌﻠم ﺗﺣﺗﺎج إﻟﻰ ﺧﻠﻖ ﻧﻣﺎذج ﻣﺗﻣﯾزة ﻓﻲ اﻟﺗطﺑﯾﻖ وأﯾﺿﺎ ﻛوادر ذات داﻓﻌﯾﺔ ﻋﺎﻟﯾﺔ

S6

The Tatweer unit was not able to shape the schools that follow the program clearly.
Administrative staff not serious in empowering the program.
The decline in financial support for schools in question has failed to expand the
application of many programs within the school.
Education departments have not contributed to the success of the program due to the scarcity of teachers and financial allocations
ﻟم ﺗﻣﻛن وﺣدة ﺗطوﯾر اﻟﻣدارس ﺑﺷﻛل واﺿﺢ ﻓﻲ رﺳم ﻣﻌﺎﻟم اﻟﻣدارس اﻟﺗﺎﺑﻌﺔ ﻟﻠﺑرﻧﺎﻣﺞ
 اﻟﻛوادر اﻹدارﯾﺔ اﻟﻣدرﺳﯾﺔ ﻏﯾر ﺟدﯾﺔ ﻓﻲ ﺗﻣﻛﯾن اﻟﺑراﻣﺞ اﻧﺣﺳﺎر اﻟدﻋم اﻟﻣﺎﻟﻲ ﻟﻠﻣدارس ﻣﺣل اﻟﺗﺟرﺑﺔ أﻓﺷل اﻟﺗوﺳﻊ ﻓﻲ ﺗطﺑﯾﻖ اﻟﻌدﯾد ﻣن اﻟﺑراﻣﺞ داﺧل اﻟﻣدرﺳﺔ ادارات اﻟﺗﻌﻠﯾم ﻟم ﺗﺳﮭم ﻓﻲ إﻧﺟﺎح اﻟﺑرﻧﺎﻣﺞ ﻟﻧدرة ﺗوﻓﯾر اﻟﻣﻌﻠﻣﯾن واﻟﻣﺧﺻﺻﺎت اﻟﻣﺎﻟﯾﺔ-

S37

PLCs were only applied in some schools at the beginning and were approved. More
time is needed to judge the quality of its output.
وﺗﺣﺗﺎج ﻣزﯾد ﻣن اﻟوﻗت ﻟﻠﺣﻛم ﻋﻠﻰ. ﻟم ﺗطﺑﻖ ﻣدارس ﺗطور ﺳوى ﻓﻲ ﺑﻌض اﻟﻣدارس ﻓﻲ اﻟﺑداﯾﺔ وﻻن ﺗم اﻋﺗﻣﺎدھﺎ
ﺟودة ﻣﺧرﺟﺎﺗﮭﺎ
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5.4 Supervisors’ Perspectives: Teachers’ Professional Learning
This section of the questionnaire contained nine Likert-type items to obtain supervisors’
perspectives on the impact of the PLC model on teachers’ professional learning in Tatweer
schools. Q25 used a four-point Likert scale (4 = Very Effective, 3 = Moderately Effective, 2 = Not
effective, 1 = Unsure). Q25 used a five-point Likert scale (5 = Excellent, 4 = Very Good, 3 = Good,
2 = Poor, 1 = Unsure). Q27, Q28 and Q29 used a five-point Likert scale (5 = Strongly Agree, 4 =
Agree, 3 = Neutral, 2 = Disagree, 1 = Strongly disagree). Q30, Q31, Q32 and Q33 were the openended items. Scale reliability for the entire section was α= 0.721; Mean = 3.33/5; S.D. = 0.64;
n=33.
As shown in Table 5.5, Q 25 more than half of the supervisors (54.5%) reported that the PLC was
‘moderately effective’ in developing teachers’ professional learning in Tatweer schools (Q25).
However, a majority indicated that the PLC model had the potential to provide a sustainable
approach to developing teachers’ professional learning (Q29). These findings suggest that
supervisors perceived that the effectiveness of the PLC was currently limited by the conditions
under which learning communities were operating, but that there was clear potential for them
to do more.
In relation to collaboration among teachers, around a third of supervisors agreed that teachers
were collaborative, but 60% were neutral or disagreed. This indicates that some supervisors
were concerned that teachers lacked the collaborative skills necessary for them to engage in
learning activities in the PLC. This view was expressed in interview by Supervisor 2, and suggests
that further encouragement or training might be needed to develop a collaborative teaching
culture.
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Table 5.6 Supervisors’ Perspectives on Teachers’ Professional Learning: Frequencies and
Percentages
Questions

Frequencies
Number &
Percentage

Very
Effective

Likert-items (4)
Moderately
Not
Effective
effective

Unsure

Mean
(SD)

As a result of PLC implementation in Tatweer schools and through your experiences in teachers'
professional learning and development:
25. What is
N
4
18
9
2
effectiveness of
P
12.1
54.5
27.3
6.1
2.73
the PLC model to
(076)
develop the
professional
learning of the
teachers in
Total Missing=9
Tatweer schools?
Frequencies
Likert- items (5)
Mean
Questions
Number
Excellent Very Good
Good
Poor
Unsure
(SD)
Percentage
26. Do teachers
N
16
0
6
10
1
have the selfP
48.5
0
18.2
30.3
3.0
efficacy to
3.12
participate in the
(0.96)
educational
content and
themes to assist
Total Missing=9
their professional
learning in PLC
meetings?
Frequencies
Likert- items (5)
Mean
Questions
Number &
Strongly
Agree
Neutral Disagree Strongly
(SD)
Percentage
Agree
disagree
27. Do teachers
N
0
14
10
10
0
collaborate
P
0
41.2
29.4
29.4
0
positively in PLC
meetings to
3.12
provide better
(0.84)
professional
learning and
development for
them?
28. Should outside
N
9
21
2
2
0
expertise to assist
P
26.5
61.8
5.9
5.9
0
4.09
professional
learning be better
(0.75)
used in Tatweer
schools?
29. Do you think
N
5
18
5
2
4
The PLC model
P
14.7
52.9
14.7
5.9
11.8
that based on
school’s
community (all
3.53
staff) is able to
(1.19)
develop the
teachers'
professional
learning
continuously
Total Missing=9
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In response to the item on teachers’ self-efficacy (Q26), around half of the supervisors (48.5%)
reported that teachers saw themselves as capable of engaging in PLC meetings to enhance their
learning. By way of contrast, a majority reported that it was still important to outsource
expertise to support teachers’ learning through PLC meetings (Q28). This underscores the results
shown in Table 5.3, namely, that supervisors perceived the need for distinctly different types of
professional learning in PLCs: teachers can support each other inside their school, but external
experience continued to play an important role in enhancing knowledge. In interviews,
Supervisor 1 indicated that the PLC was an ideal in-school setting for input from educational
supervisors or other external experts, while Teachers 4 and 5 believed that visits from
distinguished teachers in other schools would be valuable for everyone.

5.4.1 Teachers’ Professional Learning: Open-ended Questions
Four open-ended items (Q30, Q31, Q32, Q33) addressed issues associated with teachers’
professional learning.
Q30, ‘What is the most valuable thing about the PLC model in schools’, attracted 19 responses.
Most participants agreed that some elements of the PLC model could provide valuable support
for teachers’ learning within schools. These included collaborative work and involvement of the
whole school community; a collaboration culture; a focus on collective inquiry to enhance
knowledge; exchange of expertise; and actuating an ongoing process of learning and
development of teaching practices. These elements align with the literature on the concept of a
professional learning community (DuFour et al., 2008; Hord, 1997). Some examples of
supervisors’ responses are presented below:
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Supervisor
No.
S1

Comments (English/Arabic)
Q30. What is the most valuable thing about the PLC model in schools?
The engagement of the whole staff from the principal to the teacher.
ﻣﺸﺎرﻛﺔ اﻟﺠﻤﻴﻊ ﻣﻦ اﻟﻘ�ﺎدة اﻟﻤﺪرﺳ�ﺔ ت
ﺣى اﻟﻤﻌﻠﻢ

S3

Sharing, partnership and consultation.
اﻟتﺸﺎرك و اﻟتﺸﺎور

S6

Build homogeneous work teams within the schoolwork system.
�اﻟﻤﺪر
ﺑﻨﺎء ﻓﺮق ﻋﻤﻞ ﻣﺘﺠﺎ�ﺴﺔ داﺧﻞ ﻣﻨﻈﻮﻣﺔ اﻟﻌﻤﻞ
ي

S7

Cooperative work, learn for life, extrapolation of problems and obstacles before they
occur and searching for the solutions.
ن
 اﺳﺘﻘﺮاء اﻟﻤﺸكﻼت واﻟﻤﻌﻮﻗﺎت ﻗبﻞ ﺣﺪوﺛﻬﺎ واﻟبﺤﺚ ﻋﻦ ﺣﻠﻮﻟﻬﺎ،  اﻟﺘﻌﻠﻢ ﻣﺪى اﻟﺤ�ﺎة، اﻟﺘﻌﺎوى
اﻟﻌﻤﻞ
ي

S21

Sustainability, Initiative.
 اﻟﻤبﺎدرة، اﻻﺳﺘﺪاﻣﺔ

S24

Exchange of experiences.
اﻟﺨ�ات
ﺗبﺎدل ب

S27

Focus on search, looking for joint knowledge.
ت
ت
اﻟ� ي ف
اﻟﻤﺸ�ﻛﺔ
ﻛ� ﻋ� اﻟبﺤﺚ ﻋﻦ اﻟﻤﻌﺮﻓﺔ

S36

Teaching method and active learning.
ﻃ��ﻘﺔ اﻟﺘﺪر�ﺲ واﻟﺘﻌﻠﻢ اﻟنﺸﻂ

Eighteen supervisors responded to Q31, which asked about the role of Tatweer in encouraging
the implementation of the PLC model in its schools. They highlighted the role of Tatweer in
providing a range of supports, including training courses, incentives and facilities, and
emphasised the importance of ongoing follow up in all schools, including PLCs. Two commented
that there was a lot of theoretical discussion without consideration of the actual practice in
schools. Ongoing follow up, clear plans and supportive conditions were also identified in
interviews as necessary to ensure the success of the PLC model (see Chapter 6). Extracts from
the open-ended items are displayed below:
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Supervisor
No.

S1

S7

S8

S24

S34

Comments (English/Arabic)
Q31. What is the useful role that Tatweer can play in encouraging the PLC model in
schools?
Implementing training courses for teachers inside and outside the school.
يف
ﻟﻠﻤﻌﻠﻤن داﺧﻞ وﺧﺎرج اﻟﻤﺪرﺳﺔ
ﺗﻨﻔ�ﺬ اﻟﺪورات اﻟﺘﺪر�ب�ﺔ
Theorising and limited motivational role.
يف
وﺗﺤﻔ�ي ﻣﺤﺪود
ﺗﻨﻈ�ي
دور ي
The continued follow-up and effective training courses
ﻣﺘﺎبﻌﺔ اﻟﻤﺴﺘﻤﺮة واﻟﺪورات اﻟﺘﺪر�ب�ﺔ اﻟﻔﻌﺎﻟﺔ
Theorising without touching reality.
اﻟﺘﻨﻈ� دون ﻣﻼﻣﺴﺔ اﻟﻮاﻗﻊ
ي
Monitoring and follow-up
اﻟﻤﺮاﻗبﺔ واﻟﻤﺘﺎبﻌﺔ

S37

Providing schools with training bags, and meeting the actual needs and providing
assistive means.

S26

Provide incentives and rewards while providing teachers with requirements, needs,
tools and professional development tools.

 ي ن/ ﺗﺰو�ﺪ اﻟﻤﺪارس بﺎﻟﺤﻘﺎﺋﺐ اﻟﺘﺪر�ب�ﺔ
ﺗﺄﻣن اﻻﺣﺘ�ﺎﺟﺎت واﻟﻮﺳﺎﺋﻞ اﻟﻤﺴﺎﻋﺪة

ئف
يف
ﻟﻠﻤﻌﻠﻤن
وﺟﻮد اﻟﺤﻮاﻓﺰ واﻟﻤكﺎﻓﺌﺎت ﻣﻊ ي
ﺗﻮﻓ� ﻣﺘﻄﻠبﺎت واﺣﺘ�ﺎﺟﺎت وادوات ووﺳﺎﺋﻞ اﻟﺘﻄ��ﺮ اﻟﻤﻬ ي

Twenty supervisors responded to Q32, which focussed on the role of teachers in the successful
implementation of the PLC model in their schools. They emphasised the importance of school
principals and teachers accepting the need for change and adopting this new culture of learning
based on shared commitment and collaboration in PLCs if the desired improvements in teaching
practices and students’ learning and outcomes were to be achieved. It was clear from their
responses that change in attitudes and culture was crucial for the ability of teacher development
programs to implement the new requirements. Some examples are shown below.

154

Supervisor
No.

Comments (English/Arabic)

S1

Q32. What is the important role of teachers in encouraging the PLC model in
schools?
Conviction - firstly to believe in the models of professional learning communities
within schools.
ً
اﻻﻗﺘﻨﺎع أو� ﺑﻨﻤﺎذج ﻣﺠﺘﻤﻌﺎت اﻟﺘﻌﻠﻢ داﺧﻞ اﻟﻤﺪارس

S7

Handling professionally with the PLC model.
ت
واﺣ�اف
اﻟﺘﻌﺎ� ﻣﻊ اﻟﻨﻤﻮذج بﻤﻬﻨ�ﺔ
ي

S8

Seriousness in implementation.
اﻟﺼﺪق ف ي� اﻟﺘﻄﺒﻴﻖ واﻟﺠﺪ�ﺔ

S26

Cooperation and respond to the goals to be achieved.
اﻟﺘﻌﺎون واﻻﺳﺘﺠﺎبﺔ ﻟﻼﻫﺪاف اﻟﻤﻄﻠﻮب ﺗﺤﻘ�ﻘﻬﺎ

S37

Conviction of what they are doing.
اﻟﻘﻨﺎﻋﺔ بﻤﺎ �ﻘﻮﻣﻮن بﻪ

Finally, 10 supervisors responded to the request for additional comments and suggestions (Q33).
Their suggestions for ensuring the success of the PLC model included: increasing training
programs, promoting the cultural underpinning of the project in as many ways as possible,
encouraging useful incentives, and considering a reduction in teachers’ workload. They also
identified problems associated with the lack of coordination in the implementation of various
education policies and development programs at the same time as PLCs were being introduced.
This created confusion among teachers and school principals and could do more harm than good
(e.g., S39). They also emphasised the need for more work to be done to change the prevailing
traditional culture of some educators (e.g., S8).
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Supervisor
No.
S19

Comments (English/Arabic)
Q33. After section - professional learning [Other comments or suggestions]
Reducing the burden on teachers.
يف
اﻟﻤﻌﻠﻤن
�ﺗﺨﻔ�ﻒ اﻷﻋبﺎء ﻋ

S7

Handling professionally with the PLC model.
ت
واﺣ�اف
اﻟﺘﻌﺎ� ﻣﻊ اﻟﻨﻤﻮذج بﻤﻬﻨ�ﺔ
ي

S28

To engage in PLC there are necessary requirements such as:
-Increasing teacher training.
-Increasing incentives and enhancement (encouragement)
-the workload of classes must be convenient
An outstanding PLC team of teachers should be appreciated and given more
points of support in its job.
ﻧﻤﻮذج اﻟﺘﻌﻠﻢ ﻋﻦ ﻃ��ﻖ ﻣﺠﺘﻤﻌﺎت اﻟﺘﻌﻠﻢ اﻟﻤﻬﻨ�ﺔ
 ﺗﺤﺘﺎج ﻓﻘﻂ:
ين
اﻟﻤﻌﻠﻤن
ز�ﺎدة ﺗﺪر�ﺐ.
ز�ﺎدة ﺗﻌ��ﺰ ﻟﻪ.
ﻧﺼﺎب ﺣﺼﺺ ﻣﻌﻘﻮل.
ف
يف
اﻟﻤﻌﻠﻤن
ﻟﻠ�ﻧﺎﻣﺞ ﻧﻘﺎط ﻗﻮة ي� ﻣﺮاﺗﺐ
�ﻤﻨﺢ اﻟﻔ��ﻖ اﻟﻤﻨﻔﺬ ب

S8

Promoting the culture of this project ‘PLC’ in all possible ways.
�� ﺛﻘﺎﻓﺔ ﻫﺬا ث
ث
اﻟﻤ�وع بكﻞ اﻟﻄﺮق اﻟﻤﻤﻜﻨﺔ

S39

There are many programs implemented and similar for development, which
makes teachers and school leaders look for the external image in the programs
and disregard their content.
� اﻟ�اﻣﺞ
ين
اﻟﻤﻌﻠﻤن وﻗﺎدة اﻟﻤﺪرﺳﺔ ﻳبﺤﺜﻮن ﻋﻦ اﻟﺼﻮرة اﻟﺨﺎرﺟ�ﺔ
ﻛ�ﺗﻬﺎ ﻣﻊ �ﺸﺎﺑﻬﻬﺎ ﻣﻤﺎ �ﺠﻌﻞ
�ﻌ�ﺐ ﻋ� ب
ض
اﻟ�اﻣﺞ و�ﻏﻔﺎل ﻣﻀﺎﻣﻴﻨﻬﺎ
ي� ب

5.5 Summary
The educational supervisors who participated in the survey indicated that they were familiar
with the PLC concept as a new culture for school community-based teachers’ professional
learning, and they believed the concept was equally clear to principals and teachers. They
identified the purpose of these learning communities as allowing teams of teachers to meet and
exchange experiences and ideas to improve teaching practices, which would in turn be positively
reflected in improvement in students’ learning. Supervisors reported that all school staff, as well
as the Tatweer unit, played a significant role in implementing the PLC in schools (Q10), and that
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there were operational plans for the PLC in Tatweer schools (Q9). However, half of the
participants reported that regular PLC meetings were held only ‘to some extent’. The responses
to the open-ended questions also suggested that some aspects of implementation were less
than optimal.
Similarly, the survey results indicated that the supportive conditions for PLCs, as well as followup and assessment, only supported PLC implementation in Tatweer schools ‘to some extent’.
This was in line with the qualitative data from the open-ended questions, where supervisors
reported the need for more serious plans, more supportive conditions and facilities, ongoing
follow up, and training courses for teachers.
In relation to teaching practices, most of the participating supervisors reported that teachers in
Tatweer schools only ‘sometimes’ used new teaching strategies such as collaborative learning,
creative thinking, and learning through innovative projects and diverse activities. At the same
time, they believed that the PLC model could provide a sustainable means of developing
teachers’ teaching practices. In this context, some comments suggested that more time was
needed to achieve this potential.
In relation to teachers’ professional learning through the PLC, most of the supervisors reported
that the PLC was ‘moderately effective’, although they held positive views about collaborative
culture and teachers’ self-efficacy. They emphasised the importance of school administrators’
belief in a culture of change to support development activities in the school, ensure ongoing
follow-up, and provide continuous encouragement. Teachers’ high workload and lack of
incentives were perceived as obstacles to the success of the PLC and other development
programs in achieving their goals.
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Chapter 6 Qualitative Data Analysis: Interviews with Teachers and
Supervisors
This chapter presents the results of analysis of the qualitative data obtained from interviews
conducted by the researcher with teachers and supervisors who had completed the online
survey and agreed to participate in individual interviews. The purpose of the interviews was to
generate deeper insight into the impact of the professional learning community (PLC) on
teachers, with specific focus on improvement of teaching practices and teachers’ professional
learning in Tatweer schools in Jeddah. Of the seven teachers who volunteered, two were from
primary schools, two from middle schools and three from secondary schools. Interviews were
also conducted with three education supervisors from three different Offices of Supervision,
who visit teachers in all public schools, including Tatweer schools, to obtain their perspectives
as experts on the PLC model at Tatweer schools and its impact on improving teachers’ teaching
practices and professional learning. All participants were from different disciplines, and half of
them had more than 20 years’ teaching experience.
As described in Chapter 3, the interview data were analysed in three phases to identify the key
themes. In the first stage, all data were read, linked to the approximately 40 questions in the
interview schedule and grouped into three main categories that represented participants’
perceptions of the PLC concept, its goals and its impact on teachers: positive, negative, and
other. This process provided an overview of the data as a whole and helped to guide further
analysis.
In the second phase, all data were re-read to identify and code more relationships and generate
themes related to the PLC concept and its implementation in the participating schools. This
procedure identified around 40 themes that clustered around the main research aims: (1) the
operation of the PLC in schools and who was in control of this; (2) changes to teachers’ teaching
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practices; and (3) teachers’ professional learning through the PLC. In the final stage, all emerging
themes were re-sorted and classified under the following clusters and categories:
(1) PLC Control, which had four categories: PLC concept and meetings; control of PLC meetings;
leadership and support; and PLC feedback, follow-up and assessment.
(2) Teaching Practices.
(3) Teachers’ Professional Learning.
PLC Control was identified as an emerging theme in these three clusters and provided a new
way of looking at perceptions of PLCs, that is, who or what controlled the PLC events. Tables 6.1
and Table 6.2 display the results of this analysis for teachers and supervisors, respectively.
The following section presents the results of the analysis of the teachers’ data under the three
main clusters.
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Table 6.1 Teachers’ Responses by Themes, Categories and Clusters
No.

Cluster

Category

Themes

PLC Concept and
Meetings

PLC Meeting Control

1

PLC Control
(Operation of the
PLC in schools)

Leadership and
Support

PLC Feedback, Followup and Assessment

2

Teaching
Practices
(How to Teach)

3

Teachers’
Professional
learning
(How to Learn to
Teach)

PLC definition (12), PLC meeting
intent/agenda (32), PLC common
vision, goals, sharing (9), PLC Time
(17), Tatweer’s support (12).
Total=82
PLC Imposed (3),
PLC meetings’ most influential roles
[Teachers’ role (3), First Teacher’s
role (5), principal’s role (2), Tatweer
supervisor’s or educational
supervisor’s role (1)].
Total=14
Leadership & Supportive conditions
(24), Autonomy & Empowerment
(4)
Total=28
PLC meetings/
Feedback/Subsequent meeting
decisions (14), Follow-up/ Tatweer
supervisor’s or educational
supervisor’s role (1), Assessment &
Follow-up (25), General educational
policy (6).
Total=46
PLC meetings’ content/ focus on
students (17),
PLC Content/ focus on teaching
strategies (13), Teaching practices
improvement (21), Traditional &
new teaching (25), Integrating
technology into teaching (8).
Collaboration culture and sharing
teachers’ practices in PLC (17),
Interaction/ Isolation/ Teachers’
motivation (7), Teachers’ collective
inquiry (8), Teachers’ professional
learning and development methods
(47), Teacher’s self-efficacy & trust
and acceptance criticism (27),
Sustainable teachers’ professional
learning (6), External
expertise/Teachers’ professional
learning (11), Change resistance (4),
Teachers’ needs & challenges (24).

Total of teachers = 7
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No. of
Mentions

170

84
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6.1 Analysis of Teachers’ Interview Data
As shown in Table 6.1, the most frequent responses related to PLC control (170 mentions),
followed by Teachers’ Professional Learning (151 mentions) and Teaching Strategies (84
mentions).

6.1.1 PLC Control
The cluster ‘PLC Control’ is related to the operation of the PLC in schools and is divided into four
categories: PLC concept and meetings; PLC meeting control; leadership and support; and PLC
feedback, follow-up and assessment. Each category comprises a number of themes that reflect
the teachers’ diverse perceptions about the control of PLC implementation in Tatweer schools.
These themes are discussed in detail in the following sub-sections.

6.1.1.1 PLC concept and meetings
This category emerged from the more general concept of the PLC, and includes teachers’
references to PLC definition, PLC meeting intent and agenda, PLC common vision, goals, PLC
meeting times, and Tatweer’s support of the operation of the PLC in schools.
PLC definition
Most of the teacher participants indicated that the PLC is a meeting to exchange experiences
among teachers in the same discipline, such as the Maths team, or the Arabic Studies team.
They also reported that the PLC concept was a positive initiative, and it was clear to them what
it was trying to achieve. While teachers were involved in teams according to their specialty, it
appears that some meetings under the PLC concept were held for supervisor-teachers (head
teachers) of different specialisations or departments, such as Grade 1 teachers, to discuss
students’ issues and curriculum-related matters (Teachers 1, 3 and 4). It is also apparent that
the main focus in PLC meetings s was on students’ learning. Some teachers’ responses are
reproduced below.
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T1: To exchange and transfer the experiences among the team members of teachers, otherwise, first
teachers (head teachers) may meet together to discuss some common matters for the benefit of
students.
T6: PLC is to discuss a problem facing students by teachers in the same specialty.
T7: PLC is a place to transfer knowledge between teachers (same specialisation) to serve students.
T3: PLC is meetings as a team, either department heads or in the same teachers' specialisation, to
discuss school development issues or related to students.
T4: It is to meet with the team members who have the same specialty or department as you; to express
their views about the problems and difficulties you encounter as a teacher, be it on curriculum level or
classes level. The overriding objective is undoubtedly to focus on student achievement, which is
paramount.

Theoretically, teachers in Tatweer schools agreed with the philosophy of the PLC concept in
terms of meeting as one team to exchange experiences, including collective inquiry to support
students’ learning and achievement, as indicated in research (DuFour et al., 2008; Stoll et al.,
2006a). It was considered a significant starting point in the concept of learning communities in
Tatweer schools. However, although the teachers’ definitions focused on the accepted
philosophy of the PLC, it is also important to consider this in relation to their perceptions of who
controlled the meetings and how this related to the PLC concept.
PLC meeting intent and agenda
All teachers agreed that the PLC meetings focused on students’ learning needs and the
difficulties that they faced in learning and curriculum. Teachers emphasised student learning by
using words such as “problems”, “difficulties”, and “weaknesses”, which might indicate that the
meeting agendas revolved around addressing these weaknesses and solving problems that
affected students’ learning. Thus, the meetings were mainly controlled by student needs as
identified by various stakeholders in the school. For example:
T5: PLC processes are similar to strengthening and supporting weakness points for students to raise
[strengthen] their achievement.
T7: Topics that are related to the student, and we focus on the weakness points.
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Teachers also indicated that PLC meetings were often mere formalities, characterised by routine
and increased paperwork rather than quality content and serious planning. The prioritising of
routine and paperwork, which seemed to come from Tatweer, could be seen as a form of control
over the PLC agenda. For example:
T3: Yes. PLC is excellent if there is follow-up, data extraction, and activating results, but in the current
position, it is just a formality [of] work and routine more than meaningful learning and discussion, and
that's why it is weak.
T2: PLC meetings are based on-demand or need.
T7: The formalities and paperwork increase the work in professional learning communities more than
content.

PLC meeting time
There also appeared to be a lack of regular allocated time for PLC meetings and activities in the
school schedule, and an absence of clear and detailed operational plans for implementing the
PLC model during the school year. Some examples of participants’ responses:
T1: Time, classes time, identify PLC meetings times, all those are unsuitable. There is a need to set an
allotted time in the school schedule for PLC meetings. It must set a certain class per week for the
meeting to be attended by all teachers. Also, reducing teachers’ workloads to encourage them.
T 2: There is no allocated time for PLC. So, it depends on teachers’ non-teaching time and compatibility
with them. Some timing is not suitable for teachers because the teacher says this available time for the
meeting is my only free time, and he wants to rest a little. I mean, it is possible that he will not
participate because of those stresses and lack of regulation, so sometimes we do not meet due to the
incompatibility of the time of PLC meetings with the appropriate time among the teachers.

Teachers saw these factors as significant obstacles to effective PLC implementation, which
prompted them to make suggestions for improvement in the implementation of the PLC and its
role in Tatweer schools. For example:
T1: When the PLC is given more attention and support in implementation, it will be more effective and
positively reflect teachers. Because meeting a team of teachers on a regular and planned basis will be
extremely useful.
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T4: Certainly, it will develop us according to the kind of content to be handled. If we make professional
communities in order to serve the Tatweer Unit [i.e., paperwork and formalities] there will be no
progress. But if the target of the community is developing the teachers, like practices and teaching
strategies, or as to say we have a problem, the curriculum or a problem of students’ outcomes and so
on, there will be professional learning and progress.

PLC common vision, goals and sharing
Teacher 1 reported that the general PLC framework was developed by the Tatweer Unit. Teacher
2 stated that the first teacher in the Tatweer school played a key role in clarifying the common
vision and goals of the PLC for all teachers. Overall, however, participants endorsed the view
that teachers shared a common vision of the PLC and its goals, including identifying their
students’ learning problems as the focus of discussion in meetings. This reflects a dominant
theme that emerged throughout the study, namely, that there are different views about how
things should be planned and coordinated and who was responsible for doing so.
In contrast, Teacher 2 reported that the PLC culture was still weak among the school community
members, which could be seen to raise some questions about the extent of a shared vision of
the culture of a learning community. The results did not clearly indicate the nature of the
common vision, whether there were clear objectives for such a vision based on the culture of
PLCs, and whether teachers were included in building that vision to enable them to commit to
it more strongly and achieve its purposes. This issue recurs in the later discussion of other
themes.
Tatweer’s support
As explained in Chapter 1, Tatweer schools are government schools under the supervision of the
Tatweer Unit that have been designated to implement specified educational development
programs. Most participants reported that Tatweer schools were no different from other public
schools in terms of supportive conditions, equipment and facilities, as well as in relation to their
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autonomy in the implementation of educational and teacher development programs, including
PLCs

6.2.1.2 PLC Meeting Control
PLC control over meetings involved several themes, including the roles of teachers, first
teachers, principals and supervisors in the operation of the PLC.
Imposition of PLC meetings
Teacher 1 and Teacher 4 reported that some teachers may refuse to participate in PLC meetings
and activities when they have been imposed on them. This suggests that some teachers believed
it was important for them to be involved in decision-making in regard to proposed teacher
development programs.
Most influential roles in PLC meetings
Participants identified different stakeholders—teachers, first teachers, principals, the Tatweer
supervisor, or the educational supervisor—as having the most influential role in PLC meetings.
Most of them reported that the first teacher (discipline leader) had the most control over PLC
meetings. They reported that the first teacher was mainly in charge of the learning meetings
and activities of the PLC. This is consistent with the results of several sections of the teachers’
survey (Chapter 4). Teachers identified themselves as the most influential of the agents in
developing PLC programs, and also identified principals as key figures in establishing PLCs. The
following extracts provide some clarification:
T2: The first teacher plays a key role to clarify common vision and goals of PLC for all teachers.
T6: The first teacher … manages the PLC meeting.
T7: The first teacher (head-teacher) … records the following decisions of PLC meeting in the meeting
minutes.
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6.2.1.3 Leadership and Support
Leadership and support contained two themes related to control of the PLC: leadership and
supportive conditions; and autonomy and empowerment.
Leadership and supportive conditions
The majority of teachers agreed that the principal played a significant role in supporting the
implementation of PLCs in schools, which is consistent with findings from previous research
(Fullan, 2006; Hallam, Smith, Hite, Hite & Wilcox, 2015). However, some responses suggested
that school principals may need to improve their skills to deal with the new culture and the
diversity of teachers’ development programs. For instance, some participants reported that
teachers need more ongoing encouragement and motivation from school leaders in order to
effectively engage them in PLC activities. This would involve providing an attractive school
environment and appropriate supportive conditions, such as a reduction in their high teaching
and administrative workloads, appropriate scheduling, and the offer of more incentives. They
pointed out that the pressures of everyday school requirements could negatively influence
teachers’ motivation to engage in learning communities in school. For example:
T1: There is a heavy work burden, so, there is no attractive environment for the teacher. Teachers must
be encouraged.
T2: But with his work pressures such as workload of lessons and additional schoolwork, he cannot meet
with the team in the PLC … The role of a principal in school is important to support PLC work.
T3: Yes, the principal supports teachers with the PLC, but he does not follow up on everything.
T7: Not appreciating the teacher affects his motivation and desire to engage in PLCs or other [programs]
... The teacher needs appreciation and motivation.

On the other hand, some teachers commented that multiple policies and decisions from various
government agencies presented a major challenge for teachers’ work. Tatweer schools are
required to follow guidelines and instructions from the Tatweer Unit, the MOE (through the
Department of Education in the district), and the supervision centre. This creates confusion and
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increases the work pressures on teachers. Such conditions may overshadow the successful
implementation of PLCs in Tatweer schools. For example:
T1: Yes, there is a contradiction between the supervision centre and the Tatweer Unit, they do not look
at the needs of Tatweer schools before other schools because of the program in Tatweer.
T7: Many programs [are] applied at the same time (PLC from Tatweer, active learning from MOE).

Autonomy and empowerment
As elements of school culture, autonomy and empowerment play an essential role in schools’
efforts, particularly in relation to effecting the culture change required to implement school
community-based teacher development programs such as PLC (Hargreaves & Fullan, 2012).
Some participants reported that teachers in Tatweer schools did not have sufficient autonomy
over the curriculum, and that the school principal was not empowered to adapt external
instructions and programs to the needs and conditions of his school or to provide incentives or
reduce teachers’ workload. Some examples of participants’ responses:
T2: Yes, the best support from the principal is to determine the location of the meetings. Regarding
reducing the number of classes [workload] of teachers and other supportive financial needs is difficult,
and his role [principal] is limited.
T5: There is duplication from Tatweer Unit and the Educational Supervision centre in terms of
schoolwork and the burden on teachers .... yes, we prefer that Tatweer schools are separate and
independent from other public schools; it is assumed that Tatweer Unit is the basis of work.
T7: We have no powers, and we are obliged only to use the textbooks.

As previously mentioned, several educational institutions are sources of decision-making in
Tatweer schools, which remain under the central education system (MOE) but also under the
supervision of a Tatweer unit. Teachers stated in interview that there was no difference between
Tatweer schools and other government schools in relation to policies, school systems, and
facilities. This might indicate a lack of power and control over decision-making at the school
level, which would influence PLC implementation and the adoption of a new school culture
based on the concept of a learning community.
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6.2.1.4 Feedback, Follow-up and Assessment
The themes in this category related to feedback and decision-making, the role of the Tatweer
supervisor/educational supervisor, follow-up, assessment, and general education policy.
Feedback and decision-making
Feedback is usually identified as a useful indicator of the impact of a program on teachers and
their subsequent classroom practices (Archer et al., 2016). In this study, participants commented
positively on the feedback from their discussions and exchanges on various topics in learning
meetings. Some reported that the first teacher wrote up the recommendations from each
meeting in the minutes, which were sent to the school principal or a Tatweer supervisor.
There were differences in participants’ accounts of how (or whether) decisions made in
meetings were followed up through implementation in the classroom. Some reported that
teachers worked to implement the recommendations from the PLC meetings, while others
indicated that there was little if any effective follow up or ongoing assessment of the outcomes
of learning meetings. For example:
T1: The following response after PLC meeting is positive and the Tatweer supervisor sometimes provides
feedback about PLC meetings. However, the problem [is that] some teachers don’t apply what they’ve
learned in class, and there’s no follow-up for that.
T2: Teachers are provided with meeting recommendations ... One teacher may implement the
recommendations, but others who have the same problem may not bother.
T5: Decisions and results of PLC are written down in meeting minutes to hand over to management and
for implementation, but the implementation and interaction by teachers after PLC meetings are fraught
with difficulties. Implementation of new practices in classrooms differs from one teacher to another.
T4: Feedback in PLC is to determine pre-post actions per meetings. ... The PLC meeting is for discussion
without follow-up for decisions that will be implemented later.
T7: The first teacher (head teacher) … records the following decisions of PLC meetings in the meeting
minutes .... Teachers implement the suggestions in the PLC meeting.
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It is important to understand the impact of assessment on teachers’ practices and students’
learning in classrooms and the process through which progress is made to achieve the goals of
the PLC. This theme of follow-up and assessment is discussed in the following sub-section.
Follow-up and assessment
Follow-up and assessment are critical factors in the effective operation of the PLC and for
ensuring that the activities of learning communities are contributing to improvements in
classroom teaching practices (DuFour, 2004; Hipp & Huffman, 2003). It is thus a key element of
control in a school-based PLC.
Some teachers reported that the first teacher was mainly responsible for follow up of the
learning meetings because he had control of the management of the meetings with his
disciplinary colleagues. The school principal and the Tatweer supervisor followed up the work
of PLC communities in general.
Some teachers, however, believed that follow up was simply a matter of routine, for example,
forwarding the minutes of meetings to the school leadership and the Tatweer supervisor, rather
than having any direct impact on the everyday life of the school or the achievement of the
learning community’s goals. Yet, it is vital to follow up on teachers’ implementation in the
classroom of what they have learned in order to assess the impact of PLC meetings on teaching
practices. In this context, Teacher 7 reported that there was general follow-up in the school, but
no specific assessment or follow-up of the PLC meetings. Teachers 3 and 4 expressed the view
that there was a need for continuous follow up and evaluation of their work and planning, and
not just a focus on paperwork. For example:
Teacher 3: There is no real follow-up for PLC .... In the current situation, it is more formality work and
routine.
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Surprisingly, when I asked Teacher 6 about the evaluation and follow-up of learning
communities, he replied: “[There is] no assessment and feedback regarding PLC work, and you
are the only one who asks me about evaluation and follow-up”.
General educational policy
As previously mentioned, one of the problems that might affect the successful implementation
of development programs in Tatweer schools, including PLCs, is the multiplicity of programs and
duplication of decisions from more than one government institution. The inputs of the
Department of Education, the Tatweer Unit and educational supervision centres created
confusion both in the school’s implementation of more than one program simultaneously and
in the work of teachers. Although Tatweer schools are under the supervision of the Tatweer
Unit, they do not have independent decision-making powers. The teachers’ responses indicated
that they believed that professional learning could be more effectively implemented in their
schools if they were given more independence and autonomy in setting outcomes and providing
feedback. These findings suggest that Tatweer schools should be given more autonomy to
manage their programs, activities and work environment according to targeted plans and
programs under the Tatweer Unit and independent of multiple external demands. There needs
to be a certain amount of control at the school level, as well as clear reporting lines related to
curriculum guidelines.

6.1.2 Teaching Practices
The second cluster of ‘Teaching Practices’ revolved around the following themes: PLC meeting
content that focuses on students and/or teaching strategies; improvement in teaching practices;
change from traditional to modern teaching methods; and integrating technology into teaching.
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PLC meeting content: Focus on students
Teachers emphasised that the content of PLC discussions focused on students’ learning needs.
This is consistent with the PLC model, which proposes that the focus of school-based PLC
meetings should be on improving students’ learning and achievements (Stoll et al., 2006;
Servage, 2008; DuFour et al., 2008). In interviews, the participants reported that the meetings
sometimes analysed data on students’ results in a particular subject (Teacher 1), and those
teachers were involved in determining which topics related to their students’ learning (e.g.,
difficulties, weaknesses) would be discussed in learning meetings (Teachers 2, 4, 5, 7). Teacher
2 commented that the PLC provided teachers with a great opportunity to discuss some
difficulties they were experiencing in teaching the Arabic language. In contrast, Teacher 7
proposed that the discussion content should be specific, and that the PLC should be an open
forum for general discussion about teachers’ needs, and not only focus on students’ learning
needs.
PLC meeting content: Teaching strategies
Most teachers reported that PLC meetings did not discuss some important topics, such as 21st
century teaching strategies and skills, to enrich teachers’ knowledge and help them to develop
diverse skills. In this context, Teacher 7 suggested that different teaching strategies should be
discussed in learning meetings. Teacher 5 agreed, adding: “We discuss teaching strategies as
independent topics only in external workshops out of school”. These results suggest that PLC
meetings only dealt with a limited range of teaching practices, largely through discussion of
particular student issues. As noted above in relation to PLC meeting agendas, the discussion
appears to have been framed by a narrow focus on difficulties and weaknesses in students’
learning.
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Improvement in teaching practices
As is evident from the extracts reproduced below, the impact of the PLC on teaching practices
differed from one school to another. Some participants indicated that the PLC had mostly limited
or indirect impact on improvement in teaching practices because of the exclusive focus on
students’ learning needs. Others reported that external training courses and classroom
exchange visits among teachers helped to improve teaching strategies. Overall, however, the
majority of teachers agreed that these activities associated with the PLC model had made some
positive impact on their teaching practices at an individual or collective level. For example:
Q. What are the teaching practices supported by (PLC)?
T1: [It] depends on the teachers and practices which they choose to discuss in learning communities.
They often focus on practices that could solve students’ problems.
T2: Improving teaching strategies through the exchange of visits among teachers, we note that the
performance of teachers of first grades is excellent in our school, we work to develop lower-level
teachers through exchange visits, and we may attend the implementation of a strategy in teaching from
a colleagues .... Sometimes, PLC contributes to solving problems by discussing implementing a particular
teaching strategy.... There are no strategies or methods supported by PLC in the school, but just an
individual effort of some teachers to use new teaching strategies and this depends only on teachers.
Q. Does the (PLC) work to improve the teaching practices for you and your colleagues?
T3: Yes, by transferring the experiences among teachers.
Q. In the PLC meeting, do you discuss recent teaching strategies such as cooperative learning and
creative thinking?
T3: No.
Q. How do the teachers work at your school to develop their teaching practices and strategies?
T4: We concentrate on the external courses... I believe that these courses have benefited my colleagues.
I support the courses .... Sure, in our PLC meetings, we discuss and talk about curriculum, or students’
issues, what is the solution, what shall we do … and so on ... or something may exist in the details;
accordingly, we share useful experiences among ourselves.
Q. Has the PLC model influenced your teaching practices?
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T4: Yes, sometimes an idea comes from a colleague in the teamwork, which did not occur to me.
Honestly speaking, this side of sharing experiences benefited me so much ... [My]colleagues have
benefited as well.
Q. Do you discuss the topics in the different teaching practices and strategies?
T5: No, but we discuss them through the out-of-school courses.
Q. Do you discuss them through (PLC)?
T5: A little ... PLC influence is clear on the students, but regarding the teachers, I cannot attribute it to
the professional learning communities ... We want to discuss some significant teaching strategies in PLC
meetings.
T6:.In the learning meetings, we didn’t discuss teaching strategies, only discuss issues related to
students’ learning problems in the curriculum ... We don't meet constantly .... I don’t remember
discussing recent teaching strategies during our dialogue in the PLC meeting.
Q. Does the (PLC) improve your teaching practices?
T7: Yes, but indirectly, because there are no specific topics regarding teaching strategies to discuss in
the PLC meeting. We focus on problems facing students.

However, they indicated that the lack of regular meetings during the school year had meant that
less time was spent in PLC meetings on discussions of student learning issues and teaching
strategies. Meetings appeared to be short and revolve around very narrow objectives, namely,
students’ difficulties and weaknesses. Some teachers expressed the view that this focus meant
that teachers’ learning needs were ignored.
Overall, however, these results were encouraging, since they appear to indicate that the PLC
model has the potential to create and sustain a new culture in Tatweer schools that supports
the ongoing development of teaching practices to improve student learning and achievement.
Traditional and new teaching, including use of technology
Some teachers reported that the Ministry of Education (MOE) had instructed all government
schools to adopt active learning strategies as an initiative to improve teaching quality and
learning outcomes and to reduce the existing reliance on traditional methods. Active learning
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refers to activities and strategies that support learning by doing, and which involve constructive
practices and critical thinking (Prince, 2004).
In this context, teachers commented that, despite the efforts of some individual teachers to use
modern and diverse teaching strategies and the adoption of the PLC model, traditional teaching
methods continued to prevail. This seems to indicate that Tatweer schools have had limited
impact in helping teachers to transition from traditional to modern learning and teaching
strategies.
In relation to the use of technology in teaching, this reportedly varied from school to school and
from teacher to teacher. Some participants reported that they used a classroom computer, in
addition to an overhead projector, to present some lessons, especially in years 1, 2, and 3 of
primary school. In addition, there was a learning resource room to support teaching in almost
all public schools, including Tatweer schools. The equipment in these rooms pre-dated the
introduction of PLCs. Some examples of participants’ responses:
T1: Traditional teaching is prevalent …. There is a little bit of effort about the use of new teaching, taking
into consideration that what the Department of Education makes a lot of effort, and the Ministry directs
us to implement an active learning method in classrooms, but the teachers are between application and
non-application of the new teaching strategies.
Q. Do teachers use skills such as research, projects, library visits and labs?
T2: Yes, but it is very, very little. For example, I asked the students to go to the library to get an answer
about the disadvantages of the internet.
T4: Look, I want to be explicit with you ... Most teachers need to change their convictions about
traditional methods. This conviction is something hidden and not apparent, but we have to let the
teacher know what is the most proper, at the same time, we are unable to overlook [that the]
traditional method is used significantly.
T5: The traditional method is prevalent but useless, and we should use new methods of teaching.... Yes,
I request my students (e.g., writing essays), but it's routine, not effective.
T7: Unfortunately, the traditional method is used at all stages and levels, and we try to get away from it.
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Question: What is inside classrooms? Are there educational technologies, computers or other
equipment in the classes?
Teacher 1: Yes, [there is] a computer and projector in … 50% [of classes], especially in the lower classes
[primary years 1,2 and 3].
Teacher3: As I mentioned earlier, there are some classes with equipment as well as a learning resource
room, which teachers benefit extremely.

6.1.3 Teachers’ Professional Learning
This third cluster in the teachers’ interviews contains a number of themes related to teachers’
professional learning through the PLC: teachers’ sharing practices; interaction; isolation;
motivation; collaboration culture; collective inquiry; teachers’ professional learning and
development methods; teachers’ self-efficacy, trust and acceptance of criticism; sustainable
professional learning; external expertise for teachers’ professional learning; change resistance;
and teachers’ needs and challenges. These are discussed below.
Collaboration culture and sharing teachers’ practices in PLC
The presence of a collaboration culture among school staff is one of the most important
dimensions of a successful PLC (Many, 2007; Hallam et al., 2015). Most of the teachers
responded positively about the culture of collaborative work in their schools. In this context,
Teacher 1 reported that some teachers lacked the self-motivation to participate in the absence
of ongoing encouragement and incentives. This might indicate that some teachers thought of
the PLC as just another burden. This is supported by Teacher 4, who suggested that the teachers’
self-belief and confidence in relation to such development programs might influence their
participation. For example:
T1: Some teachers collaborate as a courtesy to their colleagues when we ask them to work in the PLC, so
they come. There are no advantages, this is an extra burden and there is no benefit except a person who
only wants the development.
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T4: The collaboration is ok, particularly in our Science Department ... There might be one or two
teachers who do not like the situation ... It is, as I told you earlier, a matter of self-conviction. In such
cases, developing this culture is a requirement.
T7: Yes, there is collaboration among us within the school, but cooperation in the education community
generally is very weak. The collaboration exists in the (PLC) well but, unfortunately, some teachers
experience frustration. It may need development and encouragement.

In this context, some participants reported that the teachers in their school freely shared their
practices in learning meetings. Some teachers, however, were not interested in the content of
the discussion and did not contribute in the meetings because they felt that the issues were
unrelated to their interests and concerns in relation to their students (Teacher 2 and Teacher 7).
This result might be related to the reported focus of PLC meetings (discussed earlier) on
students’ weaknesses and difficulties. As a result, not all teachers would have an interest in the
particular topic under discussion and may therefore choose not to participate.
Doubts about the effectiveness of collaboration and the reluctance to participate among some
teachers could be attributed to one or more of the following factors: lack of clear understanding
of the purpose of the learning community in the school; the novelty of the culture of learning
communities; and/or lack of support from the school leadership. The reluctance of teachers to
participate and collaborate in learning communities may also be linked to other factors, such as
self-efficacy or isolation. These themes are discussed below.
Interaction, isolation, and motivation
The findings indicate that teachers’ differential participation in PLC activities is likely to be due,
in part at least, to differences in their beliefs, attitudes and motivation. The teachers themselves
stated that motivation was a key factor. Teacher 1, for instance, suggested that lack of
willingness to share and weak motivation explained why some teachers became isolated,
despite the presence of the PLC. He added, however, that dialogue and mutual discussions in
learning meetings could encourage the reclusive teacher to interact with his colleagues. This
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highlights the importance of the environment and supportive leadership in providing continuous
encouragement for teachers to engage in learning circles in PLC meetings (Hord, 1997; Stoll et
al., 2006).
Collective inquiry
The philosophy of PLC meetings is based on collective inquiry through sharing experiences and
practices, which is known as learning by doing (DuFour et al., 2010). Teachers are expected to
be able to generate new knowledge (Dewey, 1910), which is in turn reflected in classroom
teaching practices to improve students’ learning and achievement (Bolam et al., 2005; Hord,
1997). The participating teachers confirmed that group discussions provided a platform for the
exchange of experiences and knowledge about their students’ learning issues. In this context,
they reported, they identified problems they wanted to discuss at the meeting and then worked
on those problems. Some examples of participants’ responses:
T1: We identify the problem the students face. We put it as a targeted skill and put (pre- and post-tests)
to measure and address the problems.
T5: The PLC meeting … is implemented at the beginning of the year, where a meeting is held to identify
problems, identify and focus on a particular problem in the next meetings.

Teacher 1 and Teacher 5 commented that collaborative learning often took place in PLC
meetings.
Approaches to teachers’ professional learning and development
The teachers’ perceptions of the role of the PLC model in their professional learning and
development were generally positive. They reported that the PLC meetings provided them with
a valuable opportunity to discuss a range of student-related issues by sharing their experiences
and practices with their colleagues. Most of the participants agreed that PLCs enabled teachers
to share real-life examples of their practices with their peers, provided an on-site opportunity
for learning and development, and supported effective learning in a social context. This is
consistent with the expected role of PLC meetings to provide opportunity for teachers to engage
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in collective inquiry and share experiences and useful practices to enhance students’ learning
and achievement (DuFour, 2004; Vescio et al., 2008; Wood, 2007). Some examples of teachers’
responses:
T1: Of course, effective PLC provides a great opportunity within the school to develop teachers through
the teachers’ meetings and their benefit from each other. When 5 different experiences of teachers
meet to discuss student education topics at one table it will certainly be useful.
T3: PLC is better than the self-reading and the training courses because there is participation, questions,
and answers, and real experiences and vibrant, so I get benefited from colleagues through PLC, although
I am a first teacher.

However, some teachers expressed concern that the focus on student learning limited the
extent to which the PLC meetings could contribute to their own learning and professional
development. Some teachers called for learning communities in Tatweer schools to pay more
attention to teachers’ needs by, for instance, discussing modern teaching strategies. This is
consistent with the findings of other research (Bitterman, 2010; Watson, 2014). Some examples
of the teachers’ responses:
T2: Yes, the teacher benefits from PLC, and this benefit has reflected the students...such as solving the
problems that exist in the student textbook or that face the students ... The problem is that the PLC
purpose is restricted by students’ learning needs only.
Q. Do you improve and learn better through (PLC)?...
T5: Yes, not much because a teacher is no fundamental target in PLC. I have gained experience that
benefits the student and nothing new.
T7: PLC is useful, because I benefit from an exchange of experiences among colleagues ... The content in
PLC should be specific and codified ... and there should be an open space for presenting ideas and new
evolutions and urgent needs among teachers, not only about students.
T4: Certainly, it will develop us according to the kind of content to be handled, if we make professional
communities in order to serve Tatweer Unit [i.e., paperwork and formalities] mean there will be no
progress. But if the target of the community is developing the teachers’ practices, or as to say we have a
problem, the curriculum or a problem of students’ outcomes and so on, there will be professional
learning and progress.
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T5: A teacher is not the fundamental target in PLC. I have gained experience that benefits the student
and nothing new.

Most importantly, teachers mentioned external courses and visits to other teachers’ classrooms
in relation to professional development, but they did not refer to the PLC as a school-based
strategy for their professional development. This might indicate either that the impact of the
PLC in this context was limited, or that the culture of PLC-based professional learning education
was still too new for its role in professional learning to be clear to them.
T1: Regarding professional development, I get benefited through courses held out of school in the last 45 years.
T2: The training courses contribute to teacher improvement ... and when teachers practise what they
have learned, would be quite useful.
T3: The school nominates some teachers to participate in external courses for development ... Teachers
require extra courses to improve their professional learning.

As previously discussed, more than one program or initiative may be implemented
simultaneously with the PLC, which created confusion among teachers, and PLC implementation
was not included in the school schedule on a regular basis. The participating teachers referred
to these factors as an obstacle to utilising the PLC for professional development. For example:
T1: Multi programs implemented in the school is one of the obstacles and affect the work of teachers
negatively.
T2: PLC is held each semester and according to teachers' leisure time.
T7: No constant or regular schedule of discussion [meetings] time.

As noted above, some teachers reported that professional development took place in external
training courses and exchange visits between colleagues, from which they felt they had
benefited. However, as Teacher 4 (below) commented, this created significant problems for
schools, such as having to find replacement teachers for the participants. In this context, Teacher
4 pointed out that two teacher professional development projects were currently being
implemented in the school: an initiative known as Future-Gate and the ‘STEM’ project.
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Some teachers also identified a need for teacher training areas other than teaching practices,
such as self-development courses, dealing with students from different backgrounds, and
managing change in the work environment. However, most teachers reported that independent
study was one of their least preferred options. There appears to be tension in the relationship
between the prevailing teaching culture and what is required to support the culture of learning
in professional learning communities. For example:
T4: The self-reading is ok, but self-reading might be an unwanted option for some teachers .... I believe
that to teach the teacher how to teach is better than to let him/her read! Sometimes in PLC, explain to
the colleagues in order to get more benefit from our each other.
T7: Self-reading is not preferred ... Educational platforms are useful when it is interactive with other
teachers and attractive and has discussion space freely, but if it was for reading only, it wouldn't be a
favourite for me.

Teacher self-efficacy, trust and acceptance of criticism
One of the most important factors supporting collective inquiry for teachers’ learning in learning
communities is what is known as teacher self-efficacy (Williams, 2019). The participating
teachers reported that their colleagues varied widely in terms of experience and competence.
While acknowledging the potential benefits of collaborative work and diligent collective inquiry
in the PLC to drive all team members’ learning and development, they suggested that some
teachers needed to develop their knowledge and skills through training courses in order to be a
more effective part of the team. They also indicated that external expertise, in the form of an
educational supervisor, distinguished teacher from another school or university academic,
would add value to teacher learning in PLC meetings. For example:
Teacher 1: Competence is different from one teacher to another. Some teachers are highly efficient, and
others do not sufficiently have ... Some teachers have experience in cooperative learning and classroom
management .... Teachers need to develop different teaching methods.
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Trust is another factor that has been shown to contribute positively to participation in learning
meetings (Hallam et al., 2015). Most teachers agreed that trust among teachers encouraged
engagement in school activities, including learning meetings.
T3: Yes, there is trust, cooperation, and respect among teachers. We have been working in this school
for eight years, and we did not ask for a transfer from this school; all is good.
T4: [Trust is] very good ... I am a teacher ... Sometimes I do not accept certain acts from the Tatweer
that have no connection to the student and curriculum.
T6: The trust exists, and the respect and acceptance of the other opinions among teachers are very
good.

Most participants also indicated that a culture of respect and acceptance of constructive
criticism existed in their school and that this this culture was one of the motivating factors for
attending learning meetings. Some teachers, however, were unwilling to accept criticism.
T3: Yes, there is a culture of criticism and accepting the other opinion in our school.
T7: I prepare well for the lesson before I am in class, so I personally do not accept criticism from students.

These findings indicate that the schools indicated by interviewees have a positive cultural
climate to support future development of the role of PLCs in improving teachers’ professional
learning.
Sustainable teachers’ professional learning
Some teachers expressed the view that professional learning based on the PLC could provide an
effective school-based platform for sustainable professional learning if implementation was
based on regular scheduling, clear plans and meaningful content and supplemented by input
from external experts. This is consistent with the findings of other research that factors such as
time constraints, teacher accountability and the negative attitudes of teachers were perceived
by teachers as reducing the effectiveness of PLCs (East, 2015).
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Teacher 5 and others agreed that the PLC model, if coupled with exchange of experiences with
teachers from other schools, could be a sustainable basis for learning. For example:
T1: Of course, the effective PLC provides a lot within the school, PLC in schools will develop teachers
through the teachers’ meetings and their benefit from each other .... When five experiences of teachers
meet together to discuss in PLC, it would be useful.
Does [the PLC] ensure sustainable and continuous professional development?
T7: No, in the current situation. The idea of PLC is good. If it is done properly, it will ensure sustainability
in the professional learning for the teacher.

In contrast, Teacher 2 believed that the purpose of learning communities was limited to
improving student outcomes and was not an appropriate basis for the sustainable development
of teachers within the school:
T2: PLC’s goals are specific and clear through the focus on students’ learning... so, it has nothing to do
with continuous professional development.

As Watson (2014) has argued, a narrow focus on students' learning and attainment is likely to
limit the effectiveness of PLC meetings for professional development by restricting research,
diversity and creativity among teachers. However, other participants’ responses indicate that
they saw the potential of the model in this context. This is consistent with Stoll et al.’s (2003)
argument that the sustainability of learning under the PLC model cannot be assessed in a short
time period but only after several years of appropriate implementation.
External expertise
Participants strongly endorsed the value of external expertise to support teacher learning
through PLCs. Some suggested that the benefits would be similar to those gained from external
training courses. For example:
T3: Yes extremely, there is a need for more courses. We need more expertise(s) before the courses, in
other words, brings the expert to our place where we are teaching [the school] to sit down together in
order to learn, this is better to develop the teachers.
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Change resistance
Teachers 1 and 5 reported that some teachers refused to change, suggesting that they saw
participation in development programs such as PLCs as an additional burden. This highlights the
importance of the school leadership providing a conducive environment through ongoing
encouragement and incentives to enhance teachers’ motivation to engage in such programs
(Vermote et al., 2020). For example:
T5: Yes, some teachers are suffering. There is no conviction at all teachers because [the PLC] is
considered as an additional burden and can affect the teachers’ cooperation.

Teachers’ needs and challenges
Participants identified a number of requirements for the effective implementation of a schoolbased PLC for professional development purposes, as well as various obstacles that affected
teachers’ motivation. Among the latter, they reported, the main challenge was the regular
workload of 24 classes per week, which affected their willingness to participate in PLC activities.
They identified the main requirement as the provision of training for teachers on the concept
and goals of the PLC model to increase their awareness and level of commitment.
In summary, the participating teachers emphasised the importance of continuous
encouragement and motivation of teachers as key factors in the successful implementation of
development programs in general, and learning communities in particular. They also advocated
for improved provision of internet services and other technologies to support the learning
process and teachers’ ability to implement diverse up-to-date classroom teaching strategies.
Concern was repeatedly expressed about high student numbers (up to 45) in classrooms. At the
same time, they expressed interest in more external training courses to develop their skills,
including teaching strategies.
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6.1.4 Key Findings: Teachers
The following key themes emerged from analysis of the teachers’ qualitative data.
1. The implementation of vocational learning communities in schools needs to be improved by
allocating a specific time for PLC meetings in the school schedule, developing clear plans for
achieving the desired goals and measuring the impact of various activities on teachers’ practices
during the school year. Implementation was also reported to be negatively affected by having
multiple decision makers and development programs, duplication of effort and lack of
independence and autonomy in Tatweer schools.
2. The participants identified a range of factors, such as heavy teaching workloads, lack of
incentives, and increasing class sizes, that had a negative impact on teachers’ performance,
motivation and willingness to share their practices through the PLC. These findings indicate that
PLCs had a limited impact on teachers’ classroom practices and, as a result, traditional teaching
methods continued to dominate.
3. The limited impact of learning communities on improving teaching strategies might also be
linked to the prioritising of student learning needs and difficulties in the agendas of PLC
meetings. Some teachers proposed that the discussions should be opened up to include the
needs of teachers in relation, for example, to learning new teaching strategies.
4. The findings suggest that the culture of PLCs based on shared practices and collective inquiry
among teachers is still new and developing in the schools of our participating teachers, who
continued to prefer training courses led by experts to develop their skills. They viewed external
professional development courses as a key component in the development of their teaching
knowledge and skills. This suggests that PLCs would benefit from involving external expertise to
help teachers manage their learning.
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5. It also appeared that a culture of resistance to the recently introduced changes in schools
continues to exist and is likely to cast a shadow over the implementation of teacher
development programs such as PLCs. This finding might indicate that school leaders are failing
to provide adequate supportive conditions, encouragement and motivation to achieve a smooth
transition.
6. In light of participants’ perceptions, it could be argued that continuous follow-up and
assessment of teacher development programs, including PLCs, is vital to assess the impact of
these programs on teachers’ development, what unmet needs exist, and what emerging
circumstances might undermine their activities. This information is necessary to ensure that the
right decisions are being made.
7. Finally, as Stoll et al. (2003) have pointed out, the PLC model needs time to mature and
maximise its effectiveness in order to ensure that the model has a sustainable impact on
teachers' teaching practices and students’ learning improvement.
The following section analyses the qualitative data obtained from interviews with educational
supervisors and compares the results with the teachers’ responses.

6.2 Analysis of Educational Supervisors’ Interview Data
This section presents and discusses the perceptions of the three educational supervisors in
relation to the impact of the PLC model on teachers at Tatweer schools. The educational
supervisors are external experts and observers who visit public schools, including Tatweer
schools, to support teachers and develop their skills and practices. Accordingly, they have a
strong interest in in teachers’ development programs. The interviews sought their views on the
role of the PLC in improving teaching strategies and teachers’ professional development.
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Table 6.2 summarises educational supervisors’ responses in relation to three main clusters: PLC
control (71 mentions); Teachers’ Professional Learning (65 mentions); and Teaching Strategies
(32 mentions).
Table 6.2 Educational Supervisors’ Responses by Themes, Categories and Clusters
No.

Cluster

Category

Themes mentioned

PLC concept and
meetings

1

PLC Control
(Operation of the
PLC in Schools)

PLC meeting control

Leadership and
Support

PLC Feedback, Followup and Assessment

2

Teaching
Practices
(How to Teach)

3

Teachers’
Professional
learning
(How to Learn to
Teach)

PLC definition (3), PLC meeting
intent/ agenda (9), PLC common
vision, goals, sharing (5), PLC Time
(4), Tatweer’s, support (2).
Total=23
PLC meetings’ most influential roles
[Teachers’ role (1), First Teacher’s
role (4), Principals’ role (6), Tatweer
Supervisor or Educational
supervisor role (3)].
Total=14
Leadership & Supportive conditions
(12), Autonomy & Empowerment
(2)
Total=14
PLC meetings/ Feedback/
Subsequent meeting decisions (2),
Assessment & Follow-up (16),
General educational policy (2).
Total=20
PLC meetings’ content (8), Teaching
practices improvement (14),
Traditional & New Teaching (7),
Integrating technology into
teaching (3).
Collaboration culture and Sharing
teachers’ practices in PLC (11),
Interaction/ Isolation/ Teacher
motive (5), Teachers’ Collective
inquiry (2), Teachers’ professional
learning and development methods
(13), Teacher’s Self-efficacy & Trust
and acceptance criticism (10),
Sustainable teachers’ professional
learning (3), External expertise/
Teachers’ professional learning (3),
Change’s Resistance (5), Teachers’
requirements & Challenges (13).

Total Supervisors= 3
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Total of
Mentions

71

32

65

Each of these clusters and their associated themes are discussed. in detail below.

6.2.1 PLC Control
The cluster ‘PLC Control’ revolves around the issue of who or what controls the operation of the
PLC in schools. It has four categories: PLC concept and meetings; PLC meeting control; leadership
and support; and feedback, follow-up, and assessment. Each category contains themes that
reflect the educational supervisors' perceptions of PLC implementation as external visitors to
Tatweer schools. These themes are discussed in detail in the following sub-sections.

6.2.1.1 PLC concept and meetings
This category contains the following themes: definition of a PLC; aim and agenda of PLC
meetings; common vision; goals; PLC meeting times; and Tatweer’s support for the operation
of the PLC in schools.
PLC: Definition and common vision
The interviews elicited supervisors’ understanding of the concept of PLCs from their perspective
as external observers interested in teacher development and teaching practices in public
schools, including Tatweer schools. The supervisors reported that they had a clear
understanding of the concept of a PLC, namely, as a meeting in which a team of teachers, mostly
from the same discipline, discuss students’ learning issues. Two of the participants (S2, S3)
acknowledged that, due to the implementation of a number of different educational concepts
and programs in the education sector, there might be confusion among some educators and
therefore a lack of clarity. For example:
S1: PLC is a group of teachers that meeting in the same specialisation.
S3: PLC is a meeting of teachers as one team to resolve the students’ problems.
S2: PLC teachers’ team is having common tasks, and they work collectively to benefit from each other,
but PLC’s shared vision and goals may completely be unclear for all teachers.
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PLC meeting intent, agenda and time
The widely accepted view of the aim of a PLC is to provide an in-school opportunity for teachers
to meet in order to share their practices and exchange experiences through collective inquiry
into improvements in students’ learning and achievement (Stoll et al., 2006; DuFour et al., 2008).
The educational supervisors agreed that PLC meetings provided such an opportunity. However,
they identified various ways in which the effectiveness of PLC meetings could be improved. For
instance, they should be well planned and not merely conducted as a formality and routine
dominated by paperwork. Supervisor 2 reported that teachers’ learning meetings were not held
regularly during the school year. Supervisors 2 and 3 emphasised the importance of establishing
a dedicated meeting time in the school schedule to improve teachers’ understanding of the role
and purpose of the PLC. In this context, supervisors’ comments echoed those of teachers. For
example:
S1: PLC aims the acquisition of experiences through realistic daily practice.
S2: The idea of PLC is perfect, but PLC wasn't implemented effectively (enough attention), so PLC
meeting is often formalities and paperwork more than serious work.
S3: PLC project aims for the development by solidifying the beneficial practices in-Tatweer schools
comparing other schools through expands the social relationships among teachers... But if the PLC
meeting ‘Just talking on paper’ refers to PLC current meetings in some Tatweer schools and lots of
paperwork, where PLC lacks serious work because the PLC meeting is often formalities (paperwork)
more than serious work.

Tatweer support
The Tatweer Unit is responsible for supporting the implementation of programs and initiatives
for teacher development and educational reform. However, Supervisor 2 indicated that there
was no clear difference between Tatweer schools and other public schools in regard to facilities
and equipment or improvement in teaching practices for their teachers. Some participants
suggested that there could be a relationship between the provision of supportive conditions by
Tatweer and the effectiveness of PLC implementation.
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6.2.1.2 PLC meeting control
This category contained one theme, namely, the level of influence of various stakeholders
(teachers, first teacher, principal, supervisor) in the management of PLC meetings.
PLC meetings’ most influential roles
Supervisors 1 and 3 commented positively on the idea of teachers’ sharing in the operation of
PLC meetings. Supervisor 1 identified the principal and first teacher (headteacher) as having the
most influential role in the operation of the PLC within Tatweer schools, while Supervisor 2
believed the first teacher exercised most control. This is consistent with the perceptions of
teachers, who stated that the first teacher was responsible for organising learning meetings for
his disciplinary colleagues and performing key activities, such as recording meeting minutes.
Supervisor 2, however, suggested that the dominant role of the first teacher might restrict his
colleagues’ freedom of participation He also pointed out that first teachers had undertaken
training courses related to the PLC from the Tatweer Unit, while the other teachers had not,
which might further limit their ability to participate effectively in the activities of the community.
The supervisors also stated that the school principal had an essential role in implementing and
supporting the PLC. However, they reported that the educational supervisor had nothing to do
with PLC implementation, but that the Tatweer supervisor was responsible for implementing
learning communities at Tatweer schools. For example:
S1: The principal and first teacher who manage the work and plan of PLC in school.
S2: PLC in Tatweer just focuses on the first teacher by training to manage PLC work ... I think, other
teachers in Tatweer schools don’t take their right of training and work in PLC as totally given The First
Teacher. So, The First Teacher does all things regarding the operation of the PLC meeting.
S2: The School principal’s role is essential to operate PLC, and the principal is supposed that urge the
teachers to collaborate continuously.
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S3: School principal’s role is positive, and deems very important in the school for PLC, but School
principals are usually unavailable fully for PLC support well because of the other heavy administrative
tasks.
S1, S2, S3: Educational supervisor has nothing to do with PLC.
S3 Tatweer supervisor who is responsible for PLC work in Tatweer school.

6.2.1.3 Leadership and support
This category contained the themes of school leadership, supportive conditions, autonomy and
empowerment.
Leadership, supportive conditions, autonomy and empowerment
The literature makes clear that leaders play a key role in changing the school culture and
providing the supportive conditions necessary for its success (Fullan, 2006; Day et al., 2016). The
participating supervisors in this study emphasised that school leaders’ conviction in the
importance of change in the school culture was essential to the effective implementation of
learning communities.
They reported that the supportive conditions for PLCs in Tatweer schools required more
attention, such as: clear plans to implement the PLC during the school year, including allocated
time for meetings; ongoing encouragement and motivation for teachers to engage in the PLC
meetings; more appreciation of outstanding teachers and outstanding PLC teams to enhance
trust in their ability to lead learning and development of their colleagues.
At the same time, they believed that principals’ heavy administrative workload could hinder the
implementation of learning communities and support. Therefore, some called for managers to
be given more power and incentives to support PLCs to achieve their goals. For example:
S1: The teacher should be encouraged and given the opportunity to learn by school leadership and the
PLC needs to more attention [e.g., PLC is weekly and encourage teachers continuously], it would be
great).
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S2: First of all, the principal must be convinced of the importance of change, so level of school principals’
knowledge of teachers’ development and dealing with PLC play a key role to the operation of the PLC.
Teachers must be given financial or moral incentives to encourage them to engage in PLC work in
school; also, distinguished teachers need more appreciation and grant them trust to lead teachers’
development and learning.
S3: Some school principals may prefer that the teacher solve his problems (by himself) inside the
classroom only, which is the opposite of the plc concept due to the traditional culture prevailing among
some school principals.
S2 and S3: The school principal might be unable to operate the PLC and manage its activities in schools
significantly because of the lots of other high administrative burdens in school.

6.2.1.4 PLC feedback, follow-up and assessment
This category contained two main themes: PLC feedback, follow-up and assessment; and general
education policy.
PLC Feedback, follow-up and assessment
Supervisor 2 reported that he had not seen any tangible recommendations emerging from
teachers’ meetings during his school visits, while Supervisor 3 commented that the minutes of
PLC meetings were usually handed over to the principal and the Tatweer supervisor. This
suggests that PLC feedback was not provided or seen as essential but was treated as a routine
formality. This is consistent with the responses of teachers and supervisors reported earlier.
In terms of follow-up and assessment, the supervisors emphasised that the implementation of
PLCs needs to be continuously followed up, implementation plans evaluated, and the
effectiveness of PLC activities in improving teaching practices and students’ outcomes assessed.
Supervisor 3 commented that student evaluation could be included as part of the feedback on
school programs because it can give an indication of the magnitude of change. For example:
S2: When I visited some schools, the PLC model is a meeting as a team in the same specialisation, and I
asked the first teacher, ‘Where are the recommendations of your meetings and colleagues?’ There was
no answer. Unfortunately, some teachers may be ineligible to lead the work in PLC.
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S1: PLC needs ongoing follow-up to PLC work by the principal or first teacher, and plans of operating PLC
also need more interest in Tatweer school.
S2: “S2: PLC work is not subject criticised [assessment], and PLC lacks follow up at all, which reflects on
the effectiveness of learning communities negatively.
S3: I think the students are the best tool to assess education and its elements, including the PLC impact.
Also, the PLCs should be assessed in Tatweer schools, and the distinguished PLC should be honoured to
raise the level of competitiveness compared to other schools.

General educational policy
According to Supervisor 2, one of the most important issues in public education policy was the
multiplicity of concepts and development programs being implemented, which caused
confusion for schools and educators. The absence of policies for continuous follow-up and
evaluation of such programs made it difficult to assess their impact and identify the implications
for the wider agenda of education reform and teacher development.
S2: We have a multiplicity of concepts and development programs implemented in the education sector
in general which may confuse concepts and programs among education educators including Tatweer
schools.

6.2.2 Teaching Practices
This cluster revolved around a number of themes related to the impact of the PLC on
improvement in teaching practices, including the content of PLC meetings, improvement in
teaching practices, and change from traditional to modern teaching methods.
PLC meetings’ content
The supervisors agreed with the teachers that the content of discussions in the learning
community should focus on students’ learning issues and improved achievement. This, of
course, is consistent with the philosophy of the purpose of school learning communities (DuFour
et al., 2008, Vescio et al., 2008). They stated that teachers were responsible for identifying topics
for discussion related to their students’ learning in team meetings. They commented that such
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communities provided a valuable learning opportunity within the school, where the educational
supervisor could propose topics for discussion.
However, Supervisors 1 and 2 expressed concern that the content of the discussions at learning
meetings was sometimes undefined and unrelated to teachers’ professional learning:
S1: The PLC meetings' content usually focuses on students learning and curriculum, but the PLC could
face a major challenge when it (discussions) is a waste of time, not support the practices and students
learning.
S2: Sometimes PLC may not relate considerably to teachers’ professional learning because some
teachers talk about topics not related to school or students, such as football matches, or to solve a
simple problem with students, so we need experts to contribute to the development of the community
of the school.
S3: Teachers in school who identify their needs based on students learning to improve their teaching
practices.

Improvement in teaching practices
The supervisors identified a range of factors other than the introduction of PLCs that might have
led to improved teaching strategies and practices for teachers in public schools, including
Tatweer schools. They observed that continuous efforts had been made over the previous
decade to develop teaching practices within public schools through external training courses,
the use of external educational supervisors and the initiation of new learning strategies such as
active learning. Supervisor 3 noted that the recently introduced public school curriculum
suggested various strategies for teachers to implement during lessons. While the supervisors
expressed a belief that learning communities could have an impact on teaching practices, it was
still not entirely clear to them how the contribution of PLCs to significant changes in teachers’
practices and behaviour could be measured. This uncertainty about the impact of PLC
implementation in Tatweer schools on teaching practices is captured in the following extracts:
S1: In recent 10 years before PLC, the change efforts started to use new teaching strategies by MOE
[e.g., active learning] in public schools. The discussions in PLC are at the specialty level by an exchange
of experiences/students’ results analysis which is expected to reflect on teaching practices and the

193

students' learning positively. ... Teachers' teaching practices are improved by PLC but not as hoped
because there is no clear change in teaching practice based on PLC at least In the current situation.
S2: Teaching practices can be improved by supportive sources, courses and external educational
supervisors. No substantial improvements in teaching practices can be attributed to the PLC because I
didn't find a difference between Tatweer and other public schools. However, I cannot deny that PLC has
a role in improving teaching practices even a little.
S3: The new curriculum in our schools urges teaches to use diverse teaching strategies, regardless the
PLC, PLC is a part of an educational system, all have an impact on teachers teaching practices, not PLC
only. ... I think that PLC could contribute to improving the teacher teaching practices if implemented
better.

Traditional and new teaching and integrating technology into teaching
In relation to traditional and modern teaching, Supervisor 2 reported that there was no apparent
difference between Tatweer schools with PLCs and other public schools without PLCs in terms
of the diversity in teaching strategies and the integration of technology into teaching. According
to supervisors 2 and 3, traditional teaching methods were still widely used among teachers,
especially older teachers. This could be seen to be consistent with the theory of change
resistance and the existence of so-called ‘traditional mindsets’ in respect of new practices, such
as integrating technology into teaching (Vermote et al., 2020; Cherkowski, 2018; Sancar et al.,
2021).
At the same time, they observed that some outstanding teachers in public schools were
employing recent diverse teaching strategies to improve their students’ learning and
incorporating educational technologies into their lessons. They saw this as an indicator that a
shift from traditional to diverse, modern teaching strategies was beginning, but needed constant
support and encouragement from the school leadership in order to flourish. For example:
S2: The number of teachers using methods such as the inquiry method and solving problems is low. ...
Teacher still uses a traditional method in the classroom as the old teachers.
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S3: I think the change began among teachers to use diverse teaching practices. Approximately 40-50% of
teachers use diverse teaching strategies. ... One of the reasons for using traditional teaching methods is
resisting the new change and resisting development programs, especially old teachers.

6.2.3 Teachers’ Professional Learning
This cluster covers a range of themes related to teachers’ professional learning through the PLC,
including interaction, sharing and collaborative teamwork for inquiry and learning, as well as a
culture of resistance and a mindset against change. This section also presents supervisors’
perceptions of the most important requirements for teachers’ professional learning to improve
teaching practices as well as the main challenges facing teacher development programs.
Collaboration culture, sharing teachers’ practices in PLC, and collective inquiry
Supervisors agreed that the PLC philosophy is based on teachers’ collaborative work and
collective inquiry through an exchange of experiences, and on the incorporation of students’
results for analysis in the discussion. Consequently, they believed that the collaboration culture
is often positive among teachers. Supervisors 1 and 2 noted that the desire and motivation of
the teacher played a significant role in effective participation in learning communities, and they
emphasised the importance of ongoing encouragement by school leadership to motivate
teachers to engage collaboratively in team research and learning.
Supervisor 2 commented that teachers are the ones who best understand the educational needs
of their students in the context of their school’s circumstances. All supervisors agreed that most
teachers actively participated in PLC activities and identified their students’ needs in PLC
meetings. Supervisor 3 suggested that parents should also participate in PLC meetings to enrich
the learning communities with additional information about their sons’ needs to improve their
outcomes. This comment could indicate that parents did not participate in learning
communities' meetings in Tatweer schools. For example:
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S3: Teachers can identify their needs and share thoughts freely in PLC. ... and I think that the parents
should participate in PLC meetings in schools to exchange experiences with the civil community. it
would be better.
S2: PLC depends on Teachers’ practices and exchanging their experiences because they understand their
students’ problems in school well.
S1: Yes, there is cooperation among teachers in the same specialization, but it is different within the
group, and it depends on motive of teacher in the first place.
S2: There is cooperation within certain limits such as asking for a pen or any other means, but it is not
the cooperation, that we want such as setting goals and analysing the content ... etc. It should exist
management and guidance to encourage collaboration among teachers well because the collaboration
skills need development.
S3: Of benefits of PLC expand the social relationships among teachers. Now with PLC, Teachers are
known as partners in the same specialisation and work with each other. This partnership base on
collaboration, respect and appreciation among teachers to help each other.
S1: Teachers learn through discussions in PLC meetings at the specialty level, to exchange their own
experiences and review students’ results to improve outcomes.

Interaction, isolation and motivation
Supervisor 2 noted that the classroom was often described as the ‘teacher’s cemetery’, meaning
that some teachers felt professionally isolated and often worked alone to solve problems they
faced in the classroom. As a result, they became isolated from the school community. The
supervisors believed that the PLC could reduce teachers’ isolation through collaborative work
and collective inquiry with other colleagues in learning meetings.
However, Supervisor 2 expressed concern that the first teacher’s control of PLC meetings
might undermine efforts to involve isolated teachers in learning communities. To address this,
they suggested reducing the control of the first teacher and increasing the freedom of the
other teachers. For example:
S1: PLC could be reducing isolation of some teachers. ... At the beginning of PLC implementation,
teachers’ interaction is low, but it is improving with time.
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S2: Sometimes the classroom is the ‘teacher’s cemetery’ because of his isolation in a classroom with his
students only, so, to some extent, PLC could contribute to eliminate the isolation of some teachers, but
there are some concerns from the first teacher's control on the PLC meetings, which could hinder some
teachers ' participation freely.

Self-efficacy, trust and acceptance of criticism
Supervisor 3 reported that teachers had good levels of self-efficacy and could be relied upon to
contribute in learning meetings. According to supervisor 2, however, self-efficacy differed from
one teacher to another, and some teachers did not have enough knowledge to discuss different
teaching strategies. He pointed out the importance of encouraging and supporting outstanding
teachers in the school to lead the learning process along with their colleagues at PLC meetings.
Another important issue raised by Supervisor 2 related to the culture around criticism in the
school community. Some teachers might be sensitive to criticism and reluctant to accept advice
from their colleagues, so it was vital for the school leadership to provide a safe and encouraging
environment for such teachers, who might feel that revealing any difficulties they faced might
be perceived as evidence of their inadequacy. Accordingly, they preferred to remain isolated
and not share their actual practices and experiences with others. For example:
S2: Also, the teacher suffers from professional isolation due to engaging in work dramatically in class
with himself and with his students, and therefore, it is said, “the classroom is the teacher's cemetery.
Q. Explain please?
S2: It means that everything that happens in the classroom remains in it. If a problem occurs among the
teachers and students, it should remain in the class. Because if the teacher speaks about that, he thinks
that is considered as a weakness index of his personality, so the teacher mostly can't want to speak
about those problems, and “he must close them in the classroom, so teachers need more trust and a
safe school environment (anti-criticism) to engage in the collective inquiry at PLC team.
S2: Some teachers are unqualified to deal with PLC, and perhaps do not have enough knowledge to
discuss teaching practices in PLC meeting.
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S3: Of benefits of PLC expand the social relationships among teachers. Now with PLC, teachers are
known as partners in the same specialisation and work with each other. This partnership base on
collaboration, respect and appreciation among teachers to help each other.
S3: Teachers’ self-capacity is good to work in PLC, and trust among teachers is also positive, and it can
rely on the teacher.

Approaches to teachers’ professional learning and development
The supervisors strongly believed that the PLC model was a valuable platform for teacher
development within the school, since meetings provided teachers with opportunities to discuss
their students’ learning issues and develop their teaching and learning practices. They expressed
considerable optimism that the new culture of learning embodied in PLCs could make a
significant contribution to improving teaching practices and teachers’ professional learning.
However, they noted that more time was needed for schools and teachers to absorb the change
and adapt to the new culture. The supervisors also stressed the need for greater attention to be
paid to PLC implementation in Tatweer schools. Supervisor 2 added that teacher development
programs intended to shift teachers away from traditional methods should be based on practice
and skills development rather than focus simply on theory. For example:
S1: I think that the PLC is better because 90% of teachers do not take care of the directed leaflets or
reading directed them for development. There is optimism that the PLC can improve teachers with time
because it provides a great opportunity for teachers to discuss and learn. I argue localisation of training
in a school is a better method for teachers’ development, perhaps is by the PLC.
S2: Teachers’ development programs focus on theoretical knowledge only rather than skills, practices
and change of convictions for teachers. Therefore, I see, to develop teachers: 1) Benefit from
distinguished teachers as trainers in school [and] 2) The interest of training through training centres. ...
PLC could provide teachers with a great opportunity to discuss any problem facing them, but
unfortunately, PLC meeting is often formalities (paperwork) more than the serious work.
S3: PLC deems one of supportive means to learn teachers. ... PLC isn’t relating directly to teachers’
professional learning in terms of teachers’ needs, only the focus on students’ learning. ... PLC needs
more time for teachers to absorb this new change and adapt to it.
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Sustainable teachers’ professional learning and external expertise
The supervisors agreed that the PLC provided sustainable professional learning for teachers in
schools when implemented effectively. According to Supervisor 1, the PLC model could
supplement localised training with external expertise All supervisors agreed that outside
experience would support teachers’ learning and development. For example:
S1: PLC could be a method for localisation of training in the school to sustainable teachers professional
learning, and the external expertise would certainly support teachers’ professional learning through PLC.
S2: PLC is able to sustainable professional learning and teachers’ development if it implements better.
S3: To ensure sustainable professional learning, external diverse expertise should be merged into PLC
meetings.

Change resistance
From their own experience in education and teacher development programs, the supervisors
identified a culture of resistance to change and the persistence of a traditional mindset among
some school principals and teachers as among the most significant factors undermining
education reform efforts and teacher development programs. Accordingly, they argued that
more efforts were needed to change these beliefs and provide more incentives for participation
in relevant programs, including PLCs. For example:
S1: Resistance of change of some teachers is a key challenge in front of the development programs and
reflects negatively on other colleagues.
S3: The PLC model could face natural objection, resistance or disregard as a new project, due to the
traditional prevailing pattern of thinking with some principals and teachers that could hinder
development programs.

Teachers’ requirements and challenges
The supervisors agreed on the importance of providing more incentives to encourage teachers
to participate positively and effectively in teacher development programs. These included:
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reducing the weekly workload of teachers; continuous motivation and encouragement by school
leadership; trusting teachers to be creative and innovative; showing appreciation of outstanding
teachers/teams and encouraging them to assume leadership roles in supporting their
colleagues. For example:
S1: For the success of PLC, teachers should be motivated and encouraged continuously and fully given
the opportunity to research and learn. Therefore, the workload [24 classes per week], and other
additional burdens on teachers hinder the operation of the PLC in the school because those factors
impact teachers' motive to share and collaboratively work.
S2: Teachers must be given financial or moral incentives to encourage them to engage in PLC work in
school and appreciate outstanding teachers and encourage them to lead the learning and development
of their other colleagues.
S3: Teachers’ low workload of classes, ongoing encouragement, appreciation and motivation support
PLC implementation success definitely in schools.

6.2.4 Key Findings: Educational Supervisors
The key points to emerge from analysis of the interviews with educational supervisors can be
summarised as follows.
1. Overall, there has been positive interaction with learning communities in Tatweer schools,
and supervisors believed this had contributed to improved teaching and vocational learning.
Regardless of the magnitude of this impact at the present time, they saw the introduction of
PLCs as part of a new culture in Tatweer schools as an important step forward for education
reform and teacher development programs. Supervisors also believed that more time is needed
for the impact of the PLC model to be properly assessed and for Tatweer schools to implement
it more effectively. Accordingly, they recommended that the results from those communities
should be monitored over time to clarify the extent to which they fulfil the goals of change and
development.
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2. Supervisors believed that the absence of purposeful implementation plans and the failure to
allot sufficient time for regular learning meetings during the school year were likely to have a
negative impact on the effectiveness of the PLC model in Tatweer schools.
3. The school leadership must provide a safe school community for teachers who are sensitive
to a culture of constructive criticism. Some teachers prefer isolation and are reluctant to share
their experiences with colleagues for fear of receiving negative assessments of their
competence.
4. From the perspective of the participating supervisors in this study, there is no clear, tangible
difference between Tatweer schools and other public schools in relation to the establishment
of a new culture based on the concept of learning communities, that is, the ‘educated school’.
They reported that these schools have not made a difference in teaching strategies and practices
for teachers that could be attributed to the presence of PLCs.
5. Supervisors observed that teachers’ professional learning and building new knowledge
depend in the first place on the content of the discussions in PLC meetings. The content should
be purposeful, practicable and focused on the topic at hand, to ensure that the teachers’
collective inquiry moves towards professional learning and the development of practices
intended to enhance students’ learning.
6. It was the supervisors’ opinion that teacher development programs (TDPs) should adopt the
learning-by-doing approach to change teachers’ beliefs about traditional practices and engage
in development efforts. This is in contrast to the traditional TDP model, which relies on
theoretical knowledge delivered through lectures. This aligns with the overall philosophy of
PLCs.
7. Supervisors strongly agreed with teachers that a culture of resistance to change and a
traditional mindset continued to prevail among some educators, and this could negatively affect

201

programs of teacher development and education reform. Accordingly, they called for
continuous efforts of encouragement and motivation to change such beliefs.
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Chapter 7 Discussion and Conclusions
7.1 Discussing the Results
This chapter discusses the study’s key findings in relation to the research questions and previous
research. The study examined the impact of professional learning communities (PLCs) on the
teaching practices and professional development of teachers in Tatweer schools in Jeddah and
Makkah, Saudi Arabia. Quantitative and qualitative data were collected from diverse sources to
enhance the depth and trustworthiness of the findings (Maxwell, 1992). The participants were
teachers from Tatweer schools in Jeddah and Makkah and from different teaching disciplines
and years of experience, and external supervisors who visited these schools and who have
expertise in teacher evaluation. The results from these mixed methods were integrated to
provide a comprehensive picture of the impact of PLCs on teachers. This chapter begins by
discussing the results in relation to the research questions.
The main research question was:
How do educators perceive the impact of the newly introduced PLC model in Tatweer schools in
Jeddah and Makkah on the improvement of their teaching practice and their professional
learning?
Overall, the survey results indicated that teachers’ and supervisors’ perspectives varied
according to the context in which they were operating. The interviews conducted with selected
participants provided more information on the complexity associated with these Tatweerinspired PLCs. Before discussing this major research question, I consider each of the minor
research questions in the following sections.
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Research Question 1: How do teachers and educational supervisors perceive the operation
of the newly introduced professional learning communities (PLCs) in Tatweer Schools?
This question focused on teachers’ and educational supervisors’ perceptions of the operation of
PLCs at Tatweer schools. Changing the culture of a school is one of the most significant steps in
the reform of education in schools and improvement in school members’ effectiveness and
outcomes (Fullan, 2006). Tatweer schools have adopted a philosophy of culture change by
implementing the PLC model in its schools, thereby creating so-called ‘learned schools’ (Alyami,
2016). The aim of these schools is to affect a shift in the philosophy of professional learning and
growth among all staff, especially teachers, from individual to collective efforts based on a
culture of collaboration and shared inquiry. The sub-themes relevant to the operation of the
PLCs in Tatweer schools, as identified through analysis of the survey results, are discussed in
detail below.
RQ 1a (subtheme): PLC Vision and Common Mission
The literature identifies the PLC as a school community-based forum with a common vision in
which teams of teachers engage in collaborative learning, collective inquiry and exchange of
ideas and practices to learn new ways of improving students’ learning (Chou, 2011; Hord, 2009;
Stoll et al., 2006a). The PLC philosophy is underpinned by a shared mission among all school
community members and is operationalised at the level of (often disciplinary based) learning
teams. Ideally, the operation of the PLC is characterised by: a shared vision among its members
for improving the learning process over the school year; commitment and collective
responsibility among team members to engage in circles of inquiry and research and to share
practices to develop their learning and ongoing professional development; and clearly defined
goals and targets to guide this process, with a primary focus on students’ learning needs (DuFour
et al., 2008).
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The quantitative data indicated that the PLC concept was understood by most teachers and
supervisors. Both groups asserted that PLC meetings focused on improving students’ learning
and outcomes by inquiring into various student-related issues and exchanging experiences with
each other, in accordance with the philosophy of the PLC model (DuFour et al., 2008). These
results were broadly supported by the qualitative data from interviews with teachers. However,
two supervisors expressed some concerns about these characteristics of the PLC model.
Specifically, they reported a lack of clarity among some teachers in relation to the vision and
goals of the PLC model. This is consistent with the findings of a recent study of Tatweer schools
in the Hail District of Saudi Arabia, which identified similar concerns among teachers and
principals regarding a lack of vision and clear goals in the implementation of PLCs (Alshammari,
2017).
RQ 1b (subtheme): PLC Meetings, School Leadership, Control and Supportive Conditions
In the theoretical framework of the PLC, the focus of the work of these learning communities is
on students’ learning and improving their achievements (Hord, 1997; DuFour & Eaker, 1998;
Harris & Jones, 2010). Consistent with this, the survey results showed that both teachers and
supervisors perceived that the intention of PLCs in Tatweer schools was to improve students’
learning through discussion and exchange of experiences around issues relevant to students’
learning. Most teachers reported that they enjoyed participating in PLC meetings, which helped
them to develop trust and increased their job satisfaction. This is consistent with the findings of
other research on perceptions of the main purpose of the PLC in schools (Bitterman, 2010; Curry,
2010; Hipp & Huffman, 2003). However, some teachers in the present survey indicated that they
did not experience a high level of support from participating in collegial activities in terms of
appropriate time for PLC meetings and there is no specific time for those meetings in the school
schedule.
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The current study found that the Tatweer organisation established the general framework for
the operation of the PLC model in schools and provided support in the form of training courses
for some staff, notably school principals and first teachers (Chapter 6). Some supervisors and
teachers, however, indicated that all staff needed access to such training, so they fully
understood the new culture of learning based on PLCs. This is consistent with the findings of
other research (Alshammari, 2017; East, 2015).
According to the participating teachers and supervisors, most PLC meetings were organised by
teaching discipline (e.g., the mathematics team, the Islamic studies team, the physics team).
Most participants reported that these meetings provided teachers with valuable opportunities
to interact with their disciplinary colleagues, exchange experiences and seek solutions to the
problems and challenges they encountered with their students’ learning. This is consistent with
best practice in the research literature (Bolam et al., 2005; DuFour et al., 2008; Hord, 1997).
An important finding was that most teachers were not satisfied with the time allotted in their
schools to PLC meetings. Few schools were reported to have established a specific time for PLC
meetings in the annual schedule. The supervisors who were interviewed agreed, emphasising
the importance of having regular times for PLC meetings in the school schedule.
Failure to allocate appropriate time for PLC meetings emerged as of the major obstacles to the
successful implementation of PLCs in Tatweer schools. Other research findings suggest that the
absence of a specific time for the PLC in a school’s weekly schedule is a significant indicator that
PLC discussions are not regular or effective (Balyer et al., 2015; East, 2015; Louis, et al., 1996).
For example, Teacher 2 reported in interview that there was no clear plan for PLC meetings
during the school year, and they were only held when a particular need arose. As Admiraal et al.
(2019) concluded from their study of Dutch schools’ strategies for establishing, supporting and
improving PLCs, a change in school organisation is a vital factor in achieving wider change.
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In relation to the meetings themselves, the teachers in interview described them as mainly
routine and formalised, and generating a great deal of paperwork, such as minutes of meetings.
This is consistent with previous findings about excessive paperwork associated with PLC
meetings (Alyami, 2016; Balyer et al., 2015; Harris & Jones, 2010). Teachers and supervisors also
recommended in interview that planning for the operation of PLCs in Tatweer schools needed
to be reconsidered. Teacher 3 and Teacher 5, for instance, suggested that a special PLC
coordinator could be appointed.
An unanticipated result was the concern expressed by Supervisor 2 that the head-teacher (first
teacher), who led his colleagues in PLC meetings, dominated some aspects of the PLC process,
such as goal-setting, activities, and even decision-making. Teacher interviewees also expressed
the view that Tatweer’s development programs were being imposed on them. As Brodie (2021)
has suggested, mistrust about the purpose of the PLC among individuals or groups of teachers
can lead to frustration, demoralisation and rejection of externally imposed PLC objectives, which
seems to have occurred in some Tatweer schools in the present study. Brodie noted that
hierarchical school systems in particular influenced teacher efficacy and desire to participate.
In interviews, teachers also reported that they experienced stress from the multiplicity of
demands being put on them from different decision makers, which led to confusion and
disruption to the workflow in schools. In the present study, teachers received directions and
guidelines for their work from the Department of Education, the Tatweer Unit, and supervision
offices (educational supervisors), and these were not always consistent. This highlights another
important finding, namely, the lack of independence in decision-making in Tatweer schools. As
Vangrieken et al., (2016), have argued, various stakeholders, such as governments, school
principals and teachers, are involved in PLCs, and their different perspectives and degrees of
involvement impact the effectiveness of their operation.
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In relation to supportive conditions, such as the teaching environment and policies, most
teachers and supervisors in surveys and interviews reported that basic teaching resources and
equipment are available. For example, there are computers (PC) and overhead projectors in
some classes, and all schools have a learning resources room. These, they noted, are provided
in all public schools, not just Tatweer schools. However, the expected access to internet services
under Tatweer has not eventuated. In other words, the results indicate that there is not a lot of
difference between Tatweer schools and other public schools in terms of a supportive school
environment. In fact, according to Teacher 7, the “pressure of the school schedule and the large
burdens assigned to the teacher, such as activity, leadership, monitoring, and waiting classes”,
was not supportive at all. This is discussed in more detail in relation to the other research
questions.
The qualitative data revealed that the policies in Tatweer schools are ineffective in supporting
the development of a new culture based on the PLC model. Many of the PLC implementation
plans are incompatible with the idea and objectives of the model. For example, decisions from
the PLC meetings are not fully activated and followed up in the classroom or in the school.
Similar findings were reported from a study of PLC follow-up (Abdallah, 2016). Other negative
comments related to Tatweer policies included lack of autonomy over the curriculum at school
level, and lack of empowerment for school leaders to offer incentives to support the PLC’s
activities. Similar findings in relation to inadequate support for PLC implementation—high
workloads, lack of incentives, little ongoing encouragement—have been reported in studies of
other PLC schools (Al-Taneiji, 2009; Alshammari, 2017; Pang & Wang, 2016).
All these policy-related factors—multiple external guidelines, lack of empowerment of
leadership and inadequate supporting conditions—raise the issue of control. There is a lack of
clarity about the control of aspects of PLC implementation. In a PLC, change often comes from
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the teaching staff involved because of the collegial nature of the school management but this
needs to be fostered.
RQ 1c (subtheme): Assessment, Follow-up, and Feedback
Although many schools might claim to be professional learning communities, “they rarely meet
the operational criteria” (Olivier et al., 2009, p. 3). This is because, among other things, they lack
a culture of ongoing assessment and follow-up of the various components of the PLC model. In
this context, some scholars have proposed that the school principal is the key to effective
management of the work of the PLC, particularly in relation to ongoing assessment and followup in partnership with other staff (Hipp & Huffman, 2003; Fullan, 2006; Wang, 2016). It has been
proposed that one of the most significant indicators of successful implementation of the PLC
model is the ongoing encouragement of teachers to provide feedback to each other (Avalos,
2011; Hipp & Huffman, 2003).
In the present survey, most teachers and supervisors reported that they benefited from the
feedback that was exchanged during learning meetings. They also reported that PLC activities
are assessed. Teachers in interview agreed that the exchange of feedback among teachers in
PLC meetings is valuable.
Somewhat surprisingly, however, the qualitative data indicated that PLCs lacked regular
assessment and follow-up. For example, Teacher 6 told me that I was the only person who had
ever asked him about assessment. Teacher 5 commented that leadership failed to implement
adequate follow up to PLC discussions by assessing the effectiveness of the PLC in improving
teachers’ classroom practices. In this context, Supervisor 3 suggested that students could be a
source of information in the evaluation process.
In summary, the results identify a range of weaknesses in the implementation of PLC procedures
and plans, including the lack of ongoing assessment and follow-up. Both teachers and
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supervisors called for more attention to be paid to developing clear operational plans for PLC
activities in Tatweer schools.
Research Question 2: How do teachers and educational supervisors perceive the impact of
professional learning communities (PLCs) in Tatweer schools on improvement of teachers’
teaching practice?
One of the most important objectives of the present study was to assess the impact of PLCs on
improving Saudi teachers’ teaching practices. Improving the quality of classroom teaching is a
priority strategy for education reform efforts in Saudi Arabia, and it is being addressed through
teachers’ development programs. The philosophy underlying PLCs is that teaching practices can
be improved by engaging teachers in a team for ongoing discussion and dialogue around
students’ learning needs and ways of improving their achievements (Blömeke et al., 2016;
DuFour & Eaker, 1998; Harris & Jones, 2010; Thompson et al., 2019; Vescio et al., 2008). This
section discusses teachers’ and supervisors’ perceptions of the impact of the PLC on teachers’
teaching practices, acquisition of new teaching strategies and integration of technology in
teaching.
RQ 2a (subtheme): Potential for PLC Impact on Teaching Practices
Most of the survey respondents reported positive perceptions of the impact of PLCs on teachers’
teaching practices and the capacity of the model to support ongoing improvement. Some
teachers believed that the professional experiences of some teachers’ meant that they had the
personal knowledge and competence to participate in PLC meetings, and could guide the
improvement of teaching practices Teachers and supervisors mostly agreed that the PLC was
beneficial for teachers, despite various concerns about the effectiveness of the implementation
of the PLC in their schools, because it provided a valuable opportunity for teachers to interact
and exchange ideas and experiences. This indicates that most participants were optimistic about
the potential ability of the PLC to make a difference in schools. For example, Teacher 2 noted
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that when a problem in teaching language skills was raised in a PLC meeting, the discussion
identified a strategy (peer-to-peer learning), which proved very successful. These results
indicate that the PLC has the ability to change teaching practices. These results are consistent
with those from other studies; for instance, Vescio et al. (2008) reported that the PLC improved
teacher’s literacy teaching practices, while Gore et al. (2021) found that teaching quality
improved after teachers participated in a PLC.
RQ 2b (subtheme): New and Diverse Teaching Strategies
Contrary to expectations, the qualitative data from this study provided little support for the idea
that PLC meetings would lead to the use of new and diverse teaching strategies. Teachers in
interview reported that the PLC meetings did not specifically discuss teaching strategies because
their focus was always on issues related to student learning and the curriculum. As previously
discussed, there was a view among some teachers that PLC meetings were largely remedial
exercises intended to help teachers address specific problems. Consequently, any improvement
in teaching practices, such as the use of new teaching strategies, would be incidental to this
purpose. For example, Teacher 1 indicated that some teachers only participate in discussions
when the issue is of direct relevance to them. Hence, there would be few opportunities to
discuss teaching methods in general.
This finding is consistent with those from other studies demonstrating a link between
participation and the content of the discussion in PLC meetings (Alzayed & Alabdulkareem;
2021; Roy, 2016). As Bitterman (2010) has proposed, PLC meetings “should not just focus on
strategies that improve student learning but should also be focused on working to improve
teaching and learning strategies that are meaningful and effective for teachers as well” (p. 88).
Other scholars have suggested that content on teaching strategies should be taught
independently. Further, Kuh (2016) has emphasised the importance of clear rules and agendas
for PLC meetings on teaching practices to prevent the discussion shifting to other topics.
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Supervisors 1 and 2 in this study expressed similar concerns about the lack of meeting content
relevant to specific learning topics.
In an Australian study, Gore et al. (2021) found a strong relationship between improvement in
teaching quality and the use of specifically targeted content in PLC meetings. The authors
concluded that this approach enabled the PLC model to meet the needs of students and, at the
same time, the teachers’ development needs. Accordingly, there may be a need to reconsider
the content of discussion in PLC meetings and extend it beyond a focus on students’ learning to
include new teaching methods and strategies. For example, in 2020, the COVID-19 pandemic
presented education systems worldwide with unprecedented circumstances and restrictions,
and continues to do so in many countries at the time of writing. Those systems and teachers at
the frontline face the need to work with radically different strategies in teaching and learning,
such as distance learning and virtual classes, and in classroom management and evaluation. This
highlights the importance of opening up the discussions in PLC meetings to include innovative
teaching strategies to deal with emerging situations that require quality of teaching skills,
regardless of students’ immediate needs (Alzayed & Alabdulkareem, 2021; Bitterman, 2010;
Gore et al., 2021).
RQ 2c (subtheme): Traditional Teaching and 21st Century Teaching
The survey data indicated that some teachers employ modern teaching methods. Most teachers
responded positively to the use of technology, such as computers and smartphones, in teaching,
and leveraging social media to support students’ learning (Chapter 4). Overall, however,
traditional methods continue to predominate (Chapter 6). In interviews, some teachers said they
wanted to adopt new strategies, because they did not find traditional teaching methods to be
effective. Many teachers sought to use diverse teaching strategies, particularly in years 1, 2, and
3 of primary school, because the curriculum already requires them to do so (Teacher 2). Others
noted that a small number of outstanding teachers were keen to employ modern teaching
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strategies and technology in their teaching, but this was essentially an individual decision.
Similarly, Alyami (2016) reported a trend towards the use of new strategies among Saudi
teachers. In the present study, Teachers 1, 2 and 7 and two Supervisors 1 and 2 suggested in
interviews that one of the reasons for the continued dominance of traditional methods might
be the lack of follow up and evaluation of teachers’ implementation of new teaching methods
discussed in PLC meetings. This is in line with the literature, which emphasises the importance
of monitoring the effectiveness of the PLC through assessment and follow-up of all its activities
(DuFour, 2010; Hord, 1997; Huffman & Hipp, 2003).
Most interviewees indicated that the impact of PLCs on teaching practices varied from school to
school and among individual teams and teachers. They identified several factors that influenced
the impact of the PLC on teaching practices. PLC meetings are often held irregularly throughout
the school year and only deal with routine matters. Lack of motivation and workload pressures
affect teachers’ ability to engage effectively in PLC meetings. Teachers reported that the content
of discussions at learning meetings focused on students’ problems and weaknesses. This
suggests that meetings largely take the form of problem-solving interventions rather than being
linked to research and best practice in teaching to improve students’ learning and achievements
(Häkkinen et al., 2017; Tularam & Machisella, 2018). Participants commented that the goal of
PLC meetings is limited (Teacher 2) and that some teachers fail to engage in discussions where
the topic is not directly related to their students’ needs (Teachers 1 and 4). Accordingly, some
suggested that PLC meetings should be opened to topics related to teachers’ development
needs and not simply focus on student learning. Supervisors 1 and 2 reported that when
teachers are uninterested in the content of the discussion they often engage in personal
conversations during the meeting. This has also been reported in other studies (Almadi, 2020;
Alzayed & Alabdulkareem, 2021; Gore et al., 2021).
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Importantly, in terms of the impact of the PLC model on the use of new teaching strategies, both
teachers and supervisors believed that it is too soon to assess the outcome, since the PLC model
is in the early stages of implementation. In addition, they suggested that the simultaneous
introduction by the Ministry of Education of other strategies, such as active learning, in public
schools, including Tatweer schools, makes it difficult to disentangle the impact of PLCs on the
development of new teaching practices. Further, as Teacher 2 reported, the curriculum in
primary schools, especially in the lower grades, already obliges teachers to use a range of
modern strategies, including computers and the internet to support students’ learning (Chapter
6).
Research Question 3: How do teachers and educational supervisors perceive teachers’
professional learning and growth through professional learning communities (PLCs) in
Tatweer schools?
This section discusses teachers’ and supervisors’ perceptions of the impact of PLCs on Saudi
teachers’ professional learning and growth and of the main challenges in this context. As
discussed in Chapter 2, the philosophy of the PLC in schools is based on the assumption that
interaction among teams of teaching peers will foster learning and professional growth in
relation to how to teach, how to organise learning in the context of the school environment and
its resources to improve the learning and outcomes (Ball & Cohen, 1999; Hord, 2009; DuFour et
al., 2008). This requires, among other things, a culture of collaboration and commitment among
teachers, collective investigation, building of teachers’ self-efficacy, trust and a culture of
acceptance of change in the approach to learning (DuFour & Eaker 1998; Hargreaves & Fullan,
2012; Kennedy, 2016; Sancar et al., 2021; Williams et al., 2007).
RQ 3a (subtheme): Learning Opportunities
Most of the teachers and supervisors were confident that the PLC provided a worthwhile model
to develop teachers’ learning and teaching practices and this will improve students’ learning.
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Some participants believed that the PLC model could, over time, make a significant difference
to in-service teachers’ professional development. This is consistent with the findings from other
related studies (Barr, 2014; Bolam et al., 2005; Lee, 2005; Salleh, 2016; Stoll et al., 2006; Vail,
2011). However, they reported that more work is needed to improve the implementation of
PLCs in Tatweer schools if the desired objectives are to be achieved in a sustainable way.
(Chapters 4, 5 and 6). As previously discussed, some of the main challenges are associated with
time allocation for meetings, lack of appropriate encouragement and support, and lack of
ongoing follow-up and assessment of PLC activities. These results are in line with previous work
on the importance of commitment and appropriate time allocation for effective implementation
of the PLC model in schools (DuFour et al., 2006; Sims & Fletcher-Wood, 2020; Stoll et al.,

2006).
RQ3b (subtheme): Teachers’ Interaction with the PLC Model
The results of both surveys indicated that respondents had a generally positive perception of
teachers’ engagement in PLC meetings and knowledge sharing for collaborative learning. They
reported that teachers focus on students' needs and issues in their learning discussions, as
recommended in the literature (DuFour, 2004). They were also optimistic about the ability of
PLCs to support teacher professional learning in Tatweer schools sustainably if some aspects of
their implementation are improved. These results are consistent with the literature and with
the findings of other studies (Bitterman, 2010; Williams, 2019). Bolam et al. (2005) also reported
a positive relationship between an effective PLC model and various indicators of student
achievement and teachers' professional learning.
However, analysis of the qualitative data showed that some participants believed that the
culture of the PLC model in Tatweer schools is still weak among teachers, and observed that
meetings are not held regularly (Teacher 2 and Supervisor 1). It was suggested that the goals
and content of PLC meetings are limited and are not related directly to teachers’ overall
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development due to the focus on students learning’ needs (Teachers 2 and 5 and Supervisors 2
and 3). They recommended that the content of PLC meetings should also include teachers’
perceived development needs in general, since this is central to the capacity of schools to
improve their outcomes. As a result, some teachers and supervisors expressed a need for more
outside workshops for training and professional learning (Teachers 3 and 5, Supervisor 2), while
others suggested that training should be localised within schools either through PLC meetings
or by up-skilling some teachers to assist their colleagues (Supervisor 1, Teacher 1).
Most indicated that the implementation of the PLC model in Tatweer schools needs to be
improved in relation to time, support, continuous encouragement and follow-up to ensure
sustainable development. This finding is broadly consistent with other studies (Hipp & Huffman,
2003; Olivier et al., 2009; Stoll et al., 2003). Overall, the participating teachers and supervisors
agreed with the philosophy underpinning the PLC as a model for developing teachers’ practices
within the school community.
Several participants commented on the importance of a supportive learning environment for
isolated teachers. Supervisor 2, for instance, noted the need to find ways of integrating teachers
who are sensitive to criticism into PLC activities. School leadership should constantly encourage
constructive and productive dialogue based on appreciation and respect among teachers,
regardless of their levels of competence. This will encourage teachers who fear criticism from
colleagues to participate freely in learning meetings and reduce their isolation.
RQ 3c (subtheme): Trust and Culture of Collaboration
Teachers and supervisors expressed positive perceptions about the existence of a culture of
collaboration, mutual respect and acceptance of other opinions among teachers through their
work in the PLC. In interviews, however, there were suggestions that school leadership needs to
provide additional support in terms of ongoing encouragement, motivation, incentives and
training workshops. This might help to address the problem of some teachers failing to
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contribute in meetings when they perceive the content as irrelevant to their needs. This finding
was also reported by Roy (2016), where he indicated that some teachers talk and share only
when they are asked.
Supervisor 2 commented on the concepts of ‘trust’ and ‘criticism’ in traditional Saudi culture. In
particular, he suggested that fear of criticism might dramatically influence the willingness of
some teachers to innovate and share their experiences with their peers. This suggestion was
supported in another study, which reported that a culture of collaboration, trust and collective
work was not sufficiently developed in Tatweer schools in Hail to allay teachers’ fears about
engaging in PLC meetings (Alshammari, 2017). As discussed in Chapter 2, the literature
emphasises the importance of ongoing support for collaboration among teachers in PLC
meetings for the enhancement of teachers’ learning (Bolam et al., 2005; DuFour et al., 2008;
Gore et al., 2021).
RQ 3d (subtheme): Commitment, Self-efficacy and Collective Inquiry
The results of both surveys indicated a positive perception of teachers’ engagement in
collaborative collective inquiry circles, their commitment to the required tasks and the provision
of useful feedback to their colleagues. This was supported by the qualitative data, with some
teachers reporting that such feedback helps them to improve their own teaching practices.
Similarly, Archer et al. (2016) noted that feedback provided vital support for teachers' learning
in PLC meetings, and that monitoring and feedback on colleagues' performance improved the
quality of teaching practices in classrooms.
In relation to self-efficacy among teachers, the survey generated mixed results. Although many
teachers and supervisors expressed positive views about teachers’ self-efficacy and confidence
to participate in learning meetings, teachers indicated lower levels of agreement that their
knowledge of various teaching practices and professional development are adequate (mean
=3.06/5. In interviews, some teachers and supervisors reported that many teachers lack basic
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knowledge of new strategies and skills in teaching and learning. According to Teacher 2, for
example, only 30% of teachers have high efficacy, while the remaining 70% lack creative skills
and strategies. In this context, Tal, Levin-Peled and Levy (2019) indicated that many teachers
might have limited understanding of strategies such as inquiry-based learning when sharing
their teaching practices.
Some participants in the present study expressed strong support for bringing in external
expertise to enhance teachers’ learning about teaching practices in PLC meetings Previous
research supports the idea that external expertise can facilitate teachers’ learning in PLCs by
discussing new strategies and approaches to teaching and learning (Alzayed & Alabdulkareem,
2021; Timperley et al., 2007). Some participants suggested that the PLC model might have the
potential to link teachers with each other, despite disciplinary and cultural differences among
them. By encouraging teachers to engage in productive dialogue in school, the PLC may help to
reduce isolation among them (Dufour et al., 2008). However, Supervisor 2 expressed concern
that the dominant role of the headteacher (first teacher) in meeting management might have a
negative influence on colleagues’ ability to interact and share ideas
One unexpected finding from the teachers’ survey was that the most preferred option for
ongoing professional development is external training courses, followed by the in-school PLC
model. Independent study, or learning through self-reading, was the least preferred option. The
interview data supported this finding. This might indicate that low levels of teacher self-efficacy
negatively influence teachers’ willingness to participate in collective inquiry teams and,
arguably, the effectiveness of their participation. Hence, PLCs might usefully consider the
incorporation into their discussions of external expertise and diverse educational content, along
with students’ learning needs, to enhance the effectiveness of professional learning.
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RQ 3e (subtheme): New Culture of Learning
Building a learning community at school means changing the school culture to one of learning
by doing. School principals play a vital role in this process by providing the necessary supports
and continuously encouraging school community members to adopt this new culture (DuFour
et al., 2010; Hargreaves & Fullan, 2012). In open-ended questions and interviews, some
supervisors reported that the traditional culture continues to prevail among school principals
and even teachers. This traditional culture can be a source of resistance to the engagement of
teachers in this new learning culture based on research, collective inquiry and sharing of
common practices. In this context, the findings of this and other studies (Sancar et al., 2021)
indicate that teachers continue to prefer traditional approaches to their professional
development based on external training courses. While there is no doubt that such courses
provide a valuable addition to teachers’ knowledge, recent research indicates that learning by
doing based on shared practices and collective inquiry as a team is more effective in changing
teachers’ practices (Barrera-Pedemonte, 2016; Dufour et al., 2010; Kools et al., 2020). The
persistence of traditional attitudes and beliefs can negatively influence the extent to which PLCs
are able to demonstrate the expected impact on teachers (Roy, 2016), indicating the need for
more time and ongoing development and encouragement.
The next section presents the conclusions of this study, which answer the overall research
question: How do educators perceive the impact of the newly introduced PLC model in
Tatweer schools in Jeddah and Makkah on the improvement of their teaching practice and
their professional learning?

7.2 Conclusions
1. The implementation of the PLC differed from one school to another in relation to how the
participants’ perceived the process and its success in influencing teachers’ teaching strategies
and professional development more generally. The overall concept of the PLC was clear to most
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of the participants, who described it as an opportunity to meet as a team to discuss issues
associated with students’ learning to improve their achievement through an exchange of
experiences and practices (DuFour et al., 2008; Hord, 2009). Most participants identified various
factors that impacted on the effectiveness of the implementation of PLCs in the Tatweer schools
that participated in this study. The main factors were the failure to allot sufficient time for PLC
meetings in the annual school schedule, the fact that meetings were not held regularly, and the
absence of long-term operational PLC plans.
2. Although school leaders supported the operation of PLCs within the limits of the powers
granted to them and their other administrative responsibilities, teachers’ participation was
challenged by heavy teaching workloads and lack of motivation and incentives This finding
highlights the importance of ongoing motivation and encouragement for teachers to actively
engage in PLC activities. The general absence of follow-up and assessment, which are an
essential requirement for the success of PLCs in achieving their goals, was a significant indicator
that these strategies are not being implemented effectively.
3. In this context, the educational supervisors urged decision-makers to provide ongoing
encouragement and motivation for teachers and school leaders to address issues such as
resistance to educational reform programs (Cherkowski, 2018; Vermote et al., 2020). Generally,
however, the teachers’ perceptions of the implementation of learning communities were
encouraging, although they noted a culture of resistance among some principals who preferred
the traditional approach to school management. This has obvious implications for the ongoing
encouragement of all staff to engage in this new culture of learning (Hargreaves & Fullan, 2012;
Sancar et al., 2021).
4. Supervisors noted that school principals were often overloaded with other administrative
responsibilities and were therefore unable to devote the necessary time and effort to the PLC.
This can be seen to strengthen the suggestion from some teachers that there was a need for a
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designated PLC coordinator in schools. This finding is consistent with those from a Turkish study
which reported that, although principals were aware of the importance of PLCs, their high
administrative workload affected their ability to follow up effectively (Balyer et al., 2015).
5. In relation to teaching practices, the philosophy of the PLC is based on learning by doing
among members of a team of teachers (DuFour et al., 2010). The content of PLC meetings is
expected to focus on issues related to students’ learning through the exchange of personal
experiences and knowledge for learning purposes (DuFour, 2004; Hord, 1997). Most
participating teachers agreed that the PLC meetings did influence their teaching practices.
However, PLCs do not appear to have facilitated the transition from traditional to modern
teaching strategies, since there was no independent discussion of new teaching practices. PLC
meetings focused on specific student-related difficulties rather than on discussion and analysis
of teaching practices in general. Some teachers specifically called for the scope of PLC meetings
to be broadened to include their own development needs. Watson (2014) has expressed a
similar view. There seems to be a strong and significant relationship between the content of
discussions in PLC meetings and improvement in teachers’ teaching practices.
6. Many supervisors indicated that it was difficult to evaluate the contribution of the PLC model
to teachers’ professional learning and development in Tatweer schools. They were unable to
identify any clear differences from other public schools. In particular, there was a problem of
attribution because, at the same time, the Ministry of Education has introduced other programs
designed to improve teaching practices, such as ‘active learning’ and ‘lesson study’ strategies,
in all public schools.
7. Teachers and supervisors agreed that the PLC model provided a worthwhile opportunity for
teachers to meet and exchange beneficial learning experiences and was a useful form of
professional learning. There appeared to be a culture of collaboration, commitment, and
collective inquiry among teachers to learn and develop as a team. This is consistent with the
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theoretical literature, which sees the aim of school-based PLCs as being to help teachers improve
their teaching practices by promoting collective responsibility and trust in inquiry, and with the
results of research into PLCs in other contexts (DuFour et al., 2008; Feldman, 2020; Hord, 1997;
Kools et al., 2020; Wennergren, 2016).
8. However, not all perceptions were positive. Some participants recommended that learning
through the PLC should be supplemented by external expertise and training workshops. Some
teachers indicated that this new learning model represented an additional burden on their
already heavy workload, which affected their willingness to participate in learning meetings and
their ability to fully engage in the new culture of learning. There was significant demand among
them for more external training courses, indicating the continuing dominance of traditional
development methods (Sancar et al., 2021). In interviews, some teachers expressed a desire for
the scope of PLC meetings to be extended to include their perceived needs for skills training in
other areas, such as self-development, management of work stress, and use of technology in
teaching. Some supervisors agreed, introducing the idea of localising teacher training through
the PLC to encourage the sustainable professional development of teachers within the school.
9. Other challenges to achieving the goals of the PLC included the lack of incentives to motivate
engagement and high workloads. It appeared that school leadership did not have sufficient
autonomy and power in Tatweer schools to make appropriate decisions in relation to
educational matters such as offering incentives to staff (Al-Taneiji, 2009; Alyami, 2016), In
addition, most participants emphasised the importance of action over theory, arguing for
programs that are more effective, realistic, actionable and supported by school leadership.
Previous studies have observed an association between the absence of ongoing follow-up and
assessment and the ineffectiveness of some teacher development programs in schools (AlTaneiji, 2009; Balyer et al., 2015; DuFour, 2004; Harris & Jones, 2010; Hipp & Huffman, 2003;
Olivier et al., 2009; Watson, 2014).
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10. Teachers in interviews commented negatively on the existence of different sources of
decision making, namely, the Tatweer unit and its supervisors, the district branch of the
Department of Education, and supervision offices. This resulted in duplication of some program
elements in Tatweer schools, confusion among teachers and the dilution of reform efforts,
which may have undermined the effectiveness of PLC implementation in Tatweer schools.
11. Finally, these participants felt that these innovations, including PLCs, were being imposed
upon them. Many expressed concern that they might be seen as having failed to live up to
expectations, and some sought to avoid the additional demands. Supportive conditions, an
attractive environment, continuous encouragement and incentives should be the basis for the
implementation of reform and development programs and teachers should be involved in the
planning of these programs, which should be linked to their daily practices with students and
their real needs for development.

7.3 National and International Implications
There is widespread agreement in the literature that the PLC model provides an effective forum
for teacher development and improvement of students' learning (Hord, 1997; Stoll et al., 2006).
The results of this study indicate that some elements of the model are being effectively
implemented in Saudi Tatweer Schools. The learning community provides an opportunity for
teachers from the same discipline to share useful experiences. More importantly, many teachers
confirmed that they benefited from working with their peers and learning from each other’s
experiences in relation to teaching practices. They also felt the PLC could provide sustainable inschool learning for teachers. However, some teachers and supervisors indicated that this would
require more serious attention to PLC implementation. They recommended that the role of the
PLC be given greater prominence in order to maximise its benefits for each school community.
In this context, an unexpected finding was the extent of similarity between the culture and
policies of Tatweer schools and those of other public schools, despite the fact that the former
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has been designated to implement innovative educational development programs. The results,
however, showed that some of these schools have not adopted a culture of change and
development. An important contributing factor may have been the failure of internal policies to
provide effective support for the implementation of the PLC or other development programs
due to a lack of independence and empowerment at the local school level, which affects what
school leaders can do to support implementation, such as offering incentives. In other words,
control of the process is problematic. This highlights the importance of establishing a culture of
change from the beginning and encouraging continuous development to address resistance to
change (Bolam et al., 2005; Hargreaves & Fullan, 2012; Hord,1997; Vermote et al., 2020).
On the other hand, the study found evidence of positive factors associated with PLC activities,
such as trust, cooperation and sharing of practices and experiences. Such characteristics are
highly encouraging indicators that the model can support new practices that will be positively
reflected in students’ learning and outcomes. At the same time, it is important to note that
teachers want more attention to be paid to their training needs in PLC meetings and more
involvement in the planning of future development programs in consultation with school
leaders. This is consistent with the theory of leadership and participatory action. Finally,
increased efforts are needed to change teachers’ beliefs about desirable teaching practices (;
Hargreaves & Fullan, 2012; Hipp & Huffman, 2003; DuFour, 2004; Olivier, 2009; Vermote et al.,
2020).
The results of this study make an original contribution to the international literature on the PLC
model. Culture plays a crucial role in the acceptance and implementation of a new approach, so
information about how other societies approach educational initiatives is a valuable source of
learning (Avalos, 2011; Roy, 2016). Cultural differences are likely to be reflected both in
educational policies and in the beliefs and practices of educators, which can have important
implications for how the philosophy of the PLC is understood and supported in schools. The
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results from the present study may assist educators in other countries to adapt teaching
innovations in their context (Hargreaves & Fullan, 2012; Sancar et al., 2012; Vermote et al.,
2020). Continual assessment of progress in relation to fundamental aims is essential.

7.4 Limitations of the Study
This study had several limitations. First, it was conducted in the Kingdom of Saudi Arabia, where
the school system is gender-segregated. Consequently, data were only collected from male
teachers and educational supervisors. Hence, their perceptions do not necessarily represent
those of their female counterparts. Second, it focused on Tatweer schools in Makkah and Jeddah
in the western region of the country. No claim can be made that the views of these participants
are representative of those from other regions. Third, the findings are based on self-reported
data from surveys and interviews and may not necessarily reflect the actual implementation of
the PLC model. Fourth, the research instrument was developed in English and translated into
Arabic, and the survey and interview data were collected in Arabic and translated into English.
Therefore, some slippage may have occurred in relation to meaning during the process of
translation Finally, the participants were from different disciplines, which might have influenced
the responses. The different cultural contexts among teachers and schools played a significant
role in various results of the PLC model implemented.

7.5 Recommendations
This study investigated the impact of PLCs on teachers’ in-service pedagogical and professional
learning in Tatweer schools in Jeddah and Makkah from the perspective of teachers and
educational supervisors. The literature identifies a range of skills that teachers need to enable
them to work in a team, develop a culture of collaboration, commitment and responsibility in
collective work, respect others’ feedback and opinions, and have an appropriate level of selfefficacy. The development of such skills will support the Ministry of Education’s efforts to reform
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education and improve teaching practices and outcomes under the national strategy of Vision
2030.
A school policy is a set of operational guidelines that provides a framework for schools to fulfil
their goals (Alkrdem, 2011). The qualitative data collected in this study indicated that many
teachers and educational supervisors were dissatisfied with the process of implementing new
programs for educational reform and teacher development. School policies need clear
objectives, a common vision, and strategies for changing the school culture to support PLC
implementation.
School policies should reflect the importance of continuous follow-up and assessment of the
implementation of PLCs and other development programs by having clear plans and strategies
for all stakeholders (education officials, school leaders, visiting supervisors and teachers) in
order to promote productive communication and action.
The findings were consistent with those of Alyami (2016), who reported a lack of indicators of
autonomy and empowerment in Tatweer schools. In Jeddah and Makkah, the participating
schools had no more autonomy than other public schools, even over the curriculum. As
previously discussed, confusion over multiple sources of decision making exacerbated the
situation.
Tatweer schools should be independent, under the supervision of the Tatweer Unit and its
directives and supervisors. The Tatweer Unit should be directly linked to the Ministry of
Education.
There is a need for additional technological resources in Tatweer schools, especially in relation
to fast internet services, to support diverse teaching strategies in classrooms. The availability of
devices such as iPads and laptops would also make the school environment more attractive and
encourage teachers to explore new knowledge and keep up to date with emerging trends.
Development efforts would also be enriched by the availability of an official platform for
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educators that would provide information on national and international directions of
professional development, emerging issues in education, and ideas for improving students
learning and teachers’ teaching practices, and allow teachers from different parts of Saudi to
exchange experiences. This could be accessed by a personalised email address.
Some teachers emphasised the importance of external expertise to support their learning in PLC
meetings. At the same time, supervisors reported that they played no role in teachers’ meetings
in the PLC. Yet, In the Saudi educational system, visiting supervisors are expected to provide
teachers in all public schools, including Tatweer schools, with feedback about their performance
and teaching practices for development and improvement purposes (Alkrdem, 2011).
Accordingly, it is recommended that the visiting supervisor be part of the learning team of
teachers in the same specialisation as a source of external expertise. It would also be beneficial
for them to be involved in discussion of new proposals and practices.

7.6 Further Research
There is a scarcity of studies on the effectiveness of the implementation of PLCs and their impact
on teachers’ development in Saudi Arabia. In particular, further research is needed to clarify the
relationship between school-based PLCs and the interaction and performance of school
community members, including teachers, leaders and students. Specific topic areas are
suggested below.
1) Given importance of teachers’ learning through practice, discussion and exchange of
experiences in PLC meetings, more attention needs to be paid to the quality of these
discussions and the extent to which they focus on the expected content (Alzayed &
Alabdulkareem, 2021; Kuh, 2016). Researchers could analyse meeting minutes and
observe the interaction of learning teams to identify the range of issues, skills, and
strategies that are discussed, as well as the educational quality of those discussions.
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Further exploration of teachers’ self-efficacy in relation to contributing and learning
through dialogue would also provide useful insights.
2) The most significant problem facing the implementation of the PLC model identified in
this study was the lack of time allocated to PLC meetings in the school schedule (see
also Al-Taneiji, 2009; Balyer et al., 2015; Stoll et al., 2006; Sims & Fletcher-Wood, 2020).
It would be useful to compare the effectiveness and sustainability of PLCs where
meetings are implemented as part of the school schedule over the school year with
those that take place intermittently.
3) The philosophy of PLCs is underpinned by a focus on students' learning needs and how
to improve their achievements (DuFour et al., 2008). In this context, the findings of the
present study suggest that this focus might limit the potential value of the PLC model.
Accordingly, future research could investigate the impact on teachers’ development of
including other content, such as new teaching skills and strategies, innovative lesson
designs, learning skills for the 21st century, and other topics identified by teachers to
meet their needs.
4) It would also be helpful to follow up the supervisors’ comments in relation to the need
for improved in-service teacher development programs based in schools. Potential
strategies to enhance in-school learning include supporting PLC meetings with external
expertise, e-learning platforms, and live links for sharing experiences with teachers from
other schools.
5) Finally, more research is needed on how the implementation of follow-up and
assessment of PLC work and activities can be improved. This is important because
previous research has demonstrated an association between the process of continuous
evaluation and follow-up and the achievement of the goals of PLCs to develop teachers’
practices and improve students’ learning (Bada & Olusegun, 2015; Hipp & Huffman,
2003; Olivier et al., 2010).
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Appendices
Four main Appendices (A, B, C, D)

Appendix A: Teachers’ Survey
A.1. Teachers’ Online Questionnaire
A.2. Teachers’ Survey Results: Frequencies and Percentages
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A.1 Teachers’ Questionnaire

Part 1. Demographic Information for Participants
No.
Q1.
Q2.
Q3.
Q4.
Q5.
Q6.
Q7.

Statement of Questions

What is your gender?
Male
Female
What city that do you teach at Tatweer schools?
Jeddah
Makkah
What grade level do you teach?
Elementary Middle
High School
School
School
What is your highest academic qualification?
Bachelor
Master
Doctorate
Do you hold a formal teaching qualification?
Yes
No
Which school subjects do you teach?
Short response .......................................................
For how long you have taught?
0-4 years
5-10 years
11-15 years 16-20 years

over 21 years

Next, Part 2
Part 2. Operation of the PLC in school
Q8.
a.
b.
c.
d.
e.

Overall, my school is: (please read all categories before ticking one box)
a mature/established professional learning community
a developing professional learning community
starting the journey to becoming a professional learning community
not yet started on becoming a professional learning community
I am not sure what a Professional Learning Community is

Open-ended Question - Q9. What is the intention of PLC at your school?
Free Response (.............................................................................................)
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No.

a.
b.
c.
d.
e.
f.
g.

No.
a.
b.
c.
d.
a.

b.
c.
d.
e.

Q10. School decisions can be made at a variety of levels. Some levels are listed below.
Choose the alternative that shows the proportional involvement of the various levels of
school organisation. For example, if you believe that the School Principal has a 50% share
in decisions about the visions and goals of your PLC you would choose the 50%
alternative against the ‘Principal in School’ entry.
Level of Influence
Items
Unsure
0%
25% 50% over75%
Tatweer unit
Principal in school
Excellence team in school
First teacher in school
Teachers in school
Students
Students’ parents

Q11. At what level do meetings happen?
Whole school
Different departments committees
By disciplines
Other please clarify (.........................)

Q12. How often do PLC meetings happen in your school?
Daily
Weekly
Monthly
Quarterly
Other please clarify (..........................)

Items
Q13. I feel trusted and respected if I try
new things at my school
Q14. The PLC makes me feel more satisfied
with my job
Q15. Time and the school schedule
facilitate collective learning, collaborative
work and shared practice
Q16. The principal supports PLCs work in
my school
Q17. The performance of the PLC model in
your school is assessed regularly
Q18. The performance of the PLC model in
your school is reported regularly

Strongly
Disagree
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Level of agreement
Disagree

Neutral

Agree

Strongly
Agree

Open-ended Questions
Q19. What actually happens at PLC meetings?
Free Response (.......................................................................................................)
Q20. What response follows the resolutions and results of PLC meetings at your school?
Free Response (.......................................................................................................)
Q21. Other Comments and suggestions that you want to add
Free Response (.......................................................................................................)

Next, Part 3
Part 3. Teaching Practises
Items
Q22. Staff regularly discuss teaching
methods and strategies in PLC meetings
Q23. The PLC at my school has made a big
difference to the way that I teach
Q24. Internal school community
experiences are sufficient to improve
teaching methods and strategies through
PLC meetings
Q25. The results of the PLC model at your
school produce ongoing improvement of
teaching practices for teachers

Strongly
Disagree

Level of agreement
Disagree

Neutral

Agree

Strongly
Agree

Traditional and New Teaching
Q26. Which traditional styles of teaching are most commonly used in classrooms in your school?
Level of use
Items
Unsure
Never
Rarely
Sometimes Always

a. Direct teaching (lecture) to all
students then the teacher

answers questions about parts
that seem difficult for the
students
b. Teachers question first to
measure the students’ recall and
understanding in order to link
with the new lesson then use
direct teaching
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c. Students read the textbook
before they come to school and
discuss it with the teacher in the
classroom
d. Students work carefully with
their textbook and complete
unfinished classroom work as
homework
e. The teacher talks a lot and
makes all efforts inside the
classroom to learn his students
f. It is dealt with students inside
the classroom equally as one
group
g. The better that student should
be listener fully to the teacher
during the lesson to ensure
quality of learning
h. I really prefer to explain the
lesson well for students more
than questioning
i. Assessment occurs at the end of
some sections of work
j. Technology is often used in the
classroom work
Q27. Which ‘new’ teaching styles are most commonly used in classrooms?
Items

k. Allow your students criticise and

Unsure

discuss your talking and ideas of
lesson
l. I use in lesson skills of
application, analysis through
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Never

Level of use
Rarely
Sometimes

Always

different activities so that
students work to their learning
m. Raise issues or contradictions to
talk about in the lesson and give
students the opportunity to talk
more
n. Learn your students how to
search for information on the
internet and encourage reading
of books and diverse self-reading
o. Assign students with tasks and
light projects and/ or request
written reports from students
around the lesson and
educational topics
p. Students present their working
and projects in front their
colleagues using the
presentation or on the
blackboard
q. Talk to students about things
that interest them.
r. Encourage students to critically
reflect on their work
s. The student analyses and think
in the available information or a
problem to discover the new
concept or the answer.
t. Encourage the student to make
positive evaluation and criticism
of any question and accept the
other opinion, whether from the
teacher or the student
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u. Encouraging solutions,
alternatives and suggestions that
students have about a topic and
non-fanaticism for particular
opinion
v. Students in groups of different
abilities to work, discuss and
exchange ideas
w. Provide learning centres with
activities for student to choose
appropriate activities
x. Sometimes, use more than
different learning strategies in
one lesson to teach the students
y. Use ongoing assessment rather
than final tests

Items
Q28.The PLC at my school has made a great
impact on the new strategies that I choose
to use in class.

Q29.
a.
b.
c.
d.
e.
f.
g.
h.
i.
j.
k.

Strongly
Disagree

Level of agreement
Disagree

Neutral

My school has the following facilities to support teaching.
(Tick to all applicable)
white boards
smart boards
data projector
Computer
classroom access to internet
teacher tablets or laptop
student tablets or laptop
modern specialist rooms
learning resource centre
online access to Tatweer resources
workplace e-mail communication

256

Agree

Strongly
Agree

Q30. Technology is integrated into teaching in my school
Items

a. Use computer and online sites to

Unsure

Never

Level of use
Rarely
Sometimes

Always

teach students in classroom
b. iPads and mobile phones and are
often used in the classroom
work
c. Develop plans or lessons to
support students' learning
through their own devices or
smartphones
d. Design lessons by computer
(software) to facilitate student
learning
e. Use electronic educational
platforms, digital technology and
reliable software to support
teacher education and learning
f. Employ modern and reliable
social media to support student
learning

Open-ended Question – Q31. Other Comments and suggestions that you want to add
Free Response (.......................................................................................................)
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Next, Part 4
Part 4. Professional Learning
4.1 General Response
Q32. Staff at my school receive training in
how to work and learn in teams
Q33. Staff members work together to seek
knowledge, skills and strategies and apply
this new learning to their work
Q34. The PLC model is able to ensure
teachers’ ongoing professional learning in
school

4.2 Teachers’ Role in PLC
35. Teachers have a role to work the
development and learning plans.
36. Teachers have a role in determining
the needs and educational content in
the PLC.
37. There is weakness of the level of
teachers’ experiences and knowledge in
teaching practices and professional
development to participate effectively in
the PLC meeting.
38. There is weakness of level of
teachers' Interaction and sharing with
the PLC implementation in their schools
39. Some teachers do not prefer
participation with team of PLC work
because they do not believe in the
success of PLC idea
40. Some teachers do not prefer
participation with team of PLC work
because they are introvert.
41. Teachers have autonomy to select
and make decisions regarding their
learning and working in the PLC.

Strongly
Disagree

Strongly
Disagree
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Level of agreement
Disagree

Neutral

Agree

Level of agreement
Disagree

Neutral

Agree

Strongly
Agree

Strongly
Agree

4.3. Teachers’ collaboration culture and
collective inquiry

Level of use
Unsure

Never

Rarely

Sometimes

42. Teachers collaborate with each other
in PLC meeting positively
43. Each teacher is committed to fulfil his
required tasks in collaboratively team in
PLC meeting
44. Existence of confidence, mutual
respect and accept others' opinions,
criticism between teachers in PLC
meetings
45. Staff members provide feedback to
peers related to instructional practices
46. Collaboration between teachers have
a role in improving our expertise and the
professional learning through PLC
meeting

4.4 PLC practices
Q47. Which activities in PLC meetings are most used to your professional learning?
(Tick the three most useful activities)
a.
lectures in Professional development and teachers are listening
b.
Small teachers’ groups talk about educational issues
c.
Staff talk to each other
d.
Experts visit the school from Tatweer to develop teachers
e.
Plans for Teachers to go to university/ other schools to learn
f.
Teachers watch educational videos
Each teacher display presentation for new educational issue in front of his
g.
colleagues
h.
Plans for teachers to watch each other’s classes
i.
Students discuss teachers some issues about their learning
j.
University staff / or others come to the school to develop teachers
k.
Teachers videoconference with teachers from other schools
Q. 48. Which content in PLC meetings are most used to your professional learning?
(Tick the three most using)
a.
General themes, issues in education from scientific books, articles and sites.
b.
Discussion in selected lesson from Student’s textbook
Discuss problems or difficulties that face teachers in classroom as theme to
c.
discuss
d.
Choosing themes based on students' negative results to investigate
Themes in variety teaching strategies from scientific books, articles and sites or
e.
anywhere.
f.
Issues suggested by Tatweer
Selective themes from school principal or excellence team or first teacher in
g.
Tatweer school.
h.
Principal provides information on new approaches to organising education
i.
Teachers suggest themes according to their professional needs to discuss
Q49. What is the major contributor to the success of PLC at your school?
(Tick the three greatest contributors)
a.
Tatweer unit
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Always

b.
Principal in school
c.
Excellence team in school
d.
First teacher in school
e.
Teachers in school
f.
Collaboration between all staff members in school
g.
The good educational content and plans in PLC model
h.
Ongoing assessment and feedback
Q50. What is the major challenge to PLC success at your school?
(Tick the three greatest challenges)
a.
Weekly workload of teaching
b.
Weakness of incentives
Weakness of teachers’ enough knowledge (self-efficacy) in themes of teaching
c.
practices and strategies
d.
Weakness of collaboration culture and skills of collective inquiry among teachers
e.
The culture of dialogue, non-intolerance of opinion and respect the other opinion
Weakness of Tatweer school to provide the sources, internet, equipment, labs to
f.
support teachers’ professional learning
g.
Something else (………………..................)
Q 51. I think that the best way to organise ongoing professional development is through
(please read all categories before ticking one box)
a.
E- learning (online, platforms) and programs of recent social media
b.
Self - learning and reading
c.
Courses out of school
d.
PLC model in our school
e.
Something else please clarify (...................................)

Open-ended Question – Q52. Other Comments and suggestions that you want to add
Free Response (.......................................................................................................)
End Questionnaire
*************************************
Thank you so much for your valued participation
If you would like to volunteer to participate in interviews to further information about
teachers’ development through PLC model, you can please put your email or mobile number at
bottom to contact you later,
With best regard.
Email: ...................................................................
Mobile: ..................................................................
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A.2 Teachers’ Survey Results: Frequencies and Percentages

Table 1 - Summary of Participant Demographics
Background Variable

Number

Percentage

304

100

285
19

93.8
6.3

142
77
85

46.7
25.3
28.0

280
21
3
Formal Education Qualification
246
57
Teaching Experience
5
50
73
61
115
304

92.1
6.9
1.0

Gender

Male

City

Jeddah
Makkah

Grade

Primary
Middle
Secondary

Teacher qualification

Bachelor
Master
PhD
Yes
No
0-4 years
5-10
11-15
16-20
21+
Total

81.2
18.8
1.6
16.4
24.0
20.1
37.8
100

Table 2 - Operation of the PLC in school
Background Variable

Number

Percentage

Q8-Overall my school, PLC is:
Mature

64

21.1

Developing

105

34.5

Began

74

24.3

Not yet begun

33

10.9

Unsure

28

9.2

Total

304

100

Q10. Choose the alternative that shows the proportional involvement of the various levels of school
organisation in PLC actions in your school.
Q10-1 Tatweer PLC
Unsure

29 (9.7)

9.7

0%

19

6.4

25%

55

18.5

50%

115

38.6

75%+

80

26.8

Total

298

100
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Q10-2 Principal PLC
Unsure

21

7.1

0%

12

4.0

25%

50

16.8

50%

90

30.3

75%+

124

41.8

Total

297

100

Unsure

22

7.4

0%

15

5.0

25%

50

16.8

50%

100

33.6

75%+

111

37.2

Total

298

100

Unsure

22

7.4

0%

19

6.4

25%

49

16.6

50%

101

34.1

75%+

105

35.5

Total

296

100

Unsure

20

6.7

0%

16

5.4

25%

62

20.9

50%

110

37.0

75%+

89

30.0

Total

297

100

Unsure

28

9.4

0%

36

12.1

25%

78

26.3

50%

93

31.3

75%+

62

20.9

Total

297

100

Unsure

43

14.6

0%

70

23.7

25%

90

30.5

Q10-3 Team PLC

Q10-4 Head teacher PLC

Q10-5 Teachers PLC

Q10-6 Students PLC

Q10-7 Parent PLC
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50%

61

20.7

75%+

31

10.5

Total

295

100

School

64

21.1

Dept

89

29.3

Discpl

136

44.7

Other

15

4.9

Total

304

100

Other

22

7.2

Quarterly

91

29.9

Monthly

116

38.2

Weekly

70

23.0

Daily

5

1.6

Total

304

100

SD

13

4.3

D

13

4.3

N

36

11.9

A

146

48.2

SA

95

31.4

Total

303

100

Q11 PLC level

Q12 PLC frequency

Q13 Teachers feel trusted

Q14 Teachers feel satisfied (The PLC makes me feel more satisfied with my job)
SD

24

7.9

D

21

7.0

N

63

20.9

A

125

41.4

SA

69

22.8

Total

302

100

SD

86

28.5

D

66

21.9

N

50

16.6

A

79

26.2

SA

21

7.0

Total

302

100

14

4.6

Q15 School schedule

Q16 Supportive principal
SD

263

D

10

3.3

N

30

9.9

A

149

49.3

SA

99

32.8

Total

302

100

Q17 PLC assessed regularly
SD

19

6.3

D

40

13.2

N

68

22.5

A

146

48.3

SA

29

9.6

Total

302

100

SD

18

6.0

D

42

14.0

N

73

24.3

A

137

45.5

SA

31

10.3

Total

301

100

Q18 PLC reported regularly

Table 3 – Teachers’ Teaching Practises
Background Variable
SD
D
N
A
SA
Total

Number
Q22 PLC discuss methods and strategies
11
26
34
140
35
246

Percentage
4.5
10.6
13.8
56.9
14.2
100

Q23 PLC makes difference to teaching (The PLC at my school has made a big difference to the way that I
teach)
SD
15
6.1
D
23
9.3
N
57
23.1
A
114
46.2
SA
38
15.4
Total
247
100
SD
D
N
A
SA
Total

Q24 Internal PLC sufficient

264

14
48
42
109
34
247

5.7
19.4
17.0
44.1
13.8
100

Q25 PLC produces (ongoing) improvement (The results of the PLC model at your school produce ongoing
improvement of teaching practices for teachers)
SD
15
6.0
D
19
7.7
N
45
18.1
A
131
52.3
SA
38
15.3
Total
248
100
26. Which traditional styles of teaching are most commonly used in classrooms in your school?
Unsure
Never
Rarely
Sometimes
Always
Total
Unsure
Never
Rarely
Sometimes
Always
Total
Unsure
Never
Rarely
Sometimes
Always
Total

Unsure
Never
Rarely
Sometimes
Always
Total
Unsure
Never
Rarely
Sometimes
Always
Total
Unsure
Never
Rarely
Sometimes
Always
Total
Unsure
Never

Q26-1 Direct teaching

Q26-2 Questions first

Q26-3 Textbook first

12
8
52
116
56
244

4.9
3.3
21.3
47.5
23.0
100

11
4
19
124
87
245

4.5
1.6
7.8
50.6
35.5
100

13
15
65
116
35
244

5.3
6.1
26.6
47.5
14.3
100

Q26-4 Textbook homework

10
10
34
114
78
246

4.1
4.1
13.8
46.3
31.7
100

12
11
33
92
97
245

4.9
4.5
13.5
37.6
39.6
100

Q26-6 Lecture class as single group
10
9
26
84
116
245

4.1
3.7
10.6
34.3
47.3
100

Q26-5 Teacher talk

Q26-7 Students listen

265

11
17

4.5
7.0

Rarely
Sometimes
Always
Total
Unsure
Never
Rarely
Sometimes
Always
Total
Unsure
Never
Rarely
Sometimes
Always
Total
Unsure
Never
Rarely
Sometimes
Always
Total

28
105
83
244

11.5
43.0
34.0
100

9
22
38
124
51
244

3.7
9.0
15.6
50.8
20.9
100

9
8
21
79
128
245

3.7
3.3
8.6
32.2
52.2
100

Q26-10 Use technology in class
3
5
12
77
147
244

1.2
2.0
4.9
31.6
60.2
100

Q26-8 Explanation

Q26-9 Unit tests

27. Which ‘new’ teaching styles are most commonly used in classrooms? >><<Q26almost
Unsure
Never
Rarely
Sometimes
Always
Total
Unsure
Never
Rarely
Sometimes
Always
Total
Unsure
Never
Rarely
Sometimes
Always
Total
Unsure
Never
Rarely
Sometimes
Always
Total

Q27-1 Critical discussion

3
4
12
94
132
245

1.2
1.6
4.9
38.4
53.9
100

Q27-2 Student analysis>><Q26-8
3
8
16
117
101
245

1.2
3.3
6.5
47.8
41.2
100

Q27-3 Contradictions

Q27-4 Student research
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4
10
20
112
98
244

1.6
4.1
8.2
45.9
40.2
100

7
10
27
87
113
244

2.9
4.1
11.1
35.7
46.3
100

Unsure
Never
Rarely
Sometimes
Always
Total
Unsure
Never
Rarely
Sometimes
Always
Total
Unsure
Never
Rarely
Sometimes
Always
Total
Unsure
Never
Rarely
Sometimes
Always
Total
Unsure
Never
Rarely
Sometimes
Always
Total
Unsure
Never
Rarely
Sometimes
Always
Total
Unsure
Never
Rarely
Sometimes
Always
Total
Unsure
Never
Rarely
Sometimes
Always
Total

Q27-5 Written reports

Q27-6 Presentations

Q27-7 Student interest

Q27-8 Critical reflection

Q27-9 Discovery

Q27-10 Evaluation

4
19
36
101
85
245

1.6
7.8
14.7
41.2
34.7
100

2
17
32
119
74
244

0.8
7.0
13.1
48.8
30.3
100

3
2
18
115
106
244

1.2
0.8
7.4
47.1
43.4
100

5
3
20
86
130
244

2.0
1.2
8.2
35.2
53.3
100

3
4
23
106
109
245

1.2
1.6
9.4
43.3
44.5
100

3
9
20
82
131
245

1.2
3.7
8.2
33.5
53.5
100

Q27-11 Students accept alternatives
5(2.0)
10(4.1)
18(7.3)
96(39.2)
116(47.3)
245
Q27-12 Group work
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2
8
17
87
131
245

2.0
4.1
7.3
39.2
47.3
100
0.8
3.3
6.9
35.5
53.5
100

Unsure
Never
Rarely
Sometimes
Always
Total
Unsure
Never
Rarely
Sometimes
Always
Total
Unsure
Never
Rarely
Sometimes
Always
Total
SD
D
N
A
SA
Total

Q27-13 Learning centres

6
25
33
112
68
244

2.5
10.2
13.5
45.9
27.9
100

2
4
18
84
137
245

0.8
1.6
7.3
34.3
55.9
100

Q27-15 On-going assessment
3
5
9
70
158
245

1.2
2.0
3.7
28.6
64.5
100

Q28 PLC impact on new teaching
15
28
63
103
37
246

6.1
11.4
25.6
41.9
15.0
100

Q27-14 Variety

29. My school has the following facilities to support teaching.
Yes
No
Total
Yes
No
Total

Yes
No
Total

Yes
No
Total
Yes
No
Total
Yes

Q29-1 White boards

198
106
304

65.1
34.9
100

146
158
304

48.0
52.0
100

193
111
304

63.5
36.5
100

119
185
304

39.1
60.9
100

Q29-5 Classroom internet available
65
239
304

21.4
78.6
100

Q29-6 Teacher tablet or laptop
80

26.3

Q29-2 Smart boards

Q29-3 Data projector

Q29-4 Computer

268

No
Total

224
304

73.7
100

Yes
No
Total

Q29-7 Student tablet or laptop
7
297
304

2.3
97.7
100

Yes
No
Total
Yes
No
Total
Yes
No
Total
Yes
No
Total

Q29-8 Specialist rooms

67
237
304

22.0
78.0
100

193
111
304

63.5
36.5
100

Q29-10 Tatweer resources online
43
261
304

14.1
85.9
100

Q29-9 Resources centre

Q29-11 Workplace email

37
267
304

12.2
87.8
100

30. Technology is integrated into teaching in my school
Unsure
Never
Rarely
Sometimes
Always
Total

Q30-1 Use classroom ICT (Use computer to teach students in classroom)
2
11
17
72
143
245

0.8
4.5
6.9
29.4
58.4
100

Q30-2Mobile technology ( IPads and mobile phones are often used in the classroom work)
Unsure
3
1.2
Never
56
22.9
Rarely
34
13.9
Sometimes
73
29.8
Always
79
32.2
Total
245
100
Q30-3 Student ICT
( Develop plans or lessons to support students' learning through their own devices or smartphones )
Unsure
4
1.7
Never
79
32.6
Rarely
38
15.7
Sometimes
71
29.3
Always
50
20.7
Total
242
100

Unsure
Never
Rarely
Sometimes
Always

Q30-4 Use software for lesson design
(Design lessons by computer (software) to facilitate student learning)
3
49
34
87
69
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1.2
20.2
14.0
36.0
28.5

Total

242

100

Q30-5 Use ICT for student learning
(Use electronic educational platforms, digital technology and reliable software to support students’
education and learning).
Unsure
3
1.2
Never
33
13.7
Rarely
39
16.2
Sometimes
92
38.2
Always
74
30.7
Total
241
100
Q30-6 Social media (Employ modern and reliable social media to support student learning)
Unsure
4
1.6
Never
44
18.1
Rarely
43
17.7
Sometimes
81
33.3
Always
71
29.2
Total
243
100

Table 4 – Teachers’ Professional Learning
Background Variable
SD
D
N
A
SA
Total
SD
D
N
A
SA
Total

Number
Q32 PLC for teamwork

13
24
44
125
23
229

Q33 Teachers work together

7
27
51
114
29
228

Percentage
5.7
10.5
19.2
54.6
10.0
100
3.1
11.8
22.4
50.0
12.7
100

SD
D
N
A
SA
Total

Q34 PLC ensures ongoing prof learning
12
23
58
111
24
228

5.3
10.1
25.4
48.7
10.5
100

SD
D
N
A
SA
Total

Q35 Teachers work on planning PLC
10
22
38
107
41
218

4.6
10.1
17.4
49.1
18.8
100

Q36 Teacher determine PLC needs
11
20
42
103

5.0
9.1
19.2
47.0

SD
D
N
A
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SA
Total

43
219

SD
D
N
A
SA
Total

Q37 Teacher weakness in PLC
17
52
64
71
14
218

7.8
23.9
29.4
32.6
6.4

SD
D
N
A
SA
Total

Q38 Teachers do not share at PLC
15
61
60
67
13
216

6.9
28.2
27.8
31.0
6.0

SD
D
N
A
SA
Total

Q39 Teachers not participate
16
36
61
85
20
218

7.3
16.5
28.0
39.0
9.2

SD
D
N
A
SA
Total
SD
D
N
A
SA
Total
Unsure
Never
Rarely
Sometimes
Always
Total
Unsure
Never
Rarely
Sometimes
Always
Total
Unsure
Never
Rarely

Q40 Introvert teachers
20
39
68
74
17
Q41 Teacher autonomy

218

19.6
100
6.4
32.6
29.4
23.9
7.8
100

9.2
17.9
31.2
33.9
7.8

100

100

100

16
28
61
84
28
217

7.4
12.9
28.1
38.7
12.9
100

9
6
24
85
93
217

4.1
2.8
11.1
39.2
42.9
100

Q43 Teacher committed to PLC
10
6
22
69
110
217

4.6
2.8
10.1
31.8
50.7
100

Q42 Teachers collaborate

Q44 Confidence and mutual respect
9
6
9
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4.1
2.8
4.1

6.0
31.0
27.8
28.2
6.9

9.2
39.0
28.0
16.5
7.3

7.8
33.9
31.2
17.9
9.2

Sometimes
Always
Total

46
147
217

21.2
67.7
100

Unsure
Never
Rarely
Sometimes
Always
Total

Q45 Teachers provide feedback
7
10
17
80
102
216

3.2
4.6
7.9
37.0
47.2
100

Unsure
Never
Rarely
Sometimes
Always
Total

Q46 Collaboration improves PLC
7
8
13
45
143
216

3.2
3.7
6.0
20.8
66.2
100

Q47 Which activities in PLC meetings are most used to your professional learning?
Yes
No
Total
Yes
No
Total
Yes
No
Total
Yes
No
Total
Yes
No
Total
Yes
No
Total
Yes
No
Total
Yes
No
Total
Yes

Q47-1 Lectures

87
217
304

28.6
71.4
100

98
206
304

32.2
67.8
100

130
174
304

42.8
57.2
100

85
219
304

28.0
72.0
100

32
272
304

10.5
89.5
100

30
274
304

9.9
90.1
100

Q47-7 Teacher presentations
14
290
304

4.6
95.4
100

Q47-2 Small groups

Q47-3 Staff conversation

Q47-4 Expert visits

Q47-5 External visits

Q47-6 Educational videos

Q47-8 Mutual classroom observation
74
230
304
Q47-9 Discuss student issues
31
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24.3
75.7
100
10.2

No
Total
Yes
No
Total
Yes
No
Total

Q47-10 Expert visits

Q47-11 Videoconference

273
304

89.8
100

10
294
304

3.3
96.7
100

5
299
304

1.6
98.4
100

48. Which content in PLC meetings are most used to your professional learning?
Yes
No
Total
Yes
No
Total
Yes
No
Total
Yes
No
Total

Q48-1 General themes

Q48-2 Selected lessons

42
262
304

13.8
86.2
100

108
196
304

35.5
64.5
100

Q48-3 Discuss classroom difficulties
116
188
304
Q48-4 Student negative results
88
216
304

38.2
61.8
100
28.9
71.1
100

Yes
No
Total

Q48-5 Themes in variety teaching strategies
69
235
304

22.7
77.3
100

Yes
No
Total

Q48-6 Issues suggested by Tatweer
38
266
304

12.5
87.5
100

Yes
No
Total

Q48-7 Themes suggested by principals
36
268
304

11.8
88.2
100

Yes
No
Total
Yes
No
Total

Q48-8 New approaches

25
279
304

8.2
91.8
100

Q48-9 Teachers suggest themes
62
242
304

20.4
79.6
100

49. What is the major contributor to the success of PLC at your school?
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Yes
No
Total
Yes
No
Total
Yes
No
Total
Yes
No
Total
Yes
No
Total
Yes
No
Total
Yes
No
Total
Yes
No
Total

Q49-1 Tatweer Unit

Q49-2 Principal

Q49-3 School team

Q49-4 Head teacher

Q49-5 Teachers

75
229
304

24.7
75.3
100

135
169
304

44.4
55.6
100

73
231
304

24.0
76.0
100

69
235
304

22.7
77.3
100

87
217
304

28.6
71.4
100

Q49-6 Collaboration between all staff
88
216
304
Q49-7 Good PLC content

24
280
304

Q49-8 On-going assessment & feedback
25
279
304

28.9
71.1
100
7.9
92.1
100
8.2
91.8
100

50. What is the major challenge to PLC success at your school?
Yes
No
Total
Yes
No
Total

Q50-1 Weekly workload of teaching
189
115
304
Q50-2 Weak incentives

62.2
37.8
100

178
126
304

58.6
41.4
100

Yes
No
Total

Q50-3 Weak teacher knowledge
57
247
304

18.8
81.3
100

Yes
No
Total

Q50-4 Weak collaborative culture
25
279
304

8.2
91.8
100

Q50-5 Open respectful culture
17

5.6

Yes
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No
Total

287
304

94.4
100

Yes
No
Total

Q50-6 Tatweer school weakness
106
198
304

34.9
65.1
100

51. I think that the best way to organise ongoing professional development is through
Q51 Best PD
ICT
51
Reading
25
External courses
74
PLC
57
Other
2
Total
209
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24.4
12.0
35.4
27.3
1.0
100

Appendix B: Educational Supervisors’ Survey
B. 1 Educational Supervisors’ Online Questionnaire
Part 1. Demographic Information for Participants
No.
Q1.

Statement of Questions
What is your gender?
Male

Q2.

What city that do you supervise?
Jeddah

Q3.

Q4.

Makkah

What grade level do you supervise?
Elementary

Middle

School

School

High School

How many years of supervision experience do you have?
0-4 years

Q5.

Female

5-10 years

11-15 years

15-20 years

over 21 years

What subject do you supervise (disciplines)?
Short response .......................................................

Next, Part 2
Part 2: Operation of the PLC in Tatweer schools
As a result of your visit to Tatweer’s schools that implement professional learning
communities (PLC) inside the schools
Questions
Q6. Is the concept of a PLC model to develop
teachers professionally in the school clear to you?
Q7. Do you think the idea of a PLC model to
develop teachers professionally in the school is
clear for principals and teachers?
Open-ended Questions

I don’t
know

Level of perceptions
To some
No
extent

Yes

Free Response (................................................)

Q8. What is the intention of PLC at the schools
that you supervise?

Questions

I don’t
know
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Level of perceptions
To some
No
extent

Yes

Q9. Is there a clear plan/or program to implement
PLC in Tatweer schools?
Q10. Who identifies the goals, planning,
development needs and mechanism of enacting
PLC action in the schools that you supervise?
(Tick to all applicable)

Only
Tatweer
unit

Principals

All staff in
school

Other
please
clarify
(.........)

Questions

Level of perceptions
To some
No
extent

I don’t
know

Q11. Are there regular PLC meetings periodically
and ongoing in the schools that you supervise?
Q12. The environment and resources in Tatweer
schools are appropriate to support PLC
implementation to develop teachers’ teaching
skills and ongoing professional development.
Q13. Are there procedures of assessment and
feedback continuously for PLC performance to
achieve the target of PLC model to develop the
teachers’ teaching practices and ongoing
professional development?

Yes

Next, Part 3
Part 3: Teachers’ teaching practices in classroom
As a result of PLC implementation in Tatweer schools and through your observation of the
teachers' teaching practices in classroom,
Level of agreement
Questions

Strongly
Disagree

Disagree

Neutral

Agree

Strongly
Agree

Q14. There is improvement and
diversity of teaching's used practices
and strategies in classroom for teachers
in Tatweer schools

Questions

Level of use
Unsure

Q15. Teachers implement lessons by
dividing the students into small groups
to learn and exchange discussion among
them?
Q16. There is more usage of skills
depending on creativity and critical
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Never

Rarely

Sometimes

Always

thinking and problem solving for
students in classroom through activities,
questioning and plans of lessons daily?
Q17. Teachers encourage the students
to make positive evaluation and
criticism of anything in lesson and
exchange opinions and respect the
other opinion, between the students
Q18. Teachers request from students
some tasks, light projects, written
reports and reading of book around the
lesson and educational topics
Q19. Teachers encourage students to
display their working and projects in
front of their colleagues using
presentation or on the blackboard.
Q20. Teachers diversity in the shape of
tasks and activities in the lesson based
on the differences and diversity of
abilities and tendencies of students.
Q21. There is more usage of educational
technology in lessons of teachers in
Tatweer’s schools?
Level of agreement
Questions

Strongly
Disagree

Disagree

Neutral

Agree

Q22. Do Tatweer’s schools provide
technologies, devices, internet in
classroom to facilitate diversity teaching
practices and strategies
Q23. The PLC model that based on
school’s community (all staff) is able to
develop the teachers' teaching practices
continuously
Open-ended Questions

Free Response (................................................)
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Strongly
Agree

Q24. Other comments or suggestions

Next, Part 4
Part 4: Teachers’ professional learning:
As a result of PLC implementation in Tatweer schools and through your experiences in teachers'
professional learning and development:
Level of effective
Questions

Unsure

Not

Moderately

Very

effective

Effective

Effective

Q25. What is effectiveness of the PLC
model to develop the professional
learning of the teachers in Tatweer
schools?

Questions

Level of efficacy
Unsure

Poor

Good

V.Good

Excellent

Q26. Do teachers have the selfefficacy to participate in the
educational content and themes to
assist their professional learning in
PLC meetings?
Level of agreement
Questions

Strongly
Disagree

Disagree

Q27. Do teachers collaborate
positively in PLC meetings to provide
better professional learning and
development for them?
Q28. Should outside expertise bring
to assist professional learning be
better used in Tatweer schools?
Q29. Do you think The PLC model
that based on school's community
(all staff) is able to develop the
teachers' professional learning
continuously?

279

Neutral

Agree

Strongly
Agree

Open-ended Questions
Q30. What is the most valuable thing
about the PLC model in schools?

Free Response (................................................)

Q31. What is the useful role that
Tatweer can play in encouraging the

Free Response (................................................)

PLC model in schools?
Q32. What is the important role of
teachers in encouraging the PLC

Free Response (................................................)

model in schools?
Q33. Other comments or suggestions

Free Response (................................................)

End Questionnaire
*************************************
Thank you so much for your valued participation
If you would like to volunteer to participate in interviews to further information about
teachers’ development through PLC model, you can please put your email or mobile
number at bottom to contact you later,
With best regard.
Email...................................................................
Mobile...................................................................
Yours sincerely,
Sultan Almalki
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Appendix C: Individual Interviews
C.1. Individual Interview Protocol
Sections 1/ Teacher(s) Individual Interviews


Part 1. Operation of the PLC in school

How does the PLC work in your school? What issues does the PLC address?
Can you give me examples of when the PLC works well?
Can you give me examples when the PLC does not work as well?
What response follows the resolutions and results of PLC meetings at your school?
What are the ongoing assessments and feedback for performance of PLC?


Part 2. Teaching practices

Do the teachers in your school-work on improving their teaching practices?
What sorts of things do they do to improve their teaching skills?
How is the PLC involved in improving teaching practices in your school?
Tell me about the impact of PLC on your teaching practices at your school, and what has it made
in the way that you teach.
What sorts of teaching practices are supported through the PLC?
What other sorts of teaching practices could be encouraged though PLCs?
What extent is there a need to bring in external experiences to improve teaching methods and
strategies through PLC meetings?
How does the Tatweer school support the abilities, facilities, devices and technologies to
support new teaching practices?


Part 3. Professional Learning

What types of professional learning are encouraged at your school?
How do you find you learn best to improve your professional learning?
Is the PLC associated with professional learning at your school? If so, how? - what sorts of things
does it do?
Describe examples of the culture of collaboration, dialogue, confidence, mutual respect and
acceptance of others' opinions amongst teachers in PLC meetings?
What could it do to improve your professional learning?
What is the major challenges to PLC success at your school?
How does PLC ensure ongoing professional learning based - school?
Do you have any other comments and suggestions that you would to add?
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Sections 2 / The Educational Supervisor(s) Individual Interviews


Part 1. Operation of the PLC in school

What is a PLC in your view? What are the major features of a PLC?
What aspects of PLCs do you see as valuable and which aspects do you not see as valuable?
Why?
How does the PLC in this school operate?
Can you suggest improvements to the way in which it is run?


Part 2/ Teaching practices

Can you please describe for me what is happening in classrooms? How the teachers teach the
students? What are types of teaching methods and strategies are used?
What influences this style of teaching in your opinion?
Do you see any influences that could be attributed to the PLC in such teaching practices?
To what extent are the teachers themselves providing leadership in developing their teaching
practices?
Can you suggest any ideas that may improve teaching practices in this school?


Part 3. Professional Learning

Are the teachers in this school developing their confidence to provide their own professional
learning? How?
Is the PLC in the school associated with this professional learning? If so, in what way?
How do you see the collaborative culture, collective inquiry and participation amongst teachers
in PLC meetings and other PLC events?
What is your role as a supervisor of teachers in the PLC? Is it different than in other schools you
are currently involved in ? In what way?
What is the best way to develop professional learning in schools in your opinion?
What do you think about the PLC model based on school community as a method to ensure
teachers’ ongoing professional learning and development?
Other Comments and suggestions that you want to add?

Thank you so much for your valued participation
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Appendix D: Consent Forms
D.1

Human Research Ethics Committee (HREC) Approval

D.2

Principal supervisor's letter

D.3

Consent letter from the Saudi Arabian Cultural Mission (SACM) in Australia

D.4

Department of Education Approval in Jeddah

D.5

Department of Education Approval in Makkah

D.6

Translated Data Confidentiality Agreement

D.7

Participant Information Statement (PIS) – Teachers

D.8

Participant Information Statement (PIS) – Supervisors

D.9

Consent form for interview participants
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D.1 Human Research Ethics Committee (HREC) Approval

284

285

D.2 Principal supervisor’s letter
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D.3 Consent letter from the Saudi Arabian Cultural Mission (SACM) in Australia
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D.4 Department of Education Approval in Jeddah
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D.5 Department of Education Approval in Makkah
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D.6 Translated Data Confidentiality Agreement
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D.7 Participant Information Statement (PIS) – Teachers
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D.8 Participant Information Statement (PIS) – Supervisors
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D.9 Consent form for interview participants
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