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Abstract: In this study, we aim to gain critical insights into how cooperative professional development
affects teachers’ efficacy. To this end, the purpose of this study is to identify cooperative professional
development types (CPD-type) and to reveal the relationship between CPD-type and teachers’
efficacy in Korean middle schools, controlling for gender, age, years of experience and school
climate. The data of this study are derived from the 2013 Teaching and Learning International
Survey (TALIS) conducted by the OECD. The K-mean cluster analysis was used to identify distinct
clusters of middle school teachers based on CPD. This process identified four specific groups:
the disengaged group (36.8%), the collaborative group (11.3%), the activity-focused group (24.8%),
and the coordinative group (27.1%). Hierarchical regression analysis revealed that all dummy
variables of CPD-type were statistically significant, controlling for gender, age, years of experience,
and school climate. Comparing the relative importance of each variable on teachers’ efficacy, the CPD1
(1 = the collaborative group) variable was most important. The results of this study provide a rationale
for teachers to participate in collaborative professional development actively.
Keywords: sustainability education (SE); sustainability of professional development; teachers’
efficacy; the collaborative group; the disengaged group; the activity-focused group

1. Introduction
One of the most serious problems in our time is how to sustain our planet’s resources,
while developing wealth and well-being for a growing population. This task has been defined in
the concept of sustainability. Sustainability education (SE) has been launched as an answer to cope
with sustainability. Sustainability education is intended to provide learning that fosters personal
improvement and encourages taking action for change in our human and natural world. Teachers are
considered to play a central role when addressing this educational goal; hence, teacher quality could
be crucial to SE. Teachers need to develop competences and skills in each SE proficiency area, focusing
on content, pedagogy and assessment approaches.
Relating to this need, professional development for teachers is recognized as a vital component
for the enhancement of the quality of teaching and learning in SE. This is very important in that
professional development (PD) is related to changes in the teacher’s cognition, professional attitude,
and pedagogical knowledge [1,2], and can also contribute to the retention of teachers. Various types of
PD are offered to support and qualify teachers. Several studies [3,4] have shown the positive effects of
professional development on the quality and retention of teachers. The expected outcomes of PD are
not only focused on short-term effects, but also on long-term effects. Effects that are both short term
and long term can be considered to be sustainable [5]. Based on this point of view, if only professional
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development can have a significant impact on teachers’ competencies, then professional development
can be considered as sustainable professional development (SPD).
What are ways of promoting the sustainability of professional development? There is
increased interest in research that identifies features contributing to the sustainability of PD [6–10].
The components contributing to the sustainability of PD are related to reflection about changes
in teaching practice, cooperative participation, and are embedded in teachers’ day-to-day work in
schools [6–10]. Although prior literature provides various characteristics which foster the sustainability
of professional development, cooperation or collaboration has been identified as essential for the
sustainability of professional development [11,12]. Lerman and Zehetmeier [13] highlight community
building and networking as factors facilitating sustainability. As a result, a system which supports
collegiality, such as the observation of peers, feedback from peers, and reflection with peers, could be
considered to be a way of promoting the sustainability of professional development [14,15].
Glatthorn [16] used cooperative professional development (CPD) as an inclusive term to embrace
forms of peer-oriented systems. CPD is defined as any activity in which two or more teachers
work together, using a variety of methods and structures, for their own professional growth [17].
Exchange of materials, joint activities across different classes and age groups, professional dialogue,
peer supervision, peer coaching, collaborative professional learning, and action research can belong
to CPD.
Does CPD actually lead to the sustainability of professional development? The sustainability of
CPD has not been investigated to any great extent. Additionally, teachers have participated in various
types of CPD, and there could be differences in their effectiveness depending on the types of CPD.
For example, merely exchanging instructional materials could not be sufficient, because it limits the
opportunity for teachers to focus on instructional practices and reflect. This can be interpreted as
implying that CPD-type is likely to have a discriminatory effect on teachers’ skills and attitude.
Therefore, this study focuses on whether the CPD-types employed have different sustainable
impacts. In this study, we analyzed teachers’ efficacy as a lens to determine the effect of CPD-type
on teachers’ skills and attitude. A teacher’s efficacy refers to the level of a teacher’s belief in his or
her ability to perform certain actions related to the teaching profession [18]. Teachers’ self-efficacy has
been shown to be related to their instructional behaviors and has been recognized as an important
factor that influences student achievement and behavior [19–27].
Especially in relation to this research, this is because teachers’ self-efficacy may include the
potential to influence pedagogical knowledge in SE. The field of SE specifically stresses the need for
alternative and student-centered pedagogical methods which are opposed to traditional lecturing [28].
Teachers are more likely to adopt and implement alternative instructional methods when they have
confidence in their own ability to control their classrooms and affect student learning.
Smylie [29] suggests that teacher efficacy may act as a professional filter through which new ideas
and innovations must pass before teachers internalize them and change their behaviors. Although
prior research [30–34] has shown that gender, age, years of experience, school climate, and participation
in professional development affect teachers’ self-efficacy, little attention has been given to whether
teacher efficacy evolves as a result of CPD-type in Korea. Furthermore, there is a lack of research
that has divided teacher participation in CPD into categories. It is important to note here that the
sustainability of CPD have not been investigated to any great extent. Although research has shown that
cooperation in professional development is important for the success and sustainability of professional
development, a differential effect by CPD-type is often neglected because many studies have focused
mainly on the effects of cooperation. Therefore, it is important to investigate differences in teacher
efficacy corresponding to differences in CPD-type. Finally, we aimed to explore whether teacher efficacy
is influenced by CPD-type. For this, we first tried to identify CPD-types. Therefore, the purpose
of this study was both to identify CPD-types among Korean teachers and to investigate the effects
of CPD-type on teachers’ self-efficacy in a Korean middle school context. Based on this purpose,
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this paper deals with the sustainability of CPD. The specific questions addressed in this paper are
as follows:
1.
2.
3.

To what extent do Korean middle school teachers engage in CPD?
Is it possible to classify Korean middle school teachers into groups according to CPD? If so,
what are the different types of CPD?
Are there statistically significant differences in teachers’ efficacy corresponding to differences in
CPD-type, controlling for gender, age, years of teaching experience, and school climate?

2. Theory Background
2.1. Professional Development
The definition of professional development has undergone many changes. It refers to the process
of improving teachers’ skills and competencies in order to increase students’ learning outcomes [35].
Additionally, professional development may also be seen as a program designed to improve teacher
quality in a way that could be effective in improving student learning outcomes [36]. Professional
development can also occur in informal contexts such as collegial dialogues, peer observations,
or personal readings as well as a formal program utilizing workshops and in-services teacher
training [37].
The Organization for Economic Cooperation and Development (OECD) Teaching and Learning
International Survey (TALIS) adopts a broad definition of professional development among teachers
and defines professional development as “activities that develop an individual’s skills, knowledge,
expertise and other characteristics as a teacher" including personal study, reflection, collaborative
development, and formal courses [38]. For the purposes of this study, we conceptualized professional
development as encompassing formally planned and naturally occurring activities that teachers may
engage in collaboratively or independently, to acquire and develop ideas, knowledge, skills, attitudes
and practices that bring about change in their work.
Educational researchers have developed various typologies to categorize the broad array of
professional learning opportunities. Bransford, Brown and Cocking [39] focus on context and activity
in defining five categories of learning opportunities for practicing teachers: learning from their own
practice, learning through interactions with other teachers, learning from teacher educators in their
schools, in degree programs and in specialized teacher development programs, enrolling in graduate
school, and learning about teaching from non-school endeavors such as parenthood, involvement in
community activities and coaching.
Åberg [40] identified three main types of professional development: the activity-focused,
the professional development and the personnel support. Firstly, the activity-focused type is
characterized by a specific need connected to the activity of the school, and the contents are
predetermined. Secondly, professional development need not be continuous. The professional
development types are mainly focused on the teachers’ thoughts on their own practice and their
professional role, and they are carried out over a longer period at specific times. This type is based on
the teachers’ needs, which means that they take control of their professional development. The aim of
this type is not only to strengthen the teaching profession in a broad perspective, but also to bridge
between theory and practice. Finally, the personnel support type has to do with the opportunity for
mental support and relief.
2.2. Factors of Sustainable Professional Development
Factors of promoting the sustainability of professional development are related to the expected
outcomes of professional development. As Fullan [41] pointed out, the expected outcomes of
professional development are not only focused on short-term effects, but also on long-term effects.
Fullan stresses capacity-building through networks, deep learning, and dual commitment to short-term
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and long-term results as elements of sustainability. When PD has long-term effects as well as short-term
ones, it can be considered to be sustainable.
There is increased interest in research that identifies features contributing to the sustainability
of PD. Professional development ‘in and from practice’ gives teachers time to collaborate with other
teachers and allows more sustained learning, since it becomes part of the work rather than ‘an
additional’ aspect of it. Additionally, it allows work to be well integrated in a very meaningful,
concrete way that addresses specific problems teachers have in their own classrooms. Teachers’
insights of their instructional practices deepen as they engage continuously in collaborative and
constructive self-assessment and discussions.
Literature on collaborative professional learning shows that it is important that professional
development is located within sustainable learning cultures and environments [42]. Professional
learning communities also foster change in practice by creating an environment that supports
innovation and experimentation [43]. Furthermore, it appears that it is necessary to create effective
professional learning communities, so that professional development is sustainable over the
long-term [44]. The ongoing collaboration among teachers has the potential to ensure the sustainability
of professional development beyond the life of the programs themselves and thereby has an impact
in the longer term. Further factors fostering the effectiveness and sustainability of the PD are the
prolonged duration of the activity, ongoing and follow-up support opportunities, cooperation and
joint practice of teachers [45], and continuous evaluation, assessment, and feedback [46]. In particular,
providing rich opportunities for collaborative reflection and discussion presents a core feature of
effective change processes [47].
2.3. Teachers’ Efficacy
A teachers’ efficacy refers to the teacher’s judgment about his or her capabilities to bring about
the desired outcomes of student engagement and learning, even among those students who may
be difficult or unmotivated [48]. Teacher efficacy is an important construct because it deals with
the teacher’s belief regarding instruction and students, and in turn, it influences teachers’ behavior.
Teacher efficacy is a potent predictor of teachers’ willingness to implement new instructional strategies,
which implies that teachers who are flexible in their teaching strategies are usually high in their
teaching efficacy [49]. Teachers with a high level of efficacy are more open to new ideas and are more
willing to apply new teaching methods due to increased levels of effort and persistence [50].
A number of studies have been performed to determine the elements that predict teacher efficacy.
Prior studies on predictors of teacher efficacy have reported the relationship of the teacher efficacy
construct with gender [51], the effect of teacher experience on teacher efficacy, and a significant
relationship between teacher efficacy and age [52]. Teachers exposed to professional development are
likely to have higher levels of efficacy [53]. CPD allows teachers to come together and work in teams
to stimulate group thinking that can contribute to teacher efficacy [54].
3. Research Design
3.1. Sampling
Participants in this study included Korean middle school teachers. Data used in this study
were obtained from the 2013 Teaching and Learning International Survey (TALIS) conducted by the
Organization for Economic Cooperation and Development. This data set was downloaded from
http://stats.oecd.org/Index.aspx?datasetcode=talis_2013%20. The latest international large-scale
database which contains a nationally representative sample of teachers, TALIS 2013, was released for
public use on 25 June 2014. It is essential to use the most updated data to identify the educational
phenomena associated with teachers’ instructional beliefs and practices. TALIS contains nationally
representative samples of teachers. TALIS is a data set that provides rich information about teachers.
The demographics of teachers are displayed in Table 1.
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Table 1. Teacher demographics.
Gender

Female
Male

1813
752

70.7
29.3

Age

20s
30s
40s
50s
60s

260
762
872
647
24

10.1
29.7
34.0
25.2
0.9

Year of teaching
experience in total

10 years or less
11–19 years
20 years or more

859
518
1188

33.5
20.2
46.3

Employment status

Permanent employment
Fixed-term contract for a period of more than 1 school year
Fixed-term contract for a period of 1 school year or less

2137
293
131

83.3
11.4
5.1

3.2. Instrument and Methods
Teachers’ self-efficacy was examined using 12 items. Each item used a 4-point rating scale
measuring the extent to which a teacher performing a given activity believes himself/herself capable to
do it effectively. The professional development learning variable was created using 8 items. The school
climate variable was developed using 3 single items. Table 2 presents variables, measurement items,
the scale, and the Cronbach’ s α for this study.
Table 2. Variables and measurement items.
Variable

Questionnaire Items

Scale

Cronbach’s α

Teacher efficacy

In your teaching, to what extent can you do the following?
Control disruptive behavior in the classroom
Make expectations about student behavior clear
Get students to follow classroom rules
Calm a student who is disruptive or noisy
Craft good questions for my students
Use a variety of assessment strategies
Provide an alternative explanation when students are confused
Implement alternative instructional strategies
Get students to believe they can do in school work
Help my students value learning
Motivate students who show low interest in school work
Help students think critically

1: Not at all
2: To some extent
3: Quite a bit
4: A lot

0.87

Cooperativeprofessional
development

On average, how often do you do the following in this school?
Teach jointly as a team in the same class
Observe other teachers’ classes and provide feedback
Engage in joint activities across different classes and age groups
(e.g. projects)
Exchange teaching materials with colleagues
Engage in discussions about the learning development of specific
students
Work with other teachers in my school to ensure common
standards in evaluations for assessing student progress
Attend team conferences
Take part in collaborative professional learning

1: never
2: Once a year or less
3: 2–4 timesa year
4: 5–10 times a year
5: 1–3 timesa month
6: Once a week or
more

0.81

School climate

This school provides staff with opportunities to actively
participate in school decisions
This school has a culture of shared responsibility for school issues
There is a collaborative school culture which is characterized by
mutual support

1: Strongly disagree
2: Disagree
3: Agree
4: Strongly agree

0.85

The data was analyzed using descriptive techniques and inferential techniques. The purpose
of the descriptive statistics was to examine the distribution of values for single variables in order to
gain an understanding of the first research question. In addition to the descriptive statistics, factor
analysis, cluster analysis, and regression analysis were conducted. Factor analysis explored the factor
structure of the instrument. All the scale items were subjected to a principal component analysis (PCA)
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followed by Varimax rotation with an eigenvalue >1.00 as a criterion for determining the number
of factors. A reliability analysis using Cronbach’s alpha was conducted to test the reliability and
internal consistency.
This study used the K-means cluster analysis to group teachers. K-means cluster analysis is a tool
designed to assign cases to a fixed number of clusters whose characteristics are not yet known but are
based on a set of specified variables. The K-means method is a widely used clustering procedure that
searches for a nearly optimal partition with a fixed number of clusters. K-means cluster analysis is
the task of grouping a set of objects in such a way that objects in the same cluster are more similar
in some sense or another to each other than to those in other clusters. K-means clustering aims to
partition n observations into k clusters, in which each observation belongs to the cluster with the
nearest mean, serving as a prototype of the cluster. It is useful for classifying a large number of
cases. Hierarchical regression analyses were conducted to analyze the effect of CPD-type on teacher
self-efficacy. Descriptive statistics and inferential statistics were derived using the Statistical Package
for Social Sciences (SPSS Ver. 25.0).
4. Results
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the hypothesis that the correlation matrix is an identity matrix, without significant correlations between
variables. Both diagnostic tests confirm that the data are suitable for factor analysis. Factor analysis
yielded two items (Table 3), which combined accounted for 58.20% of the variance. Factor I includes
items such as ‘exchanging teaching materials with colleagues’, ‘working with other teachers to ensure
common standards in evaluations’, ‘attending team conferences’, and ‘engaging in discussions about
the learning development of specific students’. The items of Factor I are closely related to exchange
material and coordination among teachers. Therefore, this factor is referred to as coordination.
Table 3. Final factor loadings from principal component analysis (PCA) with varimax rotation.
Analyzed Items

Coordination

Collaboration

Exchanging teaching materials
Co-working for ensure evaluation standards
Attending team conferences
Engaging in discussions about specific students
Engaging in joint activities
Team teaching
Participating in collaborative professional learning
Observation of other teachers’ classes and providing feedback
Eigenvalue
Percentage of variance explained
Cumulative percentage of variance explained
Cronbach’α

0.82
0.81
0.69
0.60
0.08
0.12
0.49
0.35
3.63
45.38
45.38
0.67

0.04
0.20
0.28
0.41
0.83
0.66
0.61
0.56
1.03
12.82
58.20
0.77

KMO coefficient 0.86

Bartlett’s test of sphericity 0.000

Factor II includes items such as ‘engaging in joint activities across different classes and age
groups’, ‘teaching jointly as a team in the same class’, ‘taking part in collaborative professional
learning’, and ‘observing other teachers’ classes and providing feedback’. The items of Factor II
are closely related to activities that involve two or more people working together to achieve a goal.
This includes the use of the recursive process in which two or more people or organizations work
together to co-create something new. This factor is referred to as collaboration. Both teacher efficacy
(eigenvalue: 6.70; percentage of variance explained: 58.29) and school climate (eigenvalue: 2.33;
percentage of variance explained: 77.70) yielded one factor each.
Choosing a combination of clustering variables that benefit one another is critical. Clustering
variables should also be sufficiently unique to identify distinct clusters. In other words, substantial
correlations among clustering variables are expected, but do not exist in a high degree of collinearity.
Before we start with the clustering process, we examined the variables for substantial collinearity.
To determine this, we run a bivariate correlation analysis. The correlation matrix is displayed in Table 4.
As described in Table 4, no concern about the overrepresentation of the cluster solution emerged
because the absolute correlations were far below 0.90 [55].
This study used the K-means cluster analysis for grouping. Since two factors were identified
above, the high and low values of each factor generated four possibilities. Therefore, groups numbering
two, three and four were considered for cluster analysis. Two clusters and three clusters were not
very satisfactory, and so we reran the analysis using four clusters. Four clusters gave better results.
The K-means algorithm yielded cluster center values, which are the clustering variables’ average scores
of all the cases in a cluster; hence, the final cluster centers reflect the characteristics of the typical case
for each cluster. The final cluster centers are summarized in Table 5. In addition, we used standardized
mean scores to compare distinct cluster differences.
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Table 4. Bivariate correlation analysis.

Team teaching (A)
Observation and providing feedback (B)
Engaging in joint activities (C)
Exchanging teaching materials (D)
Engaging in discussions about specific students (E)
Co-working to ensure evaluation standards (F)
Attending team conferences (G)
Participating in collaborative professional learning (H)

A

B

C

D

E

F

G

H

1.00
0.30
0.33
0.25
0.27
0.25
0.26
0.31

0.30
1.00
0.37
0.34
0.34
0.36
0.32
0.41

0.33
0.37
1.00
0.16
0.39
0.28
0.29
0.48

0.25
0.34
0.16
1.00
0.40
0.55
0.44
0.33

0.27
0.34
0.39
0.40
1.00
0.52
0.43
0.50

0.25
0.36
0.28
0.55
0.52
1.00
0.49
0.48

0.26
0.32
0.29
0.44
0.43
0.49
1.00
0.52

0.31
0.41
0.48
0.33
0.50
0.48
0.52
1.00

Note. p value of all correlation coefficients is less than 0.001.

Table 5. Summary of K-means cluster analysis.
Final Cluster Centers

Exchanging teaching materials
Co-working for ensure evaluation standards
Attending team conferences
Engaging in discussions about specific students
Engaging in joint activities
Team Teaching
Participating in collaborative professional
learning
Observation and providing feedback
Number of cases in each cluster (%)

Disengaged

Collaborative

Activity-Focused

Coordinative

F

−0.73
−0.72
−0.78
−0.68
−0.46
−0.47
−0.66

1.12
1.42
1.22
1.47
1.37
1.04
1.69

−0.29
−0.07
0.15
0.13
0.59
0.50
0.33

0.79
0.45
0.42
0.19
−0.49
−0.25
−0.11

947.81
760.41
684.02
632.47
668.75
338.23
888.47

−0.55
945
(36.8)

1.24
289
(11.3)

0.24
636
(24.8)

0.01
695
(27.1)

359.96

Note. p value of all variables is less than 0.001, Mean scores of Final Cluster mean Z-Score.

We used F-test statistics to investigate the importance of each indicator as a predictor in a cluster
and the mean values of each indicator to summarize similarities and dissimilarities between clusters.
As described in Table 5, all of the clustering variables’ mean values differed significantly across the
clusters because the null hypothesis was rejected in every case (p < 0.001).
We analyzed the final cluster center position on each of the eight activities. As evident from
Figure 1 and Table 4, the four types of teachers included the disengaged group, the collaborative group,
the activity-focused group, and the coordinative group.
(1)

(2)

(3)

(4)

the Disengaged group: Teachers in this cluster tend not to engage in professional learning
activities. As a result, this type was named the indifferent group. Almost 40% of total respondents
belonged to this type;
the Collaborative group: Teachers in cluster 2 do not exclusively exchange teaching materials,
but actively participate in joint activities that exchange knowledge with colleagues. Teachers
are especially marked by their participation in collaborative professional learning, observing
other teachers’ classes and providing feedback. Observing other teachers’ classes and providing
feedback is based on a high level of trust among members. This type takes place in a collaborative
working environment, which can be a very useful means to benefit both the observer and the
observed party, because it can provide opportunities for both the observer and the observed to
gain awareness of their professional practice. To have the opportunity to observe as well as be
observed by other teachers, and discuss with colleagues what meaning professional practice
has, will help to apply theory to practice. Taken together, a key feature of this group can be
concluded as being a collaborative partnership among teachers. Therefore, this type was named
the collaborative group. Only 11% of teachers belong to this group;
the Activity-focused group: Teachers in cluster 3 engage in joint activities and team up together.
Sometimes, Korean teachers team up in the process of carrying out joint tasks. Therefore, this
type was labeled the activity-focused group. Approximately 25% of teachers belong to this group;
the Coordinative group: Teachers in cluster 4 mainly participated in sharing materials as required,
but rarely engage in joint activities across different classes and age groups. Teachers are likely
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Are there statistically
in teacher
analyze
the
Euclidean
distances
between
the
final
cluster
centers.
As
seen
in
Table
6,
we
confirm
self-efficacy corresponding to differences in CPD-type, controlling for teachers’ gender, age, year of
that
type 1experience,
and 2 are the
different.
teaching
andmost
school
climate?

To analyze the effect of CPD-type on teacher self-efficacy, hierarchical regression analyses were
Table 6. Distances between final cluster centers.
conducted. Prior to hierarchical regression analysis, the independent variables were examined for
collinearity.
As shown in(A)
Table Collaborative
7, results of the
variance
inflation factor
less than 7.0) suggest
Cluster
Disengaged
(B)
Activity-focused
(C)(all Coordinative
(D)
that A
the estimated βs are well established
The results of the
5.56in the regression models.
2.39
2.55hierarchical
regression
predicting
of teaching experience,3.63
school climate,
B
5.56teachers’ efficacy from gender, age, year 3.30
and CPD-type
are
reported
in
Table
7
also.
C
2.39
3.30
1.87
The third research question is as follows: Are there statistically significant differences in
teacher self-efficacy corresponding to differences in CPD-type, controlling for teachers’ gender, age,
year of teaching experience, and school climate?
To analyze the effect of CPD-type on teacher self-efficacy, hierarchical regression analyses
were conducted. Prior to hierarchical regression analysis, the independent variables were examined
for collinearity. As shown in Table 7, results of the variance inflation factor (all less than 7.0) suggest
that the estimated βs are well established in the regression models. The results of the hierarchical
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Table 7. Hierarchical regression analysis for variables predicting self-efficacy.
Predictor

B

SD

Beta

t

VIF

1

Constant
Gender (1 = female)
Age
Years of teaching experience
School climate

32.95
−0.93
−0.08
0.10
0.51

1.19
0.27
0.03
0.03
0.07

−0.07
−0.12
0.16
0.15

27.68 ***
−3.38 **
−2.37 **
3.29 **
7.63 ***

1.06
6.39
6.25
1.00

2

Constant
Gender (1 = female)
Age
Years of teaching experience
School climate
CPD1 (1 = the collaborative group)
CPD2 (1 = the activity-focused group)
CPD3 (1 = the coordinative group)

32.68
−1.07
−0.07
0.10
0.35
4.70
1.87
1.42

1.17
0.27
0.03
0.03
0.07
0.41
0.31
0.30

−0.08
−0.11
0.16
0.10
0.24
0.13
0.10

28.02 ***
−3.96 ***
−2.21 *
3.43 **
5.16 ***
11.39 ***
6.03 ***
4.70 ***

1.08
6.41
6.25
1.05
1.21
1.29
1.29

21.71
32.47

p-value
p-value

0.000
0.000

Model 1
Model 2

R2
R2

0.03
0.08

Df
Df

4
7

F
F

* p < 0.05; ** p < 0.01; *** p < 0.001.

The results of step one indicated that the variance accounted for (R2 ) with teachers’ gender, age,
years of teaching experience, and school climate equal to 0.03, which was significantly significant
(p < 0.001). Next, CPD-type was entered into the regression equation. The change in variance accounted
for was equal to 0.05, which was a statistically significant increase (p < 0.001). Table 6 shows that
gender, age, years of teaching experience, school climate, and all dummy variables of CPD-type were
statistically significant. Comparing the relative importance of each variable on teachers’ self–efficacy,
the CPD1 (1 = the collaborative group) variable is most important in this model.
5. Discussion and Suggestion
Professional development for teachers is recognized as a critical factor to enhance the quality of
teaching and learning in sustainability education (SE). This is because the alternative pedagogical
approaches to traditional lectures are recommended as pedagogical methods for SE. These types
of alternative pedagogical approaches stress learner-centered methods, and encourage students to
participate actively, think critically, and self-reflect. Teachers need engage in ongoing professional
development to master new teaching methods. Additionally, PD is emphasized in that teachers’ efficacy
is a predictor of teachers’ willingness to implement alternative instructional strategies. In addition,
the effects of PD are meaningful in terms of the sustainability of PD.
In this study, if only PD can have a significant impact on teachers’ efficacy, then PD is considered
as sustainable professional development (SPD). Although cooperation has been identified as essential
for the sustainability of PD, the different effects of CPD-type on teachers’ efficacy has been neglected
in studies on CPD. In studies on the effectiveness of CPD, this is not the central focus, because research
merely focuses on the relationship between features of PD and the effectiveness. Therefore, this study
focuses on whether CPD-type does indeed lead to the sustainability of professional development.
CPD-type is identified, and significant differences in teachers’ efficacy corresponding to differences in
CPD-type have been evinced in this study. The significance of the study can be discussed in relation to
the results of the study.
First of all, the collaborative group has the strongest effect on teachers’ efficacy. This is because
participation in the collaborative group allows teachers to come together and work in teams to
stimulate group thinking that can contribute to teachers’ efficacy. This result implies that collaboration
is an essential component for the sustainability of CPD. In order to facilitate the sustainability of
professional development, school administrators and policy-makers need to provide opportunities
for collaboration among teachers. Above all, school leaders try to establish a collaborative culture in
school so that teachers may engage in ongoing learning, giving prominence to a group of teachers
who collaborate regularly with a focus on student improvement. School administrators should try
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to provide teachers with the opportunity to give and receive feedback about teaching practice and
reflect about their own instruction. In order to sustain collaborative groups, policy-makers need to
prioritize teacher collaboration. Not only the principal but the teachers themselves need to try to create
environments that support collaborative learning. Without the teachers being willing to participating
in the collaborative type of professional development, SPD cannot be achieved.
Furthermore, the collaborative group has the characteristics of sharing practice, ideas and
problems, and engaging in ongoing class observation and feedback. This result confirmed that
teachers’ efficacy can be built ‘in and from school practice’ including collaborative lesson planning,
classroom observations, and post-lesson reflections and discussions. This shows that another effective
feature of promoting the sustainability of CPD is teachers’ daily teaching practice. Therefore, practice
in and from contexts can be regarded as another effective way of promoting teachers’ sustainable
professional development. In this process, professional abilities are reinforced not only by the observed
teacher but also by many other observers, so that teachers can increase their efficacy.
Especially, participation in the collaborative type of professional development enables teachers
to engage in thoughtful reflection and in-depth discussion with other teachers about changes in
instructional practice. It is possible that teachers can develop and share reflections and influences.
Self-evaluation, critical feedback and support from others have been shown to be factors in promoting
the sustainability of CPD.
Reflective practice is critical because it can enhance teachers’ sense of professionalism and lead
them to explore a variety of alternative viewpoints about teaching and learning, and their sense of
efficacy can be enhanced. The process of reflection provides teachers with the opportunity to cast a
light on and make sense of what they have learned while engaging in collaborative dialogue with their
peers. In the process of collaborative discussion, teachers are empowered by the support and feedback
received from their peers, which leads to an improvement in the teachers’ efficacy. As a meaningful
result, they are more likely to try alternative pedagogical approaches, emphasized as pedagogy in SE.
Additionally, reflection and ongoing in-depth discussion are critical because teaching for sustainability
places an emphasis on problem solving and critical thinking. Reflective practice can be essential in the
educational context for sustainability.
Thirdly, this result provides valuable information to researchers and policy-makers regarding the
relationship between CPD-type and self-efficacy. This knowledge can in turn inform the development
of strategies for increasing teachers’ self-efficacy and may potentially positively impact the achievement
of Korean students. This study findings support the need that teachers participate in collaborative
professional development actively.
In spite of the important findings, this study is not without limitations. This study utilized a
publicly available TALIS data set, which could be strength but also weakness. Critical aspects of
the school climate are consisted of institutional vulnerability, shared leadership, professional teacher
behavior, and achievement pressure. Only shared leadership factor can be used in the TALIS data,
which is a limitation. We suggest that future studies will be carried out to complement the limitation.
6. Conclusions
Teachers are the single most important factor in sustainability education (SE), because teachers
are in a position to shape better-educated future generations. Teacher quality depends on factors
including teacher recruitment, teacher certification, and teacher compensation. However, professional
development is the most critical factor, because of the constant social changes and the application
of alternative pedagogical approaches in SE. Professional development can be a driving force for
sustainability education. Based on the results of the study, we can conclude that the collaboration,
reflection, feedback, ‘in and from school practice’, and support from other teachers are critical factors
promoting the sustainability of CPD. Sustainable professional development requires a focus on teacher
collaboration including collective reflection, shared vision on practice, and peer feedback.
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Teacher collaboration, as a key element of CPD, occurs when teachers share instructional methods
and strategies, make decisions about instructional issues, and come up with great ideas that improve
learning for all members of the school. The school leaders try to provide teachers with collaborative
environments, and the teachers try to engage in the collaborative professional development as well.
Without factors promoting the sustainability of CPD, CPD is likely to be powerless to implement
sustainable change. Finally, we hope that this study will help deepen efforts to explore sustainable
professional development, leading to a consistent pedagogy for SE.
Author Contributions: Conceptualization, W.K.; methodology, J.C. and W.K.; software, W.K.; validation, J.C.
and W.K.; formal analysis, W.K.; investigation, J.C.; resources, J.C.; data curation, W.K.; writing—original draft
preparation, W.K.; visualization, J.C.
Funding: This research received no external funding.
Conflicts of Interest: The authors declare no conflict of interest.

References
1.

2.
3.
4.
5.
6.
7.
8.

9.
10.

11.
12.

13.

14.
15.
16.

Kyndt, E.; Gijbels, D.; Grosemans, I.; Donche, V. Teachers’ everyday professional development mapping
informal learning activities, antecedents, and learning outcomes. Rev. Educ. Res. 2016, 86, 1111–1150.
[CrossRef]
Meirink, A.; Meijer, C.; Verloop, N. A closer look at teachers’ individual learning in collaborative settings.
Teach. Teach. Theory Pract. 2007, 13, 145–164. [CrossRef]
Heck, H.; Hallinger, P. Collaborative leadership effects on school improvement: Integrating unidirectionaland reciprocal-effects models. Elem. Sch. J. 2010, 111, 226–252. [CrossRef]
Vescio, V.; Ross, D.; Adams, A. A review of research on the impact of professional learning communities on
teaching practice and student learning. Teach. Teach. Educ. 2008, 24, 80–91. [CrossRef]
Fullan, M. The future of educational change: System thinkers in action. J. Educ. Chang. 2006, 7, 113–122.
[CrossRef]
Darling-Hammond, L.; Richardson, N. Teacher learning: What matters? Educ. Leadersh. 2009, 66, 46–55.
Wei, C.; Darling-Hammond, L.; Adamson, F. Professional Development in the United States: Trends and Challenges;
National Staff Development Council: Dallas, TX, USA, 2010.
Desimone, L.; Stuckey, D. Sustaining professional development. In Handbook of Professional Development in
Education: Successful Models and Practices; Martin, L., Kragler, S., Quatroche, D., Bauserman, K., Eds.; Guilford
Publications: New York, NY, USA, 2014; pp. 467–482.
Desimone, L.; Porter, C.; Garet, S.; Yoon, S.; Birman, F. Effects of professional development on teachers’
instruction: Results from a three-year longitudinal study. Educ. Eval. Policy Anal. 2002, 24, 81–112. [CrossRef]
Garet, S.; Cronen, S.; Eaton, M.; Kurki, A.; Ludwig, M.; Jones, W.; Uekawa, K.; Falk, A.; Bloom, H.; Doolittle, F.;
et al. The Impact of Two Professional Development Interventions on Early Reading Instruction and Achievement;
NCEE: Washington, DC, USA, 2008.
Lieberman, A. Practices that support teacher development. Phi Delta Kappan 1995, 76, 591–596.
Smylie, A. Teacher learning in the work place: Implications for school reform. In Professional Development in
Education: New Paradigms and Practices; Guskey, T., Huberman, M., Eds.; Teachers College Press: New York,
NY, USA, 1995; pp. 92–113.
Lerman, S.; Zehetmeier, S. Studies on face-to-face communities and networks of practising mathematics
teachers. In The International Handbook of Mathematics Teacher Education; Wood, T., Jaworski, G., Krainer, K.,
Sullivan, P., Tirosh, D., Eds.; Volume 3: Participants in mathematics teacher education: Individuals, teams
and networks; Sense Publisher: Rotterdam, The Netherlands, 2008; pp. 133–154.
Little, W. Professional community and the problem of high school reform. Int. J. Educ. Res. 2003, 37, 693–714.
[CrossRef]
McLaughlin, M. What matters most in teachers’ workplace context. In Teachers’ Work: Individuals, Colleagues,
and Contexts; Little, J., McLaughlin, M., Eds.; Teachers College Press: New York, NY, USA, 1993.
Glatthorn, A. Cooperative professional development: Peer-centered options for teacher growth. Educ. Leadersh.
1987, 45, 31–35.

Sustainability 2019, 11, 585

17.
18.
19.

20.
21.
22.
23.
24.
25.
26.
27.
28.
29.
30.
31.
32.
33.

34.
35.
36.
37.
38.
39.
40.
41.
42.
43.

13 of 14

Glatthorn, A. Differentiated Supervision; Association for Supervision and Curriculum Development:
Alexandria, VA, USA, 1984.
Xu, L. The Role of teachers’ beliefs in the language teaching-learning process. Theory Pract. Lang. Stud. 2012,
2, 1397–1402. [CrossRef]
Tai, D.; Hu, C.; Wang, R.; Chen, J. What is the impact of teacher self-efficacy on the student learning outcome?
In Proceedings of the 3rd WIETE Annual Conference on Engineering and Technology Education, Pattaya,
Thailand, 6–10 February 2012; pp. 77–82.
Achurraa, C.; Villardónb, L. Teacher’ self-efficacy and student learning. Eur. J. Soc. Behav. Sci. 2012, 366–383.
[CrossRef]
Mojavezi, A.; Tamiz, M. The Impact of teacher self-efficacy on the students’ motivation and achievement.
Theory Pract. Lang. Stud. 2012, 2, 483–491.
Heo, Y.; Kim, S. The effects of students’ mathematics learning achievements on elementary school teachers’
self-efficiency in math. Sch. Math. 2013, 15, 337–352.
Bae, S.; Kim, H. The effect of science teaching efficacy belief of secondary school teachers on astronomy
topics: Based on grounded theories. J. Korea Contents Assoc. 2016, 16, 607–616. [CrossRef]
Kim, S.; Kim, E. The influence of teacher efficacy upon middle school students. Korean Educ. Inquiry 2015, 33,
47–66.
Yoo, S.; Song, J. Children’s physical education class satisfaction in accordance with teachers’ self-efficacy
perception. J. Coach. Dev. 2008, 10, 29–37.
Park, J.; Song, I. The impact of teachers’ professional development activities on the improvement of subject
knowledge and pedagogy. Asian J. Educ. 2015, 16, 63–83.
Lim, Y.; Na, S. The relationship between learning community activity and teaching competence of technology
teachers in middle schools. Korean J. Technol. Educ. 2011, 11, 104–127.
UNESCO. Education for Sustainable Development in Action: Learning and Training Tools. In Education for
Sustainable Development Sourcebook; N4-2012, 51; UNESCO: Paris, France, 2012.
Smylie, A. Teacher efficacy at work. In Teachers and Their Workplace; Reyes, P., Ed.; Sage: Newbury Park, CA,
USA, 1990; pp. 48–66.
Hoy, W.K.; Woolfolk, E. Teachers’ sense of efficacy and the organizational health of schools. Elem. Sch. J.
1993, 4, 355–372. [CrossRef]
Klassen, M.; Chiu, M. Effects on teachers’ self-efficacy and job satisfaction: Teacher gender, years of
experience, and job stress. J. Educ. Psychol. 2010, 102, 741. [CrossRef]
Walker, J.; Slear, S. The impact of principal leadership behaviors on the efficacy of new and experienced
middle school teachers. Natl. Assoc. Second. Sch. Princ. Bull. 2011, 95, 46–64. [CrossRef]
Jo, S.; Na, S. The causal relationship among teachers’ commitment to change, efficacy, school climate,
and principals’ transformational leadership in specialized vocational high schools. J. Agric. Educ. Hum.
Resour. Dev. 2011, 43, 1–25.
So, D.; Chang, Y.; Cho, D. Relationship between the level of learning organization and teacher efficacy in
elementary school. Korean Rev. Organ. Stud. 2013, 10, 65–88.
Hassel, C. The Charter School Challenge: Avoiding the Pitfalls, Fulfilling the Promise; The Brookings Institution:
Washington, DC, USA, 1999.
Guskey, R. Evaluating Professional Development; Corwin Press: Thousand Oaks, CA, USA, 2000.
Mizell, H. Why Professional Development Matters; Learning Forward: Oxford, OH, USA, 2010.
OECD. TALIS 2013 Results: An International Perspective on Teaching and Learning; OECD: Paris, France, 2014.
Bransford, D.; Brown, L.; Cocking, R. How People Learn: Brain, Mind, Experience, and School; National Academy
Press: Washington, DC, USA, 1999.
Åberg, K. Reasons for Supervision: School Leader’s Perspective on Supervised Grouptalk. Doctoral Thesis,
Jönköping University, Jönköping, Sweden, 2009.
Fullan, M. System Thinkers in Action: Moving beyond the Standards Plateau; DfES Innovation Unit/NCSL
Publications: London and Nottingham, UK, 2004.
Stoll, L.; Bolam, R.; McMahon, A.; Wallace, M.; Thomas, S. Professional learning communities: A review of
the literature. J. Educ. Chang. 2006, 7, 221–258. [CrossRef]
Bryk, A.; Camburn, E.; Louis, S. Professional community in Chicago elementary schools: Facilitating factors
and organizational consequences. Educ. Admin. Q. 1999, 35, 751–781. [CrossRef]

Sustainability 2019, 11, 585

44.

45.

46.
47.
48.
49.
50.
51.
52.
53.
54.

55.

14 of 14

Stoll, L.; Bolam, R.; McMahon, A.; Thomas, S.; Wallace, M.; Greenwood, A.; Hawkey, K. Professional Learning
Communities: Source Materials for School Leaders and Other Leaders of Professional Learning; Innovation Unit:
London, UK, 2006.
Maldonado, L. Effective Professional Development: Findings from Research. K-12 Professional Development.
2002. Available online: https://secure-media.collegeboard.org/apc/ap05_profdev_effectiv_41935.pdf
(accessed on 11 January 2019).
Loucks-Horsley, S.; Stiles, K.; Hewson, P. Principles of effective professional development for mathematics
and science education: A synthesis of standards. NISE Brief. 1996, 1, 1–6.
Hospesova, A.; Ticha, M. Qualified pedagogical reflection as a way to improve mathematics education.
J. Math. Teach. Educ. 2006, 9, 129–156.
Tschannen-Moran, M.; Hoy, W. Teacher efficacy: Capturing an elusive construct. Teach. Teach. Educ. 2001, 17,
783–805. [CrossRef]
Cook, D. Uuderstanding teachers’ efficacy within a Caribbean context. Caribb. Curric. 2015, 23, 121–141.
Han, S.; Weiss, B. Sustainability of teacher implementation of school-based mental health programs.
J. Abnorm. Child Psychol. 2005, 33, 665–679. [CrossRef] [PubMed]
Anderson, R.; Greene, M.; Loewen, P. Relationships among teachers’ and students’ thinking skills, sense of
efficacy, and student achievement. Alberta J. Educ. Res. 1998, 34, 148–165.
Campbell, J. A comparison of teacher efficacy for pre and in- service teachers in Scotland and America.
Education 1996, 117, 2–11.
Ross, A.; Bruce, D. Professional development effects on teacher efficacy: Results of randomized field trial.
J. Educ. Res. 2007, 101, 50–60. [CrossRef]
Rimm-Kaufman, E.; Sawyer, E. Primary-grade teachers’ self-efficacy beliefs, attitudes toward teaching, and
discipline and teaching practice priorities in relation to the Responsive classroom approach. Elem. Sch. J.
2004, 104, 321–341. [CrossRef]
Sarstedt, M.; Mooi, E. A Concise Guide to Market Research: The Process, Data, Methods Using IBM SPSS Statistics;
Springer: Berlin, Germany, 2014.
© 2019 by the authors. Licensee MDPI, Basel, Switzerland. This article is an open access
article distributed under the terms and conditions of the Creative Commons Attribution
(CC BY) license (http://creativecommons.org/licenses/by/4.0/).

