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Abstract. Professional practice is a crucial factor for teachers to be able to do their profession well. Its
development has to be sustainable to achieve educational quality. However, the process cannot run
optimally caused by various barriers faced by the teachers in the field. The objective of this study was to
explore the phenomenon of the barriers to public elementary school teachers, in developing their
professional practice. In order to achieve these goals, this study used qualitative descriptive design. Data
collection used the triangulation methods. The data analysis was thematic analysis. There are seven
barriers found to the teachers’ professional practice. The barriers are too much work, teachers’
commitments and support from their colleagues, principal’s leadership, effectiveness of involvement in
professional development activities, effectiveness of teachers’ work groups as a forum for teachers’
professional development, discrepancies between curriculum requirements and demands in the field,
and weak teacher-parent partnership.
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INTRODUCTION
Education is a critical factor in developing human resources, especially education in primary schools.
Elementary education aims at laying the essential foundation for the students' development (Griffin et al.,
2012; Kolbe, 2015; Riastini, Wati, et al., 2019; Saavedra & Opfer, 2012; Smith & Hu, 2013). This foundation
has a significant contribution to sustainable human resources development in the 21 st century. The
foundation can be constructed through the role of elementary school teachers who play the role as the
spearhead for the human resources development at that level (Riastini, Widowati, et al., 2019; Sumaryanta
et al., 2018). In other words, elementary school teachers are a vital aspect of the educational development.
Elementary school teachers have the primary duty of preparing the children for facing various
problems in their lives. As the four pillars of education by UNESCO, that learning includes learning to know,
learning to do, learning to be, and learning to live together (Delors et al., 1996). In order to shoulder such
heavy responsibility as this requires from the teachers the capability of playing the role of learner facilitator
(Ghorbani et al., 2018). Traditional teaching in the form of activities looking for answers to a number of
questions and pieces of information (Otero & Llanos, 2019) are no longer appropriate to use. The learning
that they manage should be active, and innovative which can train the students to solve real problems in
their lives (Griffin et al., 2012; Thomson & Gregory, 2013; Yüksel, 2014). Besides, they also have to be
involved in the use of technology in education as the means to train the students to master it (Ilomäki et al.,
2014; Kunter et al., 2013; Martín-gutiérrez et al., 2015; Schleicher, 2012; Yüksel, 2014). Another factor that
is not less in importance is their self-motivation to do their duties, which is a crucial factor in their
competence and quality of professional practice development (Altınay-Gazi, 2017; Bicer & Capraro, 2017;
Dixon et al., 2014; Fishman et al., 2013; Skaalvik & Skaalvik, 2011; Vermunt & Endedijk, 2011). In short,
elementary school teachers’ professional practice plays a vital role in producing the quality of education at
that level.
However, of course, there are various problems related to teacher’s professional practice that are
mostly faced in elementary schools. For example, six elementary school teachers in Taiwan who were
involved in a study had inadequate pedagogical knowledge, pedagogical, pedagogical content knowledge,
and technological pedagogical knowledge (Liu, 2013). A study of 207 elementary school teachers in Geneva

showed that the most common teaching strategy used by the teachers was the traditional teaching strategy
(Buchs et al., 2017). The traditional teaching took the form of a classroom discussion that involved all the
students monitored by the teacher and the students and individual student work. Another finding was that
the competence of 3000 elementary school teachers in Washington State was low in evaluating assessment
to make decisions, in understanding presented validity and reliability, in explaining scoring scales to the
parents (Gotch & French, 2013). The teachers were also uninterested in professional development
workshops on evaluation. Another study was done with 201 elementary school teachers in Turkey, which
showed that the self-efficacy in the technology of the teachers with few years of experience (6-10 years and
11-15 years) had a higher level than those with many years of experience (Tuba et al., 2013). A result of a
study with 252 elementary schools in Kirikkale, Turkey, showed that competence in the use of technology
or the internet, navigation, email, social media, office application is at the highest and the medium positions
(Celik, 2012). However, the teacher’s competence in the aspect of designing their teaching with the
interactive whiteboard and implementing the teaching using the material was at the lowest level. The
illustrations above show that elementary school teacher professional practice is a complex problem in
many countries.
The complexity of elementary school teachers’ professional practice problems is also found in
Indonesia. For example, a study on pedagogic competence with 107 teachers in Tomohon, North Sulawesi,
showed that the longer a teacher has taught, the lower his or her competence will be (Zedko & Sumual,
2017). Teaching at elementary school has not touched deeply and contextually an aspect of life, in this case,
waste problem (Riastini, Wati, et al., 2019). Consequently, there was no integration between the knowledge
and skills that the students have acquired. A study with 213 elementary school teachers in Bali showed that
there is a cultural discontinuity in teaching, and many teachers cannot use technology to support teaching
(Riastini, Widowati, et al., 2019). It affects meaningful learning and students' outcome. This shows that
there are many problems with the elementary school teachers’ professional practice.
Various programs have been carried out by various parties, especially by the ministry of education,
to overcome the problem (for example, teacher working group forums (KKG) as a forum for teachers to
develop their professional). Another example is the program Better Education through Reformed
Management and Universal Teacher Upgrading (BERMUTU) in 2014, intending to improve the quality of
education (Winingsih, 2013). However, the results of the teacher competency test conducted in 2015
showed a surprising fact. The national average of elementary schools’ teacher competency was only at
40.14 (KEMDIKBUD, 2020). Based on these results, other programs have been developed to continuously
improve teacher competencies, such as Learners’ Teacher Competency Enhancement Program (LTCEP)
(Sumaryanta et al., 2018). After the implementation of the program, unfortunately, the increase in the
national average teacher competency test only reached a figure below 70 in 2016 and 2017 (Ministry of
Education and Culture, 2020). This phenomenon indicates that there are factors that inhibit the
development of elementary school teacher professional practice in Bali, Indonesia. However, unfortunately,
there have been no studies done that have shown the barriers to the elementary school teachers’
professional practice development comprehensively. Hence, this study was oriented to exploring more
intensively the issue based on information from the teachers. The information obtained can be a basis for
consideration to develop education and training programs for elementary school teachers in the context of
professional development.

METHODS
Research Design
The objective of this study was to explore the phenomenon of the barriers to public elementary school
teachers in Bali, Indonesia, in developing their professional practice. In order to achieve these goals, this
study used qualitative descriptive design. The design was aim to study phenomenon and its character in
real situation (Nassaji, 2015). Which means that the study was not aim to discover new theory from the
data collected.

Data Collection
Data collection involved three techniques, namely surveys using open question questionnaires,
documentation, and focus group discussions (FGD), as seen on Figure 1.
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Figure 1. Triangulation Methods
Data collection using surveys involved 75 public elementary school teachers from across nine districts in
Bali. They have a service life of below 20 years. They were asked to complete the questionnaire sent to
them. They did not give their identities on the questionnaire. The types of surveys were written surveys
and electronic surveys. These two types were done because there was a different internet connection
between one place and another. The questionnaire used an open-ended question format. There were ten
questions asked. The questions covered 1) teacher's workload, 2) self-commitment to school culture, 3)
professional development and forum for professional development, 4) curriculum and its implementation,
and 5) cooperation between parents and teachers. At the end of the questionnaire, the teachers were asked
to attach documents related to the topic. Furthermore, the FGD aims to facilitate participants to be able to
interact with each other on the topic, so that data obtained that support the results of the survey. Ten
teachers were involved in a 1-hour FGD, and their responses were recorded for data analysis.

Data Analysis
The data analysis which were involved in this study was thematic analysis. This technique is able to explain
the importance of respondents' experience (Morse & Field, 1995). The data analysis was started by
transcribing verbal data collected. The transcriptions were then identified multiple times to find out units
of meaning contained in them. Furthermore, the units of meaning collected were summarized and again
identified multiple times to find out the similarities and differentiation. The units of meaning, which were
similar, were then categorized into themes (Ada & Kartal, 2020). Lastly, those themes were reported.

RESULTS and DISCUSSION
The results of the study showed the barriers to the public elementary school teacher professional practice
in Bali, Indonesia. The results were presented in some themes, namely too much work, teachers’
commitment and support from their colleagues, principal’s leadership, involvement in professional
development activities, effectiveness of teachers' workgroups as a forum for elementary school teachers’
professional development, discrepancy between curriculum requirements and demands in the field, and
weak working relationship between the teachers and the parents.

Too much Workload
The teachers’ too much workload was the most significant barrier to their professional practice and its
development. In addition to the requirement to teach for 24 hours a week, the teachers are required to do
too much teaching administration (for example, a lesson plan that consists of many pages with a rigid
format and assessment reports) that use up their energies. They also have other additional tasks that they
have to pay their attention to. The teachers are asked to do administrative work unrelated to teaching, such
as in managing school operational, financial aid (well known as BOS), worker’s job performance target,
administrating salaries and incentives, uploading self-administrative data through different applications in
each given period, become operators of primary educational data, and other tasks.
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Figure 2. Teaching Administration
In other words, the workload given to the teachers consists of teaching and clerical work. As a
consequence, the teachers feel that they do not have enough time to do their primary duty well, to develop
their self-competence, to do things for themselves and their families. One of the statements quoted is as
follows.
“Most of my work is outside teaching; teaching administration is, of course, a task that a teacher has
to do. However, because of a new curriculum, the teacher is also busier doing the new curriculum contents
and completing its administration than teaching. Besides, the additional tasks are given to the teacher often
makes the teacher leave the classroom in which no teacher replaces him or her. For example, the teacher
becomes a financial officer of the school operational, financial aid, or a clerk who is responsible for the main
educational data. Sometimes he or she forgets whether he or she is a teacher of a clerk.”
The factors that cause problems in teacher professional practice include too many administrative
requirements (Tanang et al., 2014). Similar problems are also faced by the teachers in Singapore who have
overloaded teaching and administrative tasks (Hairon & Dimmock, 2012). Too much workload harms the
teacher, especially in his or her motivation and job satisfaction (Skaalvik & Skaalvik, 2011). Too much
workload also affects the implementation of the curriculum and teacher professional development
(Burgess et al., 2010).

Teachers’ Commitments and Support from their Colleagues
The teachers’ awareness to work wholeheartedly is one form of their professional commitment.
Unfortunately, the teachers' low commitment is collective and becomes a barrier to their professional
practice. Some of such teachers work as government workers and the others as non-government (private)
workers. Most of them have professional certificates. This phenomenon is also common among old teachers
with long years of experience. They are less enthusiastic about doing their jobs, less creative in managing
the teaching, and have problems in the use of computers and other teaching equipment. However, they are
accustomed to using gadgets for searching and using various social media. They use gadgets not only
outside the classroom but also in the classroom. Nevertheless, they are not used for teaching. In other
words, the low commitment among the teachers affects their professional practice and the development.
Commitment and competence are related to each other (Shukla, 2014). The low level of teacher dedication
caused teachers to become bored, and this harms their job satisfaction (Høigaard et al., 2012). Therefore,
teacher professional development is significant to make teachers effective and schools successful (Gemeda
& Tynjälä, 2015).
Then, the work climate at school causes teachers to adjust to the existing system. For example,
support from colleagues is essential for developing teacher professional practice. Many teachers
experience an increase in performance due to the optimal support from their colleagues. The teachers who
have a dedication to their jobs stop their dedication because of less support from their colleagues. In short,
cultural context plays an essential role in teacher professional practice (Hairon & Dimmock, 2012).
Teachers who work at a school with a favorable climate experience fewer problems in their rooms
(Brennan et al., 2014). In other words, social support from their partners helps teachers to exchange
opinions about their professional problems, have more achievement, and produce job satisfaction (Bogler
& Somech, 2004; I’Anson & Eady, 2017; Kinman et al., 2011).
One of the statements made by the teacher related to teacher dedication and his colleague support
is as follows.
“Most of my colleagues are contract teachers and government workers who are going to retire. Their
commitment to quality is shallow. Their teaching routines include entering and going out of the classroom
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and going home. All look mechanical, moreover, if it is supported by the headmaster who is also going to
retire. Their thinking and program are still far from positive. The school operational, financial aid is used
not for things that are urgent (directed to teaching). Just to spend the school money.”
“My friends have various levels of dedication as teachers. Some do not have enough dedication,
those who are diligent, and continue learning. Some are lazy. Some still motivate others not to follow the
teachers who give a bad example.”

Principal’s leadership
Principals play an essential role in developing teacher professional practice. Support from the principal to
the process of teacher performance improvement is crucial for teacher performance. So is the monitoring
process and supervision from the principal. However, unfortunately, the monitoring and supervision both
from the principal and the school supervisor are less optimal in some schools. Lack of appreciation and the
difficulty in obtaining permission from the principal for teachers to participate in professional development
activities become one of the forms of the absence of support from the principal to teacher professional
practice development. Similarly, monitoring and supervision. Although these processes are done, they tend
to be done formally to meet the accreditation and the internal quality assurance standard. Such a problem
causes a delay in teacher professional practice development. An example of the statements given by a
teacher related to this is as follows.
“A lack of appreciation for performances from the principal so that there is no motivation to do
innovation.”
“The supervision is also done if needed, for example, for accreditation or the meet the internal
quality assurance standard.”
Principals play a vital role in sustainable education in schools (Gemeda & Tynjälä, 2015). Effective
leadership is one of the components that play a critical role in teacher professional development, which has
a positive effect on the school development, and student learning achievement (Huber & Muijs, 2010;
KILINÇ, 2014). Principal’s support to teachers has the potentiality for the development of teachers’
motivation and satisfaction (Allen et al., 2015; Eyal & Roth, 2011; Tajasom & Ahmad, 2011). Principal’s
evaluation also plays a significant role in teacher professional development (Delvaux et al., 2013).

Involvement in Professional Development Activities
Self-professional development for teachers is significant in sustainably enhancing their performances.
Teachers stated that they have ever had a professional development training with various objectives, such
as to have experiences, collect credit points, and just follow the trend among their friends. However, the
opportunity and the habit of doing it still limited. The lack of time available causes it because of an overload
of work. If teachers have the opportunity to have the training, participation is often less optimal and lack
of focus. It is caused by the lack of teachers' participation as active participants in the training activities, the
mismatch between the training content and the teachers’ needs in the classroom, the lack of participation
from the relevant parties to do a follow-up activity, and the demands of other tasks that have to be
completed at the same time.

Figure 3. Teachers' Participation in the Training Activities
The factors that cause problems in teachers’ lack of competence include commitment, attitude, and
lack of teachers' habits to develop themselves (Tanang et al., 2014). The lack of training for selfdevelopment becomes a constraint to the development of professional teachers (Anyolo et al., 2018). In the
context of professional development, training that teachers need are those that are suitable for their
classrooms’ needs and involve the teachers in the activities (An & Reigeluth, 2011; Bayar, 2014). Events of
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exchange experience allow teachers to learn new things and practice it (Berestova et al., 2020). Besides,
the stakeholders need to be involved in the effort to develop teacher professional development (Whitworth
& Chiu, 2015). Hence, teacher collaborative activities, in-service training, and classroom observation have
a very significant effect on an optimal improvement of school quality (Hoque et al., 2011).
“Seldom has the opportunity to have the training and to apply its results.”

Effectiveness of Teachers’ Work Group as a Forum for Elementary School Teachers’
Professional Development
Teacher Work Group (known as KKG) is a forum for teacher professional development at the elementary
school level in Indonesia. However, it is often the case that there is a low contribution to the activities of
professional development through KKG to the improvement in teacher professional practice. KKG activities
are generally done at the beginning of the school year and the end of the semester only. The activities done
at those times focus more on the writing of lesson plans and assessment instruments. The activities that
are related to the problems such as local culture integration into the teaching, learning resources
development that involves the use of various technologies, innovative teaching practices, and other trendy
problems faced at school have not been touched. It is caused by the KKG activities that have not been
programmed and managed well. Communication and collaboration among KKG member teachers have not
been developed, and the limitation of human resources to lead the activities. As a result, KKG serves only
as a formality, and the process is not sustainable. The examples of the teachers' statements are as follows.
“Since so far, KKG is often done at the beginning of the school year or before the semester
evaluation.”
“KKG is only held to write lesson plans and an end of semester assessment.”
The professional learning community is an essential forum for teachers to develop self-competence.
It has the potentiality to give sustainable support (An & Reigeluth, 2011). The community needed is the one
that is collaborative and has interdependence among its members so that they can share each other, give
feedback, and develop commitments to a teacher better development (Lee et al., 2011; Parker et al., 2012;
Zakharov et al., 2020). The contents also have to be meaningful, according to the teachers’ needs, and
learning conditions that give the opportunity to actively try new things (Vangrieken et al., 2017). The
competent professional and professional facilitator's role in guiding teachers is also very supportive of a
teachers' community (Kim et al., 2012; Parker et al., 2012). Unclear program management which is less
relevant to the teachers’ needs, the still low innovation, insufficient infrastructure and facilities, less
creative tutors, teachers who are not actively involved, time limitation, and policies that are not supporting
cause KKG activities to lack a positive effect on teacher professional practice and the sustainability of the
community (Parker et al., 2012; Rahayu, 2011).

The discrepancy between Curriculum Requirements and Demands in the Field
The curriculum that is being used in Indonesia this time is the 2013 Curriculum. This curriculum requires
that the teaching process be integrated, so that the knowledge, attitude, and religious domains, and skill
are comprehensively dealt with. The evaluation is no longer in the form of scores. It is in the form of
descriptions about the attainments in the domains. The teaching media and learning resources also vary to
help the students reach the learning objectives. The class size has also been regulated in the curriculum to
ensure a maximum teaching process. However, the implementation of the curriculum in the field has caused
discrepancies in teacher professional practice.
The discrepancy that happened between the class size exceeds the size determined in the
curriculum, and this is common in many public schools. One class has 40 students, or more even the number
can be 50. With that size, the teacher has problems in adjusting the planning and the teaching based on
student characteristics. Similarly, the teacher faces problems in handling classes with various problems.
The teacher needs more time to facilitate the students to acquire competence; on the other hand, the time
available in one semester is limited. Academic and behavior guidance is not maximal either. The enrichment
and remedial teaching are only written in the administration document. The teacher cannot find additional
hours because of the administrative tasks that he or she has to do, and the teacher cannot find the time to
do the enrichment and remedial teaching. Teacher professional practice and quality of teaching are also
neglected. Such a class causes the teacher to lose quality time to do the teaching, the communication
between the teacher and the students is weak, and the teacher cannot identify learning difficulties well
(Fan, 2012). Big class size affects the accuracy of the teacher’s diagnosis; the attention given to the students
is also limited, and the ineffective classroom process is of course related in a complex way to the teacher
professional (Blatchford et al., 2011; Brühwiler & Blatchford, 2011). Changes or adaptations in various
teaching approaches are also a challenge and are difficult to be made in a big class (Mulryan-kyne, 2010).
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The following example shows that sufficient teaching media and learning resources do not support
curriculum implementation. The number of learning resources that are available in many schools does not
meet the school need the media used are also limited to downloaded pictures, audios, or videos. The media
that use higher technology are not available. The availability of technological devices to support the
teaching process is very limited. This case happens in towns, and the condition in villages is even worse.
Teachers also have problems with time and the mindset that they have about the previous curriculum. This
phenomenon also becomes a barrier for teachers to develop their professional. The new curriculum, of
course, needs 1) revision in various parts, such as teaching process, learning resources, and digital
environment; 2) adequate time to fully implement changes; 3) changes in the teacher’s perspective of the
new curriculum, and 4) cost (Burgess et al., 2010; Cooper, 2017; Keesing-styles et al., 2013). On the other
hand, the limited skill on the part of the teachers in IT and the number of teaching media based on IT that
is not yet adequate influence teacher competence (An & Reigeluth, 2011; Tanang et al., 2014). For this
reason, the teacher's development to face changes that occur is needed very badly to make teachers have
the relevant competence (Cooper, 2017; Keesing-styles et al., 2013).
Another phenomenon is that the evaluation requirements in the field are very complex and are
separated for each subject. Thus the teachers are confused, especially to harmonize the teaching process
and the evaluation process. The teaching process is an integrated process, but the evaluation is separated
for each subject. The condition is worsened by an unwritten “regulation” that students have to be promoted
to a higher grade or to pass with the minimum completeness criterion (which is called KKM). Besides, the
highest rate of graduation becomes a determining factor of the local prestige and its leaders. Thus the
teachers become the main target to meet the local leaders’ desire. It makes the teachers orient themselves
more toward knowledge as the preparation for the examination compared to the development of the
students' competence, and this ends up with the cognitive evaluation only. The presence of the evaluation
that is oriented toward scores makes the students learn only to get scores rather than their quality.
Manipulating learning achievement to meet the requirements of the stakeholders is also often done. Finally,
this stunts teacher professional development. Some institutional policies restrict teachers from freely
deciding about their autonomy as teachers, such as determining student graduation (Sardabi et al., 2018).
The stakeholders’ policies to put more importance in the examination is a barrier to the teacher selfdevelopment (Hairon & Dimmock, 2012). The leaders’ preference for high test scores makes the teachers
want to pursue the test scores (Louis, 2012). Leaders should give teachers the autonomy to do their jobs
by their context (Keesing-styles et al., 2013; Krantz & Fritzén, 2017). In other words, leaders play a
significant role in making an effective evaluation practice successful (Hill, 2011).
Examples of teachers’ statements that are related to discrepancies that occur are as follows.
“I think there is a slight discrepancy, the teaching is theme-based, while the evaluation contentbased. The students sometimes get confused identifying material contents.”
“The teaching process stresses the importance of developing five characters, and the teacher has to
consider students one by one in teaching and evaluation. If there are many students in a learning group,
the teacher has difficulty in giving the evaluation, especially in a lower grade whose students are
hyperactive.”
“Curriculum requirements and the implementation are not in line, plus there is stakeholder
intervention.”

Weak Teacher-Parent Partnership
The relation between teachers and parents has a powerful effect on the opportunity of teachers in
developing their professional and the students’ success in learning. A weak teacher-parent partnership
makes all the responsibility for the students’ success be burdened to the teacher so that this limits the
teacher in developing himself or herself. Some parents are less aware of their duty to educate their children
in a way that is in line with the process at school. Parent’s busyness is one of the causes. Parents with middle
to low economic abilities often do not have the time to educate their children at home. As a result, the
children are often left behind in learning in the classroom and cannot get much attention from the teacher.
The teacher also finds difficulty in communicating directly with the parents. Although some schools have
online parents’ organization, there often occur miscommunications on the part of the parents in
understanding the messages sent by the teachers. Finally, the parents blamed the teachers for their
children’s failure. It shows that the parents do not trust teachers, and this harms the teachers themselves
(Skaalvik & Skaalvik, 2011). On the other hand, teachers need information from parents to develop an
appropriate strategy to teach their students (Larocque et al., 2011), which is, of course, related to teacher
professional development. The problem with the partnership occurs because of some factors such as the
difficulty of transmitting information to parents, lack of parents’ time, parents’ economic problems,
parents’ lack of education, and inefficient communication (Hobjil, 2014; Williams & Sánchez, 2011). In
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other words, teacher and parent commitment that go parallel will have a potential effect on the students so
that parents have to become an equal partner of the teachers in child education (Westergård, 2013). The
parents with high involvement in their children's education help the children to reach a better learning
achievement compared with those with a low involvement (Öztürk, 2013; Powell et al., 2010).
“Not yet well developed. There is a lack of parents’ support in optimizing their children’s potentiality.
Parents do not educate their children at home in order to be able to attend lessons at school.”
“There is a lack of parents’ active participation in the partnership to enhance educational quality.
Parents just leave too much for the teachers/ school. “

CONCLUSIONS
Based on the aims and the discussion of the findings of this study, teacher professional, and its development
face some barriers. The first barrier is the teacher’s too much workload. For example, 24 teaching hours,
doing the teaching administration in a rigid form and consist of many pages, and various additional tasks
outside of teaching, which cause teachers to have a limited time to develop their professional. The second
barrier is the lack of commitment on the part of the teachers to teach wholeheartedly. It is also a significant
barrier to their professional. This phenomenon occurs not only among the teachers who are government
workers but also among non-government worker teachers and old teachers. Lack of support from
colleagues to the teacher’s effort at developing his or her professional also becomes a barrier. Teachers
with good dedication often end their effort because of the lack of support from their colleagues. This
degradation occurs because of the paradoxical school system. The third barrier is support, monitoring, and
supervision from the principal and supervisor that is not sufficient in various schools, which makes
teachers less enthusiastic about developing themselves sustainably. The fourth barrier is the opportunity,
and the custom of doing self-development is still limited and becomes a severe barrier to teacher
professional. The lack of time available causes it due to too much workload. The fifth barrier is the low
contribution of professional development activities through KKG to teacher professional. KKG is only a
formality, and the process is unsustainable. The sixth barrier is the discrepancy within the requirements of
the curriculum and the application in the field. It is worsened by the requirements of the stakeholders to
improve the local prestige. The last barrier is the weak teacher-parent partnership, which makes all the
responsible be burdened to the teachers, which limits the teachers’ opportunity to develop themselves.
Based on these findings, there is a need to develop partnerships with various stakeholders to overcome the
existing barriers gradually and sustainably. The loss of various barriers to their competence development
gives the teachers more opportunities to develop themselves sustainably. It cannot be denied that this
study also has limitations. The limitation in question is that findings must be generalized carefully for
contexts, regions, and participants with different backgrounds.
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