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Figure 5.1 Analysis of professional development perceptions. 
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A reliability analysis was carried out on perceptions of conferences comprising 8 items. 

Cronbach’s alpha showed the survey to reach acceptable reliability, α = 0.732 which 

shows high reliability of the items. No removal of items listed as conference perceptions 

was considered. 

A reliability analysis was carried out on perceptions of job-embedded professional 

development comprising 8 items. Cronbach’s alpha showed the survey to reach 

acceptable reliability, α = 0.762. As such, there was no removal of items listed as job-

embedded professional development. 

A reliability analysis was carried out on perceptions of online professional 

development comprising 4 items. Cronbach’s alpha showed the survey to reach 

acceptable reliability, α = 0.766. All online items were deemed worthy of retention. 

Phase I: Quantitative Analysis of Perceptions 

The goal of the second section of the survey was to develop a better 

understanding of the perceptions international educators have of professional 

development models. This section mirrors the three models of professional development 

(conferences, job-embedded, online) from the previous section. Educators were asked to 

rank the perceived value of each experience using a Likert scale based on no value to 

high value. A frequency count on the perceptions of international educators was 

conducted, and the results for overall professional development perceptions and the three 

models of professional development are described below. Frequency tables are presented 

for each population of educators starting with school leaders, then followed by an 

overview of international school teachers and further subdivided by the individual  
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divisions of schools: elementary, middle, and high. Each section concludes with a 

summary of group differences. 

The final question in this section looked at factors that enter into the decision to 

engage in professional development which included: quality, location, hosting 

organization, networking, price, seeking new position, friend or colleague in attendance, 

and potential pay raise. Pivot tables were created in SPSS to ascertain whether there is a 

relationship between the amount of experience international educators have had with 

different models of professional development, and their perceptions of those same models 

of professional development.  

Perceptions of Conferences 

The first part of the second section of the survey asked participants to select 

professional development conferences that they perceived as valuable. Conferences were 

broken down into the following categories: (a) teacher association; (b) leadership; (c) 

credentialing; (d) learning-focused; (e) summer institutes; (f) technology focused; (g) 

facilitation focused; (h) content specific; and (i) other. The survey results for conference 

perceptions are described below reporting frequency tables for school leaders followed 

by a summary of perceptions of international teachers as a whole. School divisions 

(elementary, middle, and high school) are broken down for further analysis. 

International school leaders’ perceptions of conferences. School leaders 

expressed a significant amount of value in leadership association conferences with 50% 

reporting high value and an additional 44.4% reporting some value (see Table 5.2). 

Although credentialing conferences were seen as the least valuable (15.4%) among 

conference types, school leaders also indicated there was no value (5.6%) in learning 
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focused conferences. Facilitation focused professional development scored the highest 

(100%) in perception of value among school leaders with 77.8% reporting high value and 

an additional 22.2% reporting some value. Additionally, teacher summer institutes were 

also perceived as high value (70.6%) with an additional 29.4% indicating some value. 

Among school leaders, these two conference types had the highest amount of perceived 

value with no indication of no value or limited value for these forms of professional 

development. 

Table 5.2 

International School Leaders’ Perceptions of Conferences 

 
Value Teacher 

Association 

Leadership 

Association 

Credentialing Learning 

Focused 

Summer 

Institutes 

Technology 

Focused 

Facilitation 

Focused 

Content 

Specific 

 n (%) n (%) n (%) n (%) n (%) n (%) n (%) n (%) 

         

None 0 (-) 0 (-) 2 (15.4) 1 (5.6) 0 (-) 1 (6.3) 0 (-) 0 (-) 

Limited  3 (16.7) 1 (5.6) 4 (30.8) 1 (5.6) 0 (-) 3 (18.8) 0 (-) 1 (6.3) 

Some  13 (72.2) 8 (44.4) 6 (46.2) 9 (50.0) 5 (29.4) 10 (62.5) 4 (22.2) 7 (43.8) 

High  2 (11.1) 9 (50.0) 1 (7.7) 7 (38.9) 12 (70.6) 2 (12.5) 14 (77.8) 8 (50.0) 

Total 18 (100) 18 (100) 13 (100) 18 (100) 17 (100) 16 (100) 18 (100) 16 (100) 

         

 

International school teachers’ perceptions of conferences. Based on the overall 

survey results from all international teachers (see Table 5.3), 80.9% of teachers indicated 

a minimum of some (51.9%) or high (29%) value in teacher association conferences. 

International teachers reported some (41.3%) or high (19.8%) value in leadership 

conferences. Of all the different types of conferences included in the survey, 70.4% of 

international teachers saw some (51.2%) value and high (19.2%) value with credentialing 

conferences. It was found that 79% of international teachers indicated some or high value 

in learning focused conferences. In response to summer institutes, 84.4% of international 

school teachers reported some value or high value. For technology focused conferences, 
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64.7% of international teachers some or high value in these conferences. Of international 

teachers 84.4% saw some or high value in facilitation-focused conferences. Finally, 

92.6% of international teachers indicated some or high value in content specific 

conferences. Abnormalities between the three divisions (elementary, middle, and high 

school) are broken down for further analysis below. 

Table 5.3 

International Teachers’ Perceptions of Conferences 

 
Value Teacher 

Association 

Leadership 

Association 

Credentialing Learning 

Focused 

Summer 

Institutes 

Tech 

Focused 

Facilitation 

Focused 

Content 

Specific 

 n (%) n (%) n (%) n (%) n (%) n (%) n (%) n (%) 

         

None 1 (0.6) 19 (15.7) 11 (8.8) 1 (0.7) 8 (5.9) 11 (8.1) 4 (2.6) 4 (2.7) 

Limited  30 (18.5) 28 (23.1) 26 (20.8) 30 (20.4) 13 (9.6) 37 (27.2) 20 (13.1) 7 (4.7) 

Some  84 (51.9) 50 (41.3) 64 (51.2) 73 (49.7) 42 (31.1) 72 (52.9) 57 (37.3) 42 (28.2) 

High  47 (29.0) 24 (19.8) 24 (19.2) 43 (29.3) 72 (53.3) 16 (11.8) 72 (47.1) 96 (64.4) 

Total 162 (100) 121 (100) 125 (100) 147 (100) 135 (100) 136 (100) 153100) 149 (100) 

         
 

Elementary school teachers’ perceptions of conferences. What stands out in the 

results from elementary educators is the perception of high value for the majority of 

conference categories (see Table 5.4). Elementary educators indicated the highest value 

in summer institutes (60.9%), content specific (56%), and facilitation focused (50%) 

conferences. Leadership conferences ranked the lowest in value among elementary 

school teachers with 13.6% expressing no value.  

Table 5.4 

Elementary School Teachers’ Perceptions of Conferences 
 

Value Teacher 

Association 

Leadership 

Association 

Credentialing Learning 

Focused 

Summer 

Institutes 

Tech 

Focused 

Facilitation 

Focused 

Content 

Specific 

 n (%) n (%) n (%) n (%) n (%) n (%) n (%) n (%) 
         

None  1 (1.8) 6 (13.6) 5 (11.1) 1 (1.9) 2 (4.3) 4 (8.2) 2 (3.6) 0 (-) 

Limited  6 (10.7) 9 (20.5) 8 (17.8) 10 (18.9) 4 (8.7) 11 (22.4) 5 (8.9) 3 (6.0) 

Some  29 (51.8) 20 (45.5) 23 (51.1) 26 (49.1) 12 (26.1) 29 (59.2) 21 (37.5) 19 (38.0) 

High  20 (35.7) 9 (20.5) 9 (20.0) 16 (30.2) 28 (60.9) 5 (10.2) 28 (50.0) 28 (56.0) 

Total 56 (100) 44 (100) 45 (100) 53 (100) 46 (100) 49 (100) 56 (100) 50 ((100) 
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Middle school teachers’ perceptions of conferences. When asked about the 

perceived value of conferences, middle school educators reported high value in the 

majority of conference categories (see Table 5.5). Summer institutes were perceived as 

the highest value to middle school teachers with 59.5% reporting high value and 31.3% 

reporting some value. Additionally, content specific conferences had similar results with 

56.3% reporting high value and 37.5% reporting some value. Middle school teachers 

indicated the highest perceived value of all three of the divisions of teachers in each of 

the following types of conferences: teacher association (36.8%), leadership association 

(30.8%), credentialing (25%), learning focused (35.3%), technology focused (15.6%), 

and facilitation focused (50%). 

Table 5.5 

Middle School Teachers’ Perceptions of Conferences 

 

Value 

Teacher 

Association 

Leadership 

Association 
Credentialing 

Learning 

Focused 

Summer 

Institutes 

Tech 

Focused 

Facilitation 

Focused 

Content 

Specific 

 n (%) n (%) n (%) n (%) n (%) n (%) n (%) n (%) 

         

None  0 (-) 3 (11.5) 1 (3.6) 0 (-) 1 (3.1) 1 (3.1) 2 (5.9) 2 (6.3) 

Limited  5 (13.2) 4 (15.4) 5 (17.9) 6 (17.6) 2 (6.3) 7 (21.9) 2 (5.9) 0 (-) 

Some  19 (50.0) 11 (42.3) 15 (53.6) 16 (47.1) 10 (31.3) 19 (59.4) 13 (38.2) 12 (37.5) 

High  14 (36.8) 8 (30.8) 7 (25.0) 12 (35.3) 19 (59.4) 5 (15.6) 17 (50.0) 18 (56.3) 

Total 38 (100) 26 (100) 28 (100) 34 (100) 32 (100) 32 (100) 34 (100) 32 (100) 

         

 

High school teachers’ perceptions of conferences. It is apparent from the table 

(Table 5.6) that high school teachers have high perceptions (75.8%) of conferences that 

are primarily focused on content. Next in line would be teacher association conferences 

and credentialing conferences, each reporting some value with 53.2% for teacher 

association and 50% for credentialing conferences. Interestingly, high school teachers  
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reported some level of value in everything except leadership association, credentialing, 

summer institutes and technology focused conferences. 

Table 5.6 

High School Teachers’ Perceptions of Conferences 

 
Value Teacher 

Association 

Leadership 

Association 

Credentialing Learning 

Focused 

Summer 

Institutes 

Tech 

Focused 

Facilitation 

Focused 

Content 

Specific 

 n (%) n (%) n (%) n (%) n (%) n (%) n (%) n (%) 

         

None  0 (-) 9 (19.1) 4 (8.3) 0 (-) 4 (7.7) 4 (8.0) 0 (-) 0 (-) 

Limited  19 (30.6) 15 (31.9) 13 (27.1) 14 (25.0) 7 (13.5) 19 (38.0) 13 (22.8) 4 (6.5) 

Some  33 (53.2) 17 (36.2) 24 (50.0) 27 (48.2) 18 (34.6) 22 (44.0) 21 (36.8) 11 (17.7) 

High  10 (16.1) 6 (12.8) 7 (14.6) 15 (26.8) 23 (44.2) 5 (10.0) 23 (40.4) 47 (75.8) 

Total 62 (100) 47 (100) 48 (100) 56 (100) 52 (100) 50 (100) 57 (100) 62 (100) 

         

 

Summary of perceptions of conferences. In summary, there were noted 

differences in the results between the school leaders and teachers. Although over 94% of 

school leaders indicated some or high value in leadership conferences, 61.1% of teachers 

indicated similar value. Of all the different types of conferences included in the survey, 

international teachers (70.4%) saw some or high value with credentialing conferences 

where school leaders saw less value (53.9%) in credentialing conferences. 

All four sets of international educators reported the most consistent and highest 

perception of value in teacher association conferences. In general, middle school teachers 

had the highest perceptions of the value of conferences compared to the other divisions. 

Teachers perceive more value in credentialing conferences than school leaders. 

Technology focused conferences had the lowest perception of value among high school 

teachers. Conferences that focus on facilitation methods were generally valued as high 

for all four divisions with a slight dip for high school educators. International educators 

generally reported a high level of value with content specific conferences. The next  
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section of the survey looked at perceptions of job-embedded professional development 

for international educators. 

Perceptions of Job-Embedded Professional Development 

The next question in this section addressed the perceptions of job-embedded 

professional development. These were broken down into the following categories: (a) 

after school; (b) before school; (c) during school, (d) one-time consultants; (e) recurring 

consultants; (f) visiting scholars; (g) whole day retreats; and (h) work with coaches. The 

survey results for job-embedded perceptions are described below reporting frequency 

tables for school leaders followed by a summary of perceptions of international teachers 

as a whole. The divisions within the schools (elementary, middle, and high school) are 

broken down for further analysis below. 

International school leaders’ perceptions of job-embedded professional 

development. Of the eight types of job-embedded professional development in Table 5.7, 

school leaders placed significantly high value on five types of job-embedded professional 

development (during school, after school, work with coaches, whole day retreats and 

recurring consultants). In particular, school leaders overwhelmingly (100%) perceived 

value in recurring consultants and whole day retreats with zero indication of no value. It 

was found that one-time consultants and before school training had mixed perceptions 

among school leaders. 

  



 115 

Table 5.7 

International School Leaders’ Perceptions of Job-Embedded PD  

Value Before During After Coaches Retreat One-Time Recurring Scholars 

 n (%) n (%) n (%) n (%) n (%) n (%) n (%) n (%) 

         

None  3 (17.6) 0 (-) 1 (5.6) 0 (-) 0 (-) 1 (5.3) 0 (-) 1 (6.7) 

Limited 5 (29.4) 0 (-) 2 (11.1) 0 (-) 0 (-) 7 (36.8) 1 (5.6) 3 (20.0) 

Some  6 (35.3) 10 (52.6) 10 (55.6) 3 (17.6) 8 (44.4) 10 (52.6) 3 (16.7) 11 (73.3) 

High  3 (17.6) 9 (47.4) 25 (7.8) 14 (82.4) 10 (55.6) 1 (5.3) 14 (77.8) 0 (-) 

Total 17 (100) 19 (100) 18 (100) 17 (100) 18 (100) 19 (100) 18 (100) 15 (100) 

         

 

International school teachers’ perceptions of job-embedded professional 

development. It can be seen from the data in Table 5.8 that some types of job-embedded 

experiences were preferred by teachers more than others. When asked about the value of 

professional development before school, over 51% of teachers found limited or no value. 

Close inspection of the table shows that international teachers perceive some or high 

value in professional development that occurs during school (77.7%) and after school 

(81.2%). It can be seen that 86.3% of international teachers perceived value in working 

with coaches, and 85.5% of teachers reported some or high value with whole day retreats. 

It was found that work with one-time consultants was perceived at similar value among 

teachers with 58.5% reporting some or high value. The results for teachers (91.3%) were 

also similar when it came to work with recurring consultants with a combined perceived 

value of some or high. Only 56.6% of international teachers indicated a combined some 

and high value for scholars. 
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Table 5.8 

International Teachers’ Perceptions of Job-Embedded PD  

Value Before During After Coaches Retreat One-Time Recurring Scholars 

 n (%) n (%) n (%) n (%) n (%) n (%) n (%) n (%) 

         

None  23 (15.2) 3 (1.9) 5 (3.2) 6 (3.9) 3 (1.9) 7 (4.3) 0 (-) 11 (8.1) 

Limited  55 (36.4) 33 (20.4) 40 (25.6) 15 (9.7) 20 (12.7) 61 (37.2) 14 (8.8) 48 (35.3) 

Some  52 (34.4) 83 (51.2) 82 (52.6) 53 (34.4) 69 (43.7) 76 (46.3) 62 (38.8) 53 (39.0) 

High  21 (13.9) 43 (26.5) 29 (18.6) 80 (51.9) 66 (41.8) 20 (12.2) 84 (52.5) 24 (17.6) 

Total 151 (100) 162 (100) 156 (100) 154 (100) 158 (100) 164 (100) 160 (100) 136 (100) 

         

 

Elementary school teachers’ perceptions of job-embedded professional 

development. It is evident from this table (see Table 5.8) that elementary educators 

perceive job-embedded professional development favorably. Work with coaches (66%) 

and recurring consultants (62.5%) were perceived as high value amongst elementary 

school teachers. As can be seen from the table (Table 5.9), 74.4% of elementary 

educators reported some or high value in after school professional development and 

80.7% reported some or high value in professional development during school. 

Perception scores were mixed for before school and visiting scholars.  

Table 5.9 

Elementary School Teachers’ Perceptions of Job-Embedded PD 

Value Before During After Coaches Retreat One-Time Recurring Scholars 

 n (%) n (%) n (%) n (%) n (%) n (%) n (%) n (%) 

         

None 8 (15.4) 0 (-) 1 (1.9) 2 (3.8) 2 (3.6) 2 (3.6) 0 (-) 4 (9.1) 

Limited  21 (40.4) 11 (19.3) 13 (24.1) 2 (3.8) 5 (8.9) 21 (37.5) 3 (5.4) 16 (36.4) 

Some  13 (25.0) 27 (47.4) 29 (53.7) 14 (26.4) 25 (44.6) 25 (44.6) 18 (32.1) 16 (36.4) 

High  10 (19.2) 19 (33.3) 11 (20.4) 35 (66.0) 24 (42.9) 8 (14.3) 35 (62.5) 8 (18.2) 

Total 52 (100) 57 (100) 54 (100) 53 (100) 56 (100) 56 (100) 56 (100) 44 (100) 

         

 

Middle school teachers’ perceptions of job-embedded professional development. 

Middle school teachers indicated the largest amount of some and high value for job-

embedded professional development amongst the individual divisions of teachers (see 
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Table 5.10). Work with recurring consultants was perceived as some value (29.7%) or 

high value (64.9%). Similarly, whole day retreats were perceived as some (50%) or high 

value (44.4%) among middle school teachers. It was found that before school 

professional development was perceived to have the lowest value among middle school 

teachers with 14.3% reporting no value.   

Table 5.10 

Middle School Teachers’ Perceptions of Job-Embedded PD 

Value Before During After Coaches Retreat One-Time Recurring Scholars 

 n (%) n (%) n (%) n (%) n (%) n (%) n (%) n (%) 

         

None  5 (14.3) 1 (2.7) 2 (5.4) 0 (-) 0 (-) 1 (2.6) 0 (-) 1 (2.9) 

Limited  12 (34.3) 6 (16.2) 7 (18.9) 2 (5.6) 2 (5.6) 14 (35.9) 2 (5.4) 12 (35.3) 

Some  17 (48.6) 19 (51.4) 24 (64.9) 17 (47.2) 18 (50.0) 21 (53.8) 11 (29.7) 16 (47.1) 

High  1 (2.9) 11 (29.7) 4 (10.8) 17 (47.2) 16 (44.4) 3 (7.7) 24 (64.9) 5 (14.7) 

Total 35 (100) 37 (100) 37 (100) 36 (100) 36 (100) 39 (100) 37 (100) 34 (100) 

         

 

High school teachers’ perceptions of job-embedded professional development. 

During school professional development ranked the highest in value among high school 

teachers with 54% reporting some value and 17.5% reporting high value (see Table 5.11). 

The perception of value of working with recurring consultants was also perceived as high 

value with 50.8% reporting some value and 36.1% reporting high value. High school 

educators had a range of perceptions for before school and visiting scholars. 

Table 5.11 

High School Teachers’ Perceptions of Job-Embedded PD 

Value Before During After Coaches Retreat One-Time Recurring Scholars 

 n (%) n (%) n (%) n (%) n (%) n (%) n (%) n (%) 

         

None 10 (16.9) 2 (3.2) 1 (1.7) 2 (3.4) 1 (1.6) 4 (6.3) 0 (-) 4 (7.7) 

Limited  20 (33.9) 16 (25.4) 20 (33.9) 11 (18.6) 12 (19.7) 24 (38.1) 8 (13.1) 19 (36.5) 

Some  21 (35.6) 34 (54.0) 27 (45.8) 22 (37.3) 26 (42.6) 28 (44.4) 31 (50.8) 20 (38.5) 

High  8 (13.6) 11 (17.5) 11 (18.6) 24 (40.7) 22 (36.1) 7 (11.1) 22 (36.1) 9 (17.3) 

Total 59 (100) 63 (100) 59 (100) 59 (100) 61 (100) 63 (100) 61 (100) 52 (100) 
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 Summary of perceptions of job-embedded professional development. What 

stands out the tables above are the perceived high value school leaders see in job-

embedded professional development compared to teachers. The difference between 

school leaders and teachers in almost every category suggests an area for further inquiry 

for school leaders when planning job-embedded professional development for 

international teachers. Closer inspection of the tables indicates that international teachers 

perceive less value in professional development that occurs during school than school 

leaders, with 22.3% of school teachers indicating no or limited value, compared to 100% 

of school leaders who perceived some or high value. Additionally, while only 86.3% of 

international teachers perceived value in working with coaches, 100% of school leaders 

perceived some or high value in work with coaches. Similar results were found with 

85.5% of teachers reporting some or high value with whole day retreats and 100% of 

school leaders reporting some or high value. Perhaps one of the largest differences in the 

data was the perception of visiting scholars. Only 56.6% of international teachers 

indicated a combined some and high value for scholars, where 73.3% of school leaders 

perceived some value.  

Perceptions of Online Professional Development 

The next question in the perception section of the survey centered on perceptions 

of online learning. Using the same pattern, this question was broken down into the 

following categories: (a) massive open online courses; (b) micro-credentialing/digital 

badges; (c) one-time online courses, and (d) online cohort models. The survey results for 

online perceptions are described below reporting frequency tables for school leaders 

followed by a summary of perceptions of international teachers as a whole. The divisions 
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within the schools (elementary, middle, and high school) are broken down for further 

analysis below. 

International school leaders’ perceptions of online PD. It is apparent in this 

table (Table 5.12) that online professional development has a perception of low value 

from the school leaders in this study. School leaders indicated no value for 31.3% of 

micro-credentialing and digital badges and 17.6% for MOOCs. Among school leaders, 

one-time online courses and online cohort models were perceived to have higher value. 

Table 5.12 

International School Leaders’ Perceptions of Online Professional Development 

Value Micro Online Courses Cohort Courses MOOC 

 n (%) n (%) n (%) n (%) 

     

No value 5 (31.3) 1 (6.3) 1 (5.9) 3 (17.6) 

Limited value 4 (25.0) 5 (31.3) 2 (11.8) 5 (29.4) 

Some value 7 (43.8) 8 (50.0) 10 (58.8) 5 (29.4) 

High value 0 (-) 2 (12.5) 4 (23.5) 4 (23.5) 

Total 16 (100) 16 (100) 17 (100) 17 (100) 

     

 

International school teachers’ perceptions of online PD. As can be seen from 

Table 5.13, 39.2% of teachers perceive some value or high value with micro-

credentialing and digital badges.  Of all the different types of online professional 

development included in the survey, 71.5% of teachers reported some value or high value 

with one-time online courses. It was found that 70.9% of international teachers found 

some or high value with online cohort models, and 62.3% of international school teachers 

reported some value or high value with massive open online courses. 
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Table 5.13 

International Teachers’ Perceptions of Online PD 

Value  Micro Online Courses Cohort Courses MOOC 

  n (%) n (%) n (%) n (%) 

      

No value  26 (20.8) 6 (4.1) 6 (4.5) 16 (12.3) 

Limited value  50 (40.0) 36 (24.5) 33 (24.6) 33 (25.4) 

Some value  41 (32.8) 78 (53.1) 64 (47.8) 55 (42.3) 

High value  8 (6.4) 27 (18.4) 31 (23.1) 26 (20.0) 

Total  125 (100) 147 (100) 134 (100) 130 (100) 

      

 

Elementary school teachers’ perceptions of online PD. In Table 5.14, it was 

found that perceptions of micro-credentialing and digital badges were considered lowest 

in value among elementary school teachers with 23.8% reporting no value. Online cohort 

models had a higher level of perceived value with only 2.1% indicating no value. Similar 

results can be found in elementary school teacher’s perceptions of online cohorts with 

only 2.1% reporting no value. Elementary school teachers had the highest perception of 

MOOCs compared to the other divisions with only 7% perceiving no value.   

Table 5.14 

Elementary School Teachers’ Perceptions of Online PD 

Value Micro Online Courses Cohort Courses MOOC 

 n (%) n (%) n (%) n (%) 

     

No value 10 (23.8) 1 (2.1) 1 (2.1) 3 (7.0) 

Limited value 18 (42.9) 11 (22.9) 9 (18.8) 11 (25.6) 

Some value 11 (26.2) 27 (56.3) 25 (52.1) 17 (39.5) 

High value 3 (7.1) 9 (18.8) 13 (27.1) 12 (27.9) 

Total 42 (100) 48 (100) 48 (100) 43 (100) 
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Middle school teachers’ perceptions of online PD. It is apparent from this table 

that middle school teachers perceive more value with online learning than elementary or 

high school teachers. Results from the middle school educators’ perceptions of micro-

credentialing and digital badges, one-time online courses, and online cohort models 

indicate that middle school teachers perceive value in online professional development. It 

was found that online cohort models had a perceived value of some (48.5%) and high 

(33.3%) among middle school teachers. One-time online courses also scored high with 

56.8% reporting some value and 18.9% reporting high value. Micro-credentialing and 

digital badges had a little less perceived value with 43.8% reporting some value and 9.4 

reporting high value. The greatest range of perceived value occurred with massive open 

online courses (see Table 5.15). 

Table 5.15 

Middle School Teachers’ Perceptions of Online PD 

 

Value Micro Online Courses Cohort Courses MOOC 

 n (%) n (%) n (%) n (%) 

     

No value 0 (-) 0 (-) 0 (-) 4 (13.8) 

Limited value 15 (46.9) 9 (24.3) 6 (18.2) 6 (20.7) 

Some value 14 (43.8) 21 (56.8) 16 (48.5) 14 (48.3) 

High value 3 (9.4) 7 (18.9) 11 (33.3) 5 (17.2) 

Total 32 (100) 37 (100) 33 (100) 29 (100) 

     

 

High school teachers’ perceptions of online PD. In response to online 

professional development, high school teachers were the most negative. It is apparent 

from this table that 34.8% of high school teachers perceive micro-credentialing and 

digital badges as no value. Similar results can be seen in perceptions of MOOCs which 

were not perceived much higher with 17% indicating no value. Although negative 
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perceptions are less for one-time online courses (8.9%) and online cohort models (10.6%) 

these were nevertheless the highest among the three divisions of teachers (see Table 

5.16). 

Table 5.16 

High School Teachers’ Perceptions of Online PD 

 

Value Micro Online Courses Cohort Courses MOOC 

 n (%) n (%) n (%) n (%) 

     

No value 16 (34.8) 5 (8.9) 5 (10.6) 9 (17.0) 

Limited value 17 (37.0) 16 (28.6) 18 (38.3) 16 (30.2) 

Some value 12 (26.1) 26 (46.4) 18 (38.3) 21 (39.6) 

High value 1 (2.2) 9 (16.1) 6 (12.8) 7 (13.2) 

Total 46 (100.0) 56 (100.0) 47 (100.0) 53 (100.0) 

     

  

Summary of perceptions of online PD. As can be seen from the above tables, 

international leaders and teachers have similar perceptions of online professional 

development. What is striking between the two populations of international teachers and 

school leaders are the perceptions of high school teachers toward online professional 

development. Across the board high school teachers had the most significant negative 

perceptions of online professional development. It was also apparent that middle school 

teachers have the highest perceptions of online professional development. The next 

section of the survey explored perceptions international educators have when making 

decisions in regard to professional development. 

Perceptions and Decision Making 

In the final question on perceptions, educators were asked, “Thinking back about 

past professional development experiences, how valuable were the following aspects in 

your decisions to engage in those activities?” This question was followed by a list of 
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attributes of professional development. These were broken down into the following 

options: (a) price of the professional development; (b) location of the professional 

development; (c) quality of professional development, (d) hosting organization; (e) friend 

or colleague attendance at same event; (f) potential pay raise; (g) seeking next 

position/job; and (h) networking with others. Participants were asked to rank each 

attribute using a range from not significant, less significant, some significance, to high 

significance. The survey results for decision making perceptions are described below 

reporting frequency tables for school leaders followed by a summary of the results from 

international teachers as a whole. The divisions within the school (elementary, middle, 

and high school) are broken down for further analysis below. 

 School leaders’ perceptions and decision making. As shown in Table 5.17, 

100% of school leaders indicating some or high significance. What is interesting about 

the data in this table is the significance of networking for school leaders. It was found 

that 94.7% of school leaders indicated some (42.1%) or high (52.6%) significance in 

networking with others as a factor in their decision making for professional development. 

Additionally, 94.7% of school leaders reported that location of professional development 

as some (57.9%) or high (36.8%) significance. 

Table 5.17 

International School Leaders’ Perceptions and Decision Making 

Value Price Location Quality Host Friend Pay Job Networking 

 n (%) n (%) n (%) n (%) n (%) n (%) n (%) n (%) 

         

None 1 (5.3) 0 (-) 0 (-) 0 (-) 2 (10.5) 10 (52.6) 2 (10.5) 0 (-) 

Limited  3 (15.8) 1 (5.3) 0 (-) 6 (31.6) 8 (42.1) 5 (26.3) 7 (36.8) 1 (5.3) 

Some  9 (47.4) 11 (57.9) 1 (5.3) 6 (31.6) 9 (47.4) 3 (15.8) 8 (42.1) 8 (42.1) 

High  6 (31.6) 7 (36.8) 18 (94.7) 7 (36.8) 0 (-) 1 (5.3) 2 (10.5) 10 (52.6) 

Total 19 (100) 19 (100) 19 (100) 19 (100) 19 (100) 19 (100) 19 (100) 19 (100) 
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International school teachers’ perceptions and decision making. Based on the 

survey results from international teachers, 64.5% of teachers found the price of PD to 

have some or high significance. When asked whether location was a determining factor, 

82.6% of teachers reporting some or high significance.  Universally 100% of teachers 

reported some or high significance in the quality of professional development. It was 

found that 70.7% international teachers reported some or high significance in the hosting 

organization. Two areas of decision making scored quite low for teachers. When asked 

whether having a friend or colleague attend the same event was a determining factor, 

37.3% reported no significance or less significance. The prospect of receiving a potential 

pay raise was also reported as low or no significance for teachers (35.5%). An additional 

54.9% of teachers indicated that seeking a new position or job was a determining factor 

in attending professional development. It was also found that 64.3% of international 

teachers indicated some (38.8%) or high (25.5%) significance when it came to 

networking with others as a reason to attend professional development. 

Table 5.18 

International Teachers’ Perceptions and Decision Making 

Value Price Location Quality Host Friend Pay Job Networking 

 n (%) n (%) n (%) n (%) n (%) n (%) n (%) n (%) 

         

None 25 (15.1) 3 (1.8) 0 (-) 8 (4.8) 37 (22.3) 55 (33.1) 36 (22.0) 17 (10.3) 

Limited  34 (20.5) 26 (15.7) 0 (-) 39 (23.5) 67 (40.4) 52 (31.3) 38 (23.2) 42 (25.5) 

Some  79 (47.6) 74 (44.6) 14 (8.4) 66 (39.8) 46 (27.7) 39 (23.5) 52 (31.7) 64 (38.8) 

High  28 (16.9) 63 (38.0) 152 (91.6) 53 (31.9) 16 (9.6) 20 (12.0) 38 (23.2) 42 (25.5) 

Total 166 (100) 166 (100) 166 (100) 166 (100) 166 (100) 166 (100) 164 (100) 165 (100) 

         

 

Elementary school teachers’ perceptions and decision making. As shown in 

Table 5.19, 100% of elementary school teachers indicated the quality of professional 

development to be the most significant factor in choosing professional development with 
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87.7% reporting high significance and 12.3% reporting some significance. The location 

of the professional development was significant among elementary school teachers with 

82.5% reporting high (40.4%) and some (42.1%) significance. The significance of the 

hosting organization was also important to elementary school teachers with 70.2% 

reporting some (38.6%) or high (31.6%) significance. What is striking from the data is 

the lack of significance (33.3%) in the price of professional development with 14% 

reporting no significance and 19.3% reporting less significance.  

Table 5.19 

Elementary School Teachers’ Perceptions and Decision Making 

Value Price Location Quality Host Friend Pay Job Networking 

 n (%) n (%) n (%) n (%) n (%) n (%) n (%) n (%) 

         

None 8 (14.0) 2 (3.5) 0 (-) 1 (1.8) 7 (12.3) 16 (28.1) 7 (12.5) 4 (7.0) 

Limited  11 (19.3) 8 (14.0) 0 (-) 16 (28.1) 29 (50.9) 17 (29.8) 13 (23.2) 22 (38.6) 

Some  31 (54.4) 24 (42.1) 7 (12.3) 22 (38.6) 13 (22.8) 15 (26.3) 22 (39.3) 17 (29.8) 

High  7 (12.3) 23 (40.4) 50 (87.7) 18 (31.6) 8 (14.0) 9 (15.8) 14 (25.0) 14 (24.6) 

Total 57 (100) 57 (100) 57 (100) 57 (100) 57 (100) 57 (100) 56 (100) 57 (100) 

         

 

Middle school teachers’ perceptions and decision making. Similar to the data 

above, 100% of middle school teachers indicated the quality of professional development 

to be the most significant factor in choosing professional development with 92.3% 

reporting high significance and 7.7% reporting some significance (see Table 5.20). For 

middle school teachers, the location of the professional development was significant with 

46.2% reporting some significance and 41% reporting high significance. Middle school 

teachers indicated most significance for potential pay raise although only 17.9% reported 

high significance in this area. Among the different divisions, potential job advancement 

among middle school teachers was most significant (66.7%) with 38.5% reporting some 



 126 

significance and 28.2% reporting high significance. 

Table 5.20 

Middle School Teachers’ Perceptions and Decision Making 

Value Price Location Quality Host Friend Pay Job Networking 

 n (%) n (%) n (%) n (%) n (%) n (%) n (%) n (%) 

         

None 4 (10.3) 0 (-) 0 (-) 2 (5.1) 7 (17.9) 12 (30.8) 6 (15.4) 5 (13.2) 

Limited  11 (28.2) 5 (12.8) 0 (-) 11 (28.2) 13 (33.3) 13 (33.3) 7 (17.9) 6 (15.8) 

Some  17 (43.6) 18 (46.2) 3 (7.7) 17 (43.6) 15 (38.5) 7 (17.9) 15 (38.5) 18 (47.4) 

High  7 (17.9) 16 (41.0) 36 (92.3) 9 (23.1) 4 (10.3) 7 (17.9) 11 (28.2) 9 (23.7) 

Total 39 (100) 39 (100) 39 (100) 39 (100) 39 (100) 39 (100) 39 (100) 38 (100) 

         

 

High school teachers’ perceptions and decision making. Although all divisions 

of teachers chose quality of professional development as high or some significance, 

93.8% of high school teachers reported high significance. What is interesting about the 

data in this table (Table 5.21) is that high school teachers ranked seeking next position or 

job as least significant for teachers, with 19% reporting some significance and 20.6% 

reporting high significance. This is revealing in that a high amount of high school 

teachers reported that networking with teachers had some significance (42.2%) or high 

(25%) significance. 

Table 5.21 

High School Teachers’ Perceptions and Decision Making 

Value Price Location Quality Host Friend Pay Job Networking 

 n (%) n (%) n (%) n (%) n (%) n (%) n (%) n (%) 

         

None 13 (20.3) 1 (1.6) 0 (-) 5 (7.8) 22 (34.4) 25 (39.1) 21 (33.3) 7 (10.9) 

Limited  12 (18.8) 13 (20.3) 0 (-) 12 (18.8) 22 (34.4) 20 (31.3) 17 (27.0) 14 (21.9) 

Some  26 (40.6) 27 (42.2) 4 (6.3) 26 (40.6) 17 (26.6) 15 (23.4) 12 (19.0) 27 (42.2) 

High  13 (20.3) 23 (35.9) 60 (93.8) 21 (32.8) 3 (4.7) 4 (6.3) 13 (20.6) 16 (25.0) 

Total 64 (100) 64 (100) 64 (100) 64 (100) 64 (100) 64 (100) 63 (100) 64 (100) 
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Summary of perceptions and decision making. It was found that 100% of 

educators indicated the quality of professional development was significant to their 

experience. Seeking a new job position was also listed as a potential reason for attending 

a professional development experience. More than half of the international educators in 

the study indicated that having a colleague or friend attend the same event had little to no 

influence on the choice of professional development experience. However, one survey 

respondent noted “Some depends on the situation - colleague being present is vital if we 

are working on a new project or course together, irrelevant otherwise.” Expectations for a 

potential raise in pay was also low with some educators indicating some significance. 

Since a correlation between professional development experiences and pay may be 

difficult to track in this context, the remaining educators may have felt that an increase in 

pay might be a reason to attend professional development, but it was not implied that 

professional development experiences would result in a pay raise. 

It can also be seen from the tables above that international teachers have some 

different perceptions from school leaders when it comes to making professional 

development decisions. The most interesting aspect of the data is in the significance of 

networking with others. When asked about the opportunity to network with others 

through professional development, 64.3% of international teachers indicated some 

(38.8%) or high (25.5%) significance; conversely, 94.7% of school leaders indicated 

some (42.1%) or high (52.6%) significance in choosing professional development as an 

opportunity to network with others. 
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Professional Development Experiences and Perceptions 

 The first set of analyses in this study looked at the professional development 

experiences of international educators. The second set of analyses in the study looked at 

the perceptions of those same professional development experiences. The goal of this 

section was to examine the extent to which attendees’ perceptions of value is associated 

with the amount of experiences they have participated in particular types of professional 

development. 

A chi-square test of independence was performed to examine the relationship 

between professional development experiences and perceptions. Experiences were 

grouped accordingly in two sets: “0” and “1-2 times” were grouped as “Passive”, and “3-

5” and “6 or more times” were grouped as “Active.” Additionally, perceptions were 

grouped in two sets: “Low Value” and “Limited Value” were grouped as “Low Value”, 

while “Some Value” and “High Value” were grouped as “High Value.” Pearson’s Chi-

square tests of independence were performed to examine each of the 20 types of 

professional development that were included on the survey. An alpha level of .05 was 

used for all statistical tests.  

The first set of analysis examined conferences experiences and perceptions (see 

Appendix H). A Chi-square test of independence was calculated comparing the frequency 

of professional development experiences and perceived value for each of the eight types 

of conferences. The relationship between these variables was significant (p<.05) in four 

of the eight types of conferences: teacher association, summer institutes, technology and 

facilitation focused conferences. For Teacher Association conferences, the relationship 

between experience and perceptions was significant, 2(2, N = 178) = 6.81, p = .01. Since 
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the P-value (0.01) is less than the significance level (0.05), we cannot accept the null 

hypothesis. Thus, there was a relationship between perceptions and experiences with 

Teacher Association conferences. Among summer institutes, the relationship between 

experience and perceptions was significant, 2(2, N = 148) = 6.046, p = .01. Since the P-

value (0.01) is less than the significance level (0.05), we cannot accept the null 

hypothesis. Thus, there was a relationship between perceptions and experiences with 

summer institutes. With technology conferences, the relationship between experience and 

perceptions was significant, 2(2, N = 148) = 8.9674, p = .00. Since the P-value (0.00) is 

less than the significance level (0.05), we cannot accept the null hypothesis. Thus, there 

was a relationship between perceptions and experiences with technology conferences. For 

facilitation focused conferences, the relationship between experience and perceptions was 

significant, 2(2, N = 170) = 8.577, p = .00. Since the P-value (0.00) is less than the 

significance level (0.05), we cannot accept the null hypothesis. Thus, there was a 

relationship between perceptions and experiences with facilitation focused conferences. 

No significance was found between leadership conferences, credentialing, learning 

focused, and content focused conferences. 

The next set of analysis examined job-embedded professional development 

experiences and perceptions (see Appendix I). A Chi-square test of independence was 

calculated comparing the frequency of professional development experiences and 

perceived value for each of the eight types of job-embedded professional development. 

The relationship between these variables (low value and high value) was found to be 

significant (p<.05) for five of eight types of job-embedded experiences: before school, 

after school, work with coaches, whole day retreats, and work with visiting scholars. For 
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job-embedded professional development before school, the relationship between 

experience and perceptions was significant, 2(2, N = 156) = 24.9735, p = .00. Since the 

P-value (0.00) is less than the significance level (0.05), we cannot accept the null 

hypothesis. Thus, there was a relationship between perceptions and experiences with job-

embedded professional development before school. With after school training, the 

relationship between experience and perceptions was significant, 2(2, N = 169) = 

5.7425, p = .02. Since the P-value (0.02) is less than the significance level (0.05), we 

cannot accept the null hypothesis. Thus, there was a relationship between perceptions and 

experiences with job-embedded professional development after school. For work with 

coaches, the relationship between experience and perceptions was significant, 2(2, N = 

165) = 5.1948, p = .02. Since the P-value (0.02) is less than the significance level (0.05), 

we cannot accept the null hypothesis. Thus, there was a relationship between perceptions 

and experiences with coaches. For whole day retreats, the relationship between 

experience and perceptions was significant, 2(2, N = 170) = 4.101, p = .04. Since the P-

value (0.04) is less than the significance level (0.05), we cannot accept the null 

hypothesis. Thus, there was a relationship between perceptions and experiences with 

whole-day retreats. For work with visiting scholars, the relationship between experience 

and perceptions was significant, 2(2, N = 143) = 18.9776, p = .00. Since the P-value 

(0.02) is less than the significance level (0.05), we cannot accept the null hypothesis. 

Thus, there was a relationship between perceptions and experiences with visiting 

scholars. No relationship was found between during the school day training, one-time 

consultants, and recurring consultants. 
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The final set of analysis examined experiences with online professional 

development and perceptions (see Appendix J). A Chi-square test of independence was 

calculated comparing the frequency of professional development experiences and 

perceived value for each of the four types of online professional development. The 

relationship between these variables was found to be significant (p<.05) for all four types 

of online experiences: micro-credentialing and digital badges, one-time courses, online 

cohorts, and MOOCs. For micro-credentialing and digital badges, the relationship 

between experience and perceptions was significant, 2(2, N = 137) = 7.7624, p = .01. 

Since the P-value (0.01) is less than the significance level (0.05), we cannot accept the 

null hypothesis. Thus, there was a relationship between perceptions and experiences with 

micro-credentialing and digital badges. Among one-time courses, the relationship 

between experience and perceptions was significant, 2(2, N = 158) = 6.2346, p = .01. 

Since the P-value (0.01) is less than the significance level (0.05), we cannot accept the 

null hypothesis. Thus, there was a relationship between perceptions and experiences with 

one-time courses. With online cohorts, the relationship between experience and 

perceptions was significant, 2(2, N = 139) = 5.399, p = .02. Since the P-value (0.02) is 

less than the significance level (0.05), we cannot accept the null hypothesis. Thus, there 

was a relationship between perceptions and experiences with online cohorts. For 

MOOCs, the relationship between experience and perceptions was significant, 2(2, N = 

178) = 162.5021, p = .00. Since the P-value (0.00) is less than the significance level 

(0.05), we cannot accept the null hypothesis. Thus, there was a relationship between 

perceptions and experiences with MOOCs.  
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The more educators had experiences with teacher conferences, summer institutes, 

technology conferences, facilitation focused conferences, before school, after school, 

work with coaches, whole day retreats, work with visiting scholars, micro-credentialing 

and digital badges, one-time courses, online cohorts, and MOOCs, the higher their 

perceptions were about these experiences. Perceptions did not change no matter how 

many experiences educators had with leadership conferences, credentialing, learning 

focused, content focused conferences, during the school day training, one-time 

consultants, and recurring consultants. 

Summary of Phase I Quantitative Analysis of Perceptions 

 The goal of the second section of the survey was to better understand the 

perceptions of professional development experiences of international educators. It was 

found that school leaders place more significance on the location of professional 

development and the opportunity to network with others when choosing professional 

development. These results also suggest that there are high perceptions of most types of 

professional development by international teachers. The results in this section indicate 

that elementary school teachers perceive job-embedded professional development as less 

valuable than teachers in the other divisions do. Overall, the results also indicate that 

middle school teachers place the highest value on all three types of professional 

development: (1) conferences, (2) job-embedded professional development, and (3) 

online professional development. The results from high school teachers indicate higher 

perception of value for content specific conferences than their colleagues from 

elementary and middle schools. Turning now to the qualitative findings from Phase II of 
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the study, the next section will look at perceptions from the interviews with international 

educators. 

Phase II Qualitative Analysis of Perceptions 

 The three themes that emerged from perceptions of professional development 

stem from the qualitative findings from the semi-structured interviews with international 

school leaders and teachers. Within the findings, the researcher identified 282 codes 

under perceptions of professional development. Three distinct themes emerged: (1) desire 

to increase capability, (2) commitment to professional learning, and (3) desire to increase 

culture within a school. Within the theme of capability, two subthemes emerged: (a) adult 

learning and (b) strategies. Under the theme of commitment, (a) access and (b) funding 

emerged as subthemes. The final theme was the culture of community which included 

three subthemes: (a) challenges, (b) learning communities, and (c) reputation. These 

themes and subthemes are described below with supporting findings from the interviews 

with school leaders, followed by an overview of international school teachers. Few 

abnormalities appeared within the different divisions of schools (elementary, middle, and 

high), and in the few instances where they occurred, they have been specified.  

Increase of Capabilities of Educators 

The first theme from the perceptions of international educators was capability. 

Building confidence comes from increasing capability by acquiring qualities and skills 

(Hargreaves & Fullan, 2012). One of the main purposes of professional development for 

educators is to increase the capabilities of faculty members. This theme was identified 

because international educators expressed the importance of building their skills through 
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professional development. The theme of capability is supported by two subthemes: (a) 

adult learning, and (b) strategies. These are described in detail below. 

Adult learning and international educators. Adult learning describes building 

capability through professional development. Ongoing opportunities for adult learning 

were found to be abundant within international schools, with 100% of international 

educators (school leaders and teachers) reporting experience with professional 

development. At the most basic level, adult learning requires educators to feel safe. 

School leaders most often indicated the need for safety in the way adult learners are 

treated with two out of the three leaders commenting on its importance. School Leader B 

commented,  

The premise of professional learning is that we could do better. This means 

learning how to make that safe, how to do the just-in-time learning, how to treat 

adults and adult learning with the same respect and high expectations for 

ourselves that we treat student learning.  

 

Additionally, three teachers indicated that feeling safe was essential to professional 

development. This level of safety was alluded to by teachers who commented on the need 

to take risks and have autonomy to attend professional development in areas where they 

felt weak especially in the areas of student and classroom management. In one case, HS 

Teacher B expanded on his need to consistently work to improve his practice and share 

that learning with others:  

I don't know, maybe it's because I'm the age that I am, and that I've been teaching 

as long as I have, that I understand that I'm not the best teacher in the world. But I 

don't have to be. What does that even look like? I could build relationships with 

kids and I could get them excited about science and that was what I was really 

effective in doing. This was because I was vulnerable, and allowed myself to be 

vulnerable and admit that I don't know everything and that I make mistakes. I 

think that allowed me to bring some people in with me on my journey that I was 

taking with NGSS. 

 



 135 

Since international schools include diverse adult learners from a variety of cultures, 

cultural relevance is important within the context of international educators engaging in 

adult learning. The perceptions of international educators on what makes something 

culturally relevant to their teaching was common among the teachers with five of the 

teachers commenting on this topic. Additional concerns regarding the unique needs and 

experiences of international students were frequently expressed by the informants. This 

led to comments regarding the lack of understanding from consultants about the 

complexities of international schools. This view was echoed by MS Teacher A who 

suggested that,  

Education is not a cookie cutter type of thing, and neither is professional 

development. But sometimes when consultants don't come into your school, you 

find yourself trying to put a circle into the square hole and it doesn't always work. 

You don't get as much out of it. They [consultants] need to understand the unique 

context of each school. 

 

Motivation also played a significant role in adult learning for international educators. 

Teachers and school leaders agreed that adults do not learn so differently from children, 

and motivation was an essential component of adult learning. There were some 

suggestions by respondents that motivation was linked to ownership and autonomy of 

their learning. This view was echoed by School Leader B, who said, “There's a piece 

around identity there, right? The teachers will buy into something when they feel like it 

speaks to who they are as professionals, their identity.”  Ownership to develop that 

identity was indicated by the teachers as well. As HS Teacher B stated,  

That's really what PD is about, it is where are you as an educator? Where do you 

want to go? What do you want to be? How do you want to improve? If you're not 

interested in that, then you don't belong in education really. 
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Teachers and school leaders agreed that adults did not learn so differently from children, 

and motivation was an essential component of adult learning.    

Another common view amongst interviewees was the importance of self-directed 

learning for professional development. School Leader B, said, “I think that the best 

teachers are the ones who are constantly learning and growing and trying new things.” 

This view was echoed by HS Teacher B, “What I have noticed is that I love being given a 

choice. I want to interact with other evangelists. I want to interact with other people that 

are fired up like I am.” For international educators, being able to take initiative and 

having the autonomy to select and manage their own learning was an important aspect of 

adult learning.  

Additionally, international educators indicated the complexity and challenges of 

adult learning with their peers. MS Teacher A noted, “I always feel stressed because 

some people are not open and receptive, and I don’t know where that comes from. It 

makes me nervous because these people [who train us] have come to teach us, but 

somehow, something weird happens at school.” Naysayers and lack of engagement from 

teachers was seen as a detractor to adult learning. 

A common perception amongst interviewees was that building capability was an 

essential component to all professional development. Capability can be increased by 

building the culture of a school with a consistent message to adult learners from 

consultants. School Leader B commented,  

It is important to have the same person multiple times so it becomes part of the 

culture of the school, so we build capacity within the school. Having a plan where 

they come back multiple times so people build up their capacity, I always find to 

be most useful because then it becomes a part of the culture of the school. It 

becomes part of what we do. 
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Building capability enhances the culture of a school and allows teachers the opportunity 

to become exposed to new ideas to sharpen or deepen their practice. In the end, the goal 

is to become stronger educators by enhancing capabilities.  

Strategies for international educators. A large variety of strategies emerged 

from the interviews for enhancing professional development within international schools. 

One strategy suggested for increasing capability and the effectiveness of professional 

development was to apply learning immediately within a real context, and have the time 

to share new learning with colleagues. As ES Teacher B stated, “if you’re not trying to 

use it right away, you’re going to go right back to your old ways of teaching.” One 

suggestion included mini workshops upon the return from professional development to 

help other teachers capture the highlights of the experience and provide a backend benefit 

to the professional development experience. One high school teacher mentioned the need 

to communicate with the curriculum department upon returning to school to allow them 

to determine if additional teachers should attend similar training in the future. The need 

for continuous communication within a school was seen as a way to build the collective 

capability of the school.  

A variety of perspectives were expressed on ways to increase transparency among 

colleagues in terms of professional development. ES Teacher C reported, “I'm on the 

professional learning committee. We go through applications and award the funds that 

the teacher needs for their professional development.” Another middle school teacher 

discussed a similar structure at his school where they have a PD Council with elected 

teachers, two teachers from each division, a few principals from different divisions, and 

at least one curriculum coordinator. This PD council made decisions and evaluated 
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professional development applications to make sure they were in line with the guiding 

mission of the school. Another suggestion from MS Teacher B was building an initiative 

committee who serves as a task force to go visit other schools and professional 

development events to evaluate the relevance for their school needs. 

In all accounts, the need for transparency in relation to professional development 

was apparent. Teachers suggested easily accessible websites to house all the local and 

regional professional development opportunities that are available at the start of each 

school year. Another middle school teacher suggested a universal record or template for 

international educators to house and capture the variety of professional development they 

acquire, making it easy to share with future colleagues and employers. Other respondents 

were less satisfied due to a lack of transparency and support for professional development 

at their current school. ES Teacher A commented,  

We don't really have a PD department at my school. We have PD, but it's here, 

there, and everywhere. We have a big finance department. We have a big annual 

fund department. Yet the thing that is so closely directed to children is not really 

figured out yet. It frustrates me. What do we value if we don’t value learning? 

 

 Another reported issue was the need for time and reflection to implement new 

practices when international teachers return from professional development. Instructional 

coaches and digital literacy coaches were cited as potential support instruments for this 

process. Suggestions like having a support person to ask follow up questions, offer 

resources, and be a sounding board along the way, recurred throughout the dataset.  

These findings provide important insights on ways to continue to build the 

capabilities of international educators beyond the original professional development 

experience. The next section will look at the construct of commitment in relation to 

professional development.  
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Commitment to Professional Learning 

The next theme of professional development perceptions was commitment. This 

was identified because international educators expressed a strong sense commitment to 

professional learning. According to Hargreaves and Fullan (2012), the essence of 

professional capital stems from, “capability and commitment that are constantly 

developed, applied, and refined with colleagues within their school and beyond it” (p. 

76). Providing ongoing, high quality professional development involves high levels of 

commitment from international schools. The theme of commitment is supported by two 

overarching subthemes: (a) access and (b) funding which are described in further detail 

below. 

Access to professional development for international educators. The amount 

of access to professional development for international educators was expressed by all 

participants except one middle school teacher. This access to funds was echoed by ES 

Teacher C, “I was blown away when I first came to [my school] about how accessible, 

how unique, how personalized it can be, and how easy it is to get.” To hire the best 

educators, it was implied that school leaders need to encourage their teachers to 

participate in professional development so they are current with trends and continue to be 

the best educators in their fields.  

A common feeling among the interviewees was that international educators have 

access to everything on the continuum. Some of the many options mentioned were 

wellness programs, project-based learning, mindfulness, IB and AP workshops, literacy, 

yoga, cognitive coaching, assessment, conceptualized or concept-based learning, positive 

education, personalized learning, adaptive schools, and leadership workshops. School 
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Leader C, commented on the pressure on teachers to do it all, “There's an expansive 

menu of things out there that people have access to. Sometimes we're jumping from one 

thing to the next. There's a lot to access, and teachers feel compelled to access all of it.”  

This finding was similarly supported by teachers as well. ES Teacher C 

commented, “I feel like it's never too much. I think any kind of education, any kind of 

teacher education, is good education.” This view was echoed by two additional teachers 

who mentioned that a lack of professional development at an international school is a red 

flag to the greater state and mission of the school. The majority of interviewees indicated 

that direct access to professional development was indicative of the quality of 

international school. This view was equally expressed among the separate divisions of the 

teachers and school leaders. Access to professional development obviously cannot exist 

without funding.  

Funding for international educators. A recurrent theme around professional 

development for educators was the amount of funding that is invested in developing 

teachers overseas. This theme was identified in the transcripts of all of the participants in 

Phase II of the study. Opinions were expressed regarding the differences in funding 

between international schools and public schools in the states. School Leader B 

commented,  

We're also really privileged in that we don't have the kind of constraints that a 

public-school system has around ideology. We don't have any state systems 

telling us what to do or not do, telling us what history textbooks to use, or 

something like that. No one is telling us which initiatives to invest in.  

 

This freedom allows international educators a certain level of autonomy to invest 

professional development funds where they deem necessary. One school leader  
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mentioned her direct access to the school’s professional development budget of over a 

half of a million dollars.  

Continuing along the theme of funding, a common perception among 

international educators was the amount of professional development that was accessible 

to teachers within the region of Asia. As MS Teacher B who had previously taught in 

Europe commented,  

I don't know if it's a continental thing, but schools in Europe have a lack of funds 

so they don't have as much to read, they don't get out as much. Their ideas don't 

percolate. In Asia, there is a lot of funding, and big names come up all the time. 

It's just way more progressive. 

 

There were some suggestions that this was found to be especially true within the 

nonprofit international schools. This view was echoed among the teachers, with 

numerous comments on the presence of funds and opportunities readily available. ES 

Teacher A pointed out that her individual professional development funds would 

basically cover her flights and registration fees for conferences within the region of Asia, 

but those funds would not cover professional development in the states or Europe. When 

a professional development opportunity sparked her interest, she indicated that she 

regularly pays out of pocket to receive the training she seeks.  

It is interesting to point out that teachers seemed more concerned about the waste 

of funds that occasionally happens within the international schools than school leaders. 

Although five teachers mentioned this was a concern, not one of the school leaders 

brought this forward as an issue. The comments from teachers centered around 

colleagues who attend professional development to visit a new country or reconnect with 

friends in the city of the event. As HS Teacher B put it, “I don't know how many times 

people came back from a professional development and said, ‘Oh my God, that was 
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awful. But Ho Chi Minh City was great.’ There's so many wasted PD events, there's so 

much waste.” These concerns surfaced in light of a lack of accountability when teachers 

receive training as well. One suggestion was to require teachers to reflect on their 

learning upon returning to school with a school leader and their academic team members.  

Overall, funding was a common theme around interviewees’ perceptions of 

professional development. Access to funds allows international educators the opportunity 

to build their capability and potentially increase their human capital. School Leader C 

commented,  

One of the exit interview questions we ask when teachers are leaving is about 

their professional development here. Most teachers say, “In the five or six or 

seven years that I've been here, I've become a better teacher. I've learned more 

than I did in the rest of my entire teaching career.” It is a point of difference, 

because we spend so much money on PD and there are so many opportunities and 

avenues for either people coming in, people going out, or just peer to peer 

professional development as well. 

 

Each of the participants in the study indicated that there is a strong financial commitment 

to professional development within the international schools. This commitment to the 

development of teachers leads to the next construct from the study on culture.   

Increasing Culture in International Schools  

The third theme of professional development perceptions of international 

educators was culture. Investing in and building the culture of a school is the secret to 

higher efficacy. In the words of Hargreaves and Fullan (2012), “it is, in other words, the 

culture of the school that makes the difference” (p. 70). One of the main purposes of 

professional development for educators is to increase the collective knowledge of the 

professional community. The construct of culture is supported by three overarching  
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themes: (a) challenges, (b) professional learning communities, and (c) reputation. Each 

supporting theme is described in detail below. 

Challenges for international schools. A common theme amongst international 

educators was around the variety of challenges that face international schools when it 

comes to professional development. Of the participants, all three school leaders and seven 

of the nine teachers brought this theme up as an area of concern. A variety of 

perspectives was expressed as challenges including the everyday demands of an 

international school, the mindset of an international teacher, and the transient population 

of this community.  

Concerns were expressed regarding the constant busyness and demands of 

teaching overseas. The perception of feeling “overloaded” and “swamped” were common 

among the interviewees. The active lifestyle of international teachers emerged as an area 

of challenge. HS Teacher C commented, “it's easy to go to a professional development 

course for a weekend or a few days and then come back re-energized, and then life takes 

over and schools takes over.” Others felt as if it was difficult to balance the demands of a 

large school. This concern was echoed by ES Teacher C, “How do you balance the needs 

between a huge school, individual divisions, and then individual teachers as well? I don't 

know.” This lack of balance resonated among the school leaders as well who felt, as their 

teachers did, that they needed to attend every event at the school.  

Concerns emerged regarding an inherent need for international educators to be 

current with the latest fads and jargon in education. Some of these views surfaced when 

speaking about the overall mindset of an international educator. School Leader C, pointed 

out “the type of person that typically applies to an international school tends to be 
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someone that's a risk taker and probably, perhaps, more open minded than someone who's 

stayed at home for their teaching career.” This consistent need to be fulfilled 

professionally was echoed by ES Teacher C, “We always want to stay on top of what's 

happening and sometimes that can be good, or bad. But if you're always chasing the latest 

or greatest, what are you doing really well?”  

 Concerns regarding the transient population of international educators was seen as 

a prominent and recurring challenge amongst the participants. It is important to note that 

of the twelve interview participants in this study, three of the teachers and two of the 

school leaders were either in the process of transitioning schools or had transitioned to a 

new school within the past year. The comment below from ES Teacher A best illustrated 

the challenges and opportunities that international schools face due to transition: 

The differences between international versus public schools is the diversity of 

educators, where they've taught, their experiences, that sort of thing. When I 

taught in the US, everybody tended to stay within their district for their career. 

There was very little mobility or shifting around. You wouldn't go from one 

school district to another. You tended to live, and work, and stay where you were 

your entire time. The fact is that international schools bring educators together. 

Our populations are constantly moving in and out. You have people with such 

diverse backgrounds and such diverse interests. Someone’s past experience from 

a previous school with professional development can in turn, be brought to my 

school. It opens up endless opportunities for going beyond what any one school 

might have to offer. 

 

School leaders also shared their frustration with maintaining a sustainable culture among 

their transient faculty. Some leaders suggested mandating professional development for 

new hires to provide them with the training they need to be emerged into the culture of 

the school. Despite this the fact that each of the school leaders discussed the need for 

more structure, each agreed that systems and structures for sustainability within the 

international schools still seem to be lacking. 
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One solution for this challenge came from a high school teacher who suggested 

that for schools experiencing considerable transience among teachers, sustaining 

professional knowledge can be a losing battle. His suggestion was that school leaders 

should recruit teachers for their skills sets and the knowledge they already have instead of 

trying to “train them up” to better understand the culture of the school.   

 A number of teachers mentioned their appreciation for the amount of professional 

development they had received from their school, and acknowledged a level of guilt for 

leaving. As HS Teacher B, who was in the process of transitioning to a new school over 

the summer, noted, “So all this time and energy and effort was done getting me trained, 

and giving me time to do all this stuff, and then I'm gone.” The participants on the whole 

demonstrated that international schools invest money and time in faculty with full 

knowledge that these teachers may have a short lifespan at their particular school.   

One final challenge that emerged from the interviews, was the realization that 

international schools compete for teachers as much as if not more than students. MS 

Teacher C best illustrated this view:  

Let’s be honest, we're competing for teachers. But if we develop amazing 

teachers, if we're all developing amazing teachers and amazing people and then 

they go to your school, then one of yours goes to my school. “Fine, we'll just trade 

teachers.” When we get 30 schools that are doing amazing things, then if a teacher 

is at my school for five years, you know that that's a mark that they're amazing, so 

you hire them. 

 

The challenge for international school is to empower their educators and create systems 

and structures to make learning sustainable within this transient population of educators. 

The next subtheme to emerge from the theme of culture was around the concept of 

professional learning communities. 
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Learning communities for international educators. A number of categories 

emerged under the theme of learning communities. Building a collaborative culture can 

be formal and informal in nature. Two divergent and conflicting discourses emerged from 

participant responses. There was a sense amongst some of interviewees that the 

international community is not effectively collaborating to build communities of learners. 

School Leader A described his first transition into the international schools after spending 

most of his career in the states,  

I think it takes some time. Internationally, is it's hard to break in. I came from a 

place in Oregon where I had a good name. And I had a good group of people. And 

all of a sudden, I left that and had to start over. It was kind of like moving high 

schools in the middle of your junior year. 

 

MS Teacher C expressed a similar concern about sharing his professional learning with 

his colleagues. He spoke about the resentment that is sometimes fostered among faculty 

when one member has an opportunity for professional development and others do not.  

 By comparison, there was also a strong sense of community and sharing by some 

of the informants. One high school teacher mentioned an experience he had with another 

teacher he met through professional development at a smaller school. He went on to 

discuss how they maintained contact and helped to share resources that the smaller school 

did not have access to within their curriculum. HS Teacher B commented, “Okay, well 

how can we give back? How can we be leaders in international education and reach out 

and help other schools that don't have the resources?” ES Teacher A echoed the idea of 

giving back to her immediate community as well. To help teachers continuously grow 

within their profession, ES Teacher A suggested that teachers should work with 

colleagues to help them try out ideas within their own communities and then help push  
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them out to the larger community to share their professional learning. To further build 

learning communities, ES Teacher A indicated,  

We need to give teachers baby steps. They should be able to say, “Let me try this. 

I'm on my own turf. I'll be surrounded by some people I know, maybe some 

people I don't," then they might be able to say, "All right. Now I'm ready to 

present at EARCOS," or somewhere else. 

 

 The participants on the whole felt as if the international community has an opportunity to 

improve the learning communities within their individual schools and the greater 

international community as a whole. This leads to the importance of reputation within the 

culture of international schools. 

Reputation of international schools. Participants indicated that reputation was 

important within the culture of international schools. With the exception of one school 

leader and one middle school teacher, each of the educators discussed the importance of 

reputation. Although little is known about the influence of professional development on 

the formation of reputation, far less is known about the impact professional development 

has on the professional identity of an international school. However, there were some 

suggestions that the amount of professional development at a given school was indicative 

of what the school was like in general and if they truly valued learning. HS Teacher C 

mentioned that poor and unplanned professional development could have a direct effect 

on a schools’ reputation, “then it’s kind of a domino effect, a little house of cards style, 

where it all can fall apart and it doesn’t really progress where you want it to go. That’s 

one of the big keys to professional development when I’m applying to other schools.” 

The “keeping up with the Jones attitude” was mentioned by several teachers. 

Some interviewees commented on the importance of working at a school that has a strong 

reputation for professional development. One middle school teacher felt that one way an 
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international school can build a strong reputation for professional development is by 

providing opportunities for their educators to present at conferences and share their 

learning with the wider community. Commenting on the importance of presenting at 

conferences MS Teacher C stated, 

So, I started presenting tech at conferences, EARCOS, etc. There's a lot of 

different reasons to present, but part of it is your own self learning, part of it is 

also just being to get your ideas out there, to promote your school at a different 

school, and at that conference, and get excited about it, but also have other 

teachers from other schools get excited about what you're doing. 

 

This view resonated with one of the high school teachers who indicated that he would not 

consider working at a school that did not encourage teachers to attend and present at 

conferences. MS Teacher B directly discussed the reputation of international schools 

specifically in Asia.  

My old school [in Europe] would say, we're the best school in the world. And 

then someone would turn and say, you guys have to go to Asia, to see what is 

happening in Singapore and Shanghai and Hong Kong. They have internships in 

the high school. They're breaking down walls.  

 

In one particular case, HS Teacher B alluded to the notion that the achievements of 

students are a direct reflection upon the reputation and quality of teachers at a school.  

Schools take pride in their students, right? A student does well and teachers feel 

“I helped. I had a hand in helping develop that kid, right?" But I think schools 

don't see teachers in that way and that's sad because they're developing us too, 

right? When a teacher goes on and does something amazing in another place, that 

school should celebrate that, "You know what, she taught here. Or he was an 

administrator here. We had a hand in helping develop them as educators."  

 

These findings from the interviews suggest that a school’s reputation can be impacted by 

the professional development opportunities offered to educators. Reputation can play a 

big part in developing the culture of a school.  
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Summary of Phase II Qualitative Analysis of Perceptions 

 Three major themes emerged from the qualitative analysis of the perceptions of 

professional development of international educators. Professional development has the 

opportunity to build the capabilities of educators by building their confidence and skill 

sets within their specific areas of academia. Interviewees expressed a strong sense of 

commitment from international schools to develop them professionally. Within the 

construct of culture, there were varying levels of challenges and beliefs that were unique 

to the international educators.  

Summary of Perceptions 

 The goal of the second section of the survey was to analyze the perceptions of 

professional development experiences of international educators. The quantitative data 

found that school leaders indicated a strong preference for facilitation focused 

conferences and indicated that opportunities to network and location were important 

when making decisions about professional development. Comparing the results of the 

teachers and the school leaders, it can be seen that in most examples, school leaders have 

higher perceptions of value from professional development than teachers. Elementary 

school teachers expressed value in attending summer institutes and utilizing coaches 

within the school day. If we turn now to middle school teachers, the data indicates that 

middle school teachers have the highest perceptions of the value of professional 

development especially within the area of online learning. High school teachers 

expressed preferences for content specific conferences and work with recurring 

consultants. The qualitative data indicated three constructs emerging from the data: 

capability, commitment and culture. The following section of the survey was concerned 
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with the relationship between professional development and professional capital within 

international schools.   
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Chapter 6: Professional Development and Professional Capital 

The survey results from Phase I of the study and the interview findings from 

Phase II of the study are described and framed for analysis around the third research 

question that guided the study: How does professional development foster professional 

capital in the international schools? This chapter begins with a quantitative analysis of 

the cumulative results of the professional development and professional capital index 

scores. Based on Hargreaves and Fullan’s (2012) theory of professional capital, three 

constructs guided this part of the study: (a) human capital, (b) social capital, and (c) 

decisional capital (Figure 6.1). 

 

Figure 6.1 Analysis of professional development and professional capital. 

Within each of these constructs, three themes were identified with additional 

sequential subthemes. The construct of professional development and human capital 
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includes the following themes: (a) improving practice, (b) development and retention, 

and (c) attractiveness. The construct of professional development and social capital 

includes the following themes: (a) collaboration, (b) time, and (c) networking. The 

construct of professional development and decisional capital includes the following 

themes: (a) expertise, (b) effectiveness, and (c) mentorship and support. The nine themes 

are described with supporting data in the sections below. For the purposes of 

organization, with each of the nine themes, quantitative results will be presented followed 

by a qualitative analysis of school leaders and teachers. 

Professional Capital Results and Reliability 

The section of the survey on professional development and professional capital 

was divided into three sections (human, social, decisional) with three questions each for a 

total of nine questions. These questions were preselected from the original, larger 

instruments (Principal Capital Survey and Teacher Capital Survey) created by 

Hargreaves and Fullan (2012). To establish reliability of the pre-determined professional 

development questions taken from Hargreaves and Fullan’s (2012) Principal and Teacher 

surveys, Cronbach’s Alpha values were used as a measure of internal consistency to 

establish reliability of the professional capital index. Cronbach’s Alpha coefficients 

higher than 0.7 for the professional capital constructs, suggests high reliability (see Table 

6.1). However, when the inter-item correlations between the subsets (human, social, and 

decisional) were calculated, the Cronbach’s Alpha values were low. Since alpha is 

affected by the intercorrelations of items and the number of items, the correlations 

calculated on only 3 items were low but not to be unexpected.  
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Table 6.1 

Reliability Analysis Survey on Professional Capital and Professional Development  

 
Position Professional Capital Human Social Decisional 

     

School Leaders α = 0.813 α = 0.529 α = 0.580 α = 0.720 

All Teachers α = 0.758 α = 0.696 α = 0.588 α = 0.646 

      Elementary  α = 0.661 α = 0.548 α = 0.623 α = 0.631 

      Middle  α = 0.830 α = 0.797 α = 0.598 α = 0.646 

      High  α = 0.750 α = 0.762 α = 0.484 α = 0.633 

     

 

The calculations in Table 6.2 are based upon criteria established by Hargreaves 

and Fullan (2012). Professional capital responses were given a 1-5 score based on five 

degrees of Likert agreement with individual statements. To calculate a professional 

capital index for participants, survey questions were scored as three aggregates (the 

added scores of three human capital items, three social capital items, and three decisional 

capital items), and then added together (the added scores of all nine items). An individual 

score of 36 or higher was considered a high measure of professional capital, between 27-

35 a medium score, and if it was 26 or less a low score.  

Table 6.2 

Professional Capital Index Chart 

 
Added scores of responses to 9 

human/social/decisional capital items 
Interpretation 

  

36 - 45 High professional capital 

27 - 35 Medium professional capital 

9 - 26 Low professional capital 
  

 

 Table 6.3 presents a summary of the professional capital index scores for the 

groups of participants in the study. The results from the analysis of professional capital 

scores indicate that 93.3% of international school leaders report high professional capital. 

It was found that 65.2% of international teachers indicated high professional capital. 
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What is interesting about the data in this table is that middle school teachers (72.5%) 

reported significantly higher professional capital scores than the other two divisions. 

High school teachers indicated the least amount (60.1%) of high professional capital. 

Further analysis of the three constructs (human, social, and decisional) of professional 

capital follows. 

Table 6.3 

Professional Capital Index Scores for International School Educators 

Position N Low professional  

capital 

n (%) 

Medium professional 

capital 

n (%) 

High professional  

capital 

n (%) 

     

School Leaders 15 0 (-) 1 (6.7) 14 (93.3) 

All Teachers 161  3 (1.9) 53 (32.9) 105 (65.2) 

     Elementary 55 1 (1.8) 18 (32.7) 36 (65.5) 

     Middle 40 1 (2.5) 10 (25.0) 29 (72.5) 

     High 66 1 (1.5) 25 (37.9) 40 (60.1) 

     
Note: Low PC score = 9-26, Medium PC score = 27-35, High PC score = 36-45 

 

 A one-way between subjects ANOVA was conducted to compare the professional 

capital index scores between elementary, middle and high school teachers and school 

leaders. This analysis of variance showed no effect between school divisions (elementary, 

middle, high school, or school leader) on professional capital scores, F(3, 169), p = 0.056. 

The strength of the relationship, as indexed by η2, was 0.04 (see Table 6.4).  

Table 6.4 

Results of ANOVA Professional Capital Scores Across School Divisions 

 Df Sum Sq Mean Sq F value Pr (>F) Eta-Sq 

       

Between Groups  3 174.00 58.00 2.58 0.056 0.04 

Within Groups 169 3797.00 22.47    
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An independent-samples t-test indicated that professional capital scores were 

significantly higher for school leaders (M = 40.67, SD= 3.47) then for all other teachers 

(M= 37.23, SD= 4.99), t(19.49) = 3.58, p = 0.001. These results suggest that international 

school leaders have higher professional capital than their teachers (see Table 6.5 and 

Figure 6.2). 

Table 6.5 

Descriptive Statistics for Professional Capital Scores by Division 

      

Position N Mean SD Min Max 

      

School Leaders 15 40.67 3.47 32.00 45.00 

All Teachers 158 37.17 4.81 21.00 45.00 

     Elementary 57 37.12 4.49 26.00 44.00 

     Middle 39 37.51 5.37 21.00 45.00 

     High 62 37.00 4.79 25.00 45.00 

      

 

 
Figure 6.2. Barplot with 95% SE bars showing mean professional capital scores by school 

division. 
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Professional Development and Human Capital 

According to Hargreaves and Fullan (2013), human capital is, “the talent of 

individuals” (p. 37). One way to increase human capital is through the investment of 

professional development to develop individual educators. During Phase I of the study, 

three human capital survey questions were selected from both the Principal Professional 

Capital Survey (Hargreaves & Fullan, 2012) and the Teacher Professional Capital Survey 

(Hargreaves & Fullan, 2012). To obtain a measure of human capital, scores were 

calculated for the three questions. An individual score of 12 or higher was considered a 

high measure of human capital, between 9-11 a medium score, and a low score if it was 8 

or less. The table below (Table 6.4) provides the overall human capital index scores for 

each of the groups of educators involved in this study. 100% of school leaders indicated 

the highest level of overall human capital. From this data, we can see that high school 

teachers indicated the lowest level (62.5%) of high human capital, and 18.2% indicated 

low human capital which is significantly different from elementary (5.5%) or middle 

(5.0%) school teachers. 

Table 6.6 

Human Capital Scores for International School Educators 

Position 

n 

Low human  

capital 3-8  

n (%) 

Medium human 

capital 9-11 

n (%) 

High human  

capital 12-15 

n (%) 

     

School Leaders 15 0 (-) 0 (-) 15 (100.0) 

All Teachers 161  17 (10.6) 29 (18.0) 115 (71.4) 

     Elementary 55 3 (5.5) 9 (16.4) 43 (78.2) 

     Middle 40 2 (5.0) 7 (17.5) 31 (77.5) 

     High 66 12 (18.2) 13 (19.7) 41 (62.1) 

     
 

 A one-way between subjects ANOVA was conducted to compare the professional 

capital index scores between elementary, middle and high school teachers and school 
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leaders. This analysis was found to be statistically non-significant between school 

divisions (elementary, middle, high school or school wide educator) on human capital 

scores, F(3, 169) = 1.13, p = 0.338. The strength of the relationship as indexed by η2, was 

0.02 (see Table 6.7).  

Table 6.7 

Reliability Analysis of Human Capital Scores 

 Df Sum Sq Mean Sq F value Pr (>F) Eta-Sq 

       

Between Groups  3 16.20 5.40 1.13 0.338 0.02 

Within Groups  169 807.90 4.78    

       

 

An independent-samples t-test indicated that human capital scores were 

significantly higher for school leaders (M = 13.73, SD= 1.33) then for all other teachers 

(M= 12.74, SD= 2.24), t(22.33) = 2.49, p = 0.020. These results suggest that international 

school leaders have higher human capital than their teachers (see Table 6.8 & Figure 6.5). 

Table 6.8 

Descriptive Statistics for Human Capital Scores by Division 

Position N Mean SD Min Max 

      

School Leaders 15 13.73 1.33 12.00 15.00 

All Teachers 158 12.74 2.24 5.00 15.00 

     Elementary 57 12.88 2.10 7.00 15.00 

     Middle 39 12.51 2.27 6.00 15.00 

     High 62 12.82 2.36 5.00 15.00 
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Figure 6.3 Barplot with 95% SE bars showing mean human capital scores by school 

division. 

The human capital questions for the survey were also selected because they 

contained similar themes within each of the surveys (Principal and Teacher). The 

following three themes were pre-defined by the survey: (a) improving practice; (b) 

development and retention of international educators; and (c) attractiveness. These 

themes were also apparent in the interview data, with additional subthemes for each. 

Below, each of the three supporting themes are presented in detail. For each of these 

three themes, the quantitative results from Phase I are presented, then followed by a 

qualitative analysis of the school leaders and teachers from Phase II of the study.  

Human Capital Theme I: Improving Practice for International Educators 

Providing opportunities that enable educators to improve their practice is a natural 

objective of professional development and developing human capital. The first theme 

from the construct of human capital focused on improving practice through various 

professional development opportunities and experiences within the international schools. 
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This theme emerged from the survey questions and from the interview data with 

international leaders and school teachers. Quantitative results from phase will be 

followed by a qualitative analysis of school leaders and teachers.   

Quantitative findings on improving practice. Two questions were chosen on 

improving practice. The table below (Table 6.9) illustrates the breakdown of results from 

international leaders and teachers. It was found that 100% of international school leaders 

either strongly agreed (60%) or somewhat agreed (40%) that they facilitated learning and 

development on the job for their teachers. The survey results from teachers echo those of 

the school leaders, with 86.3% of international teachers indicating they were offered the 

professional development needed to improve their practice. In all cases, none of the 

international teachers indicated any level of strong disagreement whilst a small minority 

of teachers (8.7%) mentioned they “somewhat disagreed.” Closer inspection of the table 

shows that 56.1% of elementary school teachers indicated they “strongly agreed” and an 

additional 31.6% ‘somewhat agreed” that they were offered the professional development 

needed to improve their practice. Middle school teachers indicated the largest range 

(12.8%) of neither agreeing nor disagreeing with the statement on professional 

development offerings. 

Table 6.9 

Results of Human Capital Statements on Improving Practice 

Position Total Strongly 

Disagree 

Somewhat 

Disagree 

Neither Agree 

Nor Disagree 

Somewhat 

Agree 

Strongly 

Agree 

 n (%) n (%) n (%) n (%) n (%) n (%) 
       

Leaders 15 (100) 0 (-) 0 (-) 0 (-) 6 (40.0) 9 (60.0) 

All Teachers 161 (100) 0 (-) 14 (8.7) 8 (5.0) 53 (32.9) 86 (53.4) 

   Elementary 57 (100) 0 (-) 5 (8.8) 2 (3.5) 18 (31.6) 32 (56.1) 
   Middle  39 (100) 0 (-) 2 (5.1) 5 (12.8) 13 (33.3) 19 (48.7) 

   High 61 (100) 0 (-) 7 (11.5) 1 (1.6) 22 (36.1) 31 (50.8) 
       



 160 

Qualitative findings on improving practice. From the study population, 100% 

of school leaders and 70% of teachers discussed opportunities to improve their practice 

through professional development. Two additional subthemes came under the theme of 

improving practice: (a) personal improvement through lifelong learning and (b) personal 

improvement to impact student learning.  

Personal improvement through lifelong learning. Under the theme of improving 

practice, it was found that 100% of school leaders and 100% of teachers indicated 

lifelong learning or personal improvement as a reason for attending professional 

development. School leaders alluded to the need to facilitate this through professional 

development. School Leader B stated, “PD is making a huge difference. I could give you 

loads of examples where I see things, and think ‘Oh, that practice has really shifted as a 

result of that.’” In addition to on the job professional development, it was suggested by 

school leaders that international teachers should be professionally supported when 

pursuing an advanced degree in education such as a Masters or Doctorate in Education. 

School Leader A suggested that advancing the education of his teachers had a direct 

benefit to his school as a whole due to the exposure to current research and access to 

academics in the field of education.  

In addition to facilitating the development of their teachers, school leaders also 

indicated the need to develop themselves through professional development 

opportunities. School Leader C commented: “Improving my skills in that has been a big 

focus for me this past year and it continues to be, especially in such a big school where 

it's so easy for there to be so many different pockets of culture and different things 
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happening around the building.” School Leader A simply put it: “I think that we can get 

stuck in what we know or what we think we know.”  

Improving practice through personal improvement and lifelong learning was also 

common among the teacher interviewees. HS Teacher C said: “And I'm always excited to 

learn new things because I'm a lifelong learner, and that it really keeps me excited about 

what I teach.” This strong respect for lifelong learning was prevalent throughout all 

divisions of international school teachers. When asked about expectations for 

professional development, MS Teacher A said, “Whatever anybody's offering, I think I'll 

go learn about that. I just appreciate that someone puts on their socks and comes in and 

presents.” On lifelong learning ES Teacher C stated, “I guess the goal for any teacher is 

to become a better teacher. I feel it's the never-ending cycle of education. Teachers are 

always learning just as much as students.” When discussing the impact of professional 

development, MS Teacher A stated,  

At Teachers College at Columbia University, I remember this workshop ... again, 

just a different lens, but looking into the writing process and how to be a writer 

and talk about writing, that really deepened my practice and changed how I teach. 

I would say that one sharpened my teaching more because I already knew the 

ideas, but it was incredible to actually be involved and see it, really made it stick.  

 

Personal improvement to impact student learning. One of the issues identified 

through the interviews with school leaders was the need to improve teaching practice to 

impact student learning. It was found that 67% of school leaders and 56% of teachers 

indicated increasing student learning as a reason for attending professional development. 

School Leader B stated “When I look for professional development for my teachers, I 

look for something that makes an impact on student learning, something that makes a 

difference with student learning.” This view was echoed by School Leader C: “The 
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biggest question is student learning, always. What difference will this make for these 

students?”  

The need to learn how to impact student learning was also expressed in the 

interviews with teachers. International teachers described the need for improving practice 

to improve students learning as one of the main reasons for participating in professional 

development. ES Teacher C commented on the importance of connecting all learning 

back to her students. She mentioned the need to work together and to view students 

collectively instead of referring to them as “my students.” When speaking about her 

reasons for attending professional development, she stated, “I think any educators goal is 

become a better teacher, a better person and finding creative and unique ways to reach 

your children, especially the ones that are a little harder to reach.” To better improve 

student learning, international teachers expressed the need to improve their own practice. 

Summary of improving practice. Evidence of this theme was evident in the 

interviews with school leaders and teachers and was equally distributed and evident 

among the separate divisions of all the international educators. From these findings, 

international school educators indicate that they are committed to improving the 

instructional practices of teachers which in turn increases the human capital of each 

teacher.  

Human Capital Theme II: Developing and Retaining International Educators 

The need to develop and retain international educators was evident in the survey 

questions and interview data. Quantitative results from Phase I will be followed by a 

qualitative analysis of school leaders and teachers. 
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Quantitative results on developing and retaining. The table below (Table 6.10) 

illustrates the breakdown of results on development and retention. It was found that 80% 

of school leaders indicated that they put a lot of effort into developing and retaining 

teachers in their school with 20% reporting “somewhat agree” (20%) and a larger 

percentage (60%) indicated they “strongly agree.” Although no school leaders indicated 

that they did not put any effort into developing and retaining teachers in their school, 

20% indicated that they “neither agree nor disagree.”  

Among teachers, there was a sense of agreement (83.9%) in all three divisions of 

the international schools that teachers were provided with career opportunities to improve 

their professional growth and practice. A majority of elementary teachers (54.4%) 

indicated that they “strongly agreed” with an additional 33.3% indicating they “somewhat 

agreed.” Opinions differed a little with middle school teachers with only 35.9% 

indicating they “strongly agreed” however 43.6% indicated they “somewhat agreed.” The 

high school teachers expressed some disagreement with the opportunities provided with 

9.7% indicating “somewhat disagreement” and 1.6% indicating “strongly disagree.” In all 

cases, the majority of international teachers expressed a high level of satisfaction with the 

career opportunities they were offered at their school.  

Table 6.10 

Results of Human Capital Statements on Developing and Retaining 

Position Total 
Strongly 

Disagree 

Somewhat 

Disagree 

Neither Agree 

Nor Disagree 

Somewhat 

Agree 

Strongly 

Agree 

 n (%) n (%) n (%) n (%) n (%) n (%) 

       

Leaders 15 (100) 0 (-) 0 (-) 0 (20.0) 6 (20.0) 9 (60.0) 

All Teachers 162 (100) 1 (.6) 14 (8.6) 11 (6.8) 58 (35.8) 78 (48.1) 

  Elementary 57 (100) 0 (-) 4 (7.0) 3 (5.3) 19 (33.3) 31 (54.4) 

  Middle  39 (100) 0 (-) 4 (10.3) 4 (10.3) 17 (43.6) 14 (35.9) 

  High 62 (100) 1 (1.6) 6 (9.7) 4 (6.5) 22 (35.5) 29 (46.8) 
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Qualitative findings on developing and retaining. From the study population, 

100% of school leaders and 89% of teachers discussed issues connecting professional 

development and the retention of international educators. Additional subthemes under the 

theme of improving practice included: (a) retainment and (b) transition and turn over.  

Retention of human capital. Although the results from the survey seem less 

consistent, in all of the interview accounts, each school leader discussed the fact that their 

school placed a lot of time and effort into developing and retaining their teachers. School 

Leader B mentioned: “We try to train our whole faculty in something and then the next 

year we have 50 new faculty.” School Leader A suggested that,  

The obvious way that professional learning is unique in international schools is 

that we have such high turnover of teachers. But if it's legitimate training, why do 

we care? Why do we care if they're leaving? It shouldn't matter. We're building 

educators for the world.  

 

Although the shifting, transient population of international teachers can pose issues for 

school leaders, not one of the interviewees mentioned the issue of transition as a reason to 

not engage in professional development.   

Transition and turnover of human capital. The category of development and 

retention of international teachers was also evident in the teacher interviews however the 

responses from teachers were more focused on the amount of turn-over that happens 

within international schools. Participants described the challenges of international school 

teachers’ mobile lifestyles as detrimental to international schools. When discussing the 

challenge of retaining international teachers, HS Teacher B indicated: “So they spend all 

this time and energy and effort in getting me trained and giving me time to do all this and 

then I'm gone.” One concern was the amount of training that goes into developing these 

teachers and the retention of those teachers. HS Teacher B mentioned that his department 
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of 10 teachers had over 250 years of teaching experience between them. However, within 

the next two years he anticipated that all of them would leave either to retire or pursue a 

new position at a different school. The revolving door of international schools causes a 

brain drain effect on the culture of the school when the faculty population is constantly 

changing. ES Teacher A cited one of the differences between international schools and 

schools within the United States: 

Well, I think the differences between international and public schools is the 

diversity of educators, like where they've taught, and the experiences that they 

had. Compared to when I taught in the US, really everybody tended to stay within 

their district for their career. There was very little mobility or shifting around. 

You wouldn't go from one school district to another. You tended to live, and 

work, and stay where you were your entire time. International schools bring 

educators together. Our populations are constantly moving in and out, and we 

have people with diverse backgrounds, and then, of course, diverse interests. They 

have been able to experience a variety of PD at their schools. They can bring that 

knowledge to a new school. It opens up opportunities for just going beyond what 

the school might have to offer. As teachers move from one school to another 

school, the professional expertise that they learned impacts the teachers and 

leaders at their new school.  

 

Concerns were expressed regarding the amount of transition that occurs within 

international schools. HS Teacher C commented, “For international schools that are more 

transient, you're fighting a losing battle, and you're better off recruiting the people for the 

skills, and the knowledge they have rather than trying to train them up.” Since 

international schools want to hire the best educators they can, they tend to encourage 

professional development to enable their teachers to stay current with latest trends in the 

field. To help lessen the effects of this transience, exposure to professional development 

is essential to building human capital and increasing hire-ability within the international 

schools. 
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Summary of developing and retaining international educators. International 

school educators face the usual obstacle of a shifting faculty and constant transition. 

However, the opportunities for the development and training of teachers do not seem to 

be impacted in these findings. From these findings, international schools indicate that 

they are developing the human capital of teachers despite the transitory nature of this 

population. The next section will look at the final theme under the construct of 

professional development and human capital. 

Human Capital Theme III: Attracting Human Capital  

Attractiveness was the final theme found under the construct of professional 

development and human capital. A variety of perspectives were expressed in the survey 

and interviews regarding how professional development opportunities may attract 

educators to an international school. Quantitative results from Phase I will be followed by 

a qualitative analysis of school leaders and teachers.  

Quantitative results on attracting human capital. Table 6.11 below presents an 

overview from two selected questions on improving practice. It was found that 100% of 

school leaders indicated that they place a high priority on attracting highly effective 

teachers with 73% of respondents indicating that they “strongly agree” and 27% 

indicating they “somewhat agree.” As can been seen from the table, the results obtained 

from the teachers indicated a different response. It was found that 85.2% of international 

teachers “strongly agree” or “somewhat agree” that their school places a high priority on 

attracting highly effective teachers. Closer inspection of the table shows, elementary 

school teachers (22.8%) and middle school teachers (17.9%) did not express a high level 

of agreement in this area compared to school leaders. 
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Table 6.11 

Results of Human Capital Statements on Attracting Human Capital 

Position Total 
Strongly 

Disagree 

Somewhat 

Disagree 

Neither Agree 

Nor Disagree 

Somewhat 

Agree 

Strongly 

Agree 

 n (%) n (%) n (%) n (%) n (%) n (%) 

       

Leaders 15 (100) 0 (-) 0 (-) 0 (-) 6 (27.0) 9 (73.0) 

All Teachers 162 (100) 2 (1.2) 6 (3.7) 16 (9.9) 53 (32.7) 85 (52.5) 

   Elementary 57 (100) 2 (3.5) 3 (5.3) 8 (14.0) 14 (24.6) 30 (52.6) 

   Middle 39 (100) 0 (-) 2 (5.1) 5 (12.8) 15 (38.5) 17 (43.6) 

   High 62 (100) 0 (-) 1 (1.6) 3 (4.8) 24 (38.7) 34 (54.8) 

       

 

Qualitative findings on attracting human capital. The theme of attracting 

highly effective teachers was also echoed within the interviews. From the study 

population, 100% of school leaders and 100% of teachers discussed issues around 

attracting effective educators to international schools. Additional subthemes under the 

theme of improving practice included: (a) recruiting; and (b) tier one schools.  

Recruiting human capital. Each of the international school leaders in this study 

brought up recruiting and attracting teachers to their schools through professional 

development. The school leaders made direct connections between recruitment and 

professional development. School Leader B commented on the benefits of advertising to 

teachers about the level of professional learning that was happening within her school. 

School Leader B said “I would say the professional learning that we offer helps us to 

recruit teachers who want to keep learning and growing and pushing themselves.” This 

view was echoed by School Leader A, “without a doubt, the professional development 

opportunities at my school make it a more attractive place to work.” The role professional 

development plays in the recruitment process of international teachers was commonly 

discussed amongst this group of school leaders. 



 168 

If we turn now to the type of international teacher that these schools are looking 

to recruit, School Leader A stated: “I guess if you're already on the teaching circuit and 

you're a young teacher, that is something to think about. Where can I go that I'm going to 

grow and put more feathers in my cap, and build my resume, that I'm going to be very 

employable as I move up?” School Leader C when asked about recruiting, said “The type 

of person that typically applies to an international school tends to be someone that's a risk 

taker and probably, perhaps, more open minded than someone who's stayed at home for 

their teaching career.” These attributes underscore the need for professional development 

to help build the individual talents of this group of educators. As School Leader A simply 

said, “You simply become more employable with the more PD you have.” Professional 

development can have a direct impact on attracting educators and projecting a positive 

image of a school within the international community. Since international schools want to 

hire the best educators they can, they tend to encourage professional development to keep 

their teachers current with the latest trends in the field. To help lessen the effects of this 

transient population of educators, exposure to professional development is essential to 

building human capital and increasing hire-ability within international schools. 

During interviews teachers were asked if having access to professional 

development made a school more attractive to them as educators. All nine teachers in this 

study reported a direct connection between professional development and overall 

attraction to an international school. These views surfaced mainly in relation to 

recruiting. ES Teacher B expressed: “If there's professional development opportunities 

available at a school, I think that's worth more than the [financial] package. It is very  
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important because in the long run you're going to benefit and I find it makes your life 

easier as an educator if you know you're doing it right.”  

Teachers indicated that they had high standards for professional development 

when searching for a new school. MS Teacher C commented, “If I was being 

interviewed, I would ask about professional development and how it's used at the school. 

I would ask how they set PD up, like is it more in-house or can I grow professionally 

where I need?” This concern was echoed by ES Teacher C who stated, “I think if I ever 

were to head back to the circuit again, my standards are high, which just makes it harder 

because my expectations for PD is one of those criteria that makes it high.” International 

teachers have high expectations regarding the professional development opportunities 

they expect to be exposed to as a part of their job. International schools that do not offer 

professional development to their teachers may have problems attracting and recruiting 

educators.  

Human capital and tier one international schools. A recurrent theme in the 

interviews came from the teachers around what defines a tier one international school and 

the amount of professional development a school offers. In one account of tier one 

schools, ES Teacher A indicated:  

Quality PD seems almost standard if a school wants to be a top tier school. If 

they're not offering PD, it seems a little strange. I feel it's required. If I was in an 

interview, and they weren't offering PD, that would tell me maybe the school is 

not as well developed.  

 

This theme came up in discussions around the strategic vision of a school and its 

commitment to professional learning. Professional development opportunities were seen 

as one way for teachers to research the specific interests of international schools. 
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Summary of attracting human capital. The results suggest that professional 

development plays an important role in attracting international educators to a school. If 

school leaders are looking for highly effective teachers, perhaps opportunities for 

professional development offer a way to increase the attractiveness of an international 

school. As School Leader C simply said, “You become more employable with the more 

PD you have.” From these findings, international educators indicate that they are 

attracted to international schools that are invested in developing their human capital 

through professional development.  

Summary of Professional Development and Human Capital 

International teachers and school leaders bring their own education, skills, and 

experiences into each international school. Through professional development, the 

collective intelligence of a school is increased through allowing educators career 

opportunities to increase their human capital. Individually, these skills contribute to the 

overall intellectual capital of a school. The survey results and interview findings for the 

human capital section revealed that most international educators felt that being able to 

improve, retain, attract the best international educators in the profession is an essential 

component of human capital. One of the school leaders commented: “There's probably a 

piece around that identity there, right? The teachers will buy into something when they 

feel like it speaks to who they are as professionals, their identity.” The majority of 

teachers and school leaders indicated that improving practice, development and retention, 

and school attractiveness were significant factors in building human capital through 

professional development.  
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Professional Development and Social Capital 

 If social capital is the collaborative power of the group, Hargreaves and Fullan 

(2013) point out, “in considering how to create a professional capital culture, it’s critical 

to know that there isn’t just one way to collaborate” (p. 38). During Phase I of the study, 

to access the relationship between professional development and social capital, three 

statements from the Principal Professional Capital Survey (Hargreaves & Fullan, 2012) 

and three statements from the Teacher Professional Capital Survey (Hargreaves & 

Fullan, 2012) were included in the survey. These survey questions each contained 

statements that related to professional development for educators to self-assess their 

understanding of the concept of social capital in relation to professional development. To 

obtain a measure of social capital, scores were calculated for the three questions.  

An individual score of 12 or higher was considered a high measure of social 

capital, between 9-11 a medium score, and 8 or less a low score. Table 6.12 presents the 

overall social capital scores for each group of educators involved in this study. It was 

found that 100% of school leaders reported high social capital. It can be seen from the 

data that teachers scored lower than school leaders in the area of social capital. From this 

data, we can see that there was very little difference in the results from international 

teachers when they were separated by division level. However, there is a slight difference 

in the scores with 21.8% of elementary school teachers indicating low social capital.   
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Table 6.12 

Social Capital Scores for International School Educators 

Position 

n 

Low social  

capital 3-8  

n (%) 

Medium social 

capital 9-11 

n (%) 

High social 

capital 12-15 

n (%) 

     

School Leaders 15 0 (-) 0 (-) 15 (100) 

All Teachers 161  23 (14.3) 49 (30.4) 89 (55.3) 

     Elementary 55 12 (21.8) 17 (30.9) 26 (47.3) 

     Middle 40 4 (10.0) 13 (32.5) 23 (57.5) 

     High 66 7 (10.6) 19 (28.8) 40 (60.6) 

     

 

 A one-way analysis of variance compared the professional capital index scores 

between elementary, middle and high school teachers and school leaders. As shown in 

Table 6.13, this analysis found that the effect of social capital was significant, F(3,169) = 

5.22, p = 0.001. The strength of the relationship, as indexed by η2 was 0.08. A Tukey 

HSD post hoc criterion for significance indicated that the average social capital score was 

significantly higher in the school leaders (M = 13.53, SD = 1.25) than in the elementary 

school teachers (M = 10.89, SD = 2.70, p = .062) and the high school teachers (M = 

11.74, SD = 2.06, p = .043) (see Table 6.14).  

Table 6.13 

Reliability Analysis of Social Capital Scores 

 Df Sum Sq Mean Sq F value Pr (>F) Eta-Sq 

       

Between Groups 3 86.40 28.80 5.22 0.001 0.08 

Within Groups 169 932.40 5.52    

       

 

  



 173 

Table 6.14 

Tukey-HSD for Social Capital 

Division Comparison Difference 
Lower 

95% CI 

Upper 

95% CI 
P-value 

     

Middle School - Elementary  0.85 -0.42 2.12 0.307 

High School – Elementary  0.85 -0.27 1.97 0.205 

School Leader – Elementary  2.64 0.87 4.41 0.001 

High School – Middle School 0.00 -1.25 1.24 1.000 

School Leader - Middle School 1.79 -0.06 3.64 0.062 

School Leader – High School 1.79 0.04 3.55 0.043 

     

 

 An independent-samples t-test indicated that social capital scores were 

significantly higher for school leaders (M = 13.53, SD= 1.25) then for all other teachers 

(M= 11.46, SD= 2.43), t(25.77) = 5.57, p < 0.001. These results suggest that international 

school leaders have higher social capital than their teachers (see Table 6.15 & Figure 

6.4). 

Table 6.15 

Descriptive Statistics for Social Capital Scores by Division 

Position N Mean SD Min Max 

      

School Leaders 15 13.53 1.25 11.00 15.00 

All Teachers 158 11.46 2.43 3.00 15.00 

     Elementary 57 10.89 2.70 4.00 15.00 

     Middle 39 11.74 2.52 3.00 15.00 

     High 62 11.74 2.06 8.00 15.00 
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Figure 6.4 Barplot with 95% SE bars showing mean social capital scores by school 

division. 

These social capital questions were also selected because they each contained 

similar themes within each of the surveys (Principal and Teacher). The following three 

themes were preidentified by the survey: (a) collaboration, (b) time, and (c) networking. 

These themes were evident in the interview data, with additional subthemes for each. For 

each of these themes, the quantitative results from Phase I are followed by a qualitative 

analysis of the school leaders and teachers. 

Social Capital Theme I: Collaboration in International Schools 

Collaboration between international teachers was a common theme under 

professional development and social capital. One way to increase the social capital of an 

organization is to share one’s human capital and provide access to individual professional 

growth (Hargreaves & Fullan, 2012). The importance of collaboration among 

international educators emerged from the survey and interview data. Collaboration 
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included: (a) learning from others; (b) learning to work with others; and (c) sharing 

knowledge with others.  

Quantitative results on collaboration in international schools. The results from 

the two pre-determined questions on collaboration are presented below in Table 6.16. In 

response to the first survey question, 80% of international school leaders strongly agreed 

that their teachers have improved their professional expertise by working together with an 

additional 20% reporting that they somewhat agreed. Additionally, the overall response 

by teachers who felt their teaching had improved as a result of collaborating with others 

was very positive. Of the study population, 90.1% of teachers either strongly agreed 

(61.7%) or somewhat agreed (28.4%) with this statement. What stands out in this table is 

that 66 .7% of middle school teachers indicated the highest level of strong agreement. 

However, when the results for somewhat agree and strongly agree are totaled, high 

school teachers had the highest level (95.2%) of agreement with 61.3% strongly agreeing 

and another 33.9% somewhat agreeing. 

Table 6.16 

Results of Social Capital Statements on Collaboration 

 

Position Total 
Strongly 

Disagree 

Somewhat 

Disagree 

Neither Agree 

Nor Disagree 

Somewhat 

Agree 

Strongly 

Agree 

 n (%) n (%) n (%) n (%) n (%) n (%) 

       

Leader 15 (100) 0 (-) 0 (-) 0 (-) 6 (20.0) 9 (80.0) 

All Teachers 162 (100) 1 (.6) 3 (1.9) 12 (7.4) 46 (28.4) 100 (61.7) 

   Elementary 57 (100) 0 (-) 1 (1.8) 7 (12.3) 16 (28.1) 33 (57.9) 

   Middle  39 (100) 1 (2.6) 2 (5.1) 1 (2.6) 9 (23.1) 26 (66.7) 

   High 62 (100) 0 (-) 0 (-) 3 (4.8) 21 (33.9) 38 (61.3) 

       

 

Qualitative findings on collaboration in the international schools. The theme 

of collaboration was also echoed in the interviews. More than half of the study 
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population, 67% of school leaders and 56% of teachers discussed it. Additional 

subthemes under collaboration included: (a) learning from others, and (b) learning to 

work with others.   

Learning from others in international schools. There was a strong sense of 

agreement amongst the school leaders that their teachers have improved their 

professional expertise by working and learning together. School Leader B mentioned, “as 

a school leader, it is essential to be around a group of people that may question some of 

the things you do.” A common view expressed by school leaders was that there is 

comfort in numbers and knowing that other school leaders were working on similar ideas 

and attempting to implement similar programs despite the fact that they resided in 

different countries and locations. School Leader A commented, “the recognition that 

we're all working on a lot of the same things is one of the most beneficial things to come 

out of those meetings.” It was suggested that collaboration and learning to get along with 

others has an impact on student learning. School Leader B commented, “a big part of our 

mission is to improve or sustain the culture of the school, right? We know that that has a 

direct impact on student learning how well the adults in the room get along with each 

other.”  

The importance of collaborating was also evident in the interview responses from 

teachers. A common view was that international teachers believe they have improved 

their instructional practice as a result of collaborating. ES Teacher C said: “Well, we're 

constantly collaborating. I think that's the big one, collaboration. I know at [SCHOOL], 

they're really trying hard with the collaboration, working together and having kids 

become our kids, and not my kids.”  
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The need and importance of learning from others was a frequent response 

amongst elementary school teachers. ES Teacher A stated, “One really cool thing that 

I've learned from others is, how can I mesh and merge what they're doing at their school 

with my knowledge of NGSS and science?" ES Teacher B expanded on the notion of 

learning with others to leading others, “For the workshop model, I had a lot of experience 

from the previous school, so I felt like I could share my knowledge about the model and 

the good habits to have related to the model. I was helping my colleagues in that way. It 

makes you able to lead and share when it's necessary.” For elementary school teachers, 

learning from others and then sharing that knowledge with others may provide the 

opportunity to take on leadership within their individual teams and cadres. 

Learning to work with others in international schools. School leaders spoke 

about the need to learn more about how to work with others. School Leader B reported: 

“It’s about growing up, being in control of yourself, and having your actions, your tone, 

and your voice match your purpose. Some people never really grow up and never have to 

do that hard-internal work of emotional control and managing conflict.” Communication 

skills, managing conflict, and managing personal emotional responses were continuous 

themes that school leaders emphasized.  

Learning to work with others was commonly discussed under the theme of 

collaboration. As HS Teacher B put it: “In PD, you're thinking about your school as a 

whole, but you're also thinking personally about how you deal with others in your 

organization.” MS Teacher B alluded to the notion of learning about the psychology of 

people: “And it's very rare that you get a PD that's about psychology of people. If you 

want to be an administrator or leader and get people, it's almost like running a political 
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campaign. It’s like a leadership course.” Due to the amount of transition that occurs with 

faculty, learning to work with others may be a higher concern than it is for public school 

districts in the states where educators are more likely to remain in their district 

throughout their career. 

Sharing knowledge in international schools. The concept of sharing knowledge 

was discussed by school leaders and teachers but in different capacities. Only one school 

leader mentioned sharing knowledge compared to seven out of nine of the teachers. 

Seven of the nine of teacher interviewees discussed the importance of sharing their 

knowledge from professional development with others. MS Teacher C said: “PD is about 

giving back to the colleagues in terms of the skills and knowledge that they learn, but 

also in terms of the way they think about teaching.” Not only did the sharing of 

knowledge enhance the teacher’s opportunities for leadership, but also provided new 

ways to approach learning in the classroom. HS Teacher B stated, “PD is about giving 

back to our colleagues the skills and knowledge that we learn.” 

Summary of collaboration in international schools. A comparison of the results 

and findings of teachers and school leaders reveals the importance of fostering 

collaboration and collegiality within the international schools at all levels. To build social 

capital, collaborative professional development experiences can provide opportunities for 

international educators to share their experiences and knowledge with colleagues and 

students.  

Social Capital Theme II: Time for International Educators  

The construct of professional development and social capital was also supported 

by the theme of time. For professional development to be successful the amount of time 
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educators have to invest in professional development experiences matters. For this study, 

time was defined as when an educator stated or alluded to the amount of time they were 

allotted to professionally examine and improve their practice. Quantitative results from 

Phase I will be followed by a qualitative analysis from Phase II. 

Quantitative results on time for international educators. Table 6.17 presents 

the results from the two predetermined questions on time. International school leaders 

indicated some mixed opinions. When asked whether their teachers were provided time 

to work and learn from one another at school, 53% of international school leaders 

reported they strongly agreed, with 33% reporting somewhat agreement. However, 13% 

reported neither agreeing nor disagreeing with the time provided.  

Interestingly, the survey response rates by international teachers were even more 

distributed than previous statements when asked about time allotted during the school day 

to examine and improve their instructional practice. It was found that 22.8% of 

elementary teachers strongly agreed that they had time during the day; conversely, 

another 22.8% somewhat disagreed with the amount of time allocated for reflection of 

practice. It was found that 87.2% of middle school teachers indicated they either strongly 

agreed (41%) or somewhat agreed (46.2%) with the amount of time they have built into 

their schedules. High school teachers were also in large agreement regarding the amount 

of time built into their schedules with an overall 80.3% either in strongly agreement 

(31.1%) or somewhat agreement (49.2%) with the statement. In general, international 

teachers indicated their regular school schedule allowed them time to examine and 

improve their instructional practice with other teachers. However, the results from  
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elementary school teachers indicate the greatest need for more time built into their 

schedule with 31.6% of teachers indicating this need.  

Table 6.17 

Results of Social Capital Statements on Time 

Position Total 
Strongly 

Disagree 

Somewhat 

Disagree 

Neither Agree 

Nor Disagree 

Somewhat 

Agree 

Strongly 

Agree 

 n (%) n (%) n (%) n (%) n (%) n (%) 

       

Leaders 15 (100) 0 (-) 0 (-) 0 (13.0) 6 (33.0) 9 (53.0) 

All Teachers 161 (100) 7 (4.3) 22 (13.7) 12 (7.5) 70 (43.5) 50 (31.1) 

   Elementary 57 (100) 5 (8.8) 13 (22.8) 6 (10.5) 20 (35.1) 12 (22.8) 

   Middle 39 (100) 2 (5.1) 2 (5.1) 1 (2.6) 18 (46.2) 16 (41.0) 

   High 61 (100) 0 (-) 7 (11.5) 5 (8.2) 30 (49.2) 19 (31.1) 

       

 

Qualitative findings on time for international educators. Every participant 

(school leaders and teachers) brought up the issue of time in interviews. Additional 

subthemes that emerged from the theme of time included: (a) balance, and (b) frequency. 

Balance of professional development opportunities. School leaders indicated that 

their teachers had adequate time built into their schedules for learning. Similar opinions 

resonated on the issue of balance. School leaders expressed concern that teachers 

sometimes felt pressured to attend every PD event, especially when opportunities arose to 

attend weekend workshops. The frequency of incoming consultants and opportunities to 

learn professionally concerned school leaders when they planned out the year. This view 

was echoed by School Leader C: 

Your job is to know your focus and pick what is most relevant, so you need to 

differentiate, you are not expected to attend all of them. We drop in to those 

events on a weekend to show our support for people giving up their time. We're 

not there to see who's there.  

 

Strategic thinking to protecting teachers’ wellbeing was a recurring concern for school 

leaders. In particular, recognizing when people have had too much was important. 
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Consequently, School Leader B felt she had more autonomy and freedom to say no to 

professional development and choose time with her family, but she expressed concern 

that teachers did not always have that same freedom and autonomy. 

Frequency of professional development opportunities. Concerns regarding time 

also surfaced in the interviews with international teachers but these views concentrated 

more on the frequency of professional development and the pressure to attend every 

event. This came up in discussion of the amount of release time built into teaching 

schedules. There were conflicting accounts of being pulled out of classes too often for 

professional development, while others like MS Teacher A stated, “I feel like it's never 

too much. I think any kind of education, any kind of teacher education, is good 

education.” A number of issues were raised by elementary school teachers who 

commented on the variety of professional development they are offered due the content 

they teach, and the amount of instructional time they miss throughout the year. MS 

Teacher B pointed out, “I think when you're an elementary school teacher, you get more 

exposed to PD because you teach so many subjects, and then when you go to middle 

school, you're just teaching one subject, so then there’s much more limited exposure.” 

Another recurrent theme in the interviews was a sense among teachers that they needed to 

attend everything that was offered by their school, especially weekend workshops. One 

concern regarding pressure was expressed by ES Teacher C who commented, “At my 

school, I felt that we had to go. It was almost overly encouraged that we attended.” This 

pressure can have a direct effect on the amount of work-life balance of international 

educators. 

  


