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ABSTRACT
This study delves into the transformative impact of a
professional development model (PDM) across three
affiliated private schools in Beirut, Lebanon, spanning three
years, with a primary focus on nurturing teacher leadership.
At the heart of this PDM, teachers assumed the role of
trainers, guiding their colleagues during dedicated
professional development days. Employing a grounded
theory approach, the study conducted semi-structured
interviews with 12 teacher trainers and engaged with three
school principals. The research reveals five central
categories. Two categories revolve around the evidence
highlighting the progression of teacher leadership: (1)
accessing and utilising research to enhance teaching and
student learning, and (2) promoting professional learning
for continuous improvement. Additionally, three categories
elucidate the elements instrumental in facilitating the
PDM’s role in cultivating teacher leadership: reciprocal
empowerment, conceptual awareness, and collaborative
metacognition. This model redefines traditional top-down
leadership structures, allowing teachers to actively mold
their professional development journey, creating a more
collaborative and intentional approach to teacher leadership.
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Introduction

The existing body of research indicates that effecting alterations in teaching
methods and student performance necessitates a type of professional growth
that is collaborative, cohesive, rooted in subject matter, concentrated on teach-
ing techniques, and extended in duration (Poekert 2016). The cultivation of edu-
cators to assume leadership roles represents an example of such a professional
growth approach (Ghamrawi 2013a, 2013b; Poekert 2016). Nonetheless, the
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progression of teacher leadership as a mode of immersive professional advance-
ment and school reform is progressively gaining traction, presenting potential
for augmenting the calibre of teacher education (Admiraal et al. 2021; Al-
Jammal and Ghamrawi 2013; Campbell et al. 2022).

Teacher leadership, a concept situated at the intersection of pedagogical
expertise and influential leadership, holds a pivotal position within educational
discourse (Ghamrawi 2010, 2011, 2023; Nguyen, Harris, and Ng 2020; Pan, Wiens,
and Moyal 2023; Wenner and Campbell 2017). It represents a paradigm shift
from the conventional perception of teaching as a solitary endeavour to one
that acknowledges teachers as change agents operating within collaborative
contexts (Campbell et al. 2022; Harris and Jones 2021). The importance of
teacher leadership emanates from its potential to foster a culture of continuous
improvement (Shen 2023), enabling educators to drive meaningful transform-
ations in curriculum (Harris, Jones, and Crick 2020), instructional methods
(Ghamrawi et al. 2023a), tech pioneers (Ghamrawi and Tamim 2023) and
student engagement (Nguyen, Harris, and Ng 2020). Yet, as the concept gains
traction, its precise dimensions and the avenues through which it can be effec-
tively developed remain somewhat enigmatic (Nguyen, Harris, and Ng 2020).
The pathways that lead to the cultivation of teacher leaders and the mechan-
isms that underpin their capacity to inspire positive change are areas that
necessitate further exploration and elucidation (Bond 2022). With a scarcity of
evidence-based explorations concerning professional development conducive
to fostering teacher leadership, this study becomes instrumental in unveiling
and addressing this crucial aspect.

Focusing on the evolution of teacher leadership skills within a transforma-
tional Professional Development Model (PDM) and the specific elements of
the PDM that facilitate teachers’ utilisation of these skills, this study was
guided by the following research questions:

1. What evidence exists regarding the development of teacher leadership skills
among participants engaged in a transformative professional development
model over a three-year period?

2. What are the elements of a transformative professional development model
that contribute to the enactment and cultivation of teacher leadership skills
among participants?

Theoretical background

Teacher leadership

Teacher leadership denotes educators’ capacity to assume leadership responsi-
bilities beyond their traditional classroom roles, thus positively impacting
student learning, instructional strategies, and school enhancement endeavours
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(Ghamrawi 2023; Ghamrawi et al. 2023a, 2023b; York-Barr and Duke 2004; Kat-
zenmeyer and Moller 2009). It entails teachers proactively taking the lead, col-
laborating with peers, and actively contributing to decision-making processes
that shape educational practices (Harris and Jones 2019).

The spectrum of teacher leadership encompasses diverse forms and activi-
ties, spanning from mentoring and coaching fellow teachers to designing and
implementing professional development initiatives, participating in curriculum
design and assessment procedures, advocating for educational policies, and
engaging in research and innovation endeavours (Bond 2022; Chen 2020;
Lumpkin 2016). Through the lens of teacher leadership, educators assume a
pivotal role in shaping educational dynamics, fostering professional develop-
ment, and ameliorating student outcomes (Ghamrawi 2013a). This empowers
teachers to channel their expertise, knowledge, and experiences beyond the
confines of their classrooms, creating a more far-reaching impact across
schools, districts, and the broader educational landscape (Shen et al. 2020).

Certain studies have confined teacher leadership to formal roles often occu-
pied by only a select few educators (Cooper 2023). However, a multitude of
research suggests that teacher leadership transcends the classroom walls,
enabling educators to influence the greater school community at multiple
tiers (Warren 2021; Youngs and Evans 2021). This paper advances the notion
that teacher leadership is a function rather than a fixed position, embracing
the idea that it is not necessarily tied to official titles, positions, or hierarchical
authority.

Teacher leadership and school improvement

As posited by Suleiman and Moore (1997), a persistent misconception prevails
in schools, asserting that teaching is exclusively reserved for teachers, while lea-
dership is designated for administrators. Supporting this viewpoint, Crowther
et al. (2002) argue that centralising school leaders in the leadership process
has yielded detrimental effects on educational outcomes. The contemporary
emphasis on the importance of integrating teachers into leadership roles for
school improvement is rooted in the works of Killion (1996), Whitaker (1995),
and Lieberman and Miller (1999). Killion (1996) suggests that enduring school
improvement initiatives may not materialise without teacher involvement in
leadership; Whitaker (1995) underscores the necessity of teacher leadership
for the success of initiatives; and Lieberman and Miller (1999) contend that
school reform endeavours are destined to fail without active participation
from teachers in leadership.

Shen et al. (2020) enriched the discourse on teacher leadership by crafting a
comprehensive framework that outlines various dimensions within this concep-
tual domain, drawing insights from a decade’s worth of pertinent literature and
reports. The seven fundamental dimensions include nurturing a shared vision,
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overseeing activities beyond the classroom, facilitating improvements in curri-
culum and instruction, fostering professional development, engaging in
policy formulation, enhancing outreach and collaboration, and cultivating a col-
laborative culture within the school. One could posit that these findings, rooted
in the literature, lend support to the idea that teacher leadership contributes to
school improvement initiatives, either directly or indirectly.

Currently, teacher leadership is regarded as a pivotal instrument for school
improvement, as it entails empowering educators to assume leadership roles
within educational institutions, enabling them to harness their expertise. This
approach is closely linked to school improvement and has a direct impact on
enhancing students’ learning outcomes (Ghamrawi 2023; Ghamrawi and Abu-
Tineh 2023; Harris and Jones 2019). Teacher leaders function as catalysts for
positive transformation (Ghamrawi 2010, 2013b, 2023), taking the lead in
improvement initiatives (Harris and Jones 2019), and fostering a culture of con-
tinuous learning (Youngs and Evans 2021).

The literature highlights a compelling argument that teacher leadership,
characterised by principled action, holds unprecedented significance in
shaping meaning for children, youth, and adults alike (Conway and Andrews
2023). The imperative to reinvigorate the organic essence of teacher leadership
has become more pressing than ever, necessitating a renewed commitment to
recognising and fostering the importance of advocating for and providing
agency to teachers who extend their leadership beyond the confines of the
classroom(Conway and Andrews 2023).

Highlighting uncertainties

The sphere of teacher leadership development is confronted with an array of
uncertainties, as delineated by extant educational research. A fundamental chal-
lenge emerges from the manifold interpretations and roles ascribed to teacher
leadership, resulting in a notable lack of consensus on a standardised defini-
tional framework (Cosenza 2015). The intricacies surrounding the measurement
of effectiveness and impact constitute a complex terrain, with persistent
debates concerning appropriate metrics and the enduring influence of such
programmes on student outcomes (Schott, van Roekel, and Tummers 2020).

Moreover, the impediments to successful programme implementation,
encompassing factors such as resistance, resource limitations, and institutional
constraints, further compound the prevailing challenges (Çoban, Özdemir, and
Bellibaş 2023). Ensuring the sustained efficacy and impact of teacher leadership
initiatives over an extended temporal trajectory gives rise to apprehensions
regarding their enduring viability (Polatcan, Arslan, and Balci 2023). The role
of contextual determinants, including school culture and leadership support,
introduces a layer of complexity in discerning the operative dynamics of
these initiatives across diverse settings (Poekert 2016).
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Ongoing uncertainties include the identification of optimal professional
development models (Fairman et al. 2023), the exploration of policy impli-
cations (Trinter and Hughes 2023), and the nuanced consideration of issues per-
taining to inclusivity and diversity (Beck et al. 2023).

With a scarcity of evidence-based inquiries into professional development
conducive to fostering teacher leadership, this study assumes a pivotal role in
unveiling and addressing this crucial aspect. The investigation delves into a
specific professional development model that serves as a fertile ground for nur-
turing and harnessing teacher leadership potential.

Teacher professional development

The landscape of teacher professional development (TPD) literature is character-
ised by a rich tapestry of perspectives. A recurring theme in this body of work
highlights effective TPD through its ability to (a) ignite teacher motivation
(Jackson, Mawson, and Bodnar 2022; Mockler 2022; Tran et al. 2022), (b) con-
structively enhance teachers’ knowledge (Bae, Hand, and Fulmer 2022;
Gaumer Erickson et al. 2017), (c) foster teacher collaboration (Bates and
Morgan 2018; Farrow, Schneider Kavanagh, and Samudra 2022), and (d) inte-
grate practice (Althauser 2015; Mockler 2022). Aligning high-quality TPD with
the principles of andragogy, it is asserted that basing TPD on this adult learning
theory underpins its efficacy (Powell and Bodur 2019; Witcher and Sasso 2022).
Significantly, the incorporation of andragogy into TPD encapsulates many of
these aforementioned aspects.

Andragogy, or Knowles (1973) theory of adult learning, posits that adult lear-
ners, including teachers, experience optimal learning when it’s self-directed.
Knowles argues that ‘as an individual matures, his need and capacity to be
self-directed, to utilize his experience in learning, to identify his own readiness
to learn, and to organize his learning around life problems, increases steadily’
(Knowles 1973, 43). For adult learners, including teachers, the first step involves
grasping the rationale behind learning something before embarking on the
learning journey (Knowles, Holton, and Swanson 2005, 64). Adult learners
need clarity on how learning will unfold, the content to be covered, the
purpose of learning, and assurance that they have the autonomy for self-direc-
tion (Hare 2012). Consequently, teachers, as adult learners, are intrinsically
motivated to learn, leveraging heightened levels of autonomy. Therefore, pro-
fessional development opportunities resonate more with teachers, given the
latitude to decide how, what, where, when, and why they engage with new
content.

On the contrary, the literature underscores effective TPD as a means of nur-
turing teachers’ knowledge rather than merely delivering information. In
essence, the approach should be constructivist, building upon teachers’ existing
knowledge while expanding and enriching it (Bae, Hand, and Fulmer 2022;
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Gaumer Erickson et al. 2017), without precipitating cognitive overload (McGill
2021). In alignment with the cognitive load theory, learning is optimised
when the load on working memory is well-structured, allowing changes in
long-term memory and subsequent retention (Thompson and McGill 2008).
Teacher training should facilitate the acquisition of fresh knowledge while effec-
tively bridging it with teachers’ prior understanding, without overwhelming
them in terms of volume.

Moreover, effective TPD champions and nurtures teacher collaboration (Bates
and Morgan 2018; Ghamrawi 2013a). This entails creating an environment
where teachers can share ideas, collaboratively solve problems, collectively
deliberate, and work in tandem. Professional learning communities (PLCs)
exemplify the ideal setting for teacher collaboration (Gore and Rosser 2022).
PLCs augment teachers’ professional competencies to enhance student learn-
ing, providing dedicated time for collaborative endeavours (Valckx, Vanderlinde,
and Devos 2020). These communities share six common components: (1) collec-
tive values and vision; (2) shared responsibility; (3) collective decision-making;
(4) mutual practice sharing; (5) supportive conditions; and (6) critical collabor-
ation centred on peer feedback and reflection.

Numerous research-based concrete examples supporting the cultivation of
teacher leadership within PLCs are highlighted in the literature. For instance,
Moller (2006) concludes that teacher leadership naturally emerges as an inevi-
table outcome of participation in PLCs. Similarly, Brodie (2021) suggests that
PLCs have the potential to facilitate the development of teacher leadership
by nurturing teacher agency. However, the journey towards teacher leadership
development is not without challenges in such environments. Oppi and
Eisenschmidt (2022) emphasise that the lack of support and interest from the
school leadership team could significantly impede the sustainability of the
PLC, thereby affecting the trajectory of teacher leadership development.

Nevertheless, the literature strongly advocates for the integration of practice
as a crucial facet of effective TPD (Althauser 2015; Mockler 2022). Andragogy
further supports the assimilation of experience, endorsing ‘experiential learning’
or learning by doing. This method involves sharing an experience, reflecting on
it, abstracting insights, and then applying these lessons in novel contexts
(Knowles, Holton, and Swanson 2005). Teachers require the opportunity to
experiment with new ideas beyond the facilitators’ scope, applying constructed
knowledge in new situations and contexts (Althauser 2015; Mockler 2022).
Ideally, teachers should trial these new ideas within their own classrooms, col-
laboratively with peers (Ghamrawi 2022; Kyza et al. 2022).

Teacher leadership and professional development

Frick and Browne-Ferrigno (2016) underscore that the journey towards develop-
ing teacher leaders demands a blend of formal and informal professional
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development, characterised by its continuity. This developmental trajectory
requires educators to engage in job-embedded learning experiences, often
within communities of practice. The concept of a community of practice,
where individuals collaboratively nurture expertise concerning shared practices,
emerges as a pivotal avenue for fostering emerging teacher leaders’ career pro-
gression and professional growth (Frick and Browne-Ferrigno 2016).

Moreover, research conducted by Huggins, Lesseig, and Rhodes (2017) offers
insight into the transformative potential of iterative communities of practice.
Their study revealed that educators who were granted the opportunity to
engage in communities of practice, involving both professional development
contexts and school-based Professional Learning Communities (PLCs), demon-
strated heightened receptiveness to assume leadership responsibilities linked
to peer coaching. This underscores the reciprocal relationship between the
engagement in communities of practice and the enactment of teacher leadership.

In this context, Osmond-Johnson (2017) emphasises professional develop-
ment models that embrace teacher-led initiatives. She describes the empower-
ing impact of delegating the role of facilitators to teachers, thereby enhancing
their potential to embrace teacher leadership. Teacher-driven agendas and
initiatives, offer an optimal alternative to the conventional one-size-fits-all
approach (Ghamrawi 2013a, 2022).

Context of the study

Three sister schools located in Beirut, Lebanon, introduced a transformative pro-
fessional development model (PDM) with the explicit goal of fostering enduring
and constructive transformations in teachers’ professional identities, thereby
cultivating them as teacher leaders and consequently enhancing their impact
on both student learning and the overall progress of the schools. In line with
this objective, they established a series of events termed Professional Days
(PDs), structured as teacher-led training sessions organised by school staff for
their fellow teachers. This approach aimed to cultivate a culture of collaborative
learning, encouraging the dissemination of knowledge and the nurturing of lea-
dership skills among teachers.

A Professional Development (PD) day comprises a multitude of in-house
teacher-led workshops. It is structured around proposals submitted by teachers,
who show interest in delivering workshop for their fellows. Beforehand, teacher
trainees register in the workshops aligned with their individual needs. They
create their personal agenda comprised of workshops they choose for them-
selves based on a programme often sent to them a week before the event.
This programme includes titles of workshops, name of presenters, alongside
the synopsis for each one of them.

Teachers frequently participate in workshops organised by colleagues from
different departments, allowing them to engage with individuals they might
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not typically interact with. Three PDs were conducted during each academic
year. These sessions take place on regular school days, and parents are informed
in advance not to send their children to school on those days, as the teachers
will be engaged in professional development activities. This dedicated time pro-
vides an opportunity for teachers to share ideas in a relaxed and unhurried
manner.

Teachers who are interested in leading workshops for their fellow colleagues
submit proposals to the school’s professional development officer. These pro-
posals then undergo a rigorous double-blind review process by the PD organ-
ising committee. The committee is composed of school principals and a
selected group of subject leaders from all three schools. These subject leaders
are chosen due to their extensive experience in leading workshops. Evaluations
are carried out using predefined criteria that are communicated to all school
members prior to each PD session. After the review of proposals, teachers are
provided with feedback to further refine their workshop ideas. Throughout
the preparation phase, starting from the creation of proposals to the execution
of workshops during the PD sessions, situational assistance is available to any
teacher from the PD organising committee.

At the conclusion of each academic year, schools extended invitations to
teacher trainers to engage in a self-assessment process, prompting them to
reflect upon their progression as teacher leaders. This self-assessment tool1

drew its inspiration and framework from the collaborative efforts of the Centre
for Great Teachers and the American Institute for Research. The tool has been
structured into four distinct domains: collaboration and communication, pro-
fessional learning and growth, instructional leadership, and school and commu-
nity advocacy. Within each of these domains, teachers have the opportunity to
delve into both fundamental and advanced competencies, aligning their explora-
tion with their existing level of experience within leadership roles.

Across the three years, teachers created portfolios with the aim of document-
ing evidence of their teacher leadership enactment and cultivation, encapsulat-
ing their journey in evidence-based teacher leadership practices. These
portfolios served as comprehensive records demonstrating the tangible
impact of the PDM on their leadership and, consequently, on the school. The
portfolios also provided insights into the growth and evolution of their leader-
ship competencies, highlighting their commitment to continuous improvement
in educational leadership.

Methodology

Research design

The research design of this study was founded upon the grounded theory meth-
odology, selected as the most fitting theoretical framework to comprehensively
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investigate the influence of a transformative professional development model
(PDM) implemented across three sister schools in Beirut, Lebanon, spanning a
three-year timeframe, with a specific focus on its efficacy in cultivating
teacher leadership. The study cohort comprised 12 teachers who actively par-
ticipated in all nine Professional Days (PDs) held over the course of the three-
year period, alongside three school principals. Given the relatively nascent
concept of teacher leadership and the absence of a universally accepted con-
ceptualisation (Nguyen, Harris, and Ng 2020), the grounded theory approach
was adopted to probe into the context and gain an in-depth understanding
of how teachers enact teacher leadership within such a context. This method-
ology involves the collection and comparative analysis of diverse data
sources, with the objective of identifying conflicting instances that challenge
and ultimately reinforce the evolving theory (Birks and Mills 2015).

Positionality statement

As researchers exploring teacher leadership within the framework of a PDM, we
recognise our unique positions and perspectives shaping this study. Our team
brings diverse academic backgrounds, encompassing expertise in education,
leadership, and qualitative research methodologies. While we aimed for objec-
tivity, we acknowledge the potential impact of individual experiences on the
research process. A researcher had a personal connection with the organisation
that owned the schools participating in the study, introducing a potential
source of bias. Nonetheless, our collaborative team and commitment to
robust research practices, including member checking, were designed to coun-
teract such influences. We approached the study with transparency, openness,
and a dedication to authentically representing the participants’ voices. It’s
important to note that the term ‘transformative PDM’ was not coined by the
researchers but was adopted from the organisation that owns the participating
schools to describe the model under investigation.

Participants & data collection

One of the researchers had a personal connection with the organisation that
owned the three affiliated private schools, sparking her interest in collecting
data related to the Professional Development Model (PDM). The schools enthu-
siastically welcomed this initiative and provided unwavering support, granting
unrestricted access to various forms of data. Consequently, this study stemmed
from an invitation to gather data throughout the implementation of a school-
developed initiative.

It should be noted that Lebanon is considered one of the most privatised
countries in terms of schooling. More than 50% of its student population are
enrolled in private schools which often take the shape of K-12 schools.2 The
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Ministry of Education and Higher Education (MEHE) oversees all educational
institutions in the public sector through a regional education system. Lebanon’s
education system is centralised, but the regulation is not direct; instead, it is
managed through regional education bureaus. Public schools within the gover-
norates are supervised by these regional education bureaus, which act as inter-
mediaries between the schools and the education directorates at the ministry’s
headquarters (Ghamrawi 2010).

In contrast, private schools operate independently with minimal oversight
from the MEHE. These institutions are not reliant on government funding,
whether at the national or local level. Furthermore, the principals of private
schools have autonomy in making decisions regarding teacher recruitment, cur-
riculum, fundraising, professional development, enrolment, and other aspects
(Ghamrawi 2011).

This study was communicated to teachers through their respective school
communication channels. Consent forms were distributed, containing compre-
hensive information about the study’s objectives and the intended use of the
collected data. All teacher trainers involved in the Professional Days (PDs)
expressed enthusiasm to take part in the study. The selection of participants
was predicated on teachers’ roles as trainers in all nine PDs conducted through-
out the three-year period. Consequently, the sample comprised 12 teachers
along with the school principals from the three institutions. The characteristics
of the sample are presented in Table 1.

Structure of professional days

A professional development (PD) serves as a collaborative platform where class-
room instructors share carefully planned instructional strategies, techniques,
and methodologies with their peers. The structure of a PD entails an extensive
educational day featuring numerous in-house workshops, typically 20

Table 1. Characteristics of the Sample.
School Participant Subject Taught Qualification Years of Experience

1 T1 English BA 9
T2 Science BA 14
T3 Math MA 12
T4 Arabic BA 7
P1 MA 20

2 T4 Art Education BA 8
T6 Science BA 10
T7 IT BA 12
T8 English BA 16
P2 MA 18

3 T9 Science BA 16
T10 Physical Education BA 4
T11 English MA 10
T12 Social sciences BA 12
P3 BA 24
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workshops per day organised into two sets of 10 workshops each, occurring
concurrently during different time slots. These workshops, facilitated by
teacher trainers, are complemented by a keynote speech delivered by a local
university professional, the school principal, or a subject leader. Teacher trainees
attend the keynote speech, and make personal selections of workshops allow-
ing flexibility for personalised selection based on individual needs. The school
hosts three PDs annually, aligning with the three terms in its academic year.
On these days, parents are notified not to send their children to school, creating
a dedicated and stress-free time for collaborative knowledge sharing among
teachers. Following each professional day, a world café session is conducted,
where teachers from each department gather to discuss how to apply the
acquired knowledge and skills. This discussion results in the creation of a
term plan outlining professional activities to be undertaken by the department,
such as testing new teaching strategies, implementing assessment procedures,
and sharing expertise gained during the PD. The subject leader oversees the
fulfilment of the departmental professional term plan.

The semi-structured interviews

Semi-structured interviews spanning 35 min, on the average, were conducted
with teacher trainers at the end of the third year of implementing the PDM. Par-
allel to this semi-structured interviews were conducted with the school princi-
pals of the three schools involved in the study. For ethical considerations,
participants are identified using a letters and a number. The letter T designates
a teacher trainer, while the letter P designates a principal. Moreover, a number
next to the letter indicates the number is what identifies this participant for
researchers. For example, T2 indicates a teacher trainers whose given number
is 2, while P3 represents a school principal, given the number 3.

Interviews were designed to centre on the solicitation of teachers’ and prin-
cipals’ perceptions and evidence concerning their assertions of demonstrating
teacher leadership skills. In order to substantiate their claims, teachers were
encouraged to present their portfolios during these interviews. These portfolios
comprised artifacts that served as tangible evidence supporting the claims
made by the teachers. For each question outlined in the interview schedule
(refer to Table 2) that prompted participants to suggest instances or examples
of their engagement in teacher leadership activities, they were specifically
instructed to provide evidence from these portfolios. This approach ensured
that responses were not merely anecdotal but were substantiated with concrete
examples and documented proof within the presented portfolios.

The researchers developed their interview schedule in alignment with the
self-assessment tool utilised by the school, which they adapted from the tool
developed from Centre for Great Teachers and the American Institute for
Research, as stated earlier in this study. Teachers’ interview schedules is
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presented in Table 2. A modified version of this schedule was used to gather
input from school principals; however, the questions were related to their tea-
chers rather than to themselves.

During the interviews, teachers actively showcased evidence supporting their
claims by presenting self-generated portfolios. These portfolios served as com-
prehensive repositories of their professional accomplishments, highlighting
their practical applications of teacher leadership skills. Within these portfolios,
teachers presented a rich tapestry of documentation, including lesson plans,
student outcomes, collaborative projects, and reflective narratives. This multifa-
ceted approach allowed teachers to vividly illustrate how they had put their lea-
dership abilities into action within the educational context.

Data analysis

Data analysis followed the framework suggested by Chun Tie, Birks, and Francis
(2019) presented in Figure 1. This figure provides a succinct overview of the
intricate interplay between methods and processes that constitute the foun-
dation for theory generation. It’s evident from this framework that the pro-
gression is not linear but rather iterative and recursive, emphasising the
dynamic nature of the process. The grounded theory research methodology
necessitates the systematic application of distinct methods and processes.

Table 2. Semi-structured Interview – Teachers’ Version.
Introductions
Discuss: purpose of the study, confidentiality, consent form, data collection and usage.

Area 1: Collaboration and communication

o Can you provide specific examples of successful collaborative efforts you have been involved in that
demonstrate your role as a teacher leader?

o What factors or strategies do you believe contributed to the success of your collaborative efforts as a teacher
leader?

Area 2: Professional learning and growth

o Describe instances where you have applied what you learned from professional development to improve your
teaching or support your colleagues.

o In the instances where you applied knowledge gained from professional development to enhance your
teaching and support colleagues, what specific factors or actions do you attribute to your success in these
endeavours?

Area 3: Instructional leadership

o Could you share examples of how you have taken on instructional leadership roles or responsibilities within
your school, department, or grade level?

o What do you think were the key elements or actions that led to your success when you took on instructional
leadership roles within your school, department, or grade level?

Area 4: School and community advocacy

o Share specific instances where you have engaged with parents, community members, or external stakeholders
to support student success.

o Could you elaborate on the factors that played a significant role in your success when engaging with parents,
community members, or external stakeholders to support student success?

Closure
Is there any additional evidence or examples you would like to share regarding your role as a teacher leader?
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Methods can be understood as ‘systematic modes, procedures, or tools used for
collection and analysis of data’ (Mackenzie & Knipe, p.196). Beginning with pur-
posive sampling, the subsequent stages encompassed concurrent data collec-
tion and analysis. This phase involved coding activities in tandem with
constant comparative analysis, theoretical sampling, and the practice of
memoing. The process of theoretical sampling persisted until the point of theor-
etical saturation was achieved, ensuring the exhaustive exploration of emerging
theoretical perspectives.

During the open coding phase, the transcript data underwent rigorous exam-
ination through iterative rounds of analysis. Each transcript was systematically
scrutinised to identify recurring patterns and themes, with meticulous compari-
sons and contrasts made to discern similarities and differences. This meticulous
process facilitated the assignment of conceptual labels to distinct segments of
the data, aiding in the initial categorisation process. For example, recurring
themes such as ‘teacher collaboration’ or ‘student engagement strategies’
were identified and labelled accordingly.

Transitioning to the axial coding phase, there was a deliberate focus on
refining the properties associated with the initially developed categories. This
phase involved the delineation of interconnected subcategories within each
broader category. For instance, within the category of ‘teacher collaboration,’
subcategories such as ‘peer mentoring’ or ‘professional learning communities’
were delineated based on their unique properties and characteristics. Any emer-
gent categories identified during this phase were seamlessly integrated into the

Figure 1. Research Design Framework (adapted from Chun Tie, Birks, and Francis 2019).
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existing framework, aligning with the principles outlined by Birks and Mills
(2015) for comprehensive data analysis.

n the subsequent selective coding phase, all categories were organised
around a central ‘core category,’ following the framework introduced by
Corbin and Strauss (1990). This core category served as the focal point, encap-
sulating the essence of the phenomenon under study. Categories with weaker
attributes or limited explanatory potency underwent meticulous evaluation. For
example, subcategories lacking empirical support or failing to significantly con-
tribute to the overarching theory were carefully reviewed and, if necessary,
removed to maintain the requisite ‘conceptual density’ (Corbin and Strauss
1990) crucial for theoretical coherence.

Throughout the constant comparative analysis, five core categories
emerged for the study. Two of these core categories were aligned with the
first research question, focusing on accessing and leveraging research to
enhance instruction and student learning, as well as promoting ongoing pro-
fessional development. Meanwhile, three core categories were identified in
relation to the second research question, encompassing themes of reciprocal
empowerment, conceptual awareness, and collaborative metacognition.
These core categories formed the cornerstone of the developed theoretical
framework, providing a comprehensive description and explanation of the
studied phenomenon.

Validity and trustworthiness

To ensure the credibility of findings, the researchers implemented a member
checking process. This step was essential in fostering trust and transparency
within the research process. Participants were afforded the opportunity to
review the interpretations and conclusions drawn by the research team, com-
paring them with their intended meanings. This iterative feedback loop
served as a crucial validation mechanism, reinforcing the authenticity of
findings. Both in the initial stages and in the final analysis, the researchers
engaged in peer discussions and feedback sessions. This collaborative approach
allowed them to refine interpretations and strengthen the overall robustness of
the study.

Moreover, the researchers ensured the robustness of the collected data by
employing a dual validation process. First, teachers substantiated their
responses with tangible evidence from their individual portfolios, providing a
firsthand account of their experiences and practices. This not only enhanced
the authenticity of the teachers’ perspectives but also showcased the tangible
impact of teacher leadership within the PDM. Additionally, data validation
extended to the input from school principals, whose insights were crucial in cor-
roborating and triangulating the information gathered from teachers. This mul-
tifaceted approach to data validation reinforced the validity and trustworthiness
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of the study’s findings, contributing to a comprehensive understanding of
teacher leadership enactment within the transformative PDM.

Finally, the researchers in the study maintained the integrity and credibility of
their findings through rigorous adherence to key principles. They carefully
designed the methodology, transparently disclosed any conflicts of interest,
and utilised reliable measures. Ensuring objectivity and transparency in data col-
lection and analysis was integral, with thorough reporting of findings, including
limitations. Furthermore, the research team, operating both independently and
cooperatively, engaged in several iterations of transcript analysis to guarantee
insightful interpretations. This collaborative endeavour led to mutual agree-
ment between researchers regarding the interpretation of data, thereby bolster-
ing the study’s credibility.

Limitations of the study

The study is subject to methodological constraints, primarily stemming from the
limited data set utilised. Despite careful selection, the sample size remains rela-
tively small, potentially affecting the generalizability of the findings to broader
populations. Moreover, the reliance on semi-structured interviews as the
primary data collection method represents another significant limitation.
These methodological constraints underscore the importance of future research
endeavours aimed at addressing these limitations and enhancing the robust-
ness of the findings.

While acknowledging these limitations, we contend that this case study
offers valuable theoretical contributions to the literature, drawing upon the
insights of Yazan (2015) and Yin (2014), who suggest that even a single case
study can challenge widely held views. Specifically, within the context of our
study, we believe it enriches the broader discourse on the transformative poten-
tial of participatory decision-making (PDM). The study presents a unique model
for teacher leadership development, leaving readers, practitioners, and
researchers to discern their own insights and takeaways from its findings.

Ethical considerations

Ethical considerations for this study include addressing a potential conflict of
interest arising from one researcher’s personal connection to the organisation
that owns the three affiliated private schools. This connection may raise con-
cerns about impartiality and objectivity. However, it is important to note that
the research was conducted collaboratively by a group of researchers, ensuring
a collective and unbiased approach. Measures were implemented to prevent
any undue influence or bias associated with the researcher’s personal
connection.
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Furthermore, the research study was initiated through an invitation, estab-
lishing a mutually beneficial arrangement. In this win-win situation, the
researchers conducted the study for the organisation owning the three
schools involved, and, in turn, the organisation gained data-driven feedback
on its Professional Development Model (PDM) from prominent university pro-
fessors. This arrangement aimed to contribute valuable academic insights
while providing the organisation with constructive feedback on its PDM. The
schools enthusiastically welcomed the study, indicating a transparent and col-
laborative approach to data collection.

Communication and consent procedures were meticulously designed, with
comprehensive information about the study’s objectives and the intended
use of collected data provided to teachers. Consent forms were distributed
through official channels, ensuring transparency and informed participation.
These ethical safeguards were implemented to uphold the integrity of the
research and protect the rights and well-being of the participants.

Findings

Evidence for teacher leadership enactment

The evidence provided by the teachers involved in the study covered seven
areas where they demonstrated their enactment of teacher leadership, and
these areas were meticulously captured and illustrated within their portfolios.
These portfolios not only served as a repository of their accomplishments but
also as a means to narrate their journey and progress in each of these crucial
domains of teacher leadership. These seven areas are included under two
broad categories: (1) accessing and using research to improve instruction and
student learning; and (2) promoting professional learning for continuous
improvement.

Accessing and using research to improve instruction and student learning

Teachers involved in this study provided evidences on accessing and using
research to improve instruction and student learning. Evidences included: (1)
integration of research into lesson planning; (2) customisation of instructional
approaches; (3) collaboration and knowledge sharing; and (4) making data-
driven decisions.

In fact, one prominent finding from our analysis of teachers’ portfolios is the
consistent and deliberate integration of research findings into the development
of lesson plans and instructional strategies. Teachers demonstrated a strong
commitment to staying informed about the latest research in education, regu-
larly incorporating evidence-based practices into their teaching. T3 stated that, ‘
I found that incorporating research into lesson planning isn’t an extra step; it’s
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the key to making teaching more effective’. This was echoed by T1 who said.
‘While I used to fear the word ‘research’, I became a fan of this word having
known the value of research-based findings and their impact on student
learning’.

Moreover, teachers exhibited a high degree of adaptability when it came to
implementing research findings in their classrooms. They did not simply repli-
cate strategies from research studies, but rather, they customised these
approaches to meet the unique needs and learning styles of their students.
T12 suggested, ‘I think of myself as a research-inspired teacher. It’s not about
blindly following research; it’s about creatively adapting it to my classroom’.

In addition, teachers involved in the study revealed a significant emphasis on
collaboration and knowledge sharing. Teachers frequently shared research
findings and strategies with their colleagues through professional development
sessions, workshops, and informal discussions. This collaborative spirit extended
beyond individual classrooms, as teachers actively contributed to a culture of
continuous learning within their schools. T7 stated, ‘We don’t keep our suc-
cesses and research findings to ourselves. We’re like a community of educators
always striving to improve, and that means sharing what we discover’. This
cooperative mindset was also highlighted through T2 remark, ‘Our commitment
to collaboration is not just a professional duty; it is the heartbeat of our school
culture, where every teacher plays a part in the collective journey toward edu-
cational excellence.’

Likewise, findings also highlight the use of research data to inform decision-
making related to curriculum development and assessment practices. Teachers
routinely collected and analyzed data on student performance, comparing it to
research-based benchmarks. This data-driven approach allowed teachers to
make informed adjustments to their teaching methods and assessment strat-
egies, resulting in measurable improvements in student outcomes. T4 stated,
‘It is incredibly satisfying to see that when we use data to inform our decisions,
it leads to tangible improvements in student outcomes’. Likewise, T3 stated, ‘By
aligning our curriculum and assessments with data, we empower ourselves to
make precise, targeted decisions that ultimately enhance the learning journey
for every student’.

Parallel to this, P2 corroborated findings by stating, ‘In our school, there’s a
real sense of camaraderie. We are eager to share what’s working because we
genuinely want to see every teacher and student succeed’. In the same vein,
P1 suggested, ‘Our school culture is built on the idea that we’re constantly learn-
ing from one another. Sharing research findings is like planting seeds of knowl-
edge that grow into better teaching practices’. Similarly, P3 stated, ‘Our teachers
are committed to using data like a compass in learning and teaching. It guides
them in the right direction, helping them make informed decisions that benefit
our students’.
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Promoting professional learning for continuous improvement

Teachers involved in this study provided evidence regarding their commitment
to continuous professional development. Evidences included: (1) utilising a
spectrum of professional development approaches; (2) development of colla-
borative learning communities; and (3) becoming reflective practitioners.

First of all, teachers revealed a rich tapestry of professional development
approaches they adopted in order to respond to the individual needs of their
colleagues. These approaches ranged from traditional workshops and confer-
ences to online courses, peer mentoring, and action research projects. The
diversity of options allowed educators to tailor their learning experiences to
their individual needs and preferences. T1 stated, ‘professional development
isn’t one-size-fits-all. We have a menu of options we and our colleagues
choose from, that makes learning experiences truly personalized’. Likewise, T4
said, ‘From traditional workshops to online courses, peer mentoring, and enga-
ging in action research, we curate a menu of options. This diverse approach
ensures that each teacher can choose the path that resonates with their
unique needs, making our learning experiences truly personalized and
impactful’.

Furthermore, teachers actively participated in collaborative learning commu-
nities, recognising the value of engaging in professional development activities
within a supportive network of colleagues. These communities were initiated
through the PDM and continued as teachers collaborated in creating innovative
teaching practices. T9 stated, ‘We co-created interdisciplinary units that com-
bined history, science, and literature into immersive learning experiences. It
challenged us to think outside the traditional subject boundaries’. Similarly,
T5 said, ‘We actively engage in co-creating interdisciplinary units, breaking
free from traditional subject boundaries’.

Furthermore, teachers participating in the study emphasised the role of
reflective practice in their professional growth. They engaged in written self-
assessment, received feedback from peers, and continually examined their
teaching practices using forms and rubrics. This reflective approach allowed
them to refine their skills and adapt to the evolving needs of their students.
T5 stated that ‘the use of rubrics in our reflective practice has been a game-
changer. It provides a structured framework for assessing our teaching and
setting clear improvement goals’. Likewise, T12 stated, ‘I learned that if I am
to grow, I should reflect on every single activity or decision I make in my
classroom’.

Findings were also corroborated by school principals who made similar
points. P1 suggested, ‘Our professional development is like a buffet; we get
to sample a bit of everything. It keeps us engaged and eager to grow’. Likewise,
P2 explained, ‘Through our collaborative efforts, we developed a ‘community
service week’ where students were deeply involved in community outreach
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projects. It not only enriched their learning experiences but also instilled a sense
of civic responsibility’. Finally, P3 stated, ‘It’s amazing how small adjustments,
identified through reflection, can lead to significant improvements in student
engagement and learning outcomes’.

Teacher leadership: empowering elements of the transformative
PDM

In the exploration of the second research question, findings suggest three cat-
egories that encapsulate the essence of transformative professional develop-
ment in the context of teacher leadership: reciprocal empowerment,
conceptual awareness, and collaborative metacognition.

Reciprocal empowerment

Reciprocal empowerment emerged as a central theme while exploring the
elements of the transformative professional development model (PDM). It was
viewed to play a pivotal role in fostering a culture of collaboration and
growth within researched schools. Suggested benefits included an impact on
teacher wellbeing; and an increased sense of collaboration and shared respon-
sibility incurring significant improvements in the educational experience for all
involved.

In fact, teachers suggested that when teachers feel empowered and valued
their sense of professional fulfilment and job satisfaction soars. This, in turn,
reduces burnout and stress levels among them, promoting their mental and
emotional wellbeing. Furthermore, in an environment where reciprocal empow-
erment is nurtured, teachers are more likely to collaborate, share best practices,
and support one another, creating a positive and supportive school culture. T4
stated, ‘feeling empowered as a teacher goes beyond just the classroom; it’s
about being part of a community that values your input and trusts your exper-
tise.’ Another teacher emphasised the significance of reciprocal empowerment,
stating, ‘In our school, it’s not just about top-down leadership. We’re all in this
together, and our voices matter’ (T8). This sentiment resonated with school prin-
cipals who also recognised that when teachers are empowered, they become
not just individual instructors but active contributors to a collective pursuit of
excellence: ‘An empowered teacher doesn’t just teach subjects; they teach
the art of resilience, adaptability, and critical thinking’ (P2).

This collaborative spirit not only benefits teachers but also ripples into the
student body, where a positive and supportive atmosphere enhances the learn-
ing experience.T6 shared, ‘When we’re empowered, it’s not a competition; it’s a
collaboration’. Moreover, teachers who feel empowered are more likely to take
initiative and engage in professional development willingly. T2 noted, ‘When
you’re empowered, you seek out opportunities to learn and grow because
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you know your growth benefits not only you but your students as well.’ This
proactive approach to professional development not only keeps teachers motiv-
ated but also ensures that they stay current with the latest pedagogical tech-
niques and educational research. This was also corroborated by P1 who
stated, ‘Empowerment is our greatest tool; it is what transforms classrooms
into arenas of possibility and students into lifelong learners’.

Conceptual awareness

In this study, both teachers and school principals shared a common understand-
ing that teacher leadership was a skill that could be targeted and cultivated, a
goal that the explored Professional Development Meetings (PDM) aimed to
achieve. This heightened conceptual awareness formed the bedrock upon
which teacher leadership enactment thrived. School leaders recognised the
pivotal role that teacher leadership played in fostering a dynamic learning
environment, and teachers, in turn, were acutely aware of their potential to
lead and effect positive change within their educational communities. This
shared awareness was thought to secure clarity of purpose, focused develop-
ment and alignment with goals.

Indeed, participants indicated that their conscious efforts to instil teacher lea-
dership skills placed them in a better position to achieve this goal. This was
attributed to the clarity of purpose, which was not left to chance encounters.
As T10 eloquently put it, ‘Our awareness of purpose drives our actions, ensuring
that teacher leadership is not just a vague aspiration but a deliberate and
impactful practice’. In alignment with this perspective, P3 suggested that
‘When both teachers and school leaders are consciously aware of the impor-
tance of nurturing teacher leadership skills, it becomes a shared mission’.

Moreover, participants emphasized the significance of focused development
as a direct result of their heightened awareness regarding teacher leadership.
They acknowledged that this awareness allowed them to channel their efforts
and resources more effectively into the cultivation of teacher leadership skills.
As T3 stated, ‘Our keen awareness drives our actions with precision, ensuring
that teacher leadership becomes not just an abstract notion but a deliberate
and impactful practice.’ In alignment with this perspective, P1 emphasised,
‘When both teachers and school leaders are consciously aware of the impor-
tance of nurturing teacher leadership, we collectively invest in the success of
our students’.

Furthermore, participants emphasised that their increased awareness of
teacher leadership led them to recognise the importance of aligning their
efforts with school goals. This awareness not only allowed them to synchronise
their initiatives with the school’s overarching objectives but also increased the
likelihood of effectively enacting teacher leadership. In the words of T11, ‘Our
heightened awareness that we were seeking to become teacher leaders
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ensured that the initiative was seamlessly integrated into school goals rather
than an isolated endeavor’. P2 echoed this perspective, stating, ‘When both tea-
chers and school leaders consciously align their efforts with the cultivation of
teacher leadership skills, it becomes a shared mission that propels us collectively
toward the growth of our educators and the success of our students’.

Collaborative metacognition

Collaborative metacognition encompasses the shared, reflective, and delibera-
tive thinking that occurs when educators collaboratively analyze and evaluate
their teaching practices, explore innovative approaches, and collectively set
goals for professional growth. Participants in this study assured that this
shared reflective thinking on various practices was key ingredient for the
success of the PDM in developing teacher leadership. It supported shared reflec-
tion and inquiry, co-construction of knowledge, and collective goal setting.

Teachers actively engaged in discussions where they collectively examined
their teaching practices, dissected challenges, and celebrated successes. T5
stated, ‘These discussions were like a microscope for our teaching practices.
We looked closely, identified areas for improvement, and celebrated the
moments when our students truly thrived’. Parallel to this, P1 assured that
‘The power of our school’s collaborative discussions is in their transformative
nature. They fuel our teachers’ professional growth and contribute to a thriving
learning community’.

In these collaborative settings, teachers were not passive recipients of infor-
mation; instead, they actively co-created knowledge by sharing their experi-
ences, insights, and expertise. This process of co-construction allowed for the
development of innovative teaching strategies and the incorporation of
diverse perspectives into pedagogical decision-making. T9 stated, ‘We bring
our unique perspectives and experiences to the table, and together, we forge
innovative approaches that benefit all our students’. Likewise, P3 suggested
that ‘our educators pool their wisdom to design an enriched learning experi-
ence for our students, fostering a culture of educational innovation and
excellence’.

Additionally, teachers engaged in collaborative metacognition demonstrated
a shared commitment to setting and achieving collective goals. These goals
often centred on improving student outcomes, enhancing instructional prac-
tices, or addressing specific challenges within their educational communities.
T12 stated, ‘We define what success means, and together, we navigate
towards it. It’s a collective effort that ensures no student is left behind and
that our teaching is as effective as it can be’. Similarly, P2 stated, ‘collective
goal setting unites our teachers in a common purpose, fostering a sense of
unity and shared responsibility that empowers us to achieve positive outcomes
for our students’.
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Discussion

This study has explored the transformative potential of a professional develop-
ment model (PDM) implemented across three sister private schools in Beirut,
Lebanon, spanning a three-year timeframe. The central aim was to assess the
effectiveness of this PDM in nurturing and cultivating teacher leadership
skills. Guided by two key research questions, this research has unveiled multiple
dimensions of teacher leadership enactment.

The integration of research findings into lesson planning and instructional
strategies, as observed in this study, aligns with roles attributed to teacher
leaders in the literature, such as Ghamrawi (2013a, 2013b; 2023a, 2023b), and
Harris and Jones (2019). These roles underscore the dynamic and evolving
nature of teacher leadership in contemporary educational contexts, bridging
the gap between research and practice, thus benefiting both educators and stu-
dents. Moreover, the adaptability exhibited by teachers in customising research-
based approaches to cater to the diverse needs of their students reflects similar
findings in the literature, emphasising the importance of tailoring instruction to
address unique student needs, as noted by Fairman et al. (2023) and Polka et al.
(2016).

The study findings further highlight the significance of collaboration and
knowledge sharing among teachers, resonating with the concept of pro-
fessional learning communities (PLCs). These communities provide a platform
for collaborative learning and the exchange of best practices, as recognised
by DuFour, DuFour, and Eaker (2004). The active engagement in knowledge
sharing reflects teachers’ commitment to continuous learning, echoing the
notion that teacher leadership extends beyond individual classrooms, contri-
buting to a culture of collective improvement, as emphasised by Harris and
Jones (2019). Similarly, the utilisation of research data to inform decision-
making in curriculum development and assessment practices aligns with the
broader movement toward data-driven decision-making in education. This
approach underscores the transformative potential of data-informed practices
in improving educational outcomes, consistent with the literature and advo-
cated by Darling-Hammond (2017).

Regarding professional development, the study findings align with the litera-
ture, emphasising the importance of personalised and diversified approaches to
teacher learning, as highlighted by Ghamrawi, Ghamrawi, and Shal (2019).
However, what sets this study apart is its attribution of these practices specifi-
cally to teacher leaders. Teacher leaders in this study embraced a spectrum of
professional development options, aligning with the idea that tailored learning
experiences cater to individual needs and preferences, fostering a sense of own-
ership and motivation. Furthermore, the development of collaborative learning
communities among teachers echoes the research on the power of collabora-
tive learning and communities of practice, recognised by Ghamrawi (2022)
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and Patton and Parker (2017). These communities provide a space for educators
to engage in shared inquiry, exchange ideas, and co-create innovative teaching
practices, contributing to their professional growth.

Reflective practice, a central aspect of professional development highlighted in
this study, aligns with the literature on the importance of teacher reflection, as
articulated by Schon (1983). Schön’s concept of ‘reflection-in-action’ emphasises
the ongoing, adaptive nature of reflection. Still, in this study, it was attributed to
teachers enacting teacher leadership, consistent with the roles described by
Ghamrawi (2013b) and the commitment to self-assessment, feedback, and con-
tinuous examination of their teaching practices, as recommended by Farrell (2015).

In examining the transformative professional development model (PDM), this
study has highlighted three key categories: reciprocal empowerment, concep-
tual awareness, and collaborative metacognition. Reciprocal empowerment, a
central theme in these findings, aligns with the literature on distributed leader-
ship, recognising that leadership is not confined to formal roles but can emerge
from various stakeholders within an educational community. The teachers’
sense of empowerment and shared responsibility resonate with the idea that
teacher leadership contributes to a more decentralised and collaborative lea-
dership model, as discussed by Harris (2009) and Harris and Spillane (2008).

Within this study, it was observed that this process was not merely a one-way
exchange of power and authority. Still, rather, it involved a multifaceted inter-
play where teachers not only received empowerment through professional
development but also actively contributed to its evolution. This reciprocal
empowerment was marked by a continuous feedback loop, where teachers’
insights, experiences, and expertise influenced the very professional develop-
ment model designed to empower them. This collaborative and interactive
aspect of reciprocal empowerment goes beyond the traditional view of leader-
ship as a top-down structure. Instead, it exemplifies a more democratic and
inclusive approach, where all stakeholders actively shape the educational land-
scape, consistent with the dynamic nature of leadership within the PDM.

Furthermore, conceptual awareness, as emphasised in this study, aligns with
the literature on the intentional development of teacher leadership skills, as dis-
cussed by Harris (2011). Teachers’ awareness of their potential as teacher leaders
reflects the notion that teacher leadership can be cultivated and targeted
through mutual and deliberate efforts. This awareness provides clarity of
purpose, focused development, and alignment with school goals, thus giving
teacher leadership a purposeful and impactful practice.

Lastly, collaborative metacognition emerged as a potent force in the devel-
opment of teacher leadership within the examined PDM. Through shared reflec-
tion and inquiry, co-construction of knowledge, and collective goal setting,
educators actively engaged in practices that not only refined their teaching
methods but also fostered a culture of continuous improvement. This collabora-
tive approach exemplified the collective nature of teacher leadership, where
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teachers jointly pursued excellence for all students, in line with DeLuca et al.
(2015), who conducted a scoping review on collaborative inquiry as a pro-
fessional learning structure for educators.

Conclusion

Our study has demonstrated that the explored PDM is not just a conventional
professional development model; rather, it represents a transformative force
with the capacity to reshape the educational landscape. It serves as a catalyst
for teacher leadership, propelling educators beyond their traditional roles
within the classroom. The transformative essence of the PDM lies in its ability
to empower teachers, nurture their leadership potential, and inspire a collective
commitment to excellence in education. Its key ingredients – reciprocal empow-
erment, conceptual awareness, and collaborative metacognition – are the pillars
that support its transformative journey.

This model challenges conventional top-down leadership structures,
enabling teachers to actively engage in shaping their professional development
journey. In this dynamic process, empowerment is not a one-way flow of auth-
ority but a multifaceted interplay where teachers both receive and contribute to
the growth and evolution of the PDM. However, this should occur with full aware-
ness. Awareness reflects the intentional development of teacher leadership skills,
aligning with the notion that teacher leadership can be cultivated and targeted
through mutual and deliberate efforts. It ensures that teacher leaders are not
merely acting instinctively but with intentionality, working in harmony with the
overarching objectives of their educational institutions. Collaborative metacogni-
tion, fostering a culture of continuous improvement and collective responsibility
among teachers, serves as a driving force behind teachers’ active engagement in
practices that cultivate their teacher leadership skills.

Embracing a transformative PDM by schools most probably lead schools
toward a more empowered and involved teaching community. This model pro-
motes a departure from traditional hierarchies, creating an atmosphere in which
teachers actively participate in shaping the educational vision and goals. It sup-
ports the establishment of a culture of ongoing improvement, fostering collec-
tive responsibility among teachers to enhance educational outcomes. By
adopting the principles arrived at through this study, schools might be in a pos-
ition where they can expect advantages such as a more dynamic, collaborative,
and forward-thinking teaching community, ultimately contributing to the
overall school improvements.

Notes

1. https://gtlcenter.org/products-resources/teacher-leadership-self-assessment-and-
readiness-tools
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2. https://www.trade.gov/country-commercial-guides/lebanon-education-and-training-
services-industry-snapshot
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