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Beyond the Measures: the antecedents of teacher collective efficacy in 

professional learning 

This study sought to tease out the antecedents of collective efficacy so they can 

be used to develop teacher professional learning programs that accentuate the 

collective. Teachers' sense of their collective efficacy is one of the most 

important in-school influences on student achievement and it demands the 

attention of school leaders and researchers invested in teacher professional 

learning. The data were gathered from focus group interviews with leaders of 

school-based teams of teachers. Evidence from this study points to the 

importance of communicative competency in these teacher leaders that enables 

the voice of all team members to be heard. This equitable communicative space 

provides for the expression of language that mediates and scaffolds teachers 

professional learning in their zone of proximal development. This type of 

professional learning environment nurtures a sense of collective efficacy among 

teacher teams. The findings of the study have implications for the preparation of 

the next generation of teacher leaders.  

Keywords: Professional Development; Workplace Learning; Self Efficacy; 

Collective Efficacy; Work Integrated Learning 

 

Introduction 

This study examined how emerging teacher leaders operationalised a sense of collective 

efficacy in their professional learning teams. It sought to tease out the antecedents of 

collective efficacy so they can be used to develop teacher professional learning 

programs. Teachers' sense of their collective efficacy is the second most important 

school-based influence on student outcomes. It has an effect size of 1.57 on student 

achievement according to Hattie’s synthesis of 1200 meta-analyses relating to 

influences on student achievement (Hattie, 2015).  An effect size of this magnitude 
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demands the attention of school leaders and researchers invested in teacher professional 

learning, "Given the link between collective efficacy and student achievement, 

understanding collective efficacy in and of itself is a worthy endeavor" (Berebitsky and 

Salloum, 2017, p.2). This study sought to develop an in-depth understanding of the 

antecedents of teacher collective efficacy in their professional learning.  

Collective efficacy is an extension of the construct of self-efficacy from the 

broader theoretical framework of social cognition. Collective efficacy is defined as “the 

extent to which people believe they can work together effectively to accomplish their 

shared goals” (Maddux and Gosselin, 2012, p.214).  Social cognition assumes 

reciprocal causality exists between a person and their environment, “people respond 

cognitively, emotionally, and behaviorally to environmental events. Also, through 

cognition people can exercise control over their own behaviour, which then influences 

not only the environment but also their cognitive, emotional, and biological states” 

(Maddux and Gosselin, 2012, p.199). This reciprocal causality has positive implications 

for teacher collective efficacy as it creates a virtuous cycle of improvement where 

enhanced collective efficacy contributes to student achievement which then further 

strengthens collective efficacy (Goddard et al., 2000). 

The motivational sources of teacher collective efficacy are mastery and 

vicarious experiences, social persuasion and affective states.  Teacher collective 

efficacy is also enhanced by a team's ability to analyse the task ahead and make a 

judgment on their current level of competency to complete the task. All these 

characteristics represent what is regarded in the literature as effective teacher 

professional learning. However, teacher collective efficacy has not been commonly 

associated with a theory of action for teacher professional learning as it has been 
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predominately employed as an outcome measure of the health of a school’s collective 

culture.  

The extensive empirical evidence generated thus far on the positive impact of 

teacher collective efficacy has created a genotype for the designers of teacher 

professional learning. The challenge is for these same designers to create the 

environmental conditions in which these genotypes can be expressed as phenotypes of 

collaborative teacher behaviours. 

Collaboration between teachers is critical to the effectiveness of their 

professional learning. Effective teacher professional learning is fundamental for the 

ongoing support and motivation of teachers. In fact, this agentive collaboration between 

teachers is an important distinction that can be made between teacher professional 

learning and professional development where their learning is dictated by the provider. 

Effective teacher professional learning contributes to teachers’ sense of collective 

efficacy.  

It has been argued that qualitative studies are needed to help deepen 

understanding of the consequences of teacher collective efficacy (Donohoo, 2018, 

p.20). We endorse this argument but also contend that qualitative analysis could also 

assist to deepen the understanding of the antecedents of teacher collective efficacy. This 

paper focuses on the antecedents of collective teacher efficacy as they are manifest in 

the practices of teacher professional learning.  

Literature Review 

The literatures on collective efficacy and teacher professional learning share many 

common points. They both support the agentive, collaborative involvement of teachers 

in their own professional learning. Both collective efficacy and effective professional 

learning lead to enhanced student outcomes. Less is known about the processes within 
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teacher professional learning that are the antecedents of collective efficacy. This review 

critically examines the construct of teacher collective efficacy before exploring the 

possible confluence of this construct with effective teacher professional learning. 

The four key motivational sources of collective efficacy beliefs are mastery and 

vicarious experiences, social persuasion and affective states (Maddux and Gosselin, 

2012). Mastery experiences are those that focus on developing instructional skills and 

capabilities. The important goal of improving student outcomes in wellbeing and 

achievement is at the forefront. Vicarious experiences are those whereby teachers and 

leaders learn from each other. Social persuasion involves a shared sense of purpose and 

vision, and a collaborative effort to achieve those goals. Affective states are the social-

emotional aspects that underpin effective relationships, including trust, respect and 

dialogic approaches that value all voices and contributions.  A positive relationship 

between these motivational constructs and collaborative professional learning has been 

found (Durksen et al., 2017).  

It seems that there is a strong confluence between effective, collaborative 

teacher professional learning and teacher collective efficacy. However, more research is 

needed beyond these measures to examine what this actual collaboration looks like in 

practice (Durksen et al., 2017) as we know it is effective but need to know more on why 

it is effective.  This research might provide clues as to how perceptions of group 

capability “might be changed to strengthen organizational culture” (Goddard et al., 

2004, p.10). The Teacher Collective Efficacy self-report scale does not permit such a 

‘deep dive’ into these depths of collaboration within professional learning. Hence, a 

closer, qualitative analysis of collective efficacy is warranted. 

The self-response methodology also has other limitations. Uncritical adoption of 

the teacher collective efficacy bandwagon occurs when league tables of effect sizes are 
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used in the promotional materials for professional learning consultancies that are 

motivated by profit. The effect size published on teacher collective efficacy is an 

outcome of a conducive professional learning culture and not its antecedent. This is not 

helpful data for those responsible for the design of teacher professional learning who 

need to understand the conditions that created the professional learning culture. This 

study set out to try to understand these conditions in order to contribute to the design 

and practice of teacher professional learning. 

There is not a clear answer in the literature on teacher professional learning to 

the question of why collaboration is important.  More is known about which design 

features are reported to enhance professional development. These core features include 

an integrated content focus,  active learning and longer duration (Desimone, 2009).  

Kennedy (2016), however, argues strongly against such a typography of teacher 

professional learning that she described as a laundry list of design features. Instead, 

Kennedy (2016) advocates for a classification of professional learning based on a 

program’s theory of action as it has a stronger empirical relationship with program 

efficacy. Kennedy’s position is favoured by the authors as it is based on a more rigorous 

critique of the literature as well as placing the focus on the processes of teacher 

professional learning that is the concern of this paper. 

Five principles of effective teacher professional learning may be deduced from 

the literature. Effective teacher professional learning is collaborative and dialogic, 

rather than didactic (Durksen et al., 2017), it is focused on  teachers’ current practice 

with a focus on student wellbeing and learning (Timperley, 2008), it involves the 

integration of theory and practice (Timperley, 2008), has an explicit theory of action 

(Kennedy, 2016) and it is an iterative process with continuous evaluation measures 

(Bryk et al., 2015). This final principle places their learning within the frame of 
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Vygotsky’s zone of proximal development. The ZPD is defined by Vygotsky as “the 

distance between the actual developmental level, as determined by independent problem 

solving, and the level of potential development, as determined through problem solving 

under adult guidance or in collaboration with more capable peers” (1980, p. 86).   

These five principles are compared to the motivational constructs that contribute 

to collective efficacy in Table 1. Table 1 is an expression of the metaphor adopted for 

this study whereby the collective efficacy constructs are the genotype that require the 

environmental conditions created by the principles of teacher professional learning to be 

expressed as the phenotype of collaborative teacher behaviours.  

Table 1 Collective efficacy, principles and design of teacher professional learning 

Collective Efficacy  Teacher Professional 
Learning Principles 

 

Mastery experiences Collaborative. Iterative. 
Focus on teachers’ work 

 

Vicarious experiences Collaborative. Focus on 
teachers’ work 

 

Social persuasion Collaborative 
 

Affective states Collaborative 
 

 

What is missing in the hypothesised model in table 1 is an explication of the processes 

that create the conditions for effective collaboration.  One influence on effective 

collaboration and learning relates to time constraint and leadership support (Park & So, 

2014). We have another  clue to this missing piece of the puzzle in the finding that the 

density of networks is more important than centrality in professional learning networks 

(Berebitsky and Salloum, 2017).  Furthermore, the density of networks is significantly 

related to collective efficacy in schools  (Berebitsky and Salloum, 2017).  This suggests 

that more opportunities should be provided for purposeful learning interactions between 

teachers as depicted in the principles of teacher professional learning in Table 1. 
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Methodology  

This was a case study of the implementation of a professional learning program across a  

network of large primary schools.  The objective of the research was to learn more 

about professional learning that promoted teacher collective efficacy rather than build 

theory. This objective is synonymous with a theoretical conception of case study 

research that regards a small sample as an opportunity to learn more about the research 

problematic (Flyvbjerg, 2006). In this conception, the small sample size is viewed as a 

strength rather than a deficit as the study seeks to generate practice-based evidence 

(Bryk et al., 2015).   

Practice-based evidence is an alternative to evidence-based practice that 

recognises the influence of culture on educational interventions whether they are proven 

by science or not. Whereas scalability through generalisability is the goal of evidence-

based practice, the evidence in teacher professional learning is often more about the 

process rather than the intervention itself. Rich qualitative descriptions of the process 

create practice-based evidence that allows others to understand what is required in terms 

of actions rather than just principles.  

The data for this study were generated from eight teacher leaders who 

participated in a professional learning course conducted by the authors for next-

generation leaders in an alliance of large primary schools called the Big Schools 

Network. The eight participants were from an original group of 20 that were all 

nominated by their school principals to participate in the course. Participation in the 

study was not a condition of entry to the course and informed consent was sought from 

all participants during the first professional learning session. A limitation of this 

recruitment method is that participants may not have felt fully committed to the course 

or the research study and this was reflected in the fact that only eight of the original 20 
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were included in the study as they attended all three of the three-hour modules 

conducted in June, August and November of 2018.  

The professional learning course that is the focus of the study sought to build the 

environmental conditions that promoted a sense of collective teacher efficacy among the 

participants. In turn, the participants were asked to apply these conditions to their own 

practice. Thus, the participants learned new professional learning strategies as well as 

reflecting upon their current practices. The data for this study were generated from their 

reflection on their experience within the course itself that included their own critical 

reflection on their practice. The subjects in the study were told that the evidence from 

this study would be used to refine the professional learning course for the next iteration 

to be taught in 2019. This indeed is the case as the authors prepare to teach the next 

course in the second half of 2019. 

Ethics approval was sought and gained from our university ethics committee as 

well as from the division of research in the local state Department of Education. The 

data for the study were generated from a pre and post survey as well as focus groups 

that were held after the last professional learning session in November. The response 

rates for the surveys were too low to be able to report the data so the evidence for this 

study was analysed from the focus group transcriptions and the authors’ observations in 

the field. The observations from the nine hours of professional learning were used to 

corroborate the responses gathered in the focus groups. 

We undertook a thorough process of deductive data analysis that involved 

thematic coding (Yamagata-Lynch, 2010). The theoretical framework of teacher 

collective efficacy informed the coding as both authors sought to identify the 

antecedents of teacher collective efficacy evident in the participants’ comments at the 

focus groups. The theoretical constructs that constituted the themes were mastery and 
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vicarious experiences, social persuasion and affective states. These themes were 

moderated through discussion between the authors and an active search for 

disconfirming evidence. Mastery experiences were identified through references to 

ongoing improvement and learning, time to develop skills and deep knowledge, and a 

focus on student outcomes. Vicarious experiences were constituted by comments about 

opportunities to learn from each other and working relationships. Social persuasion was 

evident in references to communication, particularly collaborative and dialogic 

discussion. Affective states were identified in these data through reference to the social 

emotional aspects of teaching.  

A draft of this paper was circulated to all eight participants for their comments 

on its veracity as well as to demonstrate our commitment to openness and transparency 

in research endeavours with our colleagues in schools. None of the participants chose to 

comment on the draft. 

Findings 

The findings of this study are reported according to the theoretical constructs applied to 

the coding of the data. This section is organised around the constructs of mastery and 

vicarious experiences, social persuasion and affective states. 

Mastery Experiences 

The next gen leaders valued the approach to focused teacher professional learning 

embodied in the network learning improvement science taught in the course. They 

argued strongly that any action research undertaken as part of next generation 

leadership courses needed to link to strategic school directions.  This alludes to the 

professional learning being an affirmation of their focus on student learning as the goal 

of professional learning rather than administrative matters. This was reflected in the 

comments of the participants: 
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You have to create a culture of high expectations around teacher professional 

learning… our ultimate goal is improving student outcomes (Jenny) 

 

we’re here because we need to have a real discussion about what is happening in 

our classroom and how we’re promoting change or affecting student growth, is 

something we can do more of and we could be more explicit about (Aaron) 

This focus on what matters was also reflected in their perception of the professional 

learning culture that they wished to establish for their own teams, “you have to have, 

um, quality teachers and they have to be engaged in best practice and they have to be 

constantly learning and improving on what they do”. The mention of ‘constantly 

learning and improving’ is evidence that these leaders valued mastery experiences as an 

antecedent of teacher collective efficacy.  

Another participant was also able to describe the antithesis of a professional 

learning culture built from mastery experience: 

I always feel like we’re jumping from one project to another, as you mentioned, 

visible learning and flexible furniture, all those sorts of things, ok, which one are 

we going to grab and do really well (Grace) 

 It seems that the development of teacher collective efficacy may be inhibited when 

schools take a short-term, project approach to professional learning.  

Vicarious Experiences 

The next generation leaders recognised the benefit of the vicarious learning from other 

school leaders in the big school network. These experiences helped them as leaders to 

recognise effective practices in other schools and to use these exemplars to critically 

reflect on their own emerging leadership practices: 

I think that we’re far more alone than we need to be, and we go about, we do 

something, we’re in these big environments so obviously we’re not alone, but then 
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you see the school just down the road and they’re doing things or have same 

problems and you know what we should connect and really the stuff from each of 

the schools that we really should be engaging in, how do we do that part better 

(Serena) 

One of the leaders suggested that cases of successful projects across the big school 

network should be archived and presented to subsequent courses for other cohorts of 

next gen leaders. Another participant believed that time should be set aside in the busy 

schedule of big schools to celebrate these successes: 

I think that’s one thing that’s, this is probably opened that up even more this big 

school network I think, um, you know, that’s the beauty of being public education, 

you know. We’re not fighting each other, we’re for the common good (Sam) 

In summary, the next generation leaders could see the worth of the big school network 

in extending the construct of collective teacher efficacy to encompass vicarious learning 

from teachers in other schools.  

Social Persuasion 

This theme of the findings examines the next gen leaders’ thoughts in relation to 

effective collaborative communication in teacher professional learning teams. This 

study considers collaboration, communication and an opportunity to have a voice to be 

integral to the social persuasion associated with teacher collective efficacy. Some of the 

participants’ comments supported this contention: 

That culture of collaborating… I think it’s about developing that trust (Jenny) 

 

Teams running together will achieve goals, and I think often we can lose sight of 

that. The goal isn’t to work out the next admin meeting (Sam) 

This finding is useful for teacher professional learning because it examines one of the 

antecedents of collective efficacy at a level that can be understood by and taught to next 
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generation leaders. In the professional learning course, there was a strong emphasis on 

the modelling of discussion protocols that allowed each participant to have a voice. This 

is reflected in the words of one of the participants: 

Actually given that different role, or someone who hasn’t spoken a voice and just 

even that as a take away for me was a really, really powerful thing and I thought 

that should be used in our teams constantly and because there’s so much research 

about the importance of involving teachers in the how and why of the profession, 

not just the administrative sort of stuff, and even those that don’t speak isn’t 

necessarily because they don’t want to speak or that they don’t have ideas, but 

because sometimes they are drowned out by stronger opinions or louder people, 

those sorts of things. By having those roles in a group, they get that voice 

(Charlotte) 

The need for effective communication was linked to the earlier themes of mastery 

experiences by another participant. Dialogic rather than didactic professional learning is 

essential to achieve collective efficacy.  This was evident in one of the reflections made 

by a participant: 

And so something that has been so powerful for me, and in particular with some of 

the structured conversations we’ve been having, and I agree with you James* (real 

name removed) is that finding ways to build you capacity of your team to work as 

a team because just assuming that putting people together is a room is going to 

make or help them collaborate is just not true, so as a leader finding ways and 

being really proactive and explicit we’re not here to talk, you know, about 

administration or we’re not here to talk about, um, you know, the performance, we 

can do that over email, we’re here because we need to have a real discussion about 

what is happening in our classroom and how we’re promoting change or affecting 

student growth, is something we can do more of and we could be more explicit 

about (Audrey) 

Social persuasion via collaborative communication also occurred when leaders were 

listening rather than talking, “and it was nice that it was generally the APs that were 
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sitting there getting that feedback because often they’re the ones that have to give 

feedback, so it was a different role”.  

These next gen leaders also discussed the importance of being proactive in ensuring that 

the conditions are in place to enable collaborative communication: 

 It’s powerful to identify the blockers that you foresee… trying to be 

proactive… how can we navigate that… if it’s attitude then we’re supporting those 

teachers to bring them alongside. If it’s administration, how can we reorganise our 

routines and processes to make them more efficient (Charlotte) 

It is important that communication occurs from the ground up to build the type of social 

persuasion or consensus required for teacher collective efficacy.  

Affective States 

The professional learning course conducted as part of this study used the framework of 

learning improvement science as a foundation. It is not unexpected then that participants 

would speak of mastery and vicarious experiences and of the secrets of social 

persuasion. It is fair to say that the course did not accentuate the affective aspects of 

effective leadership, yet the participants mentioned social emotional aspects extensively 

in the focus groups. Strategic focus and belief in the vision were outlined as important 

however they stressed that social and emotional intelligence in building and maintaining 

good relationships was key to successful team building and achievement of objectives.  

Participants were able to link their mastery experiences to making their team 

members feel good about change: 

I think, yes we’re all about implementing change and putting systems in place for 

that, but I think that litmus test of the teacher satisfaction with, you know, you can 

achieve change, but their satisfaction around that change I think ends up being a 

big part of it, if they’ve felt comfortable getting there and they like the place where 

they are…(Grace) 
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The ever-increasing spectre of big data was also mentioned in relation to the affective 

states of their team members: 

If we get that data, and we don’t take the relationship with that, then we’re 

stuffed because it’s never going to stick. The moment you turn your back you’re 

going to slide back because I think people remember how you make them feel 

and not what you say (Audrey) 

Both of these quotes speak to the importance these participants placed upon developing 

the inclusive culture required to generate teacher collective efficacy in their teams. 

These prospective school leaders demonstrating an understanding on how this inclusive 

culture might be achieved: 

I think that depends on the type of leader that you are though, because I think it 

shows you talk and things like that, because there are definitely people that I’ve 

worked with in the past that I wouldn’t have gone and told I didn’t like their new 

system (laughs), you just suck it up, so I think it eludes to you investing into 

people and it’s the relationships (Serena) 

 

and they like the place where they are, they, you hear that talk very much, and I 

think, and going to stage meetings, rotate between all, so, you hear that sort of 

stuff, and you get to see that it’s not working, and they can see that you’re there 

to hear that so you can change it (Julie) 

The participants spoke strongly in support of investing in building relationships with 

their team members to create a “team that believes in you too” (Charlotte). This 

sentiment was supported by another participant, “the investment in people is never 

underestimated, what you’re talking about it’s worthwhile because you’re developing 
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those relationships” (Aaron). Finally, one participant conceptualised the positive team 

environment as the glue that holds the disparate skills of leadership together: 

…you have to create vision and gain trust and you have to build relationships so 

if you don’t have the skills to be able to do that really well and connect with the 

people that you’re actually trying to lead and inspire then the rest just is never 

going to fall into line as effectively as you want it to…(Grace) 

The affective state figured as an important motivational construct of teacher collective 

efficacy in the evidence from this study. It seemed to be at least as important as the 

other three constructs. 

Discussion 

This study set out to examine the antecedents of teacher collective efficacy in teacher 

professional learning. In this study there was evidence of a confluence between the 

principles  of effective teacher professional learning and teacher collective efficacy. To 

use a biological metaphor, the design features need to create the right environmental 

conditions for the genotypes, or motivational constructs of collective efficacy, to be 

expressed as the phenotypes, or leadership behaviours necessary to create the 

communicative interaction redolent of teacher collective efficacy. The evidence from 

this research also draws attention to the potential of teacher collective efficacy as a 

powerful force for learning between schools as well as within schools. 

Mastery experiences were considered important by these participants. The focus 

on instructional leadership as a key enabler to quality teaching has been widely 

documented (Neumersky, 2012). These aspiring leaders spoke of their frustration with 

bureaucracy, administration and ever-changing system priorities as they tried to 

implement professional learning opportunities. Teacher leaders need the support of their 

principals and the system to maintain focus on the goal of improving outcomes for 
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students (Dufficy, 2005; Neurmersky, 2012). Vicarious experiences reported by these 

aspiring leaders related to the opportunity to learn from one another, particularly as 

leaders within very large schools in one educational system. They acknowledged that 

unless there was an organised network to facilitate such vicarious learning, their busy 

professional lives precluded them from instigating it. Park and So (2014) argued that 

time and support for collaboration and community learning is a precursor for 

transformational professional learning. According to these participants, unless the social 

and relational aspects of teaching and professional learning are enabled, social 

persuasion is difficult to achieve. Trust, respect and opportunities to make valued 

contributions were all elements that they valued in their contexts. Social-emotional 

capabilities are already recognised as an essential part of teachers work as they interact 

with students, parents and colleagues (Zembylas, 2007). The provision of opportunities 

to develop these skills is less well documented. For these aspiring leaders it was a gap in 

the preparation for leadership.  

The four motivational constructs of teacher collective efficacy work in concert 

when examined closely in operation in teacher professional learning (Durksen et al., 

2017). It is widely accepted that an effective teacher professional learning culture 

includes the concepts of collective self-efficacy (Hattie, 2015), that is, mastery and 

vicarious experiences, social persuasion and team members feeling good about their 

learning. This is a confirmatory finding of this study, that the motivational constructs of 

teacher collective efficacy are inimical to the principles of effective teacher professional 

learning. The other notable finding that advances our thinking around collective teacher 

efficacy relates to the type of professional learning leadership that is required to create 

the necessary conditions for these constructs to be expressed fully; an area that requires 

further investigation (Neumersky, 2012).  
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The pedagogy of teacher professional learning is as susceptible to inertia to 

change as its classroom counterpart. Compounding the inevitable inertia to change are 

the crippling time constraints on teachers and the leader whose responsibility it is to 

conduct professional learning in a school (Park & So, 2014). The professional learning 

leader is often a busy executive already weighed down with a myriad of other 

responsibilities, which can lead to didactic rather than dialogic forms of professional 

learning (Webster-Wright, 2017). These individuals need the strength of the collective 

culture of their peers in similar schools to do something worthwhile in teacher 

professional learning. In other words, a sense of collective efficacy among leaders of 

teacher professional learning is a necessary condition for collective efficacy to flourish 

in schools. 

Collective teacher efficacy has hitherto been conceptualised as a school-based 

construct. The evidence from this study suggests that it may be worthwhile to consider 

collective efficacy as a system as well as a school attribute (Goss, 2017). Certainly, 

Savage (2004) and Zembylas (2007) argue that the interpersonal and intrapersonal 

aspects of teaching are always interrelated and connected with the socio-political 

context. This broader context of teaching and teachers is bound up in the institutional 

practices of systems as well as schools. In this way, the collective efficacy constructs of 

mastery and vicarious experiences, social persuasion and positive feelings towards 

efficacy are more likely to occur when professional learning networks are established 

across schools with a surfeit of emerging leaders such as those featured in this study.   

There is ample evidence from this study that a sense of collective efficacy can 

also be developed in these inter-school teams of leaders engaged in the important work 

of teacher professional learning. The group provides opportunities to learn vicariously 

from the experiences of others, to offer each other emotional support and to make them 
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feel good about their work as leaders of teacher learning. Given that the socio-political 

context influences the work of teachers and leaders (Zembylas, 2007), it is important 

that members of the same institutional systems support each other in advancing their 

professional learning goals and strategies. In this network of big schools in a state 

education system, the aspiring leaders experience many similar enablements and 

constraints as they negotiate their goals within the institutional context. The social 

networks of schools play a large part in vicarious experiences of professional learning.   

The social and emotional labour of teaching is an essential element to 

understanding the work of teachers and teaching (Sutton and Wheatley, 2003). The 

evidence from this study points strongly to a leaders’ communication as a key skill to be 

mastered if collective efficacy is to be nurtured among teacher teams. The type of 

communication in teacher professional learning serves as an indicator of its health. 

Leaders who know how to listen are vital. It is like the reconceptualisation of student 

feedback as flowing from student to teacher instead of the reverse (Hattie and 

Timperley, 2007). Teacher leaders need to learn to listen to their team members so they 

can understand their current pedagogical challenges. That is why didactic approaches 

are rarely effective as they don’t meet the requirement of meeting the teachers as 

learners (Webster-Wright, 2017). Dialogic approaches respect the professionality of 

teachers and provide a sense of ownership to the whole team in the learning process.  

Conclusion 

This study set out to examine the antecedents of teacher collective efficacy in the 

culture of teacher professional learning in schools. Evidence from the study points to 

the importance of developing social-emotional capabilities in future teacher leaders. The 

social and relational nature of teaching cannot be underestimated in achieving highly 

effective professional learning environments. A culture of high expectation around 
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mastery is an important social goal in schools. However, mastery of the discipline and 

the pedagogic craft is enhanced by the constructs of collaboration, trust, respect and 

dialogic approaches to learning and leading. Strategies that enable these elements across 

an ongoing program of professional learning should be a key focus in development 

programs for future leaders in schools. 

Collective teacher efficacy cannot be adopted as a silver bullet to improve 

performance in the classroom. A superficial approach that relies on a shared vision or 

group sessions of professional learning is not enough. Unless the right conditions, as 

outlined in this paper, are put in place by school leaders at all levels, collective teacher 

efficacy will remain a catch phrase. Further, effective preparation must be offered for 

aspiring and current leaders in schools to develop the social-emotional skills to create 

these antecedents for a deep and transformative form of collective teacher efficacy.  

This case study has provided generalisable theory about the development of 

future teacher leaders that needs to be explored further in the teacher professional 

learning interactions that occur in schools every day. In particular, the relationship 

between teachers’ sense of collective efficacy and the culture of learning in the schools 

for both students and teachers are worthy of further interrogation.  
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