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Professional Learning Communities (PLCs) are regarded as an effective form of ongoing 
professional development that addresses the needs of both students and teachers. They 
are proven approaches adopted to overcome internal challenges within schools. However, 
the successful implementation of effective PLCs can be limited by various factors, 
particularly in contexts characterized by resource constraints and high-stakes 
examination pressures, such as in Lebanon. This study examined five cultural dimensions 
that promote an effective PLC structure: peer collaboration, collective responsibility, 
reflective dialogue, faculty influence, and de-privatized practice. The research employed 
a quantitative methodology, utilizing descriptive and inferential statistical analysis of 
survey data collected from 213 teachers in Lebanese private schools. The results 
indicated that peer collaboration ranked first, emphasizing the importance teachers 
assign to addressing daily challenges collaboratively. Reflective dialogue was ranked 
second, demonstrating the extent to which teachers utilize student outcomes in their 
discussions. Collective responsibility and faculty influence followed, suggesting that 
although these areas are still considered strengths, teachers feel more comfortable 
collaborating with colleagues than with management. De-privatized practices ranked last 
and were identified as an area needing improvement. This suggests that collaboration is 
limited to necessary practices and is not deeply rooted in psychological safety, 
highlighting an opportunity for fostering a more open and trusting environment. The 
inferential analysis revealed significant positive correlations among all dimensions, 
confirming that a holistic approach targeting all dimensions simultaneously is necessary 
for an effective PLC structure. This study provides insights for decision-makers on 
promoting continuous professional development and enhancing educational quality 
within the Lebanese context and beyond. 
 

Contribution/Originality: This study contributes to the existing literature by examining and ranking cultural 

dimensions in Lebanese private schools and analyzing their interrelationships. It highlights the need for holistic PLC 

development in resource-constrained, exam-driven contexts. 

 

1. INTRODUCTION 

Teachers’ practices are changing rapidly due to the swift development of technology and its integration into the 

classroom. This has made professional development programs a key element for teachers to cope with and adapt to 

these changes (Burner, 2018; Kowalczuk-Walędziak, Korzeniecka-Bondar, Danilewicz, & Lauwers, 2019; Negrín-

Medina, Bernárdez-Gómez, Portela-Pruaño, & Marrero-Galván, 2022). During the COVID-19 period, teachers were 

compelled to transition to online teaching and adapt their methods to suit the circumstances. New skills needed to be 
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acquired quickly to address the challenges, and investments were made in professional development programs to 

facilitate this transition (Paetsch, Franz, & Wolter, 2023). In addition to the health crisis, Lebanon has been facing 

economic and political instability, which has directly affected the education sector. This situation has resulted in 

limited budgets, shortages of human resources, and insufficient time to complete the academic year (Al Maalouf & Al 

Baradhi, 2024). On top of that, the military conflict in the south of Lebanon and Beirut, during the fall of the academic 

year 2024-2025, has increased learning loss. A swift, coordinated multi-level response is necessary to save the 

academic year (Shuayb et al., 2024). Continuous professional development of teachers to cope with changes, crises, 

displacement, and instability is becoming imperative. It is essential to provide proper education to students, preserve 

their current academic year, and prepare them for the future.  

A successful continuous professional development program is based on a continuous improvement cycle that 

consists of assessing students to identify the next steps, supporting teachers in practices that help them achieve these 

steps, and evaluating the impact of these new practices on student learning (Jensen, Roberts-Hull, & Hunter, 2016). 

Many factors might limit the achievement of the intended outcomes of a professional development program. These 

factors include the involvement of the audience, the relevance of the content to their needs, the resources required 

during the program, the resources necessary for implementing new practices, the work environment and context, and 

time constraints (Darling-Hammond, Hyler, & Gardner, 2017; Timperley, 2008). Referring to the factors and the 

educational context in Lebanon from 2018 to the present, the output of a structured professional development 

program might not be successful. Referring to Khalil Al-Jammal and Ghamrawi (2013), the benefits of the teachers' 

professional development are limited. Based on the counties' built-up complex situation since 2013, the findings 

regarding the professional development program remain. The findings of a more recent study on the state of 

professional development programs in Lebanon from the principals' perspectives show that there is no decisive 

positive stance towards these programs (Mhanna, 2025).  

Professional Learning Communities (PLCs) are among the up-to-date approaches tried and adopted 

internationally to overcome internal challenges in schools (Leclerc & Labelle, 2012; Worapun, Khamdit, & 

Siridhrungsri, 2022). It is also considered a continuous professional learning that is tailored to the students’ and 

teachers’ needs to improve teachers’ practices and students’ academic performance (Long, Li, Huang, & Fu, 2024; 

Meeuwen, Huijboom, Rusman, Vermeulen, & Imants, 2020; Servage, 2009). According to DuFour, DuFour, Eaker, 

and Many (2016), there is a set of six essential attributes that a PLC must have: student learning and experiences, 

collaborative teams, collective inquiry, action-oriented, continuous improvement, and results-oriented. Although 

PLCs have a major role in driving change in education, their implementation might face a number of challenges 

related to time limitation, external factors such as policies and socio-economic factors, the experience level of teachers, 

lack of proper planning and coordination, and leadership support (Akkary, 2014; Long et al., 2024; Louis & Kruse, 

1995; Schlager & Fusco, 2003). To overcome or reduce these challenges, an in-depth look at the PLC structure and 

practices at the institutions has to be completed (Vescio, Ross, & Adams, 2008). As per Farah and Frayha (2022), the 

private schools in North Lebanon that adopt a professional development program are qualified to be professional 

learning communities. In addition, the school leaders can play the role of promoting professional learning 

communities (Farah & Frayha, 2022; Haddad, 2014). These studies examine teachers' and school leaders' familiarity 

with various attributes related to establishing a PLC structure. Supovitz (2002) identified five measurable dimensions 

within a PLC school framework: peer collaboration, faculty influence, collective responsibility, reflective dialogue, 

and de-privatized practice. When these cultural dimensions are integrated into teachers' daily routines, they foster a 

supportive learning environment that promotes continuous learning and improvement. As teaching practices evolve 

and improve, student performance tends to enhance correspondingly. 

An effective PLC structure refers to a framework that actively enhances both teaching quality and student 

outcomes. When implemented correctly, it can support a higher quality of education despite the current ongoing 

economic and political challenges in Lebanon. To build and sustain an effective PLC structure, school leaders and 
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decision-makers need to identify areas requiring improvement and reinforce existing strengths. Within this context, 

this study aims to explore the dimensions of a PLC school structure in private schools in Mount Lebanon by 

addressing the following questions: 

• What are the dimensions of a PLC structure that require improvement? What are the strongest dimensions of 

a PLC structure? 

• What are the relationships between the five dimensions of a PLC structure? 

 

2. LITERATURE REVIEW AND CONCEPTUAL FRAMEWORK 

2.1. Professional Learning 

Professional learning involves acquiring additional skills and knowledge that can assist individuals in their 

current professions. It is especially important in dynamic fields that evolve based on research or real-time 

observations, such as education, healthcare, business, science, and social sciences (Webster-Wright, 2009). In the 

education sector, to optimize and sustain teachers’ professional learning, institutions must implement processes and 

policies of learning organizations (Admiraal, Schenke, De Jong, Emmelot, & Sligte, 2021). An educational institution 

can be considered a learning organization when its structure, specifically its policies and processes, allows teachers 

to learn and develop professionally, guides staff toward a shared vision, and utilizes staff capacity to achieve the 

intended objectives (Giles & Hargreaves, 2006; Kools & Stoll, 2016; Mulford, 2005). 

 

2.2. Professional Learning Communities 

Professional Learning communities join two concepts of professional learning and communities. Communities 

are defined as social units. These units are formed by individuals who meet regularly, have common values or 

interests, and develop a sense of belonging and mutual support (MacQueen et al., 2001). In education, professional 

learning communities are a group of teachers/educators who have the student as the center of their interest, work 

collaboratively to learn, through practice and experience, how to better serve their students (Servage, 2009). PLCs 

also have an essential role in facilitating teachers’ progression (Long et al., 2024).  Referring to Harris and Jones 

(2010), professional learning communities are made up of dedicated professionals who are connected and collaborate 

to improve schools overall and drive change for the benefit of students.  To serve the intended outcome of the 

professional learning communities, researchers set a list of requirements to make these communities function well. 

Hord (1997) identified five requirements for professional learning communities to achieve the intended outcomes for 

teachers and students: supportive and shared leadership, collective learning, shared values and vision, supportive 

conditions, and shared personal practice. A sixth attribute, supportive conditions, was later added to the above (Hipp 

& Huffman, 2003). To effectively implement professional learning communities, six essential attributes should be 

retained: student learning and experiences, collaborative teams, collective inquiry, action-oriented, continuous 

improvement, and results-oriented (DuFour et al., 2016). In addition, seven elements characterize an educational 

institution as a learning organization with the collaborative professional learning community structure:  developing 

and sharing a vision centered on student learning, creating and supporting continuous learning opportunities, 

promoting team learning and collaboration, establishing a culture of inquiry, innovation, and exploration, embedding 

systems for collecting and exchanging knowledge and learning, learning with and from the external environment, 

and modelling and growing learning leadership (Admiraal et al., 2021; Kools & Stoll, 2016). According to Supovitz 

(2002), the attributes of professional learning communities were operationalized into five measurable dimensions 

within the school structure context: peer collaboration, faculty influence, collective responsibility, reflective dialogue, 

and de-privatized practice. The above frameworks have been developed and implemented in Western contexts, which 

differ from the educational context in Lebanon or similar countries. As per Farah and Frayha (2022), private schools 

in Lebanon have the needed infrastructure to adopt a PLC structure. In addition, Haddad (2014) emphasized the 

importance of the integrative and reflexive roles of school leaders in the success of professional learning communities. 
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A closer examination of the PLC dimensions as an integrated concept within the school culture in the Lebanese 

context could provide a better understanding to facilitate intervention and establish an effective PLC structure. 

 

2.2.1. Peer Collaboration  

Peer collaboration refers to the cooperation among teachers within the same educational institution concerning 

instructional, curricular, and administrative matters. Collaboration is defined as teachers exchanging ideas, 

conducting research, designing curricula, and implementing shared educational strategies. Research indicates a 

significant positive correlation between teacher collaboration, changes in teaching practices, and improvements in 

students' academic achievement (Timperley, 2007; Vescio et al., 2008). School structures should promote and 

encourage teachers to meet, socialize, and discuss stress-related stories about students' behavior, so that relational 

bonds become stronger between teachers (Bell-Robertson, 2014; Papatraianou & Le Cornu, 2014). This relationship 

would also translate into collegial support to achieve a common professional goal, leading to long-term growth and 

development (Newberry, Sanchez, & Clark, 2018).  

 

2.2.2. Faculty Influence  

This dimension represents the extent to which teachers are engaged in decisions related to finance, recruitment, 

institutional policies, and other administrative activities (Supovitz, 2002). Teachers involved in the decision-making 

process within an educational institution are more aware of the institution's shared goals. Therefore, their learning 

to achieve these goals is guided and facilitated (Eriş, Kayhan, Baştaş, & Gamar, 2017). Even involving teachers on a 

small scale might help to shift towards more effective school-based management. This can lead to an increase in 

teachers’ motivation, commitment, and job satisfaction, which will be reflected in their practices and students’ 

performance (Mokoena & Machaisa, 2018; Musengamana, Shaoan, Namanyane, Lafferty, & Uzochukwu, 2024; Olcum 

& Titrek, 2015).  

 

2.2.3. Collective Responsibility 

This dimension relates to how much teachers feel responsible for students and the learning environment beyond 

academic performance (Stoll, Bolam, McMahon, Wallace, & Thomas, 2006; Supovitz, 2002). Collective responsibility 

refers to the effort exerted by the teachers of an educational institution as a group to organize and implement plans 

aimed at achieving a common goal – enhancing student performance (Voelkel Jr & Chrispeels, 2017). In a collaborative 

structure of PLCs, teachers are actively engaged and are responsible for their own learning as well as the learning of 

their colleagues. This approach leads to improvements in teachers' instructional practices and those of their 

colleagues. Additionally, these improvements may be reflected in students' performance (Fred, Meeuwen, Pierre, 

Ellen, & Marjan, 2020). 

 

2.2.4. Reflective Dialogue 

Reflection dialogue represents meaningful interactions between colleagues on instructional and curricular issues. 

Meaningful interactions are those that include inputs such as data from student academic or behavioral records and 

teachers’ observations and outputs, such as decisions to try new approaches or judgments. These interactions also 

help reduce the gaps between theory and practice (Darling-Hammond et al., 2017; Kowalczuk-Walędziak et al., 2019; 

Supovitz, 2002). For learning to occur, teachers must be given the time and space to reflect critically on their work 

in order to build new knowledge, perspectives, and practices regarding the content, instruction, and students (Linda 

Darling-Hammond & McLaughlin, 2011; Huijboom, 2022; Rock & Levin, 2002). The process of reflecting on current 

practices, generating new ideas, and implementing them leads to a better understanding of how teachers are currently 

teaching. This may result in changes to teachers' practices (Stoll et al., 2006; Valckx, Devos, & Vanderlinde, 2018; 

Wahlstrom & Louis, 2008). 
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2.2.5. De-Privatized Practice  

This attribute pertains to the level of trust among teachers, specifically regarding the extent to which teachers 

within the same educational institution observe each other's practices and provide constructive feedback (Stoll et al., 

2006; Supovitz, 2002; Wahlstrom & Louis, 2008). A supportive and psychologically safe work environment is essential 

for a professional learning community to function effectively. To establish this environment, trust and respect must 

be present among teachers. When these elements are in place, teachers can openly share their thoughts and the 

challenges they face (Benade, 2018; Nguyen, Collins, & Ngo, 2023; Wang, 2016). Higher levels of trust between 

teachers result in more supportive and broader shared practice (Bryk & Schneider, 2004; Tschannen-Moran, 2009; 

Wang, 2016). In addition, mutual confidence and reliability between teachers strongly impact their behaviors, 

attitudes, relationships, and willingness to engage in learning and collaborate (Chen, Lee, Lin, & Zhang, 2016). 

In Lebanon, educational policies and practices are established based on a combination of cultural, political, 

economic, and hierarchical factors (Abdul-Hamid & Yassine, 2020; Shuayb, 2019). These factors affect the 

collaborative practices and teachers’ involvement in decisions and challenge the implementation of an effective PLC 

structure. As per Al-Jammal (2015), the main challenges to implementing professional learning communities are 

related to the customs and traditions of the school, which are based on structural relationships. Although local studies 

have explored the familiarity of school staff with PLC attributes, focusing on aspects of collaboration and leadership, 

an in-depth analysis of the PLC dimensions in terms of teachers’ practices remains limited in existing research. 

Therefore, this study aims to examine and rank the five dimensions and analyze the interrelationships between them, 

providing grounded insights for school leaders and decision-makers. 

 

2.3. Conceptual Framework  

Figure 1 shows the relationships to be examined among the different dimensions of a school culture to effectively 

implement professional learning communities.   

 

 
Figure 1. The relationships to be tested between the different dimensions of a school culture for a performing PLC. 
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3. METHODOLOGY  

This study employed a descriptive quantitative research design to examine the relationships among the five 

dimensions of school culture in implementing a performing PLC structure. This design facilitates the description of 

existing patterns and the testing of relationships among the dimensions. The study's population consisted of 

secondary school teachers working in private schools located in Mount Lebanon. The researcher utilized convenience 

sampling through direct contact with school administrations and professional networks. Although this approach 

enabled access to willing participants, it may limit the generalizability of the findings. Approximately 300 teachers 

were invited to participate in the survey, with 213 teachers responding, resulting in a response rate of 71%. To ensure 

broad representation, the sample included teachers from various areas within the targeted governorate, working in 

schools of different sizes (number of students) and types (Anglophone and Francophone). 

 

3.1. Data Collection and Data Analysis  

Data for this study were collected using a pre-validated survey designed to measure the five mentioned 

dimensions, the School Culture Scale (Supovitz, 2002). The survey consisted of six parts, each comprising statements 

and questions developed on a Likert-type scale to quantify teachers' perceptions and experiences. The sections of the 

survey are: Part A - Demographics, Part B - Peer Collaboration, Part C - Faculty Influence, Part D - Collective 

Responsibility, Part E - De-privatization Practices, and Part F - Reflective Dialogue. The construct validity of the 

survey has been confirmed as strong through factor analyses conducted by the Consortium for Policy Research in 

Education and the Consortium on Chicago School Research. Additionally, Cronbach’s alpha coefficients indicated 

high internal consistency across all sections: Peer Collaboration (.74), Collective Responsibility (.94), Faculty 

Influence (.85), De-privatization (.75), and Reflective Dialogue (.83). Prior to implementation, the instrument was 

reviewed by field experts to ensure content validity and clarity of the statements and questions. Participants 

completed the survey online, with the purpose of the study clearly stated on the cover page of the survey. 

The data collected were then coded and entered into SPSS software to generate descriptive statistics for the 

participants' demographics and responses. In addition to testing the relationships between the dimensions, the 

Spearman Rho correlation coefficient (rs) was calculated. This coefficient was chosen based on the nature of the data 

sets, both of which are ordinal and non-parametric (Likert scale). A significance level of p < 0.05 was set as the 

threshold for determining statistical significance. Table 1 lists the hypotheses tested. 

 

Table 1. Research hypotheses (H1–H15) and their corresponding null hypotheses (H01–H015). 

Research hypothesis Corresponding null hypothesis. 

H1 There is a statistically significant relationship 
between the "peer collaboration" dimension and the 
"faculty influence" dimension. 

H01 There is no statistically significant relationship 
between the “peer collaboration” dimension and the 
“faculty influence” dimension. 

H2 There is a statistically significant relationship 
between the “peer collaboration” dimension and the 
“collective responsibility” dimension. 

H02 There is no statistically significant relationship 
between the “peer collaboration” dimension and the 
“collective responsibility” dimension. 

H3 There is a statistically significant relationship 
between the “peer collaboration” dimension and the 
“reflective dialogue” dimension. 

H03 There is no statistically significant relationship 
between the “peer collaboration” dimension and the 
“reflective dialogue” dimension. 

H4 There is a statistically significant relationship 
between the “peer collaboration” dimension and the 
“de-privatized practice” dimension. 

H04 There is no statistically significant relationship 
between the “peer collaboration” dimension and the “de-
privatized practice” dimension 

H5 There is a statistically significant relationship 
between the “faculty influence” dimension and the 
“collective responsibility” dimension. 

H05 There is no statistically significant relationship 
between the “faculty influence” dimension and the 
“collective responsibility” dimension. 

H6 There is a statistically significant relationship 
between the “faculty influence” dimension and the 
“reflective dialogue” dimension. 

H06 There is no statistically significant relationship 
between the “faculty influence” dimension and the 
“reflective dialogue” dimension 

H7 There is a statistically significant relationship 
between the “faculty influence” dimension and the “de-
privatized practice” dimension. 

H07 There is no statistically significant relationship 
between the “faculty influence” dimension and the “de-
privatized practice” dimension. 
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Research hypothesis Corresponding null hypothesis. 
H8 There is a statistically significant relationship 

between the “collective responsibility” dimension and 
the “reflective dialogue” dimension. 

H08 There is no statistically significant relationship 
between the “collective responsibility” dimension and the 
“reflective dialogue” dimension. 

H9 There is a statistically significant relationship 
between the “collective responsibility” dimension and 
the “de-privatized practice” dimension. 

H09 There is no statistically significant relationship 
between the “collective responsibility” dimension and the 
“de-privatized practice” dimension. 

H10 There is a statistically significant relationship 
between the “reflective dialogue” dimension and the 
“de-privatized practice” dimension. 

H010 There is no statistically significant relationship 
between the “reflective dialogue” dimension and the “de-
privatized practice” dimension. 

H11 There is a statistically significant relationship 
between the “peer collaboration” dimension and the 
school culture. 

H011 There is no statistically significant relationship 
between the “peer Collaboration” dimension and the 
school culture. 

H12 There is a statistically significant relationship 
between the “faculty influence” dimension and the 
whole school culture. 

H012 There is no statistically significant relationship 
between the “faculty influence” dimension and the whole 
school culture. 

H13 There is a statistically significant relationship 
between the “collective responsibility” dimension and 
the whole school culture. 

H013 There is no statistically significant relationship 
between the “collective responsibility” dimension and the 
whole school culture. 

H14 There is a statistically significant relationship 
between the “de-privatized practices” dimension and 
the whole school culture. 

H014 There is no statistically significant relationship 
between the “de-privatized practices” dimension and the 
whole school culture. 

H15 There is a statistically significant relationship 
between the “reflective dialogue” dimension and the 
whole school culture. 

H015 There is no statistically significant relationship 
between the “reflective dialogue” dimension and the 
whole school culture. 

 

3.2. Ethical Consideration 

Ethical considerations were of primary importance and guided every step of this research to ensure the reliability 

of data collection and analysis, as well as the protection of participants' rights. Participation was voluntary, and 

participants were informed of their right to withdraw at any time without facing any pressure. Additionally, 

participation was anonymous; teachers' email addresses and full names were not collected. All collected data were 

stored securely and used solely for the academic purpose of the study, thereby contributing to educational knowledge. 

 

4. RESULTS  

This section presents the descriptive and inferential statistics of responses from 213 participants in the survey. 

Table 2 displays the sample of secondary teachers who participated in the survey. 

 

Table 2. Demographic information of the sample in the study. 

 Count Percentage  Count Percentage 

G
en

d
er

 Male  
69 32% 

Y
ea

rs
 o

f 
E

x
p

er
ie

n
ce

 
 

Between 1 and 5 
Years 

32 15.02% 

Female  
144 68% 

Between 5 and 
10 years 

27 12.68% 

E
d

u
ca

ti
o
n

 

High School 
5 2.35% 

More than 10 
years 

153 71.83% 

Bachelor's degree 74 34.74% 

E
m

p
lo

y
m

en
t 

st
at

u
s 

 

Fixed-term 146 68.54% 
 
 
Master's degree 114 53.52% 

 
 
Contract 67 31.46% 

PhD 11 5.16%  

Other 9 4.23% 
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4.1. Ranking of School Culture Dimensions within a Performing PLC 

Table 3 displays the mean responses of teachers from Parts B to F of the research survey. The means are 

presented in descending order. 

 

Table 3. Decreasing order of school culture dimensions for a performing PLC based on teachers' responses. 

School culture dimension (Parts of the survey) Mean 

Part B: Peer Collaboration 3.210 
Part F: Reflective Dialogue 2.954 
Part D: Collective Responsibility 2.698 
Part C: Faculty Influence 2.589 
Part E: De-privatized Practice 2.094 

Dimensions average 2.712 

 

The overall mean of the teacher’s responses to all the questions/statements in the survey is 2.637, which is higher 

than 2.5, the median of the 4-point Likert scale. This indicates that most responses fall between 

"Agree/Sometimes/Most of them" and "Strongly Agree/Frequently/All of them." Consequently, this suggests that 

private schools in Mount Lebanon tend to adopt a school culture that promotes a collaborative PLC structure. 

The dimensions of school culture for a high-performing PLC are ranked from the most to the least apparent in 

schools as follows: peer collaboration, reflective dialogue, collective responsibility, faculty influence, and de-

privatization. The mean responses of teachers on the survey for each dimension, in decreasing order, are 3.210, 2.954, 

2.698, 2.589, and 2.094. The average response to statements or questions related to de-privatized practices is below 

the median value of 2.5, indicating that this is the most critical area requiring improvement. Addressing this 

dimension is essential for private schools in Mount Lebanon to successfully adopt a high-performing PLC structure. 

 

4.2. Relationship Between the School Culture Dimensions for a Performing PLC 

Table 4 shows the correlation factor calculated for each of the hypotheses listed in the methodology section. The 

results indicate that there is a significant relationship among all five dimensions of school culture, as well as between 

each individual dimension and the overall school culture (Parts B, C, D, E, and F). The strength of these correlations 

ranges from moderate to very strong. 

 

Table 4. Hypothesis testing results regarding the relationship between the five school culture dimensions for a performing PLC. 

Research hypothesis / 
Null research 
hypothesis 

Significance  
(2-tailed) 
p-value 

Spearman's rho 
value 

Interpretation 

H1 / H01 0.000 0.468** 
Moderate, positive, and significant correlation  
Accept H1 and reject H01 

H2 / H02 0.000 0.371** 
Weak, positive, and significant correlation  
Accept H2 and reject H02 

H3 / H03 0.000 0.406** 
Moderate, positive, and significant correlation  
Accept H3 and reject H03 

H4 / H04 0.000 0.407** 
Moderate, positive, and significant correlation  
Accept H4 and reject H04 

H5 / H05 0.000 0.610** 
Strong, positive, and significant correlation  
Accept H5 and reject H05 

H6 / H06 0.000 0.575** 
Moderate, positive, and significant correlation  
Accept H6 and reject H06 

H7 / H07 0.000 0.559** 
Moderate, positive, and significant correlation  
Accept H7 and reject H07 

H8 / H08 0.000 0.571** 
Moderate, positive, and significant correlation  
Accept H8 and reject H08 
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Research hypothesis / 
Null research 
hypothesis 

Significance  
(2-tailed) 
p-value 

Spearman's rho 
value 

Interpretation 

H9 / H09 0.000 0.495** 
Moderate, positive, and significant correlation  
Accept H9 and reject H09 

H10 / H010 0.000 0.403** 
Moderate, positive, and significant correlation  
Accept H10 and reject H010 

H11 / H011 0.000 0.609** 
Strong, positive, and significant correlation  
Accept H11 and reject H011 

H12 / H012 0.000 0.867** 
Very strong, positive, and significant correlation  
Accept H12 and reject H012 

H13 / H013 0.000 0.766** 
Strong, positive, and significant correlation  
Accept H13 and reject H013 

H14 / H014 0.000 0.688** 
Strong, positive, and significant correlation  
Accept H14 and reject H014 

H15 / H015 0.000 0.809** 
Very strong, positive, and significant correlation  
Accept H15 and reject H015 

Note: **. Correlation is significant at the 0.01 level (2-tailed). 

 

The results show that the highest correlation values are between each of the dimensions and the overall school 

culture dimensions combined (H11 to H15). Additionally, Figure 2 illustrates the correlation coefficients for the 

relationships between individual dimensions, arranged in increasing order (H1 to H10). 

 

 
Figure 2. Increasing order of the correlation factors calculated between the individual dimensions of school culture for a performing PLC. 

 

5. DISCUSSIONS 

In this section, the results presented in the previous section are discussed. 

 

5.1. School Culture Dimensions for a Performing PLC 

One of the main aims of this study was to assess the readiness of private schools in Mount Lebanon to implement 

and adopt effective PLC structures by examining the schools' culture across five dimensions. Using descriptive 

statistics, the results indicated variations in how the school culture dimensions are perceived by teachers in the 

secondary cycle of private schools in Mount Lebanon. 

The highest-ranked dimension was peer collaboration. This indicates that teachers rely on their relationships to 

overcome daily challenges. This collaborative spirit is a key source of support and motivation within schools. These 

results coincide with the findings of Newberry et al. (2018) in their research regarding the interactional dimensions 

of teacher change. In the Lebanese context, teachers have faced, in the past couple of years, currency devaluation, 
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displacement due to war, and political instability. To overcome the aforementioned challenges, they rely on each other 

to maintain the service they provide for the students. The results also coincide with the study conducted by El Achi, 

Jabbour Al Maalouf, Barakat, and Mawad (2025) across schools in Lebanon. The study emphasizes that collaboration 

enhances teacher performance during a crisis period. It is also an important element during financial situations when 

resources are limited. Kontar, Rizk, and Jabbour Al Maalouf (2025) also demonstrated in their findings that 

collaboration among teachers in private schools in Lebanon plays a vital role in ensuring a supportive environment 

and motivating teachers during economic and social instability. Peer collaboration is regarded as a form of 

professional learning and helps to sustain ongoing student learning, especially when the formal and official 

educational system is disrupted (Burns & Lawrie, 2015; Timperley, 2007).  

The second-ranked dimension was reflective dialogue. The high ranking of this dimension is due to the fact that 

private schools in Lebanon utilize standardized testing for accreditation purposes, which is a requirement for private 

schools with international program divisions. This activity normalizes student record analysis and reflection meetings 

throughout the academic year (Taha & Thebian, 2025). On a national level, schools were required to develop school 

improvement plans. This practice was mandated by the Ministry of Education and Higher Education in Lebanon 

under the RACE II project. Consequently, teachers and principals engaged in regular reflection cycles (Ministry of 

Education and Higher Education (Lebanon), 2016; The World Bank, 2023). Reflective dialogue ranks second after 

peer collaboration, as data use is secondary; it builds on the collaboration between teachers (Van Geel, Visscher, & 

Teunis, 2017). 

Respectively, collective responsibility and faculty influence are ranked in third and fourth place. The means of 

teachers’ responses to the statements related to these dimensions are relatively close and above the mid-point, 

indicating that these dimensions are elements of strength in private schools in Mount Lebanon. Collective 

responsibility appears to be an element of strength because most schools in Lebanon express a clear ethos rooted in 

local cultural, religious, or community traditions (Frayha, 2003). This reflects the social and religious traditions 

among the teachers of a school or a group of schools, fostering a sense of belonging among them (Baytiyeh, 2017, 

2019; Naddaf, 2014). Faculty influence is ranked fourth. This indicates that schools in Lebanon adopt a top-down 

structure, where principals and owners make strategic and significant decisions. The involvement of teachers in major 

decisions is limited (Akkary & Rizk, 2014; Berjaoui & Karami-Akkary, 2020; Shuayb, 2019). Although collective 

responsibility and faculty influence came after peer collaboration and reflective dialogue, they still reflect important 

strengths. Their ranking indicates that teachers are more engaged with peers than with the leadership team in 

schools, prioritizing relationships and practical classroom-level practices. Involving teachers in the decision-making 

process with the leadership team increases their motivation to improve their practices (Mokoena & Machaisa, 2018; 

Musengamana et al., 2024). This highlights an opportunity to improve the implementation of PLCs and support the 

well-ranked dimensions of school culture (Berjaoui, 2013; Dedering & Pietsch, 2025; Lomos, 2021).  

Finally, de-privatized practices ranked last with a mean of 2.094 (less than the median), indicating that this 

dimension is a weakness point in private schools in Lebanon. This suggests that teachers’ collaboration is primarily 

task-focused at the classroom level, including lessons, assessments, and students’ behavior in class. This finding is 

attributed to the top-down leadership approach adopted by most schools in Lebanon, which limits teachers' ability to 

share freely (Berjaoui, 2013; Dedering & Pietsch, 2025; Shuayb, 2019). Moreover, private schools in Lebanon adopt 

an exam-driven culture, especially in the grades of national assessments (G9 and G12). Student performance in these 

national examinations is used as a marketing tool by schools to attract students. This culture encourages collaboration 

on practical tasks; however, it diminishes full trust, as teachers may compete for student outcomes, recognition, or 

promotions (Kontar et al., 2025; Schulz, 2005). However, trust between teachers is essential for them to collaborate, 

learn, and exchange ideas to face challenges and improve (Chen et al., 2018; Nguyen et al., 2023; Wang, 2016). This 

highlights a point of focus: time and proper planning are required to promote deep confidence and psychological 

safety among staff (Hernandez, Darling-Hammond, & Nielson, 2024; Newman, Donohue, & Eva, 2017).  
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5.2. Relationship among the School Culture Dimensions for a Performing PLC 

The results show that there is a significant correlation between the individual dimensions of school culture 

promoting PLC structure (Figure 3). This indicates that the dimensions are interconnected and reinforce one another 

within private schools in Mount Lebanon, creating a coherent system rather than isolated practices. It also suggests 

that interventions at a dimensional level can have a domino effect. Peer collaboration provides the foundation for 

teachers to share student data and engage in reflective dialogue. Additionally, analyzing and discussing student data 

as a group clarifies common goals, thereby enhancing collective responsibility. Clear, shared, and reflective practices 

increase teachers' confidence in contributing to strategic decisions (faculty influence), provided that the leadership 

style permits it. Regular peer interactions and reflective practices over time would build mutual trust among teachers. 

This process would develop collaboration to be relational rather than task-focused (de-privatized practices) (Karen 

Seashore Louis, 2007; O’Connor, 2008; Shuayb, 2019; Stoll et al., 2006; Supovitz & Morrison, 2015).  

 

 
Figure 3. Values of the correlation factors between the individual dimensions of school culture promoting PLC structure. 

 

The results also show strong and very strong significant positive relationships between individual dimensions 

and the school culture for a performing PLC structure (Figure 4). This statement aligns with the findings concerning 

the relationship tests among the various dimensions of school culture. It emphasizes that these dimensions are 

interconnected, and interventions targeting one dimension can influence the others. Recognizing this 

interconnectedness is crucial for designing effective strategies to enhance school culture comprehensively. This also 

aligns with Stoll et al. (2006) and Supovitz and Morrison (2015), who argue that the different attributes of a 

professional learning community work in harmony emphasize the importance of a comprehensive approach. In the 

context of private schools in Mount Lebanon, peer collaboration is a relative strength. The tested relationship 

indicates an opportunity to build on this strength to improve teachers' and leaders' engagement and to boost trust 

over time. These findings highlight the importance of addressing all dimensions simultaneously when implementing 
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a PLC structure in schools, rather than focusing on each dimension separately (DuFour et al., 2016; Hord & Huffman, 

2010).  

 

 
Figure 4. Values of the correlation factors between the dimensions and the school culture promoting the PLC structure. 

 

6. CONCLUSION 

This study offers a new perspective on how Professional Learning Communities (PLCs) function within the 

Lebanese private educational context. The findings of this research provide a comprehensive understanding of the 

school culture necessary for implementing professional learning communities in private schools in Lebanon. Peer 

collaboration ranked first, indicating a central role for peer interactions in providing support and fostering potential 

professional growth during Lebanon's period of instability. Reflective dialogue ranked second, demonstrating that 

teachers rely on and build upon discussions and analyses of student performance data. Collective responsibility and 

faculty influence ranked third and fourth simultaneously, revealing that schools exhibit coherence in their visions and 

hierarchical organization; however, teachers’ involvement in strategic and major decisions remains limited. De-

privatized practices ranked last, emphasizing that collaboration and reflective practices have not yet translated into 

fully open, psychologically safe school environments, which are essential for deeper professional learning. These 

findings highlight both the strengths and areas needing development within the Lebanese private sector to establish 

an effective PLC structure. Although PLCs are extensively studied internationally, limited research exists in Lebanon, 

a system characterized by exam-driven practices, resource shortages, and high dependency on the private sector. 

The significant positive relationship between the dimensions and between each dimension and the overall school 

culture measure indicates that the dimensions are interconnected. An intervention at the dimension level tends to 

support improvements across the other dimensions. This interconnection underscores the importance of developing 

professional learning communities holistically. To establish effective communities, all dimensions peer collaboration, 

reflective dialogue, collective responsibility, faculty influence, and de-privatized practices must be addressed 

simultaneously. 

Overall, this research presents both areas of strength to build on, such as peer collaboration and reflective 

dialogue, and areas of weakness, such as de-privatized practices and teacher agency, which are essential for the 

performance of professional learning communities and for long-term school improvement. At the policy level, the 

findings also highlight the importance of developing PLCs holistically rather than covering the dimensions 

separately. This research offers guidance to plan interventions regarding PLCs that fit the context of private schools 

in Lebanon. It contributes to a more global understanding of how PLCs function in diverse educational contexts. 

 

 

 

 



International Journal of Education and Practice, 2026, 14(2): 257-273 

 

 
269 

© 2026 Conscientia Beam. All Rights Reserved. 

Funding: This study received no specific financial support. 
Institutional Review Board Statement: This study was approved by the Institutional Review Board of Saint 
Joseph University, Lebanon, under protocol number (IRB No. USJ-2024-18), dated February 5, 2024. 
Informed verbal consent was obtained from all participants, and all data were anonymized to protect 
participant confidentiality. 
Transparency: The authors state that the manuscript is honest, truthful, and transparent, that no key aspects 
of the investigation have been omitted, and that any differences from the study as planned have been clarified. 
This study followed all writing ethics. 
Competing Interests: The authors declare that they have no competing interests. 
Authors’ Contributions: Both authors contributed equally to the conception and design of the study. Both 
authors have read and agreed to the published version of the manuscript. 
Disclosure of AI Use: OpenAI’s ChatGPT tool was used to support language editing, formatting, and 
refinement of written sections under the full supervision and intellectual control of the authors. 

 

REFERENCES 

Abdul-Hamid, H., & Yassine, M. (2020). Political economy of education in Lebanon: Research for results program. Washington, DC: 

World Bank. 

Admiraal, W., Schenke, W., De Jong, L., Emmelot, Y., & Sligte, H. (2021). Schools as professional learning communities: What 

can schools do to support professional development of their teachers? Professional Development in Education, 47(4), 684-

698. https://doi.org/10.1080/19415257.2019.1665573 

Akkary, R. K. (2014). The role and role context of the Lebanese school principal: Toward a culturally grounded understanding of 

the principalship. Educational Management Administration & Leadership, 42(5), 718-742. 

https://doi.org/10.1177/1741143213510503 

Akkary, R. K., & Rizk, N. (2014). School reform in the Arab world: Characteristics and prospects. International Journal of Educational 

Reform, 23(4), 315-332. https://doi.org/10.1177/105678791402300405 

Al-Jammal, K. (2015). School as professional learning communities: The case of Lebanese private schools. The International Journal 

of Humanities & Social Studies, 3(10), 1-23.  

Al-Jammal, K., & Ghamrawi, N. (2013). Teacher professional development in Lebanese schools. Basic Research Journal of Education 

Research and Review, 2(7), 104-128.  

Al Maalouf, N. J., & Al Baradhi, R. (2024). The impact of the economic crisis on the educational sector in Lebanon in terms of 

student enrollment, quality of education, and teachers’ motivation. Migration Letters, 21(4), 1561-1570.  

Baytiyeh, H. (2017). Has the educational system in Lebanon contributed to the growing sectarian divisions? Education and Urban 

Society, 49(5), 546-559. https://doi.org/10.1177/0013124516645163 

Baytiyeh, H. (2019). The implication of school culture on building a cohesive pluralistic society: Evidence from Lebanon. Improving 

Schools, 22(2), 191-200. https://doi.org/10.1177/1365480218804084 

Bell-Robertson, C. G. (2014). “Staying On Our Feet”: Novice music teachers’ sharing of emotions and experiences within an online 

community. Journal of Research in Music Education, 61(4), 431-451. https://doi.org/10.1177/0022429413508410 

Benade, L. (2018). The role of trust in reflective practice. Educational Philosophy and Theory, 50(2), 123–132. 

https://doi.org/10.1080/00131857.2016.1142415 

Berjaoui, R. R. (2013). The nature of distributed leadership and teachers’ organizational commitment in large private schools in 

Lebanon. Unpublished Doctoral Dissertation, American University of Beirut, Lebanon.  

Berjaoui, R. R., & Karami-Akkary, R. (2020). Distributed leadership as a path to organizational commitment: The case of a Lebanese 

school. Leadership and Policy in Schools, 19(4), 610-624. https://doi.org/10.1080/15700763.2019.1637900 

Bryk, A., & Schneider, B. (2004). Trust in schools: A core resource for improvement. United States: Russell Sage Foundation. 

Burner, T. (2018). Why is educational change so difficult and how can we make it more effective? Forskning og Forandring, 1(1), 

122-134. https://doi.org/10.23865/fof.v1.1081 

Burns, M., & Lawrie, J. (2015). Where it’s needed most: Quality professional development for all teachers (Vol. 162). New York: Inter-

Agency Network for Education in Emergencies. 

Chen, P., Lee, C.-D., Lin, H., & Zhang, C.-X. (2016). Factors that develop effective professional learning communities in Taiwan. 

Asia Pacific Journal of Education, 36(2), 248–265. https://doi.org/10.1080/02188791.2016.1148853 

https://doi.org/10.1080/19415257.2019.1665573
https://doi.org/10.1177/1741143213510503
https://doi.org/10.1177/105678791402300405
https://doi.org/10.1177/0013124516645163
https://doi.org/10.1177/1365480218804084
https://doi.org/10.1177/0022429413508410
https://doi.org/10.1080/00131857.2016.1142415
https://doi.org/10.1080/15700763.2019.1637900
https://doi.org/10.23865/fof.v1.1081
https://doi.org/10.1080/02188791.2016.1148853


International Journal of Education and Practice, 2026, 14(2): 257-273 

 

 
270 

© 2026 Conscientia Beam. All Rights Reserved. 

Darling-Hammond, L., Hyler, M., & Gardner, M. (2017). Effective teacher professional development. United States: Learning Policy 

Institute. 

Darling-Hammond, L., & McLaughlin, M. W. (2011). Policies that support professional development in an era of reform. Phi Delta 

Kappan, 92(6), 81-92. https://doi.org/10.1177/003172171109200622 

Dedering, K., & Pietsch, M. (2025). School leader trust and collective teacher innovativeness: On individual and organisational 

ambidexterity’s mediating role. Educational Review, 77(2), 351-380. https://doi.org/10.1080/00131911.2023.2195593 

DuFour, R., DuFour, R., Eaker, R., & Many, T. (2016). Learning by doing: A handbook for professional learning communities at work 

(2nd ed.). United States: Solution Tree Press. 

El Achi, S., Jabbour Al Maalouf, N., Barakat, H., & Mawad, J. L. (2025). The impact of transformational leadership and work 

environment on teachers’ performance in crisis-affected educational settings. Administrative Sciences, 15(7), 256. 

https://doi.org/10.3390/admsci15070256 

Eriş, H., Kayhan, H., Baştaş, M., & Gamar, C. (2017). Teacher and administrative staff views on teachers’ participation in decision 

making process. Eurasia Journal of Mathematics, Science and Technology Education, 13(11), 7411-7420. 

https://doi.org/10.12973/ejmste/79794 

Farah, M., & Frayha, N. (2022). Investigating schools in North Lebanon as professional learning communities. International Journal 

of Advanced Research in Science, Engineering and Technology, 9(4), 19153–19160.  

Frayha, N. (2003). Education and social cohesion in Lebanon. Prospects, 33(1), 77-88. https://doi.org/10.1023/A:1022664415479 

Fred, H., Meeuwen Pierre, V., Ellen, R., & Marjan, V. (2020). How to enhance teachers’ professional learning by stimulating the 

development of professional learning communities: Operationalising a comprehensive PLC concept for assessing its 

development in everyday educational practice. Professional Development in Education, 46(5), 751-769. 

https://doi.org/10.1080/19415257.2019.1634630 

Giles, C., & Hargreaves, A. (2006). The sustainability of innovative schools as learning organizations and professional learning 

communities during standardized reform. Educational Administration Quarterly, 42(1), 124-156. 

https://doi.org/10.1177/0013161X05278189 

Haddad, G. (2014). Role of school principals in developing a professional learning community—a case study. PhD Thesis, Faculty 

of Philosophy and Humanities, Department of Education, Holy Spirit University of Kaslik (USEK).  

Harris, A., & Jones, M. (2010). Professional learning communities and system improvement. Improving Schools, 13(2), 172-181. 

https://doi.org/10.1177/1365480210376487 

Hernandez, L. E., Darling-Hammond, L., & Nielson, N. (2024). Cultivating relationships in secondary schools: Structures that matter. 

United States: Learning Policy Institute. 

Hipp, K. K., & Huffman, J. B. (2003). Professional learning communities: Assessment—development—effects. Paper presented at the 

International Congress for School Effectiveness, Netherlands.  

Hord, S. (1997). Professional learning communities: What are they and why are they important? Southwest Educational Development 

Laboratory, 6(1), 1–8.  

Hord, S. M., & Huffman, J. B. (2010). A review of the five dimensions of professional learning communities. United States: Southwest 

Educational Development Laboratory. 

Huijboom, F. (2022). The professional learning community, a “beckoning” or a “working” perspective for teacher 

professionalisation: An investigation into the relationships between school context factors and PLC development at 

secondary schools. Master’s Thesis, Open Universiteit, Netherlands.  

Jensen, B., Roberts-Hull, K., & Hunter, A. (2016). Beyond PD: Teacher professional learning in high-performing systems. United States: 

The National Center on Education and the Economy. 

Kontar, H., Rizk, N., & Jabbour Al Maalouf, N. (2025). Aspects influencing teacher’s motivation in private schools amid the 

challenging environment in Lebanon. Quality Education for All, 2(1), 190-208. https://doi.org/10.1108/QEA-05-2024-

0045 

https://doi.org/10.1177/003172171109200622
https://doi.org/10.1080/00131911.2023.2195593
https://doi.org/10.3390/admsci15070256
https://doi.org/10.12973/ejmste/79794
https://doi.org/10.1023/A:1022664415479
https://doi.org/10.1080/19415257.2019.1634630
https://doi.org/10.1177/0013161X05278189
https://doi.org/10.1177/1365480210376487
https://doi.org/10.1108/QEA-05-2024-0045
https://doi.org/10.1108/QEA-05-2024-0045


International Journal of Education and Practice, 2026, 14(2): 257-273 

 

 
271 

© 2026 Conscientia Beam. All Rights Reserved. 

Kools, M., & Stoll, L. (2016). What Makes a school a learning organisation? OECD Education Working Papers No. 137; OECD 

Education Working Papers. 

Kowalczuk-Walędziak, M., Korzeniecka-Bondar, A., Danilewicz, W., & Lauwers, G. (2019). Rethinking teacher education for the 21st 

century: Trends, challenges and new directions (1st ed.). Germany: Verlag Barbara Budrich. 

Leclerc, M., & Labelle, J. (2012). The professional learning community as a support for the professional development of teachers in inclusive 

school settings. Paris, France: International Biennial of Education, Training and Professional Practices. 

Lomos, C. (2021). The relationship between teacher professional community and participative decision-making in schools in 22 

European countries. In A. Oude Groote Beverborg, T. Feldhoff, K. Maag Merki, & F. Radisch (Eds.), Concept and design 

developments in school improvement research. In (pp. 41–62). Germany: Springer. 

Long, C., Li, C., Huang, G., & Fu, J. (2024). How to better promote teaching? Unveiling the links between professional learning 

communities and intrinsic motivation among foreign language teachers. Heliyon, 10(16), e36011. 

https://doi.org/10.1016/j.heliyon.2024.e36011 

Louis, K. S. (2007). Trust and improvement in schools. Journal of Educational Change, 8(1), 1-24. https://doi.org/10.1007/s10833-

006-9015-5 

Louis, K. S., & Kruse, S. (1995). Professionalism and community: Perspectives on reforming urban schools. United States: Corwin Press. 

MacQueen, K. M., McLellan, E., Metzger, D. S., Kegeles, S., Strauss, R. P., Scotti, R., . . . Trotter, R. T. (2001). What is community? 

An evidence-based definition for participatory public health. American Journal of Public Health, 91(12), 1929-1938. 

https://doi.org/10.2105/AJPH.91.12.1929 

Meeuwen, P. V., Huijboom, F., Rusman, E., Vermeulen, M., & Imants, J. (2020). Towards a comprehensive and dynamic conceptual 

framework to research and enact professional learning communities in the context of secondary education. European 

Journal of Teacher Education, 43(3), 405-427. https://doi.org/10.1080/02619768.2019.1693993 

Mhanna, A. H. (2025). The reality of professional development for public school teachers in Lebanon and its obstacles from the 

perspective of a sample of principals: Teacher training in the Beirut Governorate as a model. Journal of Educational and 

Psychological Sciences, 9(7S), 23–40. https://doi.org/10.26389/AJSRP.E080125 

Ministry of Education and Higher Education (Lebanon). (2016). Reaching all children with education: RACE II (2017–2021). Beirut, 

Lebanon. Retrieved from https://planipolis.iiep.unesco.org/sites/default/files/ressources/lebanon_race-ii_2017-

2021.pdf 

Mokoena, S., & Machaisa, R. (2018). More heads are better than one: School-based decision-making in varied school environments. 

Africa Education Review, 15(1), 138-156. https://doi.org/10.1080/18146627.2016.1257917 

Mulford, B. (2005). Organizational learning and educational change. In A. Hargreaves (Ed.), Extending educational change. In 

(pp. 336–361). Dordrecht, Netherlands: Springer. 

Musengamana, I., Shaoan, M. M. R., Namanyane, T., Lafferty, N., & Uzochukwu, O. M. (2024). Teachers’ role in school decision-

Making process: A case study of teachers and school leaders perceptions in Rwanda public secondary school. Asia Social 

Issues, 17(4), e267161. https://doi.org/10.48048/asi.2024.267161 

Naddaf, C. S. (2014). An explorative study on the approach of private schools in Lebanon: Preparing students for a society with 

religious diversity. Unpublished Master’s Thesis. American University of Beirut, Beirut, Lebanon.  

Negrín-Medina, M. Á., Bernárdez-Gómez, A., Portela-Pruaño, A., & Marrero-Galván, J. J. (2022). Teachers’ perceptions of changes 

in their professional development as a result of ICT. Journal of Intelligence, 10(4), 90. 

https://doi.org/10.3390/jintelligence10040090 

Newberry, M., Sanchez, L. O., & Clark, S. K. (2018). Interactional dimensions of teacher change. Teacher Education Quarterly, 45(4), 

29-50.  

Newman, A., Donohue, R., & Eva, N. (2017). Psychological safety: A systematic review of the literature. Human Resource 

Management Review, 27(3), 521-535. https://doi.org/10.1016/j.hrmr.2017.01.001 

Nguyen, N., Collins, L., & Ngo, P. (2023). Effective teacher collaboration to enhance online teaching pedagogy for ELICOS 

teachers. English Australia Journal, 39(1), 5-23.  

https://doi.org/10.1016/j.heliyon.2024.e36011
https://doi.org/10.1007/s10833-006-9015-5
https://doi.org/10.1007/s10833-006-9015-5
https://doi.org/10.2105/AJPH.91.12.1929
https://doi.org/10.1080/02619768.2019.1693993
https://doi.org/10.26389/AJSRP.E080125
https://planipolis.iiep.unesco.org/sites/default/files/ressources/lebanon_race-ii_2017-2021.pdf
https://planipolis.iiep.unesco.org/sites/default/files/ressources/lebanon_race-ii_2017-2021.pdf
https://doi.org/10.1080/18146627.2016.1257917
https://doi.org/10.48048/asi.2024.267161
https://doi.org/10.3390/jintelligence10040090
https://doi.org/10.1016/j.hrmr.2017.01.001


International Journal of Education and Practice, 2026, 14(2): 257-273 

 

 
272 

© 2026 Conscientia Beam. All Rights Reserved. 

O’Connor, K. E. (2008). “You choose to care”: Teachers, emotions and professional identity. Teaching and Teacher Education, 24(1), 

117-126. https://doi.org/10.1016/j.tate.2006.11.008 

Olcum, D., & Titrek, O. (2015). The effect of school administrators’ decision-making styles on teacher job satisfaction. Procedia-

Social and Behavioral Sciences, 197, 1936-1946. https://doi.org/10.1016/j.sbspro.2015.07.575 

Paetsch, J., Franz, S., & Wolter, I. (2023). Changes in early career teachers’ technology use for teaching: The roles of teacher self-

efficacy, ICT literacy, and experience during COVID-19 school closure. Teaching and Teacher Education, 135, 104318. 

https://doi.org/10.1016/j.tate.2023.104318 

Papatraianou, L. H., & Le Cornu, R. (2014). Problematising the role of personal and professional relationships in early career 

teacher resilience. Australian Journal of Teacher Education, 39(1), 128-144. https://doi.org/10.14221/ajte.2014v39n1.7 

Rock, T. C., & Levin, B. B. (2002). Collaborative action research projects: Enhancing preservice teacher development in professional 

development schools. Teacher Education Quarterly, 29(1), 7-21.  

Schlager, M. S., & Fusco, J. (2003). Teacher professional development, technology, and communities of practice: Are we putting 

the cart before the horse? The Information Society, 19(3), 203-220. https://doi.org/10.1080/01972240309464 

Schulz, B. C. (2005). Teachers’ perspectives on how high-stakes testing influences instructional decisions and professionalism. 

Unpublished Doctoral Dissertation. The University of Georgia, Athens, GA, USA.  

Servage, L. (2009). Who is the “professional” in a professional learning community? An exploration of teacher professionalism in 

collaborative professional development settings. Canadian Journal of Education/Revue canadienne de l'éducation, 32(1), 149‐

171.  

Shuayb, M. (2019). Who shapes education reform policies in Lebanon? Compare: A Journal of Comparative and International 

Education, 49(4), 548-564. https://doi.org/10.1080/03057925.2018.1434409 

Shuayb, M., Hammoud, M., Nehme, N., Antoun, S., Al Samhoury, O., Maalouf, M., . . . Sayed, Y. (2024). Education under fire: A rapid 

study of parents’ and teachers’ readiness for school Amidst Israeli attacks on Lebanon. Beirut, Lebanon & Cambridge, UK: Centre 

for Lebanese Studies and REAL Centre, University of Cambridge. 

Stoll, L., Bolam, R., McMahon, A., Wallace, M., & Thomas, S. (2006). Professional learning communities: A review of the literature. 

Journal of Educational Change, 7(4), 221-258. https://doi.org/10.1007/s10833-006-0001-8 

Supovitz, J., & Morrison, K. (2015). Does collaboration facilitate data use in schools. Journal of Studies in Education, 5(2), 136-156. 

https://doi.org/10.5296/jse.v5i2.7379 

Supovitz, J. A. (2002). Developing communities of instructional practice. Teachers College Record, 104(8), 1591-1626.  

Taha, N., & Thebian, S. (2025). Authentic learning and assessment in Lebanon and UAE private schools: Implementation, impacts, 

and challenges. Global Partners in Education Journal, 11(1), 59-76.  

The World Bank. (2023). Proposed program restructuring of reaching all children with education in Lebanon support project (Approved on 

September 27, 2016) (Restructuring Paper No. RES45074; Education Global Practice Middle East and North Africa Region). 

Washington, DC, USA: The World Bank. 

Timperley, H. (2007). Teacher professional learning and development: Best evidence synthesis iteration (BES). Wellington, New Zealand: 

Ministry of Education. 

Timperley, H. (2008). Teacher professional learning and development. Victoria, Australia: Australian Council for Educational Research. 

Tschannen-Moran, M. (2009). Fostering teacher professionalism in schools: The role of leadership orientation and trust. 

Educational Administration Quarterly, 45(2), 217-247. https://doi.org/10.1177/0013161X08330501 

Valckx, J., Devos, G., & Vanderlinde, R. (2018). Exploring the relationship between professional learning community 

characteristics in departments, teachers’ professional development, and leadership. Pedagogische Studiën, 95(1), 34-55.  

Van Geel, M., Visscher, A. J., & Teunis, B. (2017). School characteristics influencing the implementation of a data-based decision 

making intervention. School Effectiveness and School Improvement, 28(3), 443-462. 

https://doi.org/10.1080/09243453.2017.1314972 

Vescio, V., Ross, D., & Adams, A. (2008). A review of research on the impact of professional learning communities on teaching 

practice and student learning. Teaching and Teacher Education, 24(1), 80-91. https://doi.org/10.1016/j.tate.2007.01.004 

https://doi.org/10.1016/j.tate.2006.11.008
https://doi.org/10.1016/j.sbspro.2015.07.575
https://doi.org/10.1016/j.tate.2023.104318
https://doi.org/10.14221/ajte.2014v39n1.7
https://doi.org/10.1080/01972240309464
https://doi.org/10.1080/03057925.2018.1434409
https://doi.org/10.1007/s10833-006-0001-8
https://doi.org/10.5296/jse.v5i2.7379
https://doi.org/10.1177/0013161X08330501
https://doi.org/10.1080/09243453.2017.1314972
https://doi.org/10.1016/j.tate.2007.01.004


International Journal of Education and Practice, 2026, 14(2): 257-273 

 

 
273 

© 2026 Conscientia Beam. All Rights Reserved. 

Voelkel Jr, R. H., & Chrispeels, J. H. (2017). Understanding the link between professional learning communities and teacher 

collective efficacy. School Effectiveness and School Improvement, 28(4), 505-526. 

https://doi.org/10.1080/09243453.2017.1299015 

Wahlstrom, K. L., & Louis, K. S. (2008). How teachers experience principal leadership: The roles of professional community, trust, 

efficacy, and shared responsibility. Educational Administration Quarterly, 44(4), 458-495. 

https://doi.org/10.1177/0013161X08321502 

Wang, T. (2016). School leadership and professional learning community: Case study of two senior high schools in Northeast 

China. Asia Pacific Journal of Education, 36(2), 202–216. https://doi.org/10.1080/02188791.2016.1148849 

Webster-Wright, A. (2009). Reframing professional development through understanding authentic professional learning. Review 

of Educational Research, 79(2), 702-739. https://doi.org/10.3102/0034654308330970 

Worapun, W., Khamdit, S., & Siridhrungsri, P. (2022). Teacher perceptions toward professional learning community on the 

development of Thai students’ 21st century skills. Journal of Educational Issues, 8(1), 59-72. 

https://doi.org/10.5296/jei.v8i1.19485 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Views and opinions expressed in this article are the views and opinions of the author(s), International Journal of Education and Practice shall not be responsible 
or answerable for any loss, damage or liability etc. caused in relation to/arising out of the use of the content. 

 

https://doi.org/10.1080/09243453.2017.1299015
https://doi.org/10.1177/0013161X08321502
https://doi.org/10.1080/02188791.2016.1148849
https://doi.org/10.3102/0034654308330970
https://doi.org/10.5296/jei.v8i1.19485

