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Abstract  

 
Teachers’ learning communities (TLC) provide life-long learning experience for teachers to acquire and 
improve their teaching. One case of TLC in a government school in Kuwait is described and analyzed. Results 
gained from this research study indicated positive attitudes towards TLCs. However, lack of teachers’ 
willingness to apply what they learn, and the lack of the school leadership support, and teachers’ autonomy 
were some of the challenges facing the successful creation of TLC. School leaders should foster the 
application of TLCs in schools by ensuring teachers’ willingness to participate, encouraging teachers’ 
interaction, providing effective leadership support, and motivating teachers to apply what they learn in their 
classrooms. 
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1. Introduction 
 
A teacher’s learning community TLC can be defined as a group of teachers who work collaboratively 
to reflect on their teaching practices, and relate their teaching practices to student’s outcomes. 
(DuFour, 2004; Hord, 2008; McLaughlin &Talbert, 2006; Stoll & Louis, 2007). A TLC consists of 
teachers who meet regularly and work as a team to discuss shared topics, exchange practices and 
concerns, and brainstorm practical solutions for improving students’ learning (Hord & Sommers, 
2008; Vescio, Ross & Adams, 2008). Printy and Marks (2006) pointed out that creating TLC in schools 
can change the bureaucratic system of the schools to a more ‘democratic’ environment that consists 
of teachers’ collective networking. Networking with other teachers and educators helps teachers 
reflect critically on their instruction and identify where their instructional practices in classrooms 
stand in terms of national and international practices.  

Watkins (2005) described TLC as the ‘key feature’ of today’s schools. Watkins also pointed out 
that creating TLC leads to higher students’ achievement and engagement. Similarly, DuFour and 
Eaker (1998) found that TLC was associated with enhanced academic achievement, and overall 
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students’ motivation to learn. Moreover, Berlinger-Gustafson (2004) connected TLC to teachers’ 
commitment to the school’s goals, higher engagement in the overall students’ learning inside the 
school and the greater likelihood to inspire students to learn. 

DuFour and Eaker (1998) pointed out that TLC requires three factors:  a) stronger teachers’ 
relationships; b) shared ideas, and c) common culture, and considered these factors vital for any 
teachers’ development reform. 

Up to the present time, in Kuwait, teachers’ professional development researches are paid more 
attention in training offered by the Ministry of Education MOE as in seminars, and workshops. Not 
many studies focus on teachers’ PLC, nevertheless, not many research studies focus on teachers’ 
views in regard to PLC application in government schools. 
 
2. Literature Review 
 
2.1 Teachers’ Willingness to Apply What They Learn 
 
Bernshtock and Cohen (2014) interpreted teachers’ willingness as teachers’ intention to implement 
and adopt a proposed change. Copriady (2014) considered teachers’ motivation as the mediator of 
teachers’ willingness to apply what they learn in teaching. Similarly, Sang , Valcke, Van Braak, 
Tondeur and Zhu (2011) considered teachers’ willingness as one variable among the complex teacher-
related variables affecting the application of new instructional methods. Moreover, Sarason (1996) 
pointed out that teachers’ lack of readiness to apply new instructional methods leads to an increased 
resistance to change. 

According to Bernshtock and Cohen (2014), lack of teachers’ willingness to participate in 
learning communities increased teachers’ resistance to implement the proposed change. Abu Zeid, 
Assadi, and Murad (2017) stressed the need to ‘nurture’ teachers’ motivation in order to ensure their 
willingness to apply the new instructional methods. On the other hand, teachers’ anxiety and fear of 
change were found as reasons behind the lack of desire or weak willingness for implementation 
(Bernshtock & Cohen, 2014).  

In an attempt to apply new Web 2.0 technologies, Sakal, Matković and Tumbas (2012) 
investigated the points of views of three groups of stakeholders involved in the education process; 
students, parents and teachers. The results showed an increased awareness among the three 
stakeholders, but also an evident resistance and an increased amount of obligations. The researchers 
recommended giving all stakeholders involved in the education process more detailed information 
about the new idea and the benefits of implementation to ensure not only awareness but also 
willingness. Smolyaninova and Bezyzvestnykh (2019) carried out a research in a federal university 
aimed at improving the quality of teachers’ training. Their research involved 63 teachers and 109 
students. They claimed that teachers and students’ realization of the benefits and their intensive 
engagement in and outside the classroom should be considered as important factors affecting 
teachers and students’ willingness to apply what they learn. 

Semenikhina and Drushlyak (2015) studied math teachers’ willingness to use of Dynamic 
Mathematics Software DMS in the learning process and showed poor results not because of the 
limited number of computers in schools, but because of the lack of teachers’ willingness of to apply 
such software. 68% of the teachers participated in the study did not deny the feasibility of the DMS 
applications, but noted their unwillingness to use them. Another research conducted by Savina (2015) 
studied the reasons behind secondary teachers’ (N=562) lack of willingness to apply innovative 
methods during the professional development PD session  in Russia and found seven reasons for lack 
of willingness as follow: 1) lack of time due to workload and lack of self-organization; 2) lack of 
information; 3) lack of advisory assistance; 4) insufficient financial incentives; 5) lack of confidence in 
abilities; 6) lack of the colleagues’ support, and 7) irrelevance of the proposed PD ideas.  

In their research on teachers’ readiness, Kariyev et. al. (2018) showed a low level of readiness of 
teachers to apply the interactive teaching methods  during their teachers’ PD. 55% of the teachers 
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were convinced of the importance of the new methods but also indicated their unwillingness to apply 
them. 
 
2.2 The School Leadership Support 
 
Rogers (2003) discussed several factors affecting teachers’ decision to implement what teachers newly 
learn through the learning communities, such as teachers’ personalities, technological factors and 
support of the school organizational leadership. School organizational leadership can be practiced by 
people occupying different tasks and roles such as the school principal, vice principal, subjects’ 
supervisors and Head of Departments HODs. (Dutro et. al, 2002; Ford, 1992; Fullan, 2014; O’Day, 
2002) suggested that teachers’ implementation of what they learn as new teaching method derives 
from the leaders’ support in their schools which functions as the ground to teachers’ decisions 
regarding implementation and/or adoption of newly learned teaching techniques or methods. 
Therefore, the school’ leadership can ensure the success or failure of learning communities. Studies 
indicate that teachers tend to implement new teaching methods, strategies, or techniques if they 
happen to be under the support and supervision of their leaders (Bryk, 2010). 

The school leaders’ support of learning communities is a complex topic that includes a system 
of approval of implementation, allowing time for teachers’ collaboration, providing resources for 
implementation, participating in their PD meetings, providing reflective feedback and showing other 
teachers care and appreciation. Therefore, leaders’ support in the TLCs especially implementation of 
what they learn in their classes should be considered and be forced by the school as a requirement to 
participate in any future PD.  However, Bredeson and Johansson (2000) argued that school leaders 
should “encourage, nurture and support teacher learning, not to be the gatekeepers or governors of 
teacher professional development” (p. 390). 

In large-sample research studies, positive results showed a high correlation between the success 
of TLC and the school’s leadership support (Day, Harris, Hadfield, Tolley & Beresford , 2002; Elmore, 
2008; Heck, 1992; Robinson, 2007; Stoll & Louis, 2007). For example, leaders (such as the school 
principals, HODs, and the subject supervisors) provide teachers with instrumental and emotional 
support (Beam, Chuansheng & Greenberger, 2002; Leithwood, 1992) needed to form and develop 
successful TLCs. 
 
2.3 Teachers’ Autonomy 
 
Current concepts and measures of TLC assume that once teachers’ autonomy exists, existence and 
effectiveness of TLC can be guaranteed (Ramos, 2006). The case study conducted by Day, Harris, 
Hadfield, Tolley and Beresford (2000) on 12 English schools identified seven tensions face school 
principals. Among these tensions existed teachers’ autonomy. Researchers such as Benson (2001) and 
Boote (2006) defined teachers’ autonomy as teachers’ freedom to choose what to teach and how to 
teach and to create their own ‘initiatives’ then ‘apply them’. Littlewood (1997) viewed teachers’ 
autonomy as “an independent capacity to make and carry out choices” depending on two main 
components: teachers’ ability and teachers’ willingness (p. 428). Similarly, Huang (2005) defined 
teachers’ autonomy as “teachers’ willingness, capacity and freedom to take control of their own 
teaching and learning” (p. 4). Another definition of teachers’ autonomy was suggested by Pearson 
and Moomaw (2005) which connected teachers’ autonomy to teachers’ commitment. Finally, Schibeci 
and Hickey (2003) and Peters (2004) viewed teachers’ autonomy as the motive to engage in 
instructional activities related to their diverse roles including their role in creating a learning 
community.  

In his paper on teachers’ autonomy and training, Lazăr (2013) pointed that in Romania teachers’ 
training fails due to lack of teachers’ autonomy causing teachers a problem diagnosing their own 
training or learning needs, which will then create another problem implementing these initiatives 
with their own students. Thus, Lazăr recommended that teachers’ autonomy “should be the aim of 
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any teacher in training for the future” (p. 464).  
Ingersoll (2003) reported low teachers’ autonomy because of external regulations and pressures 

from the school leaders. Whereas, Peters (2004) pointed out that teachers’ lack of autonomy, work 
load, and lack of time were reasons why professional development efforts fail, and suggested that 
professional development plans should be created as action research to enable better investigation of 
the effects of teachers’ autonomy on teachers’ professional development.  

This paper examines teachers’ attitudes while creating a TLC in a government high school for 
several reasons. We hope to describe the difficulty of making meaningful change in a school’s culture. 
McNamara (1995) stated, “Many attempts have been made to change curriculum delivery over the 
years by introducing new ideas through in-service training. Legislation and management pressure. 
Many teachers have resisted those pressures to change and changing the teacher attitudes has proven 
to be very difficult to achieve, some would say impossible to achieve” (p. 17).  

Second, it is crucial to examine what teachers think and believe since these beliefs and attitudes 
shape their practices in classrooms (Richardson, Anders, Tidwell & Lloyd, 1991). Bruner (1996) and 
Johnson (1992) went further to explain that not only do beliefs and attitudes shape practices, but 
these beliefs, once established, influence future practices. Thus, it follows that ignoring teachers’ 
attitudes towards creating a TLC is likely to hinder the successful creation and application of the TLC 
in government schools where teachers are encouraged to adopt new ideas and reflect on their 
existing practices. 

Third, teachers’ opinions and attitudes towards the creation and development of TLC were 
associated with teaching efficacy. Researchers such as (Cowley & Meehan, 2001; Dellinger, 2001; Lien 
& Chang, 2017;Nolan, 2009) associated teachers' attitudes towards TLC with their teaching efficacy, 
and suggested to use teachers’ attitudes as a ‘predictor of their teaching efficacy’. 

As teachers’ professional learning communities continue to examine current teaching practices, 
investigate successful teaching methods, monitor progress and improve students’ learning, teachers’ 
beliefs in successful teaching practices evolve. These beliefs can be changed when teachers from the 
same grade level or department collaborate to promote a high quality of learning in each classroom 
in the school. Teachers’ communities can then be formed based on common needs and beliefs which 
will further help create a larger community of teachers.  

It is important that teachers be committed to the success of all students, not only their own 
students. With this commitment, a TLC can then investigate how to achieve learning outcomes at the 
various grade levels and collectively determine how teaching practices should be changed to meet 
specific students’ needs throughout the curriculum. 
 
3. Conceptual Framework 
 
Several researchers have demonstrated the positive impact of professional learning communities on 
student’s outcomes, teacher’s effectiveness and job’s satisfaction, and also on the creation of positive 
learning culture and school climate (Ackerman, 2011; Gates, 2005; Louis, Dretzke& Wahlstrom, 2010; 
Kalkan, 2016; Supovitz, Sirinides & May, 2010; Vescio, Ross & Adams, 2008). Many attempts to create 
professional learning communities among teachers are unsuccessful partially due to the absence of 
research on teachers’ attitudes and the reasons behind these unsuccessful attempts.  The impact of 
teachers’ attitudes on the creation of a successful teachers’ professional learning community is often 
ignored. Also, like any educational system, the consideration of an effective school’s leadership that 
supports the successful creation of professional learning communities is not studied in depth 
(Hesmondhalgh, 2002; McGuigan, 2004; Mintzberg, 2009). Therefore, studying the connection 
between the school’s leadership and teachers’ attitudes, and the school’s attempt to create teachers’ 
learning communities will provide researchers with an insight on how schools succeed in creating a 
culture of learning communities among their teachers.   

Creating a TLC as suggested by Hord and Sommers (2008) requires social interaction and 
communication among teachers. Key criteria for creating a community of learners among teachers is 
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the school’s leadership support and the teachers’ commitment to work with each other to improve 
the quality of their instruction and the quality of students’ learning. Therefore, to create a TLC in 
schools, it is critical that teachers engage in an open discussion with their colleagues and share what 
they know and do in their classrooms. Kuusiaari (2014) conducted data-driven analysis on TLC. The 
researcher studied teachers’ verbal actions during the teams’ discussions and suggested that teachers’ 
motivation, self-management and school leaders’ guidance should be considered as factors for 
successful application of TLC.  

Therefore, based on the literature, the following figure suggests the levels of creating a 
successful TLC. To successfully implement a TLC in government schools, we suggest five levels of 
functioning (figure 1). Level 1 involves teachers’ willingness and commitment. Level 2 requires 
teachers' communication and interaction with each other. Level 3 includes the school leadership’s 
support. Level 4 consists of teachers’ autonomy to do what they believe is best for their students. 
Level 5 comprises the application of the results of the collaboration in classrooms.  
 

 
 
Figure 1: Functional Levels of TLC 
 
4. Research Methodology 
 
4.1 Research Questions 
 
From the review of the existing literature on teachers’ learning communities, a couple of questions 
were posed which the current study set out to investigate. The current study sought explanations 
concerning the following research questions: 

1. What are English teachers’ attitudes toward the application of teachers’ learning 
communities in Kuwait’s government schools? 

2. What are the challenges facing the application of TLC in government schools in Kuwait? 
 
4.2 Setting  
 
A government high school for girls was suggested by the Ministry of Education MOE to be part of the 
study. The majority of the teachers were Arab nationalities from Egypt, Syria and Jordan. Only one 
Kuwaiti teacher was teaching in the department. The Curriculum for English Language in high 
schools (Grades 10 through 12) is a standard-based curriculum of the overall Kuwait National 
Curriculum, which involves three years of study. In grade 12 students need to pass the National 
Standardized Examination. The curriculum describes a learning process in which English Language is 
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connected to the other subjects of the National Curriculum, focusing on the full development and 
personal growth of students, guiding students’ discussions, stimulating individual thinking, and 
improving everyday classroom practices. 
 
4.3 Research Procedures 
 
Researchers met initially with the principal and the supervisor of the secondary government school in 
Kuwait to gain access to the teachers in the English Department of this all-girl gender segregated 
school. Researchers then met with teachers and opened a dialogue with them to allow them to reflect 
critically on their own teaching practices. Mainly, teachers were asked what practices they liked and 
what they did not. Later, researchers surveyed the areas of need teachers wanted to work on. 
Researchers also found that teachers were interested to learn more about the interactive methods for 
improving literacy levels among students. 

Researchers audio and visually recorded teacher focus groups and participant observations, and 
audio recorded and transcribed individual interviews of teachers, the Head of Department (HOD) 
and Supervisor (a multi-school coordinator of English subject) at the beginning and at the end of the 
intervention. 
 
4.4 Population 
 
Five teacher pairs were asked to perform demonstrations of research-supported literacy teaching 
methods to the other teachers in the English Department. A series of professional development 
workshops were provided by the researchers and consultants.  Teachers were paired up (Strauss, & 
Corbin, 1990) and given a date and time during which they would present a new research-based 
teaching method (which they chose and for which they were provided detailed instructions and 
examples) to their peers. All pairs were then asked to try the new method with a class at a specific 
date and time and then have their partners observe them and take some notes.   
 
4.5 Instrumentation 
 
A semi-structured interview was utilized in which a list of 21 questions were posed to each of the 
teachers individually, in order to get feedback on their experiences with the TLC experience. The next 
section provides discussion of the interview results. 
 
5. Results 
 
5.1 Research Question One 
 
The first question was “What are English teachers’ attitudes toward the application of teachers’ 
learning communities in Kuwait’s government schools?  In general, teachers showed positive 
attitudes toward TLC as they mentioned some of the benefits of the experience. When teachers were 
asked at the end what they thought in regard to the demonstrations, six of them said they were 
beneficial:  

 
The methods were useful for teaching. 
The pairs who presented were researching and finding supplementary things. 
The application part was the best. 
It was very beneficial – the methodological side. 
 
When teachers were asked what they enjoyed most about the opportunity to present to their 

peers, they had a range of responses from feeling proud that other teachers enjoyed it and 
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implemented the strategy to feeling good about getting to know their partners better:  
 
I enjoyed working with my partner, getting to know her better, sharing ideas and thoughts. 
It was an excellent experience. 
I enjoyed everything, the presentation, working together, gaining more confidence. 
 
Those who presented were asked how they felt about the performance of their partner. Three of 

them had positive experiences. For example: 
 
She was excellent. She did some research and we shared communication. 
 
However, three teachers indicated a negative response toward the collaborative experience:  
 
It was just a repetition of what we are already doing and despite the interactive nature of both 
demonstrations I would like to see more interactive, not just listen. 
 
Interestingly, all three presentations included extensive interactive. Participatory practice 

sessions of the method were demonstrated. One teacher, even though she attended both 
demonstrations, said they did not occur:  

 
Nothing of the sort happened. There wasn’t any title suggesting that there were any new methods used 
in our meeting. It didn’t really happen so I can’t express myself about it. 
 
Interestingly, one of the teachers, who had the negative attitude toward the experience was in 

attendance at both demonstrations, though she sat quietly and did not participate in any of the 
interactive portions of the demonstrations. 

In regard to teachers’ willingness, the findings also indicated weak willingness to work in a 
‘collaborative learning setting’, or apply what they learn in their classes. It was obvious that some 
teachers prefered working individually. Teachers should be motivated to work collaboratively, in 
order to create an effective learning community in schools: 

 
I do it myself only. I have my own ways. 
We like to call ourselves independent, and the feeling is that we should work independently on our lesson 
plans. 
 
Teachers’ motivation to apply what they learn ranged from a desire to improve one’s own 

practice, to helping others become aware of new teaching methods, to complying with administrative 
expectations.  Although all ten teachers signed up for a specific date to do a reading comprehension 
lesson demonstration, and chose a specific strategy packet provided for them by the researchers, only 
four teachers (two pairs) and one individual teachers who actually prepared the demonstrations. 
Those who did share their methods with their peers indicated that their motives were: 

 
To make other teachers aware of different methods. 
To benefit my teaching andto learn new terminology. 
Team work is easier and more interesting 
Because I was asked to. 
 

5.2 Research Question Two 
 
The second question was “What are the challenges facing the application of TLC in government 
schools in Kuwait?” When teachers were asked if they used the instructional methods that were 
demonstrated, four teachers said they did not use them and six said they did try at least one of them. 
When researchers visited the school three weeks after the demonstrations to discuss teachers’ 
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experiences, none of the teachers had tried the new methods. 
Teachers’ autonomy was another challenge that hinders the application of TLCs. Feeling 

restricted in what teachers can do in the classroom was a concern for teachers. When asked if they 
felt free to teach using the best methods of their choosing, responses like the following resulted:  

 
Not all the time. Acting and performing is limited.  
As a teacher I have to apply more traditional methods. 
My job is to follow the supervision’s guidelines and the school’s rules. 
I think I can, but the problem is to know new techniques or methods with limitations, of course, and we 
have to ask permission first from management. 
I would like to make a class the way the teacher sees it, the way she wants to teach, not what anyone else 
dictates. 
…less interference by others, less restrictions in what you can do or use in the classroom.One size does 
not fit all. 
 
Another challenge was teachers’ lack of working collaboratively. One teacher pointed to some 

difficulties with her partner: 
 
She was good but I felt at some moments that we weren’t on the same page, like we were preoccupied 
with doing our own part.  
 
This challenge might exist due to lack of teachers’ interaction and communication. One teacher 

pointed out that lack of “time to prepare together” might be one of the reasons.  
From the researchers’ perspectives, the demonstrations were lively, informative and interactive; 

teachers were given engaging practice both individually and in small groups after a brief explanation 
of the theory.  Those who participated were making fascinating comments, laughing, asking pertinent 
questions and contributing excitedly in group discussions. Yet there were three or four teachers who 
sat quietly, arms folded, looking on and not joining in unless asked specifically to respond to a 
question.   Overall the response to the presentations seemed, from the researchers’ perspectives, to 
have been overwhelmingly positive for those who participated.  The researchers asked the presenting 
teachers how they felt about the way other teachers responded to their demonstrations and their 
assessments were similar to those of the researchers for the most part:  

 
It was fine, about 80% enjoyed it. 
They were active, happy and involved.  
They were taking the role of students and forming groups to discuss the topics. 
 
Results gained from the interviews suggested that teachers in government schools should 

change the way they see themselves to a more ‘lifelong learners’:  
 
I received all my education in my country and I feel I’m well prepared to teach English subject in Kuwait. 
 

6. Conclusion 
 
Teachers in this research study indicated positive attitudes towards the TLC (McNamara, 1995). 
However, to improve teachers’ willingness to participate in TLCs, teachers must be motivated to 
participate. Similar results were also shown in previous research such as (Kariyev et. al., 2018; Sakal, 
Matković& Tumbas, 2012; Semenikhina & Drushlyak, 2015). Information collected from this research 
study provided insights into how teachers’ interactions could be facilitated within the context of a 
Kuwaiti government school’s culture. Due to the centralized system in the Ministry of Education 
MOE, a sense of isolation and a feature of hopelessness were shaping the schools’ culture in 
government schools where teachers lack the autonomy to decide how to teach what they teach. In 
addition, lack of teachers’ collaboration and interaction was also a concern indicated by teachers. 
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Teachers explained this lack of collaboration and interaction to lack of time and the workloadStoll 
and Louis (2007) stated that, to reach a level of teachers’ autonomy, the way we provide PD for 
teachers must be changed. No longer can teachers’ PD be viewed as an individual practice operated 
by the Ministry. It is then explicable as to why teachers in this research study viewed TLC as a 
challenge. Instead, teachers’ PD should be conceptualized as a collaborative learning experience and 
as a ‘self-decided’ lifelong development experience.  

In order to participate in changing and shaping our teachers’ PD through creating a teachers’ 
learning community, we need to study TLCs  and examine how effectively they work. This requires 
leadership’s support and teachers’ participation in the creation process (Elmore, 2008; Robinson, 
2007; Stoll & Louis, 2007).  Hord and Sommers (2008) argued that, for a TLC to happen, school 
leaders should act less as leaders and more as facilitators and supporters. Teachers should act less as 
experts in the field and more as learners. Teachers should express their ideas and their voices should 
be heard in turn. However, such results cannot be achieved within an isolated school’s setting. 
Teachers’ PD in government schools are ineffective because of insufficient leadership support.  

Training approaches adopted by the government-appointed subject supervisors to raise 
students’ scores, consist of lesson models, seminars and one-shot workshops in and outside the 
school’s setting. There is a sense among government schools’ teachers that they have no voice in their 
PD. As a result, the researchers decided to seek teachers’ attitudes at the outset of the creation of the 
TLC to develop a sense that their voice is heard and their opinions on their teaching practices are 
taken into consideration. When this sense is established, we open a communication channel for 
collaboration among teachers to develop their own learning community. 

Although research studies concerning teachers’ attitudes towards TLCs have increased recently, 
investigating teachers’ use of what they learn in classrooms in relation to their willingness to apply 
what they learn is needed (King, 2014; Sahlberg, 2011). For instance, there should be more research on 
the relationship between teachers’ practices and what they learn in the LCs. Results reported in this 
research study showed lack of teachers’ application of what they learn from the TLCs. These results 
were similar to the findings reported in previous literature (Savina, 2015; Semenikhina & Drushlyak, 
2015).  
 
7. Implications for Professional Development 
 
Based on the findings, it is thus recommended that in order to successfully create a teachers’ 
community of learning in a government school context in Kuwait, the school should replace the 
traditional departmental weekly meetings where teachers often listen to one teacher giving a talk on 
teaching practices to a collaborative learning setting. Unfortunately, the teachers who participated in 
this research study neither applied the suggested teaching practices that would accommodate 
students’ needs nor observed each other practicing them in their classrooms. Rather, teachers 
believed that doing what expected from them by the ministry’s supervision, would not allow them 
time to try new practicesIn addition, PD efforts should focus on teachers’ willingness and motivation 
to collaborate before spending time convincing teachers to change the way they teach Hopefully, this 
research study can provide a platform for discussion on improving teachers’ commitment to become 
life-long learners and to enable teachers to improve their teaching practices which will then lead to 
improving students’ learning outcomes. 

Although the findings of this research study relate specifically to a TLC in a government high 
school in Kuwait, many of these recommendations may be relevant to other educational settings. 
However, more research is needed on teachers’ beliefs and practices as well as means to develop 
leadership support for TLCs in order to bridge the gap between practice, training and action research. 

In conclusion, to successfully implement TLCs in a government Kuwaiti school context, it is 
recommended that the Ministry of education MOE ensures teachers’ willingness to participate in 
learning communities, encourages teachers’ interaction, provides effective leadership support and 
motivates teachers to apply what they learn in their classrooms with their own students.  
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8. Research Limitations 
 
There are a number of limitations to this research study worth identifying. It is important to note 
that the research was conducted in a very specific sociocultural context, where the majority of the 
teachers are foreigners. This context may have skewed the teachers’ perceptions of the school 
leadership and supervision and its impact on the teachers’ willingness to participate in TLCs. This 
potential bias could explain the noticeable lack of teachers’ attention to apply what they learn during 
the weekly meetings into their classrooms. 

The need for teachers to reflect upon their professional development is further underscored by 
the school leaders and the teachers themselves. However, change can only happen if we agree as a 
community that teachers’ development does actually need transformative preparation. One possible 
explanation for the lack of teachers’ engagement in a school’s community is that some of the teacher 
participated in this research study looked at the researchers as outsiders struggling for acceptance. 
We did anticipate this limitation and attempted to address it through working on planning the 
weekly PD sessions with all participants, giving them the autonomy to choose the topics they wanted 
and the way to present them.  

To sum it all up, in the light of the above, it would be recommended to examine the connection 
between the school’s leadership, teachers’ willingness to participate in TLCs and teachers’ application 
to what they newly learn during the TLCs. 
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