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Abstract

This study aims to analyse the factors that
influence the level of activity, reflectivity, and
collaboration of teachers in continuous
professional development based on Participatory
Action Research (PAR); evaluate the impact of
the PAR model on the quality of learning in
schools; and identify the challenges and solutions
faced by teachers in its implementation. A
qualitative research method with a thematic
analysis approach was used to explore the
experiences of six teachers, one head teacher, one
supervisor, and one external facilitator. The
results showed that teacher activity was
influenced by the relevance of training, structural
support, and intrinsic motivation. Teachers'
reflectivity is generally still individual and
sporadic, while collaboration occurs more
informally. The application of the PTP model has
been proven to increase professional awareness,
encourage  evidence-based learning, and
strengthen peer collaboration through reflective
forums and professional learning communities.
The main challenges include time constraints,

Resumo

Este estudo tem como objetivo analisar os
fatores que influenciam o nivel de atividade,
reflexividade e colaboracéo dos professores no
desenvolvimento profissional continuo com base
na Investigacdo-Acdo Participativa (IAP);
avaliar o impacto do modelo IAP na qualidade
da aprendizagem nas escolas; e identificar os
desafios e solugbes enfrentados pelos
professores na sua implementaco. Foi utilizado
um método de investigagéo qualitativa com uma
abordagem de analise tematica para explorar as
experiéncias de seis professores, um diretor, um
supervisor e um facilitador externo. Os
resultados mostraram que a atividade dos
professores foi influenciada pela relevancia da
formacdo, pelo apoio estrutural e pela
motivacdo intrinseca. A reflexividade dos
professores ainda é, em geral, individual e
esporéadica, enquanto a colaboragédo ocorre de
forma mais informal. A aplicacdo do modelo
PTP  provou aumentar a consciéncia
profissional, incentivar a aprendizagem
baseada em evidéncias e fortalecer a
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administrative burdens, and a lack of institutional
support. Strategic solutions include providing
dedicated time for reflection, simplifying
administrative tasks, practice-based training, and
transformational leadership by school principals.

Keywords: Sustainable Professional
Development. Participatory Action Research.
Teacher Reflectivity. Teacher Collaboration.
Professional Learning Community.
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colaboracdo entre pares por meio de foruns
reflexivos e comunidades de aprendizagem
profissional. Os principais desafios incluem
restricGes de tempo, encargos administrativos e
falta de apoio institucional. As solugdes
estratégicas incluem a disponibilizacdo de
tempo dedicado a reflexdo, a simplificacdo das
tarefas administrativas, a formacéo baseada na
pratica e a lideranca transformacional por parte
dos diretores escolares.

Palavras-chave: Desenvolvimento Profissional
Sustentavel. Investigacdo-acdo Participativa.
Reflexdo do Professor. Colaboracdo entre
Professores. Comunidade de Aprendizagem
Profissional.

1 INTRODUCTION

Enhancing educational quality is fundamental to addressing global challenges and
building internationally competitive human resources (Abels et al., 2021). This requires
an educational paradigm shift that moves beyond academic achievement to include
holistic character development, skills, and lifelong learning (Ma’dan et al., 2020; Shen &
Luo, 2022). To meet contemporary demands, education must develop critical and creative
skills applicable in real-world contexts (Ohlssen & Krempecki, 2020; Onyeso et al.,
2020). This entails adopting a holistic, relevant curriculum that emphasizes practical
knowledge application over theoretical instruction. Such a curriculum integrates
classroom learning with field experiences, problem-based projects, and meaningful
community engagement (Gbollie & Gong, 2018).

The Programme for International Student Assessment (PISA), conducted by the
OECD since 2000, evaluates the reading, mathematics, and science competencies of 15-
year-old students as an indicator of a country’s educational quality (Enchikova et al.,
2021). The 2022 PISA results ranked Indonesia 69th out of 80 participating countries,
with a total score of 1,108. Although this reflects a modest improvement compared to the
2018 results, Indonesia’s performance remains relatively low both at the global level and
within the ASEAN region. The persistently low scores, particularly in reading literacy,

highlight an urgent need to enhance the quality of national education through curriculum
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reform, more targeted and needs-based teacher training, and the provision of equitable
access to quality educational resources (Nasir et al., 2022).

Teachers’ professional effectiveness can be strengthened through sustained
involvement in continuous professional development initiatives that foster the
development of wupdated knowledge, professional dispositions, and practical
competencies (Nurcahyani et al., 2022). Participation in such programmes plays a crucial
role in improving the quality of teaching practice (Yasin & Yaqin, 2024), both through
direct instructional enhancement and indirect influences on classroom performance
(Borg, 2015; Day, 2002). Although teachers may adopt different approaches to deliberate
and ongoing learning through continuous professional development (CPD), these efforts
share a common objective: the improvement of student learning outcomes (Borg, 2015;
Dhanavel, 2022).

There is broad believe on the value of teacher professional development for its
wide-ranging benefits. As Opfer and Pedder (2010) outline, these benefits include direct
improvements for students and school practices, indirect professional gains for teachers,
and enhanced institutional outcomes for schools. However, effectiveness varies. To be
impactful, professional development must be contextual, practice-oriented, sustained, and
critically collaborative (Somantri & Iskandar, 2021). This underscores the importance of
teacher-led learning communities and collegial activities within schools as hallmarks of
effective CPD (Mercer et al., 2022)

Despite the shift to online teaching during challenging periods, many educators
received little to no training for effective distance instruction (Hodges et al., 2020). As
teaching becomes increasingly high-pressure (Sokal et al., 2020), supporting isolated
teachers through collaborative structures is essential (Reimers & Schleicher, 2020). In
this context, professional development models that foster collaboration are crucial.
Participatory Action Research (PAR) meets this need by enabling teachers to
collaboratively address community and classroom challenges (Creswell, 2015; Saldafa
& Omasta, 2016). Unlike traditional methods, PAR emphasizes teamwork, collective
responsibility, and shared ownership of the inquiry process, making it a fitting model for
effective CPD.

Participatory Action Research focuses on creating a culture of continuous

improvement by encouraging educators to not only act as recipients of policy, but also as
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agents of change who are directly involved in the planning and implementation of
solutions. In the context of education, this approach enables teachers to work closely with
students, understand their challenges, and design teaching strategies that are more
responsive to the real needs of students (Finefter-Rosenbluh et al., 2023).

As a specific form of action research (AR), Participatory Action Research (PAR)
engages researchers as active participants throughout the research process, which is
collaboratively designed and implemented by all involved (Morales, 2016).
Consequently, PAR appears particularly well-suited to supporting teachers during
challenging circumstances. The approach addresses the contextual needs of both teachers
and students, fosters collective problem-solving, promotes active learning and teacher
inquiry, and emphasises collaboration and sustainability (Borko et al., 2010).
Furthermore, PAR provides a framework for tackling issues of shared concern and
addressing common challenges within the educational community (Kemmis et al., 2014).

Unlike conventional action research (AR), Participatory Action Research (PAR)
is a professional development practice conducted with participants, rather than for or
about them (Chevalier, 2019). In PAR, teachers actively engage in “planning,
implementing, and applying the results” of their own research (Morales, 2016), making
it particularly effective in addressing teachers’ contextual needs, fostering critical
thinking and reflective practice, and promoting collaboration (Ayaya et al., 2020;
Chevalier, 2019).

Several studies have examined the relationship between PAR and teacher
professional development, highlighting its potential benefits. PAR has been shown to help
teachers confront challenges (Parrello et al., 2019) and support their professional growth
(Laudonia & Eilks, 2018). Through PAR, teachers can adopt a more critical and
systematic approach to teaching, respond more effectively to students’ needs, and
cultivate autonomous and professional learning practices (Lambirth et al., 2021).
Moreover, PAR can enhance teachers’ perceptions of professional development
(Miedijensky & Sasson, 2022) and provide opportunities to explore topics of interest in
depth and collaboratively (Nugent, 2020). Finally, participation in PAR has been
associated with improvements in teachers’ behaviours, attitudes, and professional
competencies (Pineda et al., 2022). Despite its potential, research employing PAR in the
Turkish context remains limited (Ordem, 2023; Uztosun et al., 2014).
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In Indonesia, Participatory Action Research (PAR) offers a promising model for
teacher development by integrating community empowerment with adaptive learning.
This collaborative approach, which engages educators, policymakers, and local
communities, enhances educational relevance and quality, supporting Sustainable
Development Goal 4 (Quality Education). Empirical evidence highlights its effectiveness.
For instance, Ridha et al. (2024) illustrate how a PAR-based initiative in Samarinda
empowered a community through health training, while Purnomo et al. (2024) emphasize
that local leadership and social capital are cornerstones of the PAR framework are vital
for sustaining such participatory projects.

In the context of education, programmes such as Teacher Professional Education
(PPG) have had a significant impact on improving teacher competence through active
learning approaches, although challenges such as a lack of collaboration and participation
in action research remain obstacles (Rokhman et al., 2024). Syahchari and Van Zanten
(2024) highlighting the role of leadership in promoting sustainable practices in the
educational environment as a key element in the success of development initiatives.
However, challenges related to inadequate community involvement and limited resource
allocation remain obstacles to maximising the potential of PAR.

The novelty of this research lies in the exploration and integration of PAR as a
strategic approach in continuing professional development in Indonesia. By overcoming
existing obstacles, PAR can be an innovative solution that not only improves teacher
competence but also empowers local communities to contribute to the achievement of

inclusive and sustainable educational development goals.
2 RESEARCH METHOD

The research method used was qualitative research with a participatory action
research (PAR) approach. This approach aims to develop a deep understanding of
continuous professional development based on participatory action that actively involves
teachers in the process of reflection and collaboration to improve the quality of their
teaching.

The approach is Qualitative with a Participatory approach, which emphasises the

involvement of teachers in the process of reflection and joint action to improve the quality
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of education. The data produced will be in the form of insights and in-depth experiences
from teachers regarding the process of improving their professionalism.

The data analysis technique used is thematic analysis or inductive data analysis,
which involves organising and classifying data into specific themes. Data obtained from
interviews, observations, and documents will be analysed to identify key patterns that
describe the process of continuous professional development based on a participatory
approach.

Data were collected through a combination of qualitative methods: in-depth
interviews with teachers and stakeholders to understand their experiences with PAR-
based professional development; participant observation to directly witness collaborative
engagement in the process; and analysis of documents such as lesson plans, teaching

materials, reflective notes, and group discussion records generated during the activities.

3 DISCUSSION

3.1 Research result

This study included nine purposively selected respondents involved in
Participatory Action Research (PAR)-based professional development. The cohort
consisted of six teachers (R1-R6) from primary to high school levels, aged 31-45 with
8-20 years of experience, all holding Bachelor of Education degrees and engaged in
lesson study, reflective forums, and professional learning communities.

The sample also included a 48-year-old school headmaster (R7) with a Master of
Education and 25 years of experience, who provided structural and logistical support; a
51-year-old school supervisor (R8) with over 28 years in education management, offering
policy oversight; and a 39-year-old external facilitator (R9) with a Master of International

Education and 14 years of experience in mentoring and community development.
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Figure 1
Thematic Map of Active Aspects in Professional Development
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Figure 1 presents a thematic map categorizing the dynamics of teacher
professional development into five key areas: (1) Participation in Formal Activities, (2)
Independent Learning, (3) Training Relevance to Classroom Needs, (4) Barriers to
Participation, and (5) Supporting Aspects. This framework illustrates that teacher
involvement is not an isolated phenomenon but the result of complex interactions between
individual motivation, institutional support, workload, and the practical relevance of
training (Desimone & Garet, 2015; Krille, 2020). Significant barriers include demanding
schedules and limited support, which restrict teachers' capacity to engage in development
activities.

The success of professional development therefore hinges not only on personal
motivation but also on organizational support systems, such as leadership and a
collaborative culture (Opfer & Pedder, 2011). A systemic approach which encompassing
policy reform, workload management, and needs-based training is essential for
sustainable impact. Further, the practice of reflective teaching, a core component of
continuous development, remains largely informal and unstructured. While some teachers
engage in personal reflection, schools generally lack a systematic framework for
collective, documented reflection. Cultivating this professional culture requires dedicated

guidance, time, and structured forums for collaboration. Likewise, the results of thematic
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analysis of interview data show four main themes related to this aspect, namely: personal
or independent reflection, unstructured reflection, the absence of a collective reflection

system in schools, and reflection that has not become a professional culture.

Figure 2
Thematic Map of Reflection Aspects in Learning Practices

Personal

reflection Lack of formal

reflection
Unstructured platforms
reflection
Shared Reflection

Individual
Forums

Reflection
Practices Efforts to
establish forums

Reflection

Aspects in
Teaching Practice

No reflection
system

Culture and

B Reflection as an
reflection systems Perceptions of

improvement tool
5 v Benefits
Barriers of time

and workload

Considered
important but not
yet habitual

Teacher reflection in practice remains largely individualistic and intuitive,
typically taking the form of personal journals or informal notes. While this demonstrates
a foundational awareness of reflective practice, its unstructured and subjective nature
prevents it from being a robust driver of continuous pedagogical improvement.

A key limitation of this approach is its tendency to remain isolated. As Shah
(2022) argues, individual reflection can become overly cognitive and insular, constraining
teachers' ability to gain diverse perspectives on complex classroom dynamics. Hence, a
deliberate shift from individual to collaborative reflection is widely advocated as a more
effective strategy for fostering the deep, socially-engaged learning necessary for
meaningful teacher development.

Collective reflection integrates critical thinking, peer dialogue, and diverse
perspectives, moving beyond personal analysis to include shared experiences and
constructive feedback. While individual reflection remains valuable for self-awareness,

embedding collective reflection into professional development is essential. This approach
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enriches pedagogical insight and fosters a collaborative, reflective culture, making it a
strategic priority for enhancing educational quality.

However, this shift requires supportive structures that are often absent. Schools
typically lack routine, structured systems for reflection, indicating a weak institutional
reflective culture. Systemic barriers, such as insufficient time, training, and guidelines
will prevent reflection from becoming embedded in teachers' professional routines.

Furthermore, effective reflection must engage with cultural dimensions. As
Durden and Truscott (2010) note, a lack of cultural understanding between teachers and
students can lead to homogenous, "colour-blind" teaching approaches that overlook
student diversity and cultural capital. Without this awareness, reflective practices risk
being superficial and disconnected from classroom realities.

These challenges are compounded in low-income or conflict-affected
environments, where structural issues like resource scarcity, social trauma, and emotional
strain severely limit opportunities for the social-emotional learning that underpins a
reflective culture.

Beyond previous barriers, a universal and frequently cited obstacle is time.
Educators report that administrative pressures, such as standardized testing and packed
curricula which force a constant “implementation mode,” leaving little room for critical
pedagogical reflection. This highlights a systemic failure: without institutional policies
that intentionally allocate time and space for reflection, it remains an unrealized ideal
rather than an embedded practice.

Notably, teachers generally perceive reflection positively, understanding its value
as a cognitive and affective tool for evaluating instruction, student engagement, and
learning outcomes. Yet, a significant gap persists between this conceptual appreciation
and daily practice. Barriers like time constraints, a lack of clear reflective models, and
insufficient structural support prevent reflection from becoming an internalized
professional habit.

Therefore, strengthening reflective practice requires systematic, multi-level
intervention. Cultivating a reflective culture must begin with professional development
that builds critical and collaborative reflection skills, supported by regularly facilitated
forums for dialogue. Institutionally, this demands structural commitments: dedicated time

within the schedule, systems for documenting reflective processes, and incentives that
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ensure its long-term sustainability. Through these measures, reflection can evolve from a

peripheral activity into an integral, cyclical component of ongoing teaching improvement.

The following Thematic Map illustrates the interconnected themes and sub-themes within

Teacher Collaboration, mapping how experiences, challenges, and needs collectively

shape effective collaborative practices in education.

Figure 3

Thematic Map of Aspects of Collaboration Among Teachers
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Teacher collaboration is a vital element in building professional learning

communities and enhancing educational quality (Azmi, 2025). In practice, it manifests in

various forms—from joint lesson planning and resource sharing to implementing cross-

curricular thematic projects. The growing emphasis on interdisciplinary, student-centered

learning signals a positive shift, and practices like peer observation serve as foundational

steps toward reflective professional growth.

However, existing collaboration remains largely informal and unsystematic.

While teachers frequently share materials, integrated and reflective co-design of

instruction is less common. This indicates that collaboration has not yet become an

embedded cultural norm. As Kelchtermans (2006) notes, informal collaboration holds

potential but is often constrained without institutional structure and support.
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The path to stronger collaboration faces structural and cultural challenges,
including mismatched schedules, varying pedagogical beliefs, and communication
barriers. The absence of facilitation and a persistent individualistic school culture further
inhibit consistent collaborative practice. These findings align with research by
Vangrieken et al. (2015), highlighting that effective collaboration depends heavily on
organizational conditions, leadership, and structural support.

Thus, strengthening teacher collaboration requires an integrated strategy
addressing structural, cultural, and personal dimensions. A holistic approach is essential
to transform collaboration from an optional activity into an integral component of a
reflective and cooperative school culture.

Figure 4
Thematic Map of Perceptions of School Culture
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This study found that principal support is a crucial element in creating an
environment conducive to teacher professional development. While principals often
demonstrate openness to capacity building such as accepting teacher ideas and
encouraging participation—this support frequently lacks systematic structural
facilitation. It tends to remain at an administrative or procedural level, without translating

into dedicated time, planned mentorship, or deeper reinforcement of reflective and
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collaborative practices. Consequently, support often falls short of addressing the complex
and dynamic professional needs of teachers.

In terms of school culture, it was found that reflection and collaboration are not
yet an integral part of teachers' daily practices. Collaborative practices generally still take
place informally and are limited to small groups, while reflection tends to be done
individually without systematic guidance or support from the school. An innovative
culture has not yet developed evenly, and new learning initiatives tend to be driven by
certain individuals or groups only. This condition shows that schools have not yet
succeeded in building a cultural structure that supports comprehensive professional
development.

In addition, teachers show strong aspirations for a change in school culture that is
more supportive of professional learning. There are high expectations for more regular
discussion forums, incentive systems for innovation, and continuous and consistent
coaching. Teachers realise that cultural change cannot happen instantly, but requires a
long process and multi-layered support from the head teacher, colleagues, and policy
structures at the school level. Teachers' understanding of the importance of a long-term
process in school cultural change reflects a high level of professional awareness, which
in the literature is referred to as teacher agency, namely the capacity of teachers to act
consciously, reflectively, and collectively in creating a better learning environment.
Overall, the findings of this study show that although there is great potential among
teachers to grow and develop professionally, institutional support and school culture still

need to be strengthened.

Veredas do Direito, v.23 n.4, e234745 — 2026




Mardi & Sri Widi Lestari & Wahyu Lestari & Khansha Sindra Irfani

Figure 5
Thematic Map of Aspirations and Expectations for Teacher Professional Development
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The findings of this study reveal that teachers hold a clear, concrete vision for
ideal continuing professional development (CPD). They advocate for a model that
is contextual, practical, and directly relevant to their classroom challenges. This vision is
fundamentally needs-based, positioning teachers not as passive recipients but as active
participants whose contextual knowledge and experiences shape the learning process.
This perspective aligns with research (Desimone & Garet, 2015) emphasising that
effective professional development should be job-embedded, responsive, and sustained.

Furthermore, teachers stressed the necessity for CPD to be regular and systematic,
moving beyond one-off events or administrative checkboxes toward a framework of
ongoing, structured support. Regarding methodology, teachers expressed a preference
for thematic, field-based training that addresses specific pedagogical issues such as active
learning or differentiated instruction within an applicable context. They also highlighted
the critical importance of professional learning communities to facilitate peer interaction
through discussion, collective reflection, and shared practice.

Furthermore, active teacher involvementin planning and implementing
development programs is a critical indicator of their success (Eliza et al., 2023). Teachers
advocate for a participatory, practice-based model where they serve not merely as

recipients but as contributors, reflecting the efficacy of a bottom-up approach in
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educational policy and program implementation. Within this framework, a structured
mentoring system and robust institutional support are essential.

Teachers demonstrate a positive readiness for participation, contingent on several
prerequisites. First, the program's benefits and objectives must be clear; teachers are
enthusiastic about relevant programs with direct classroom impact. Second,
administrative demands should not be burdensome, as complex reporting reduces
motivation for active involvement. Third, tangible rewards and recognition, whether
symbolic appreciation, decision-making roles, or publication opportunities which
significantly enhance motivation. Finally, systemic support from school leadership and
local government is a decisive factor in teacher engagement.

In summary, the ideal professional development model is contextual,
collaborative, and practice-based, systematically structured to facilitate teacher agency
with strong institutional backing. Teacher readiness hinges on program clarity, minimal
bureaucracy, and adequate recognition. These findings imply a necessary policy shift

away from top-down, instructional training models.
3.2 Discussion

3.2.1 Factors influencing teachers' activity, reflectivity, and collaboration levels in

continuous professional development based on Participatory Action Research

Teacher participation in professional development (e.g., MGMP, workshops)
depends on perceived relevance and practical benefits. When training is seen as applicable
to classroom challenges, engagement increases which aligning with findings that
meaningfulness drives participation (Opfer & Pedder, 2011). Effective training must
therefore be contextual and bridge theory with practice.

In addition, time and workload support are significant structural constraints.
Heavy administrative and teaching loads limit consistent involvement, a challenge noted
by Hogg (2012). Supportive policies, such as dedicated time and equitable workload
distribution, are essential to enable participation. Nevertheless, teachers show strong
personal initiative, using online resources, messaging groups, and personal reflection for

self-development. This intrinsic motivation and reflective capacity are key to effective
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professional growth (Avalos, 2011) which provides a foundation for more structured,
participatory, and reflective approaches to Continuing Professional Development (CPD).

Teacher reflection remains primarily individual and incidental, confined to
personal journals or informal post-lesson notes. The absence of a formal system
for collective reflection indicates that a reflective culture is not yet integral to the school
ecosystem. Since reflection is central to professional growth (Stoll et al., 2006), the lack
of structured support ensures these practices remain sporadic and isolated.

This gap also reflects weak institutional support. While school leaders may offer
moral encouragement, they rarely establish dedicated spaces or policies for collaborative
reflection. In the PAR framework, such reflection is essential, it should form a continuous
cycle of critical, shared inquiry that informs actionable improvements.

Similarly, teacher collaboration tends to be informal, limited to ad-hoc discussions
or sharing materials, and seldom progresses to formal co-planning or joint projects. This
stems from a predominantly individualistic work culture and a lack of facilitation.
Effective collaboration requires intentional structures, shared objectives, and distributive
leadership to foster genuine community learning (Stoll et al., 2006).

Building meaningful collaboration necessitates developing collective capacity, for
instance, by training internal facilitators, ensuring equitable task delegation, and
cultivating practice-based communities. When properly supported, collaboration can
deepen pedagogical insight, strengthen reflective practice, and generate innovative,

context-responsive teaching strategies.

3.2.2 The impact of implementing a continuous professional development model based on

Participatory Action Research on improving the quality of learning in schools

The Participatory Action Research (PAR)-based CPD model demonstrates strong
potential for improving instructional quality. While adoption varies, teachers who
consistently engage in its cycles of reflection and collaboration show significant shifts in
practice. They become more adept at evaluating and adaptively redesigning their teaching
to better meet student needs, aligning with the view that collaborative inquiry builds
teachers' capacity for problem-solving (Cochran-Smith & Lytle, 2015).
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Structured personal reflection is central to this process, fostering professional
awareness that allows teachers to identify ineffective patterns and seek evidence-based
alternatives. For instance, participating teachers report adopting more project-based
learning, integrating technology purposefully, and designing meaningful formative
assessments. This reflective practice underpins evidence-based teaching, directly
enhancing instructional decision-making (Timperley et al., 2007).

Collaboration, a core component of the PAR model, moves beyond material
sharing to include data-driven dialogue, peer observation, and joint planning. This
approach mirrors professional learning communities (PLCs), which foster a school-wide
culture of continuous learning (Vescio et al., 2008). Teachers engaged in such
collaborative practices typically demonstrate a stronger commitment to refining their
pedagogy and a greater openness to experimenting with innovative instructional methods.

However, the successful implementation of PTP is not only determined by the
individual motivation of teachers, but also depends heavily on structural support from
schools and education agencies. This support includes providing dedicated time for
reflection and collaboration, relevant and ongoing training, and facilitating access to
learning resources. Study by Desimone (2009) emphasises that effective professional
development must be long-term, focus on relevant content, and create a collaborative
space that allows teachers to learn from one another. Without adequate institutional
support, the implementation of the PTP model risks remaining at the individual level and
not becoming institutionalised in the school culture.

Based on the evaluation, the PAR-based CPD model has a positive impact on
learning quality when implemented systematically. Teachers become more reflective,
collaborative, and innovative, developing greater sensitivity to student needs and
designing adaptive strategies based on learning data. Ultimately, PAR serves as a strategic
mechanism to bridge theory and practice, fostering more meaningful and effective
teaching.
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3.2.3 Challenges and solutions faced by teachers in implementing the participatory action
research-based continuous professional development model

Implementing a Participatory Action Research (PAR)-based CPD model faces
challenges rooted in structural, cultural, and individual factors. Key obstacles include
significant time constraints due to high administrative workloads, a lack of structured
reflective forums, insufficient practice-based training, and a weak collaborative culture
with limited teacher motivation for self-development.

Among these, time constraints emerge as the most prominent challenge. Teachers
struggle to allocate time for reflection and collaboration due to demanding administrative
duties, such as report-writing and lesson preparation. This lack of time limits
opportunities to critically reflect on and innovate teaching practices, which is a
fundamental requirement for effective professional development (Guskey, 2002).

Furthermore, teachers tend to engage in reflection individually and sporadically.
This is due to the lack of a formal system or forum in schools that supports structured
collective reflection. In fact, meaningful reflection should be carried out in an open,
dialogical, and collaborative atmosphere in order to produce a deeper understanding and
improvement of teaching practices (Zeichner & Liston, 2013). In this context, the lack of
shared reflection space hinders the realisation of a continuous learning cycle, which is at
the core of the PTP approach.

Another challenge identified is the lack of contextual and practice-based training.
Much of the training provided is general in nature and does not address the issues faced
by teachers in the field. As a result, the training is considered to be impractical and has
no significant impact on improving teaching quality. Avalos (2011) emphasizing that
effective teacher training needs to be designed based on real needs and real conditions in
the classroom, so that teachers can internalise the knowledge and skills acquired in a more
meaningful way.

In addition to structural aspects, motivational factors also pose obstacles to the
implementation of PTP. Some teachers display passive attitudes and lack enthusiasm in
participating in professional development programmes, especially when these activities
do not receive support from the school environment. This low level of motivation is also

related to the lack of a culture of collaboration among teachers. An individualistic work
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culture hinders the formation of a dynamic learning community. As explained by Stoll et
al. (2006), a collaborative culture is an important prerequisite for the creation of a
professional learning community that can drive positive change in learning practices.

To address these challenges, key strategic solutions are proposed. First, schools
should establish structured Professional Learning Communities (PLCs) to serve as
regular forums for teacher reflection and collaboration, supporting sustained professional
growth and school improvement (Hord, 2004). Second, integrating reflective and
collaborative activities into formal school policy rather than treating them as optional
which ensures these practices become a sustainable part of the school culture and routine
(Darling-Hammond et al., 2017).

Third, workload adjustment and dedicated time allocation are essential.
Simplifying administrative tasks and carving out specific time for professional
development respects the principles of adult learning, which emphasize autonomy and
flexibility (Knowles et al., 2005). Fourth, teacher training must be practice-based and
context-specific. Models such as lesson study and peer coaching, which engage teachers
in analyzing real classroom problems, align with the action-reflection cycle central to
participatory research (Kemmis & McTaggart, 2014).

Finally, supportive leadership from headteachers is critical. Transformational
leaders foster a school climate conducive to collaboration and innovation, providing the
policy support and recognition needed to motivate and sustain teacher engagement in
professional development (Fullan, 2007).

By identifying challenges and formulating comprehensive solutions, the
application of the Continuous Professional Development model based on Participatory
Action Research can be an effective approach to continuously improve teacher

competence and have a direct impact on improving the quality of learning in schools.
4 CONCLUSION

Based on the analysis results, it can be concluded that the development of teachers'
continuous professional development based on Participatory Action Research (PAR) is

influenced by perceptions of the relevance of training, intrinsic motivation, institutional

support, and a conducive school culture; where activity is more triggered by classroom
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needs, reflectivity is not yet structured due to the lack of collective forums, and
collaboration is still informal due to weak systemic support. The application of the PTA
model has been proven to improve the quality of learning through the role of teachers
who are more reflective, innovative, and collaborative in designing evidence-based
teaching strategies, but still faces challenges in the form of administrative workload,
limited contextual training, and a weak culture of reflection and collaboration. Hence, it
is recommended that schools form formal professional learning communities (PLCs),
provide practice-based training, simplify administrative burdens, and introduce
transformational leadership by school principals to create a sustainable reflective-
collaborative culture, as well as encourage broader further studies and the development

of comprehensive PTP evaluation instruments.
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