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ABSTRACT 
 

 

Michela Sammut 
 

The Ongoing Professional Development of Teachers in Malta: A Case 

Study 
 

This study explored the present situation of teachers’ professional development (PD) in 

Malta. Teachers’ attitudes towards In-Service Education and Training (INSET) and 

other PD opportunities were examined. The study involved the administration of a 

questionnaire to a sample of teachers to determine their PD status. An interview with the 

Head of School, and officials from the Education Directorate were conducted to yield 

more data with regards to the ongoing PD of teachers. Maltese teachers value ongoing 

training, however, the majority of teachers do not consider taking more PD courses. 

School workload is the most challenging factor which teachers mentioned when they 

considered taking more PD. It resulted that teachers significantly depend on INSET 

which is the most common method of PD used in Malta. While some teachers find 

INSET irrelevant, many teachers consider it a helpful aid in their PD. However, the 

study indicates that INSET should be organised in smaller numbers to help teachers 

connect to others in the group and share ideas. The need for more in-school training was 

also highlighted by teachers and other educators since it makes learning meaningful. 

Additionally, many teachers are not familiar with other PD opportunities which are 

available especially The Malta Government Scholarship Scheme (MGSS) and Strategic 

Educational Pathways Scholarships (STEPS). Directorates need to promote further PD 

opportunities, and create more incentives to foster in teachers a positive attitude for 

more training. PD is a two way street of learning since it caters for both teachers and 

students. 
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“The professional development of teachers is a lifelong process 

which begins with the initial preparation that teachers receive and 

continues until retirement.” 

 

Villegas-Reimers (2003, p.8) 
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Introduction 

 

1.1 Introduction 

In the following chapter, I present the area of research in this study, that is, teachers’ 

ongoing Professional Development (PD) with reference to the Maltese context. I will 

also focus on the main objectives to be reached in this study. 

 

1.2 The scope of the topic  

Teaching is a complex process since it changes and adapts itself according to time 

(Villegas-Reimers, 2003). Therefore, ongoing PD is of crucial importance since it offers 

the necessary training and skills which teachers need to possess in order to teach 

effectively. Moreover, lifelong learning has become one of the most fundamental key 

terms in the field of education. This implies that teachers need to be successfully trained 

to develop both professionally and personally. Garet, Porter, Desimone, Birman, & 

Yoon (2001), believe that “the success of ambitious education reform initiatives hinges, 

in large part, on the qualifications and effectiveness of teachers” (p.916). Teachers are 

important stakeholders in education; therefore, they are expected to be professional in 

their teaching career. Training is important since it equips Maltese teachers with the 

right tools in order to cope with the changes taking place such as dealing with a mixed 

ability class which is somewhat challenging and also the new teaching methods; 

including the interactive whiteboard and the eLearning platform. The benchmark 

examinations are also a new process which replaced the annual examinations which 

require training. In order for teachers to cope with these challenges, they need to 

undertake different training to help them adapt their teaching effectively and to reach 

every pupil in the classroom. “The changes in classroom practices demanded by the 

reform visions ultimately rely on teachers” (Fullan & Miles, 1992; Spillane, 1999, as 

cited in Borko, 2004, p.3). 

 

Teachers need to be motivated to attend different courses which strive to connect their 

learning experience with the reality of classrooms. In this way, PD can facilitate the 
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teaching taking place in the classroom which the students can benefit from. Villegas-

Reimers (2003) states that “good teaching methods have a significant positive impact on 

how and what students learn”. 

 

1.3 The Aims of the Study 

This research primarily focuses on the importance of training teachers for a myriad of 

reasons mainly for personal development and professional growth. It will also explore 

different concepts which make up PD. Furthermore, I will attempt to delve in more 

depth to discover teachers' perception of ongoing PD and its effectiveness in the 

classroom. Teachers' level of participation in PD courses will also be recorded. 

Therefore, this study will determine if teachers are continuing their PD through different 

courses offered.  This research will also attempt to study the present situation of In-

Service Education and Training (INSET) in Malta which will be evaluated by looking 

closely at the system of INSET given to teachers. It will also discover teachers’ 

satisfaction about INSET and other PD opportunities. Finally, it investigates the 

perspective of teachers towards different scholarships and higher degrees which are 

offered by different organisations.  

 

1.4 Conclusion 

In the next chapter, I intend to give an insight into the process of teacher development 

through the literature. Then, I will present my methodology which was needed in order 

to carry out this research by specifically focusing on the important tools which I used to 

acquire reliable data. The chapter following the Methodology part of the study is the 

discussion and analysis of results. In the latter chapter, data is collected and interpreted. 

Data was presented by using figures to enable the reader interpret results. Finally, the 

last chapter, that is, Conclusion, summarizes the important points which need to be taken 

care of when dealing with the PD of teachers in Malta. Therefore, the Conclusion 

chapter consists of concluding remarks together with recommendations to make PD a 

better experience for teachers.



 

 

 

 

 

 

 

 

 

 

CHAPTER 2: 

 

LITERATURE REVIEW 
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Literature Review 

2.1 Introduction 

In this chapter I will give a general overview of teachers' PD by looking closely at the 

different definitions and types of PD. The advantages that teachers benefit from when 

continuing their PD are also highlighted. Furthermore, I will identify key factors which 

encourage teachers’ participation in more PD, together with the different barriers which 

teachers encounter when continuing their PD. The PD of teachers in foreign countries is 

also examined, especially the PD present in other European countries. This is achieved 

by comparing and contrasting different studies which were carried out. In conclusion, I 

will specifically focus on the different PD opportunities offered to Maltese teachers with 

special reference to the INSET programme which is commonly practised in Malta. 

 

2.2 Professional Development 

2.2.1 What is teachers’ professional development? 

PD has always been an important researched field in education because its structure 

constantly changes (Bezzina, 2002; Friedman, Durkin & Phillips, 2000). It is imperative 

to provide teachers with enough opportunities to further their PD for myriad reasons. 

This is reflected in various Educational Policy documents mainly in the NCF (2012) 

where it is stated that PD caters for students' learning and also for teachers to be able to 

put the curriculum into practice successfully and constructively. Thus, school 

stakeholders especially “teachers require adequate and on-going support, including 

continuous professional development” (Ministry of Education, Culture, Youth and 

Sport, 2009, p.14). PD works hand in hand with the cultural changes of every society. 

Vescio, Ross & Adams (2008) emphasize the importance of “collaboration that promote 

changes in teaching cultures” (p.84). Therefore, when teachers and other educational 

institutions work together, they are investing in their expansion of learning. 

 

Different definitions are used to define the term teachers’ PD. Neil & Morgan (2003) 

regard ongoing PD as “developmental activities that take place following the induction 

period” (p.39). In addition, Bezzina & Camilleri (2001) present a more detailed account 
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of PD by focusing on its advantages, where they put emphasis on “the ongoing learning 

opportunities that all educators pursue in order to grow personally and collectively” 

(p.158).  

 

PD should be perceived as an ongoing process which helps teachers to develop 

holistically, that is, both for their personal growth and advancement in their profession 

which brings about effective learning. As stated by the OECD (2009), “professional 

development is defined as activities that develop an individual’s skills, knowledge, 

expertise and other characteristics as a teacher” (p.49). All teachers need motivation to 

help them grow personally and develop their teaching skills adequately. Therefore, 

ongoing training is of utmost importance to teachers. Marzano (2003) states that “in 

order for professional development to be effective, it should be a deliberate process that 

occurs within the context of a teacher’s daily activities in the classroom/school 

environment and connects back to student learning” (as cited in Kentucky Board of 

Education, 2012, p.68). 

 

2.2.2 Different types of professional development 

“There are a variety of methods, techniques, and venues for professional growth and 

development” (Kentucky Board of Education, 2012, p.70). PD can take place directly 

through seminars, training, courses, scholarships and school meetings, etc… and 

indirectly through reading educational sources, watching educational programmes, etc… 

(Ganser, 2000, as cited in Villegas-Reimers, 2003). However, the most common PD 

method taken by teachers “involves the direct transmission of knowledge or skill” which 

is very traditional (Hayes, 2010, p.3). Amongst other professional training offered, 

teachers need to involve themselves in school based training which nurtures a sense of 

belonging to the school environment and supports their professional growth and 

facilitates learning (European Union, 2010). Hargreaves (n.d.) points out that teachers 

can become professionally developed through different techniques especially by critical 

thinking (as cited in Hargreaves & Fullan, 1992). Most teachers reflect on their 

classroom practices by thinking around what could be improved and what went right 

since “the overall outcome of reflective thinking is learning” (Rogers, 2000, p.138). 
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According to Rogers (2000), “as individuals learn through reflection, they are able to 

enhance their overall personal and professional effectiveness” (p.137). Other teachers 

may prefer to read from different sources such as books and journals to help them build 

new understanding based on concepts or ideas of experienced teachers, however, it is 

sometimes difficult to interact with the reading source without real contact with people 

(Neil & Morgan, 2003). According to O’Hara and O’Hara (2001, as cited in Neil & 

Morgan, 2003), “the lack of editorial control means that the quality and suitability of 

material can vary widely” (p.106). Furthermore, some online sources are not accessible 

for everyone and libraries are not always updated with recent publications but it is 

considered to be the “the cheapest and easiest (if loneliest) form of professional 

development” (Neil & Morgan, 2003, p.106). 

 

PD can be compulsory or on a voluntary basis. Compulsory courses are given to teachers 

since “the skills and knowledge the development activities aim to enhance are 

considered important for teacher quality” (OECD, 2009, p.74). Neil & Morgan (2003) 

believe that such ongoing courses which are compulsory should be planned adequately 

in a way that the material taught has to do with the teaching reality of classrooms and it 

has to be inter-related with the necessities of each teacher and school environment. 

Apart from the content taught, knowledgeable trainers can also be very helpful to 

teachers in the sense that they can share their own experiences, knowledge and 

understanding of certain issues which are common nowadays such as behaviour 

management, handling the curriculum, assessment and many others. According to 

Hargreaves (n.d.) social contact is crucial in teachers’ PD through peer-tutoring and 

structured courses which focus on dialogue and feedback (as cited in Hargreaves & 

Fullan, 1992). Nevertheless, students are also considered important contributors to 

teachers since they can provide feedback to help them improve their teaching styles used 

in the classroom. 

 

According to the Teaching and Learning International Survey (TALIS) done by the 

OECD (2009), teachers stated that those courses which they had to pay for where very 

effective for their professional growth than those courses taken compulsory. The 
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different types of professional training undertaken by teachers in Malta in 2007 up till 

2008 are shown in Table 1 below.  

 

Different types of professional development 

undertaken by teachers 

The level of participation 

of Maltese teachers in 

2007 - 2008 

1. Courses and Workshops 73.9% 

2.Education Conferences and Seminars 70% 

3. Qualification programmes 94.4% 

4. Observation visits to other schools 69.8% 

5. Professional development network 75.2% 

6. Individual and collaborative research 89.8% 

7. Mentoring and Peer Observation 67.8% 

8. Reading professional literature 78.1% 

9. Informal dialogue to improve teaching 84.3% 

Table 1. Different Types of Professional Development. Adapted from the OECD study 

carried out in 2009 (as cited in European Union, 2010, p.92) 

 

2.2.3 Why is Ongoing Professional Development important in teaching?  

Many educators emphasize the importance of continuing one’s PD especially that of 

teachers since some of them may feel that they are not trained well. Villegas-Reimers 

(2003) points out that “a significant number of teachers throughout the world are under-

prepared for their profession” (p.19). 

 

There is a constant urge to train teachers to offer “the conditions and opportunities for all 

learners to achieve their full potential” (NCF, 2011, p.16). Teachers need to be 

adequately trained to make it possible for all students to learn in the best classroom 

environment possible. Therefore, student learning is dependent mostly on teachers’ 

performance (Hawley & Valli, n.d., as cited in Darling-Hammond & Skyes, 1999). From 
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the study carried out by Bolam et al. (2005), teachers identified a correlation between 

their ongoing professional training and student learning and changes in their teaching 

methods (as cited in Vescio, Ross & Adams, 2008).  

 

Professionals are there to guide teachers and give appropriate feedback when the need 

arises since “teachers do not develop their strategies and styles of teaching entirely 

alone” (Hargreaves, n.d., as cited in Hargreaves & Fullan, 1992, p.217). Therefore, all 

teachers need training to inculcate specific needs or tools which are considered to be an 

asset in today’s schools such as the use of interactive whiteboard and other common 

issues which teachers face such as adapting learning and resources to support children 

with special needs (Kosko & Wilkins, 2009). Collaboration between teachers is also 

another important aspect in the teaching profession which needs to be practised by 

teachers. Attard Tonna & Calleja (2010) state that, “one of the most effective ways to 

promote professional collaboration is through in-service teacher education and training” 

(p.38).  
 

Nowadays, society has become a fundamental agent in teachers’ education since it 

demands more from their professional role, thus, increasing their responsibilities 

(European Union, 2010). In return, this brings about more training carried out by 

teachers in order to broaden their knowledge and cope with challenging situations which 

they may encounter to make teaching a successful learning experience. However, 

teaching has become a complex task which teachers need to perform due to many 

reasons such as increased responsibility and workload which results in exhaustion and 

eventually many teachers suffer burn-out. Therefore, teachers need to be well-prepared 

and equipped with the right teaching tools to make learning more accessible to students 

by improving their level of expertise (Eurydice, 2008).  

 

 

2.3 Advantages of Professional Development 

2.3.1 Does it promote student learning or teacher-centered education? 

Researchers believe that ongoing training and lifelong learning are two vital mechanisms 

which constitute the teacher and bring about change in schools (Putnam and Borko, 
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2000; Sleegers, Bolhuis and Geijsel, 2005; Smylie and Hart, 1999, as cited in European 

Union, 2010). Adey (2004) emphasizes the importance of educational change through 

focusing on “human teachers [who] are and will remain at the centre of the educational 

system, and thus the continuing professional development of teachers remains the most 

important force in the quest for educational improvement” (p.3). 

 

Villegas-Reimers (2003) states that, "successful professional-development experiences 

have a noticeable impact on teachers' work, both in and out of the classroom" (p.19). 

Teachers' attitudes and values are influenced by the PD taken (Villegas-Reimers, 2003). 

Borko & Putnam (1995) emphasized the notion that PD greatly influences and 

eventually changes the teaching methods of teachers which have a positive impact on 

students' learning (as cited in Villegas-Reimers, 2003). However, Calleja & Montebello 

(2006) state that “it is only through reflective practice, in which teachers critically reflect 

on the strategies and methods they use, that a transformation can come about” (p.59). 

Baker & Smith (1999) gave importance to a list of characteristics present in PD which 

mostly help teachers develop their teaching skills and improve learning in the classroom 

(as cited in Villegas-Reimers, 2003). These characteristics include emphasizing realistic  

(Calleja & Montebello, 2006) and achievable targets, "support from colleagues", a 

myriad of opportunities available to teachers to evaluate the outcomes of learners when 

improving teacher education and "activities that include both technical and conceptual 

aspects of instructions" (Villegas-Reimers, 2003, p.21). Ongoing PD should eventually 

be evaluated in relation to improved student attainment (Neil & Morgan, 2003). In the 

study carried out by Supovitz (2002), it was found out that “giving teachers the power to 

be decision makers in their own learning process was essential to improving students’ 

learning” (as cited in Vescio, Ross & Adams, 2008, p.85). Another determinant factor in 

assessing the correlation between student achievement and the level of teacher 

professional development "is whether teachers are teaching a subject for which they 

were prepared to teach" (Villegas-Reimers, 2003, p.23). This will greatly affect the 

performance of teachers and the learning outcomes of learners.  
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2.4 Factors that encourage more Professional Development amongst 

teachers. 

One important aspect of PD is that all teachers need to undergo training for making 

progress in schools more attainable. Thus, many stakeholders emphasize the importance 

of training teachers to improve teaching and learning in schools. This is also pointed out 

by Adey (2004) where he states that there is a “continuing demand from society…for 

improvements in the quality of education” (p.2). Villegas-Reimers (2003) states that, 

“the depth of knowledge and practice expected of a teacher has increased over the past 

few years” (p.125).  

 

For educational change to take place, teachers need to be intrinsically motivated for 

more training. Schools are considered to be "the most immediate sources of internal 

support for teacher professional growth" (Bezzina, 2002, p.69). Therefore, schools 

should aim to develop structures of support which help teachers keep up with their PD 

(Bezzina, 2002). Heads of Schools are highly influential in supporting teachers' PD. 

There are a number of ways how PD can be encouraged by the Heads of Schools. 

However, it is essential that Heads of Schools are committed and active in organising in-

school PD throughout the whole scholastic year which best meets teachers' needs. In-

school PD is important since it is specifically planned by the Head of School to cater for 

the needs of teachers in a particular school context. Therefore, teachers are expected to 

be more involved as the PD programme is more focused and intensified according to 

their specific needs. This makes it more interesting since there is more participation 

from teachers rather than making them passive recipients (Bezzina, 2002). Furthermore, 

Bezzina (2002) states that PD courses need "to directly address immediate and long-term 

needs at the school site" (p.71). 

 

Nowadays, there is a closer link between teachers due to new technology which is 

continuously evolving especially through School Online Sites which are created to bring 

schools together where teachers can share resources and other useful material to 

facilitate learning. This new system in schools is brought about by further PD and 

specialization in ICT skills together with school policies which encourage the use of ICT 
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and collaboration amongst teachers (NCF, 2011). According to Crawley et al. (2009), 

1,308 teachers took part in a survey carried out in 2008 where one third of teachers 

stated that they enhanced their teaching skills through eTwinning, which is an online 

platform that promotes collaboration between schools in Europe (as cited in  (Vuorikari, 

2010). Furthermore, more than 75% of teachers surveyed also stated that through the 

eTwinning project, they improved in many key areas including ICT skills, teaching and 

communication skills, interdisciplinary skills together with gaining more knowledge 

about innovative teaching approaches (Vuorikari, 2010). Thus, through the eTwinning 

project which is an international organization, established in 2005, teachers are trained 

and supported all the way through and are given a “wide range of awards” which serve 

as extrinsic motivation (Gilleran, 2007, as cited in  Crawley, Dumitru & Gilleran, p.5). 

Therefore, motivation can also be present through external rewards which serve as an 

incentive which triggers more PD amongst teachers. Apart from being an eTwinning 

project which embraces lifelong learning, more than 90% of teachers admitted that “it 

was fun” (Vuorikari, 2010, p.7).  

 

Additionally, teachers may feel motivated to learn more about particular topics which 

they find interesting especially those which are mostly encountered during their teaching 

experience in schools. Therefore, motivation has to come from within. When progress is 

made in particular subjects, they feel more at ease when handling certain issues or 

problems, thus, improving students’ learning and needs. Teachers need to put into 

practice what they have learnt during PD courses so that “they will enhance the quality 

of the teaching and learning taking place in their classrooms and they will benefit the 

schools in which they are working” (Neil & Morgan, 2003, p.40).  

 

"In seeking to meet teachers’ professional development requirements, policy makers and 

practitioners need to consider both how to support and encourage participation and how 

to ensure that opportunities match teachers’ perceived needs" (OECD, 2009, p.78). One 

way of encouraging participation of teachers is by offering "incentives such as salary 

increases or credits for promotion" (European Union, 2010, p.47). However, "not all 

kinds of professional development activity may result in a salary increase" (European 
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Union, 2010, p.48). Teachers in Iceland have a teachers' wage contract which states that 

a salary increase is given when they possess master’s degrees and doctorates (European 

Union, 2010). In Spain, teachers are given remuneration "for civil service teaching staff 

after a minimum of five or six years of teaching" and have to prove that they attended a 

minimum amount of hours of professional training (European Union, 2010, p.48). 

Policies are also another tool in raising teachers' participation (European Union, 2010).  

 

Teachers in Estonia are given an incentive when continuing their PD.  There are four 

different professional levels which are attributed to teachers according to their amount of 

PD courses taken after completing their initial teaching training (Vuorikari, 2010). These 

are "junior teacher", "teacher", "senior teacher" and "teacher methodologist" (Vuorikari, 

2010, p.25). Teachers are extrinsically motivated to take PD courses to help them move 

up from one level to the next by improving their professional career status which is 

eventually reflected in their salary (Vuorikari, 2010, p.26). Therefore, there is a 

correlation between the professional status of teachers and the amount of PD taken. 

 

2.5 Barriers which teachers encounter when continuing Professional 

Development 

Time and financial resources are the most common barriers which teachers encounter 

(Villegas-Reimers, 2003). Other barriers to PD are also highlighted by Bezzina (2002) 

where he states that INSET is usually given to a small amount of teachers. Teachers may 

not find enough support to develop professionally. Attard Tonna & Calleja (2010) state 

that, “not all professional learning processes manage to create the ambience and the 

adequate support structures for these communities to develop” (p.38). Another drawback 

is that Heads of Schools and teachers are not given an opportunity to choose and 

prioritize their needs to be met in the INSET organised by different organisations 

(Bezzina, 2002). Therefore, their needs are not adequately addressed. There should also 

be appropriate "follow-up procedures" to establish the relevance and quality of the in-

service training (Bezzina, 2002, p.65). Furthermore, PD is usually limited to out of 

school courses with little reference made to in-school PD activities (Bezzina, 2002). A 

crucial lacking factor in the planning of INSET given to teachers is the element of 
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continuity which is very important when dealing with educational needs (Bezzina, 

2002). As a result, its effectiveness in the classroom is downgraded since PD is not 

ongoing. PD courses should reflect the reality in schools rather than seen as a separate 

entity. Lack of collaboration between different organizations is another barrier involved 

in the planning of INSET (Bezzina, 2002).  

 

From the Teaching and Learning International Survey (TALIS) carried out in 2007 and 

2008 by OECD (2009), teachers who were willing to do more PD where asked to give 

reasons for not continuing their PD. The most common reasons given by teachers were 

"conflict with work schedule" with 47% of teachers and "no suitable professional 

development" with 42% (OECD, 2009, p.72). The latter reasons where the most 

common barriers cited by teachers in all of the OECD countries, except for four 

countries including Hungary, Mexico, Poland and Malta where teachers cited a different 

barrier to PD. Teachers in Hungary, Mexico and Poland reported that the cost of PD was 

the most problematic of all barriers with 47%, 49% and 51% respectively (OECD, 

2009). Teachers in Malta (45%) cited that "family responsibilities" was the most 

common barrier which effected their participation in more PD (OECD, 2009, p.72). 

More than one third of teachers in Denmark reported that "lack of employer support" 

was another barrier to PD (OECD, 2009, p.72). However, a small number of teachers in 

Bulgaria, Italy and Spain cited the latter as a barrier (OECD, 2009). Another common 

barrier was present in three countries mentioned by teachers in Malaysia is the lack of 

requirements needed for the appropriate development to take place (OECD, 2009). 

 

The European Union (2010) states that "not only are there few incentives to encourage 

teachers' participation in continuous professional development, but penalties for failure 

to participate appear to be uncommon" (p.49). However, particular countries penalize 

teachers for not participating, these include Belgium, Malta and Portugal where they can 

also be "regarded as a negative element in the appraisal of teachers" (European Union, 

2010, p.49). 
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Another barrier is that teachers' status in certain countries, including Malta, remains the 

same even when teachers continue their PD. In Estonia, "if a senior-level teacher fails to 

engage in continuous professional development, he or she may fall back in status level" 

(Vuorikari, 2010, p.26). 

 

2.6 Teachers’ Professional Development in Foreign Countries 

In different countries, ongoing PD is offered to teachers in diverse ways, that is, 

pedagogy, structure and other important factors established in education policies. 

Ongoing training in other countries may be paid by teachers themselves or by specific 

organisations, it can also be compulsory or on voluntary basis (European Union, 2010). 

In most of the EU countries, the budget for PD is managed by the education authority 

(European Union, 2010). This is present in Bulgaria, France, Germany, Hungary, 

Ireland, Malta, Portugal and Spain. However, in other countries PD is not funded by the 

education authority but it has to be taken care of by teachers themselves (European 

Union, 2010). Teachers in Estonia, who receive their salary from the state budget, have 

to forward at least 3% of their teachers' salary fund to their local authorities to be used 

for their PD (Eurydice, 2008, as cited in European Union, 2010). Therefore, not all 

countries offer free PD courses for teachers. In Finland, ongoing PD which is organised 

at school is free of charge since it is planned and financed by the education sector 

(European Union, 2010). 

 

PD in Luxembourg, Poland, Portugal, Slovakia, Slovenia and Spain is optional; 

however, it is tied with career growth and salary increase (European Union, 2010). 

Teachers in Luxembourg and Spain are entitled for a salary bonus when they attend an 

amount of PD courses (European Union, 2010). Teachers in the other four countries are 

given special credits for attending PD courses which are taken into consideration when 

applying for promotions (European Union, 2010). On the other hand, ongoing PD in 

Cyprus, Greece and Italy is considered as an obligation for newly qualified teachers 

(Eurydice, 2008; European Commission, 2009, as cited in European Union, 2010). 

 



 

16 

 

According to the TALIS survey carried out by OECD (2009) in twenty-three countries, 

“on average across countries, more than half of the teachers surveyed reported having 

wanted more professional development than they had received” (p.59). The highest 

percentage of teachers who demanded more professional training were those in Mexico, 

Brazil and Malaysia with over 80%. Belgium had the lowest percentage of teachers who 

did not demand more professional training with a percentage of 31% (OECD, 2009). 

 

The European Union (2010) found that on average, 89% of teachers from the 23 

contributing countries had stated that they engaged in PD for at least one day during a 

period of 18 months before the survey was carried out. On a positive note, it is quite 

impressing since it shows a high percentage of teachers who involved themselves in 

ongoing training. From the fifteen EU countries participating in this study, Spain had the 

highest percentage since all teachers participated in PD during a period of 18 months 

whereas the Slovak Republic had the lowest percentage of less than 75% of teachers 

(European Union, 2010). From eight non-EU countries, Australia had the highest 

percentage of teachers participating in PD with more than 95%, however, Turkey had 

the least number of trained teachers with less than 75% (European Union, 2010). 

 

According to the TALIS survey carried out in 2007 and 2008, teachers were asked to 

rate different areas which they considered as needing more training for their professional 

growth. From the 23 participating countries, nearly one third of teachers rated "teaching 

special learning needs students" as a high development need; therefore, teachers require 

more training in particular areas (OECD, 2009, p.60). The second area chosen for more 

PD was "Information and communication technology (ICT) teaching skills" with 25% of 

teachers (OECD, 2009, p.60). Another important area which teachers rated as needing 

more training was "student discipline and behaviour" with 21% of teachers (OECD, 

2009, p.61). Moreover, organisations have to cater for teachers' priority needs for more 

professional growth. Teachers should be consulted regularly with regards to courses 

organised especially INSET for effective learning. "Ongoing professional development 

in classroom management is essential for all teachers but especially important for new 

teachers" (Oliver & Reschly, 2007, p.3).   
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Factors which greatly influence teachers' participation in PD are age, qualification level 

and gender (European Union, 2010). "On average among participating countries, the 

amount of professional development that teachers received decreased with age" 

(European Union, 2010, p.61). On average, from the TALIS participating countries, 

female teachers participated in slightly more PD than males (European Union, 2010). 

 

2.7 Ongoing Professional Development in Malta 

INSET was primarily established in Malta in 1988 by Profs C. Bezzina who is a current 

lecturer at the University of Malta. INSET was given to teachers on voluntary basis 

which was for one week and gradually became a three-day compulsory course in 1994. 

 

According to Attard Tonna & Calleja (2010) there are two types of INSET in Malta. 

INSET is organised by the two Directorates within the Ministry of Education, Youth and 

Employment, mainly by the Directorate for Quality and Standards in Education (DQSE) 

under the supervision of the Director Curriculum management and e-Learning 

(DCMeL). However, teachers can also opt to “engage in professional education by 

undertaking post-graduate courses organized by the University of Malta and the various 

institutions which offer distance education opportunities” (Attard Tonna & Calleja, 

2010, p.38). 

 

The Education Officers within the DQSE are responsible for the INSET which is offered 

to all teachers in State Schools on a compulsory basis, which is costly for the Maltese 

Government since it is free of charge. The present system of INSET caters for a large 

amount of teachers, therefore, it is effective when it comes to planning. However, "the 

three-day format of training is too short for any teacher educator to succeed in 

propagating a sense of community within the group" (Attard Tonna & Calleja, 2010, 

p.40). Bezzina (2002) criticises the present PD of teachers since “there is no link 

between the pre-service and ongoing PD of teachers” (p.59). Attard Tonna & Calleja 

(2010) state that, "the design of these courses purports individualism because teachers 

are asked to attend solely on the basis of their respective duties/responsibilities within 

their classroom" (p.40). Moreover, teachers who attend INSET do not have the 
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opportunity to meet the same cohort of teachers every year; therefore, it is more 

challenging to build collegial relationships (Attard Tonna & Calleja, 2010). 

Furthermore, it is also difficult for teachers to build a close bond with the education 

officers responsible for the training programme (Attard Tonna & Calleja, 2010). INSET 

in Malta is not constructed on teachers’ experience and knowledge level since “training 

is often disconnected from real teaching experience as teachers are not given the 

opportunity to experiment and return with feedback, or receive support” (Attard Tonna 

& Calleja, 2010, p.50). In fact, the “training objectives and knowledge imparted do not 

originate from the teachers themselves” but they derive from policy makers which are 

not in line with the challenges that teachers currently face (Attard Tonna & Calleja, 

2010, p.50).   

 

Teachers working in State schools are obliged to attend INSET if called by Education 

Officers and they are not remunerated. Teachers can attend voluntary INSET if they are 

not called by Education Officers for compulsory courses. At present, Secondary teachers 

are attending the Fronter training to equip themselves with the necessary skills and 

knowledge in order to use the Fronter Learning platform. The latter is an online platform 

used mainly by teachers, children and parents where teaching resources and other useful 

material are shared between schools. Teachers attend six sessions of PD about the 

Fronter Learning platform, consisting of two hours each which is part of INSET. Thus, 

teachers will not be called to attend compulsory INSET in July or September. On the 

other hand, Primary teachers finished the Fronter training.  

 

Teachers in Independent and Church Schools can also apply for INSET, however, 

training is usually organised by the Independent and Church Schools' administration. 

Schools can also decide to organise in-school training which is more focused on the 

School or College which is specifically oriented to cater for teachers' needs (Attard 

Tonna & Calleja, 2010). This type of training may help to increase the level of 

effectiveness to teachers involved which also allows them "to organise and provide part 

of the training themselves" (Attard Tonna & Calleja, 2010, p.39). However, in-school 
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based training may not always include and give importance to teachers' experience 

which eventually affects the intended outcomes (Attard Tonna & Calleja, 2010).  

 

Apart from the ongoing training such as INSET, teachers may opt to further their studies 

through scholarship schemes such as The Malta Government Scholarship Scheme 

(MGSS) and the Strategic Educational Pathways Scholarships (STEPS). The former was 

established in 2006 and it is Government funded. MGSS focuses more on the personal 

development of teachers. On the other hand, STEPS is also another scholarship scheme 

which is European Union (EU) funded and helps teachers grow professionally.  

 

Other courses are offered by the University of Malta such as the Let Me Learn in-service 

training where teachers attend a structured course during the scholastic year. The Let Me 

Learn in-service training is a PD programme “which is built on reflection and exchange 

of ideas between teachers, and on collaborative work between teachers and learners in 

their classrooms” (Calleja & Montebello, 2006, p.55). In this way, "teachers are exposed 

to a much longer period to the training involved, and the teaching community that 

accompanies them during the training" (Attard Tonna & Calleja, 2010, p.42). Once the 

training is over, teachers can choose to be mentored for the following scholastic year 

which serves as a support structure for developing their new learnt pedagogy in the 

classroom (Attard Tonna & Calleja, 2010). One teacher stated that it helped her develop 

both professionally and on a personal level since it is about “reflection and exchange of 

ideas between teachers, and on collaborative work between teachers and learners in their 

classrooms” (Calleja & Montebello, 2006, p.55). Another particular teacher 

"experienced the LML process as a process of creative changes brought about in her 

methodology" (Calleja & Montebello, 2006, p.59).  

 

Bezzina (2002) states that "Maltese schools need to develop supervision and evaluation 

systems as part of the culture of the schools in order to promote professional growth 

experiences of teachers" (p.69). According to the NCF (2012), "regular curricular 

support as well as re-skilling and up-skilling of teachers and school leaders is needed to 

ensure that they have the necessary understanding, skills and tools" (p.18). Therefore, it 
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is essential for teachers to delve deeper in more professional training since "the NCF 

supports a pedagogy that requires teachers to have a wider repertoire of skills" (NCF, 

2012, p.18). Unfortunately, from the TALIS survey (2007-08) it resulted that many 

teachers in Malta do not continue their PD due to family responsibilities (OECD, 2009). 

In fact, teachers in Malta reported 7.3 intensive days which is amongst the lowest 

average number of days when compared with other EU countries (European Union, 

2010). 

 

Heads of Schools have the duty to organise PD sessions which make part of INSET. 

According to the 2007 and 2010 agreement between the Government and the Malta 

Union of Teachers (MUT) teachers need to attend three sessions after school hours each 

consisting of two hours during one scholastic year. Teachers attending these sessions are 

“remunerated at overtime rates” (Government - MUT Agreement, 2010, p.48). In the 

last agreement done in 2010, the Government and MUT agreed that if needed there may 

be more PD sessions performed to teaching staff which is regarded as more “intensive” 

(p.48). However, College Principals need to request permission beforehand from the 

DQSE and DES before starting such intensive training (Government – MUT Agreement, 

2010). Heads of Schools were required to organise three PD Sessions about the use of 

the interactive whiteboard since it is a new teaching tool which demands training. 

Teachers had to attend these PD sessions after-school hours and were remunerated. This 

was still in place until December 2012. 

 

Two new sections were published in the 2010 Agreement between the Government and 

MUT, which are: 

(2) All College and school-based teaching staff shall be required 

to participate in one day-long School Development Plan day 

dedicated to the review and planning of the school’s SDP. This 

school day shall be during full days; during this day students will 

not attend school. 

(4) College Principals, after consultation with the Council of 

Heads, may request the Directors General DES and DQSE to 

make use of part or all of the yearly professional development 

and school development entitlement as per sub-clauses 1 and 2 

above for the delivery of an intensive professional development 
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and/or school development programme for the staff of one or 

more schools in their College, in accordance with national and 

College-based strategic plans (p.48). 
 

These sections (2) and (4) of the Agreement between the Government and MUT (2010) 

were not mentioned in the Government – MUT Agreement published in 2007. 

Therefore, there has been more progress from 2007 up till now which signifies that more 

PD could take place if authorised by DQSE and DES. In addition to this, schools are 

dedicating more time to reflect and design the School Development Plan (SDP) where 

teachers are considered key players in decision-making. It is crucial for teachers to 

participate in decision making because it leaves positive outcomes on teachers’ attitudes 

with regards to change (Smylie, Lazarus and Brownlee-Conyers, 1996; Jongmans etal., 

2004; Geijsel et al., 2001, 2009, as cited in European Union, 2010). In Malta, "although 

efforts are being made for schools to become more autonomous, this is not always being 

reflected in the development of professional development programmes for the teachers 

concerned" (Attard Tonna & Calleja, 2010, p.40).  

 

Ingvarson (1998) makes a distinction between the traditional PD given to teachers which 

is usually referred to as ‘in-service training’ and ‘standard-base system’ where teachers 

identify their own needs together with professionals (as cited in Villegas-Reimers, 2003, 

p.16). In Malta, we still refer to the ongoing training given to teachers as ‘in-service 

training’ or INSET rather than ‘standard-base system’ (Ingvarson, 1998, as cited in 

Villegas-Reimers, 2003). Teachers should stand up for their voice and participate in 

decision-making since they are more knowledgeable about children’s needs together 

with school needs (Ingvarson, 1998, as cited in Villegas-Reimers, 2003; Attard Tonna & 

Calleja, 2010). Although there is a “variety of training opportunities, teachers are still 

not sufficiently supported to address the several changes they are experiencing within 

their schools and classrooms” (Attard Tonna & Calleja, 2010, p.39). Attard Tonna & 

Calleja (2010) state that although teachers are facing difficulties with differentiation in 

their classroom and the implementation of inclusive strategies, they are not given any 

training on differentiation since this need is not given importance on a national level. 
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The present INSET does not encourage teachers to participate and respond to the 

learning needs of their profession (Attard Tonna & Calleja, 2010).  

 

The Government – MUT agreement (2007, 2010) emphasize the importance of 

embracing lifelong learning. Therefore, teachers are required to continuously update 

themselves with information and improve their skills to fulfill the needs of the education 

system for better learning. Furthermore, teachers are expected “to attend in-service 

training for three working days immediately prior to their reporting for duty in 

September or immediately following the closure of schools for the summer recess” 

(p.29). Therefore, PD in Malta is not ongoing as it is given to teachers in a stipulated 

time which is short-term and not distributed throughout the scholastic year. Thus, "the 

level of re-skilling and up-skilling programmes" that need to be taken by teachers and 

Heads of School "require more time than the current structure for continuous 

professional development training permits" (NCF, 2012, p.19). The working group 

within the Ministry of Education and Employment state that Directorates should consult 

with the MUT "in order to find a solution to this urgent matter that includes ways of 

encouraging teachers to invest in their own continuous professional development" (NCF, 

2012, p.19). 

 

Nowadays, INSET is part of teachers’ PD, however, other PD courses and scholarships 

are also available to teachers. Some PD courses and scholarships can be taken part-time 

to help them cope with their teaching career, family and also with their studies. These 

include Diploma, Degree, Masters Degree and Doctorate which are of a higher 

qualification than the initial training given to teachers to get the teaching warrant. The 

Government - MUT Agreement (2007, 2010) states that teachers in possession of the 

latter qualification/s are all given an extra allowance per year. Therefore, apart from 

gaining more knowledge in the field of teaching, teachers are given an incentive to 

continue their studies through an extra allowance given every year according to the 

degree obtained. According to the agreement between the Government and MUT (2007, 

2010), teachers with higher qualifications are given an allowance. Teachers with a:  
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a.) Diploma are given an allowance of Euro 349.41 per annum,  

b.) Degree are given an allowance of Euro 465.87 per annum, 

c.)  Masters Degree are given an allowance of Euro 698.81 per annum, 

d.) Doctorate are given an allowance of Euro 931.75 per annum. 

 

One could also point out that the allowance rates have not changed from 2007 up till 

now but remained the same. Moreover, it is the need to fulfill their personal growth and 

the necessity to learn new things that encourages teachers to continue their PD. 

Therefore, the increment in their wage may only serve as an extrinsic motivation as it is 

less influential than the intrinsic motivation which teachers are empowered with. 

Empowerment gives teachers a sense of belonging together with "increased 

professionalism as teachers assume responsibility for an involvement in the decision-

making process" (Bezzina, 2002, p.65). 

 

2.8 Conclusion   

This chapter defined the concept of teachers' PD by referring to different work of 

researchers in this field. It also examined the importance of ongoing professional 

training taken by teachers which improves both teachers' professional career and 

children's learning. As stated earlier, PD can manifest itself in different ways; however, 

the most common method taken by teachers is through PD courses which rely on social 

contact and interaction which are fundamental tools in teaching. 

 

Moreover, the main factors which encourage teachers' participation in ongoing training 

were also explored. The common barriers which teachers encounter when continuing 

their PD were also discussed in more detail. I also gave a general overview of the 

present situation of teachers' PD in foreign countries. Although PD of teachers is 

important, it is still not equally practised by teachers in different countries. In the last 

part of the chapter I focused on the different aspects of PD courses which Maltese 

teachers participate in especially INSET and other PD courses by focusing on their pros 

and cons.
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Design and Methodology 

3.1   Introduction   

This chapter presents the qualitative tools which were used in conducting this case 

study. One Primary school was chosen for the study due to time constraints. This 

particular school was chosen for two main reasons. Firstly, my school placement for my 

third teaching practice was in this school. Secondly, it is situated in the North of Malta 

which made traveling easier for me. 

 

Moreover, this chapter also gives a brief account of the aims of the study and the process 

which was involved when formulating the questions for the interviews and 

questionnaires. 

 

3.2 The Aims of the Study 

This research is based on four main objectives. The first aim is a general one, which is 

about the perception of educators especially that of teachers with regards to ongoing PD 

and its importance. The second aim is more deep-rooted as it examines how many 

teachers are aware of different courses offered to them which enrich their professional 

career. It also investigates if teachers are continuing or are willing to continue their PD 

through means of scholarships, masters, doctorate, diploma, degree and other courses 

offered by private and government institutions. The third, is the amount and quality of 

in-service courses Maltese teachers attend to and their worth. Therefore, the study will 

show if Maltese teachers are satisfied with regards to the quality, time of year and 

planning of in-service courses they receive. The fourth and last aim of the study is 

crucial since it focuses on the factors which might encourage or hinder teachers from 

continuing their professional development. It will also attempt to answer the question of 

whether ongoing training is considered as being a helpful agent in the professional 

growth of teachers or to accommodate their personal development needs. 
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3.3 Research Methodology 

To conduct this research, a local Primary State School was chosen. The following 

research methods were used: 

 

a. Interviews 

b. Questionnaires 

c. Official Documents 

 

These three research tools were used to gather as many data as possible which were 

analyzed for results. "Triangular techniques in the social sciences attempt to map out, or 

explain more fully, the richness and complexity of human behaviour by studying it from 

more than one standpoint and, in so doing, by making use of both quantitative and 

qualitative data" (Cohen, Manion & Morrison, 2011, p.195). Therefore, this 

Methodological Triangulation makes the research more reliable and authentic which 

eventually helps the researcher achieve validity by comparing the yielded results from 

the three approaches used. "Validity is an important key to effective research" (Cohen et 

al., 2011, p. 179). Cohen et al. (2011) state that "advantages of the mixed-method 

approach in social research are manifold" (p.195). On the contrary, using one research 

method can make the research biased or may "distort the researcher's picture of the 

particular slice of reality she is investigating" (Lin, 1976, as cited in Cohen et al., 2011, 

p.195). Using different research methods is vital as it represents different viewpoints of 

different participants (Cohen et al., 2011).  "Research methods act as filters through 

which the environment is selectively experienced" (Cohen et al., 2011, p.195).  

 

3.4 Reasons for Choice 

The aim of conducting a case study in a local Primary State school is because it depicts 

the “cause and effect” of a particular situation, (Cohen et al., 2011, p. 289). Moreover, 

“a case study provides a unique example of real people in real situations, enabling 

readers to understand ideas more clearly than simply by presenting them with abstract 

theories or principles” (Cohen et al., 2011, p. 289). 
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A case study allows in-depth data to be obtained by the researcher. According to Yin 

(2009) case studies are richer in data rather than using historical studies on its own since 

interviews can be done (as cited in Cohen et al., 2011). 

 

3.4.1 Semi-Structured Interviews 

Interviews are good tools to use in a research since the interviewer could ask more 

questions for verifying understanding. The interviewee could also give more details 

rather than giving a short response. Interviews are essential in acquiring data because as 

Cohen et al. (2011) state: 

 

“the interview is a flexible tool for data collection, enabling 

multi-sensory channels to be used [that is] verbal, non-verbal, 

spoken and heard ... the order of the interview can be controlled 

whilst still giving space for spontaneity, and the interviewer can 

press not only for complete answers but for responses about 

complex and deep issues.” (p. 409). 

 

However, conducting interviews take a lot of time in order to obtain an adequate amount 

of data since it is “a social, interpersonal encounter, not merely a data collection 

exercise” (Cohen et al., 2011, p.421). Moreover, the interviewer has to have good 

questioning skills so that the discussion does not deviate from the research question. 

After the interview has been conducted, the interviewer has to do the transcription in a 

responsive manner since data can be easily lost especially when translating from 

Language 1 to Language 2. 

 

Although there are different types of interviews, I used semi-structured interviews which 

"seek description and interpretation" (Kvale, 1996, as cited in Cohen et al., 2011, p.412). 

The questions asked where designed in a direct approach where respondent's views are 

more specific (Cohen et al., 2011). Morrison (1993) states that "the framing of questions 

for a semi-structured interview will also need to consider prompts and probes" (as cited 

in Cohen et al., 2011, p. 420). Prompts are important in a semi-structured interview since 

it allows the interviewer clarify a question for better understanding by repeating the 

question again or by asking a follow-up question such as 'why' (Cohen et al., 2011). 



 

28 

 

Probes are also effective as they allow the interviewee to give a detailed account of a 

particular issue which is being addressed by the interviewer (Cohen et al., 2011). 

"Probes enable the interviewer to ask respondents to extend, elaborate, add to, provide 

detail for, clarify or qualify their response, thereby addressing richness, depth of 

response, comprehensiveness and honesty that are some of the hallmarks of successful 

interviewing" (Cohen et al., 2011, p.420). In fact, Aldridge & Levine (2001) believe that 

probes facilitate the responses given during the interview because of two reasons firstly 

being "respondent is encouraged to elaborate on accounts that have given or opinions 

they hold" and also "more detailed factual information is sought" (as cited in Cohen et 

al., 2011, p.421). Therefore, semi-structured interviews provide in-depth data which 

affects the richness of the research (Cohen et al., 2011). 

 

3.4.2 Structured Questionnaires 

An advantage of using questionnaires is that questions are usually straightforward and 

can be easily filled by the participants without the need for the researcher to be present. 

Therefore, questionnaires were the best method to use to gather data from different 

primary teachers since it was difficult to do an interview with all the teachers as it is 

time consuming. 

 

However, the main disadvantage of using this type of approach is that participants may 

not understand well the question posed. They may also give little detail needed for the 

study, not enough space may be provided on the paper so information is lost as it is not 

written down. It is also remarked by Belson, 1986 (as cited in Cohen et al., 2011) that 

respondents may not be honest and accurate when filling in the questionnaires. 

Unfortunately, questionnaires may be filled in quickly and “there is often too low a 

percentage of returns” (Cohen et al., 2011, p. 209). Another disadvantage put forward is 

that “different respondents interpret the same words differently” thus, giving different 

meaning to the response (Cohen et al., 2011, p. 384). 

 

Structured questionnaires allow participants to answer in less time especially when 

having multiple choice questions. Multiple choice questions were mostly used since they 
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are “quickly coded and quickly aggregated to give frequencies of response” (Cohen et 

al., 2011, p.384). Great importance should also be given to the layout of the 

questionnaire in terms of length, questions and font, so that respondents will not be 

discouraged, Cohen et al. (2011). 

 

3.4.3 Official Documents 

Documents are one of the most important methods used in qualitative research which 

also "include electronic and digital resources" (Atkinson & Coffey, 2004, p.57). "Of 

course documentary work may be the main undertaking of qualitative research in its own 

right" (Prior, 2003, as cited in Atkinson & Coffey, 2004). As stated by Atkinson & 

Coffey (2004) "the production and consumption of documentary data has formed a part 

of qualitative analysis of a range of settings" (p.58). Documentary sources are easy to 

access and provide a large amount of information (Prior, 2004). “Documentary research 

offers a means of promoting methodological pluralism which seems especially 

appropriate in a field as diverse and challenging as education” (Cohen et al., 2011, 

p.254).  

 

Documents need to be examined carefully by the researcher to make it easier for the 

interpretation of the concepts that are communicated which also requires the researcher 

to read between the lines. The researcher has to be aware of certain values and beliefs 

which the authors portray (Cohen et al., 2011). Documents play an important part in the 

production of "self and identity" (Prior, 2004, p.77). In fact, Atkinson & Coffey (2004) 

point out that "documents are 'social facts', in that they are produced, shared and used in 

socially organized ways" (p.58). However, Prior (2004) states that "text and 

documentation are not only produced, but also, in turn, are productive" (p.84) as they 

give a lot of data. Prior (2004) regards documents as being "containers of content" for 

the researchers who specialize in the social sciences (p.77). 

 

According to Scott (1990), one main disadvantage of using documents is that they are 

not always representative, thus, not reliable (as cited in Cohen et al., 2011). Furthermore, 

they are frequently criticized for lacking the connection with classrooms, teachers and 
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learners and the learning environment as they are more concerned about the theory 

element (Cohen et al., 2011). 

 

3.5 The Process of Data Gathering 

It is the process which entails the researcher to delve deeper into the topic to discover 

and understand the multifaceted term of ongoing professional development. It requires 

time, planning and also an effort to produce.  

 

Face-to-face interviews were conducted with the Director of Lifelong Learning, 

Assistant Director of Quality and Standards in Education who is responsible for In-

Service Training given in Malta, the College Principal, the Head of School and a 

Primary School Teacher. Respondents were given a covering letter and an informed 

consent in order to participate in the research. Interviews were carried out on different 

dates and they all took 30 to 55 minutes each. However, the interview which was carried 

out with the teacher took only 10 minutes since the teacher had to return to the class to 

continue the lessons of the day. They were all audio recorded since it is “difficult to 

write down or record during the interview” (Cohen et al., 2011), however, one 

participant refused to do so and minutes were taken during the interview. 

 

The questionnaires were administered to teachers of all year groups in one particular 

school in the North of Malta to gather information about their level of professional 

training taken together with their perception on in-service training offered. 

Questionnaires show the number of teachers not / interested in continuing their 

professional development and their justification. Respondents were given a covering 

letter together with an informed consent “to indicate the aim of the research, to convey 

to respondents its importance, to assure them of confidentiality and to encourage their 

replies” (Cohen et al., 2011, p. 400). It is an essential process when conducting research 

since "it offers the best opportunity for researchers to present their credentials as serious 

investigators and establish their own ethical position with respect to their proposed 

research" (Cohen et al., 2011, p.81). 
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The official documents used in this study: 

 

a. The National Curriculum Framework (2012) which highlights the importance of 

Ongoing Professional Development. 

b. The Reform Agreement signed between the Government and the Malta Union of 

Teachers in 2007 and 2010. 

c. The Lifelong Learning Report (Appendix 4) published by the Ministry of 

Education in 2011 which lists the number of Government scholarships schemes 

taken by teachers (MGSS and STEPS). 

d. The Annual In-service courses Catalogue 2012 (Appendix 5) which lists all the 

in-service courses available for teachers together with instructions on its 

relevance to teachers’ needs, the target population for each course and time of 

the year. 

 

3.6 Conclusion 

In this chapter, the aims of the research were discussed to give an outline of what is 

expected in the following chapters. I also presented a rationale of the research 

methodologies used in carrying out the research in a local Primary School together with 

the one-to-one interviews conducted with other educators in the field of lifelong 

learning.
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Discussion and Analysis 

4.1 Introduction 

In this chapter, data from the questionnaires and interviews conducted is presented and 

discussed. Teachers’ responses which are gathered from the questionnaires (Appendix 1) 

will be tackled in more detail where a comparison is made between teachers surveyed. 

Interviews carried out with a teacher, Head of School, College Principal, Assistant 

Director and Director will also be evaluated for results. 

 

4.2 How is Professional Development of teachers perceived in Malta? 

From the interviews conducted (Appendix 3), there was a common response from 

different educators. PD is seen as an important aspect in teachers' career. According to 

the Director of Lifelong Learning (Appendix 3), "PD is when every member of the staff 

cannot stop learning". The Head of School (Appendix 3), emphasized the importance of 

updating with the ongoing changes taking place, especially in the teaching profession. 

 

The College Principal (Appendix 3), believes that PD "is very important to keep abreast 

with time and seek professional development training". He also pointed out that teachers 

need to continue their PD in order to keep "up to date with current issues". The Director 

of Lifelong Learning focused on one important competency during the interview where 

he stated that the role of teachers has to be that of 'learning to learn'. The College 

Principal stated that "as a teacher you have to be an all-rounder, you continue to study 

and do research to better yourself". In fact, the Head of School said that "nowadays, 

exigencies changed a lot, reality of children changed, therefore, we have to change too". 

This can only be done through ongoing training.  

 

4.3 Do teachers think that Professional Development is important in 

their teaching profession?   

All teachers (Appendix 1) stated that PD is important in their teaching profession. The 

most common reason stated, with 43% of teachers, was that “it keeps you up-to-date 
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with new changes” being done in the education system where some of them specifically 

referred to the changes in children’s’ needs, pedagogy, technology, policies and teaching 

objectives. The second reason which 29% of teachers mentioned, was improvement in 

teaching. 

 

Others believe that PD is important in order to “share ideas” with other teachers, with 

14% of teachers. A particular teacher stated that PD is important because it is “a good 

opportunity to share ideas amongst colleagues”. This point was also mentioned by the 

Director of Lifelong Learning where he stated that "those who have more experience can 

retell how they are better tackling their problems". 

 

Teachers also mentioned that PD facilitates their professional growth, with 36% of 

teachers. One teacher stated that “it helps you reflect on your teaching career and 

improves your teaching aims”. Another teacher mentioned the importance of PD as it 

helps improve her teaching skills and abilities. A similar response of another teacher was 

that it helps “to further grow in your practice”. One particular teacher addressed PD as 

an important part of teaching which is closely related to the aspect of time. She stated 

that “we have a changing profession. Time changes, so teaching needs to change. That is 

why we need to develop ourselves professionally continuously”.  

 

Personal growth was also identified by 14% of teachers where they stated that PD 

“offers you the opportunities to learn more” since “it is always good to improve on what 

you already know”. In fact, the Director of Lifelong Learning stated that teachers' 

attitudes towards PD depends on their "true internal approach to teach and also as a 

personal growth".   
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4.4 Are teachers interested in more Professional Development? 

Teachers were asked if they were interested in doing M.A., PhD or Diploma. Many 

teachers chose M.A. as an interest, with 43% of teachers. One particular teacher was 

interested in doing M.Ed. as an area of interest. PhD and Diploma were not chosen by 

anyone. Therefore, 50% of teachers were interested in doing more PD at Masters level. 

However, the rest 50% of teachers were not interested in doing one of the courses 

mentioned in the questionnaire. The reasons which teachers gave for not opting for one 

of the courses were diverse. Time was one of the reasons which 21% of teachers 

mentioned. One particular teacher stated that she will soon retire, therefore, she is not 

interested in continuing her PD. Other teachers mentioned the fact that they are happy 

teaching and they don’t want to take another course, with 7% of teachers. It is quite 

worrying since it shows that they don’t want to continue their PD since they relate PD 

courses with other job opportunities. The College Principal pointed out that "some 

teachers only attend compulsory courses and do not attend other courses". The Director 

of Lifelong Learning said that "the misfortune is that in the field of education, it is the 

least where teachers are not applying. Across the board, Primary and Secondary teachers 

are the least who applied" (Appendix 4). Furthering their PD can offer more opportunity 

for them to grow professionally and personally, therefore, teachers can still keep their 

career going.  

Figure 1. The percentage of teachers interested in different PD. 
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4.5 What Professional Development opportunities are teachers aware 

of? 

A significant number of teachers (Appendix 1) chose Comenius as one of the PD 

opportunities / courses which they are familiar with, with 86% of teachers. The second 

most popular PD opportunity which teachers chose was STEPS, with 36% of teachers. 

All teachers never heard of MGSS which was the only PD opportunity that they did not 

tick. Commonwealth was the third most chosen, with 14% of teachers. Council of 

Europe was chosen by 7% of teachers which is a very low percentage. This shows that 

teachers are not fully aware of the various opportunities which are available. The 

Director of Lifelong Learning (Appendix 3) stated that the advertisements are made 

especially in the media and newspapers to promote scholarships. He added that posters 

are also distributed in schools; whereas, University final year students are invited to 

attend meetings. 

 

Figure 2. The percentage of teachers who are aware of different PD opportunities. 
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4.6 Are teachers interested in furthering their studies through 

scholarships or other courses being offered? 

This question (Appendix 1) indicates clearly the amount of teachers who are 

not/interested in continuing their PD. The majority of teachers are not interested in 

continuing their studies through scholarships and other courses, in fact 64% of teachers 

ticked ‘no’ which is more than half the amount of the teachers. Moreover, few teachers 

answered ‘yes’, with 29%. Other teachers were not convinced since they answered 

‘maybe’, with a 7% of teachers. There is a large gap between interested teachers and 

those who were not interested in furthering their studies which is double the amount. 

Teachers who ticked ‘yes’ were asked to state the scholarships or courses which they 

would like to choose, 7% of teachers mentioned ‘management’. The rest of teachers who 

ticked ‘yes’ did not specify their area of interest. 

 

 

Figure 3. The percentage of teachers interested in furthering their studies. 
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4.7 Did teachers attend INSET in the last 12 months? 

More than half of teachers (Appendix 1) attended INSET in the last 12 months, with 

57% of teachers. However, 43% of teachers did not attend. Therefore, in a period of one 

year only 57% of teachers attended INSET.  

 

Figure 4. The percentage of teachers who attended INSET in the last 12 months. 

 

4.8 Do teachers find INSET helpful / relevant in their Professional 

Development? 

Question 11 (Appendix 1) of the questionnaire sought to find out if INSET is helpful to 

teachers. More than half of teachers find INSET helpful, with 57% of teachers. 

However, a significant 29% of teachers stated that it is not relevant and 7% of teachers 

indicated that it is not always relevant. Some teachers stated that INSET can be helpful 

to them depending on the topic chosen such as oracy which was mentioned by a 

particular teacher. Other teachers said that INSET keeps them up-to-date with new 

teaching methods. In fact, one particular teacher who ticked 'not always' said that it is 

not always relevant since "it depends on the topic, sometimes nothing is new, and at 
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times topic is relevant and helpful". Another teacher stated that "some are relevant, some 

are given by lecturers who have no idea what happens in class". On the other hand, one 

teacher did not find INSET helpful because it is "always the same chalk and talk". 

Another response from another teacher was "saying is one thing, carrying out in the 

classroom is another". However, as one teacher claimed, INSET can be seen as an 

opportunity for teachers "to integrate with other teachers from different schools". As one 

teacher pointed out, INSET also offers teachers the possibility to learn "good tips on 

how to use formative types of assessment, questioning techniques, etc...”. During the 

interview (Appendix 3), the teacher reported that "every INSET which I had was about 

something which I was going to go through". The teacher also stated that "all the INSET 

I had was useful". 

 

 

Figure 5. The relevance of INSET in teachers’ PD. 

 

4.9 Is INSET planned effectively? 

In question 12 (Appendix 1), teachers had to tick the different aspects of INSET which 

they view positive with regards to its planning and delivery. The most characteristic 
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which teachers found effective in INSET was ‘time’ with 64% response. The second 

most chosen characteristic was ‘opportunity to share ideas’, with 57%. The third top 

rated aspect of INSET was ‘relevance in topics’, with 50% of teachers. The other factors 

where marked by many teachers including ‘schedule’, ‘hands-on activities’, 

‘participation’, ‘content’, ‘teachers/ Education Officers’ and ‘school support’, with 36%, 

21%, 21%, 14% ,14% and 7% respectively. 

 

Teachers where asked to suggest any changes that they would make to INSET where 

one particular teacher said that there should be “more information on the practicalities of 

teaching [which] are needed rather than the procedures of the directorate”. Another 

suggestion by 21% of teachers was that INSET should incorporate more hands-on 

activities to acquire more experience. Another 21% of teachers commented on the 

location where training is held, and instead they would like INSET to be organised in-

school since it is more localized. Although 50% of teachers were satisfied with the 

topics covered in INSET, one particular teacher stated that the topics chosen were not 

relevant and need to be well selected. The schedule of INSET was criticised by 7% of 

teachers. 

 

From the interviews conducted, the College Principal believes that "INSET is well 

planned but depending when it comes since it's too much of a rush". He also suggested 

that INSET should be ongoing rather than given in a fixed time. The Head of School 

stated that teachers knew about the INSET courses only a few months before and they 

had to cancel and change their appointments. She stated that “they have to be better 

planned for the exigencies of the school”. In fact, during the interview, the teacher stated 

that INSET courses have "to be more spread out during the year and not as a one full day 

so that it will be more effective because in a year's time things change". The teacher 

added that "teachers cannot stay on task for three consecutive days". It was also 

suggested by the Head of School that INSET would be organised in smaller groups since 

the current structure is too impersonal; in this way, teachers "can exchange ideas in a 

small quantity". The Head of School also pointed out that INSET could also be carried 

out in workshops to enable more participation from teachers. In addition, the Director of 
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Lifelong Learning also stated that "in PD courses there should be a lot of space where 

members talk because I believe that every participant carries his/her own luggage which 

is full of experience from his/her own school and also their personal identity". 

Furthermore, the Head of School mentioned that the time schedule in which INSET is 

done should change since she said that "all teachers tell me that they prefer [INSET] 

courses in July rather than in September because in July they continue straight after 

finishing school as they don't feel like attending before starting school in September". 

From the interviews conducted, all respondents suggested that INSET should be an 

ongoing process which involves regular meetings and training. 

 

 

Figure 6. Teachers’ attitudes towards the planning of INSET. 
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4.10 Do teachers attend any other training or courses apart from 

INSET? 

According to the questionnaires (Appendix 1) administered to teachers, in the last 2 

years only 36% of teachers attended other training or courses apart from INSET. 

Therefore, 64% of teachers did not attend any training or courses in a period of 2 years. 

This is nearly double the amount of teachers who undertook training in the last 2 years. 

Some of the courses or training taken by teachers where: ECDL, First Aid Courses and 

The Malta Writing Programme. Overall, in the last 2 years, teachers surveyed (Appendix 

1) stated that they attended 8 to 30 hours of PD which were nearly all compulsory for 

teachers to attend. 

 

In fact, the teacher interviewed reported that she attended the Malta Writing Programme 

while having a student teacher which happened to be in the school during teaching 

practice. The teacher interviewed, stated that it was also possible to attend only one 

session, however, she attended five sessions each consisting of 6 hours which took place 

during November and December. 

 

 

Figure 7. The percentage of teachers who attended other training apart from INSET in 

the last 2 years. 
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4.11 Do teachers attend Professional Development during school 

hours? 

In this question (Appendix 1) 50% of teachers said that they were asked to attend PD 

during school hours. The rest of the teachers, 50%, said that they were not asked to 

attend PD during school hours. Teachers who attended PD during school hours said that 

they had to attend School PD sessions which were organised by the Head of School. One 

particular teacher stated that she was invited by the Head of School to attend the Malta 

Writing Programme while she had a student teacher on teaching practice in her class. 

Unlike INSET, the interviewed teacher had the possibility to choose a number of 

sessions she wanted to attend for the Malta Writing Programme which took place during 

school hours, that is, from half past eight till half past two. However, this learning 

experience was only gained by one teacher from the whole school since the classroom 

was being supervised by the student teacher; however, not all teachers are given this 

opportunity. Another teacher stated that she attended training during school hours which 

focused on the use of the interactive whiteboard.  

 

 

Figure 8. The percentage of teachers who participated in PD during school hours. 
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4.12 In the last 5 years, were teachers interested in more Professional 

Development than they were offered? 

From the questionnaire (Appendix 1) conducted by teachers, only 36% of teachers were 

interested in more PD than they were offered in the last 2 years. This shows that few 

teachers are motivated to take more training and courses to improve their teaching and 

personal development. In fact, 64% of teachers surveyed were not interested in doing 

more PD in the last 2 years which is nearly double the amount of the teachers who 

answered 'yes'. As the Assistant Director of Quality and Standards in Education stated 

"there isn't a well ingrained culture for training in the teaching profession". From the 

statistics gathered by the Ministry of Education and Employment (2011) it was found 

out that most teachers that applied for a scholarship in the last 2 years were less than 30 

years of age. The European Union (2010) also found the same outcome since on 

average; from the participating countries, PD was mostly taken by young teachers. 

 

The STEPS scheme is another opportunity which is European Union (EU) funded for 

teachers to undertake a higher level of study which include post-graduate courses such 

as Doctoral and Masters. As stated by the Director of Lifelong Learning, the STEPS 

scheme was launched in 2009 where 1.5 million Euros out of 10 million Euros was 

offered for the field of Education for the period 2007 up to 2013. He also stated that this 

took place after a vigorous study which was carried out in Malta in order to identify our 

position in four main areas which are: (a)'Capacity-Building in the Education System'; 

(b)'Addressing skills mismatches'; (c)'Research and Innovation in Science and 

Technology'; and also in (d)'Information and Communication Technology (ICT)'. 

Although a small proportion of money was offered for the field of Education, there was 

still a low response from teachers. According to the Director of Lifelong Learning, "in 

the past four years there were about 115 teachers who applied for a scholarship out of 

5,000 teachers". In fact, he stated that the most chosen scholarships by teachers are Early 

Childhood Education and Educational Management Administration & Leadership 

because they offered many opportunities. The STEPS Scholarship Scheme offered 

teachers the opportunity to apply for a Doctoral or Masters Programme of Studies where 

seven calls were issued since January 2009 up till November 2011. However, from the 
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seven calls issued, only 15 teachers obtained a Doctoral Degree; whereas, 113 teachers 

obtained a Masters Degree (Ministry of Education and Employment, 2011). As a result, 

the Director of Lifelong Learning stated that there should be a better response from 

teachers especially for the Doctoral Degree. 

 

 

Figure 9. The percentage of teachers interested in more PD. 

 

4.13 What are the main factors which hindered teachers' participation 

in more Professional Development during the last 2 years? 

From the questionnaire (Appendix 1) which was distributed to teachers, it resulted that 

family responsibilities was the most factor which hindered teachers' participation in 

more PD in the last 2 years since it was chosen by 43% of teachers. Teachers who were 

interested in more PD stated that it was planned during school hours; therefore, it was 

impossible to attend, with 14% of teachers. Another 14% of teachers said that the PD 

offered in the last 2 years was not suitable; therefore, they chose not to take part. 'School 

and family support' and ‘I did not have all the pre-requisites e.g. qualifications, 

experience’ were not chosen by teachers amongst those factors which hindered their 

participation in more PD in the last 2 years. According to the Director of Lifelong  
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Learning, "teachers between 40 and 55 years of age are the least who apply for 

scholarships . . . after 55 years of age they start applying again". The reasons given to 

this were mainly family ties, child rearing and the fact that teachers achieve a level of 

maturation in their professional career where they believe that they have reached 

enough. 

Figure 10. Factors which hindered teachers’ participation in more PD. 

4.14 What factors hinder teachers' participation in ongoing 

Professional Development? 

From the replies gathered in the questionnaire, 79% of teachers stated that 'school 

workload' is the most factor that discourages them from participating in ongoing PD. 
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This is also evident in the study carried out by Bezzina & Portelli (2005) where they 

state that “altruism and family are rated high in importance, above personal and career-

oriented commitments such as achievement and success, stress avoidance and personal 

growth” (p.17). 'Time of course/training', 'location of course/training taken' and 'family 

needs' were the second most chosen by teachers, with 57% of teachers. 'Classroom 

responsibility' was chosen by 43% of teachers as one of the components which 

discourages teachers from taking part in PD. 'Financial cost' was chosen by 21% of 

teachers. 'Low level of knowledge of opportunities', 'irrelevant content' and 

''unstructured content' were chosen by 7% of teachers. 'Unsupportive School' was the 

only factor which was not chosen by teachers since it did not affect their level of 

participation in PD. 

 

According to the Assistant Director of Quality and Standards in Education within the 

Ministry of Education and Employment, teachers perceive PD as "an added burden" 

since "teaching is a very intensive activity" which includes "human and pedagogical 

issues simultaneously". He also believes that teacher "burn-out is a real phenomenon in 

the teaching profession" which can also hinder teachers' participation in more PD. On 

the other hand, the College Principal considers the private life of teachers as one of the 

key factors which hinders their participation in ongoing PD. He also suggested that 

teachers need some time to reflect since "they are alienated, they don't give it thought". 

The Director of Lifelong Learning also mentioned two factors which might hinder 

teachers' participation in ongoing PD, the first one being "the life of a teacher is 

difficult" and the second reason was that some teachers may find it difficult to cope with 

family responsibilities and teaching at the same time. In fact, Bezzina & Portelli (2005) 

also state that teachers, especially females, dedicate most of their time to family 

responsibilities. 
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Figure 11. Different factors which hinder teachers’ participation in ongoing PD. 

 

4.15 What factors encourage teachers' participation in a particular 

course or training?  

The most influential factors which encourage teachers' participation in a particular 

course or training are 'need for knowledge' and 'improvement in teaching profession', 

with 86% of teachers. 'Need to cater for different students' was the second most chosen 

by 79% of teachers. 'Relevant learning', 'advance in technology' and 'personal interest' 

were chosen by 57% of teachers. 'Enhancing learning' was also chosen by many 

teachers, with 43% of teachers. The fact that courses or training offered to teachers is 

free of charge, it motivates teachers to participate. This is evident in the questionnaire 

since 29% of teachers chose 'free of charge' as one of the factors that encourages them to 

involve themselves in a particular course or training. Although 'increase in salary' was 

not chosen by the majority of teachers, it is still influential to 14% of teachers who chose 
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it as one of the important factors which increases their level of participation. Having a 

'supportive school' was considered important by 7% of teachers. Only one factor was not 

chosen by teachers which is 'sufficient financially'.  

 

From the interview carried out with the Director of Lifelong Learning, he pointed out 

that teachers may be attracted to the fact that some courses such as MGSS are given on a 

part-time basis and are not planned during school-time. He added that most teachers 

apply for mobility in their career where he mentioned the course in administration and 

management where probably teachers apply for job mobility. He also insisted that 

teachers apply for courses to be better skilled in taking care of children. The Director of 

Lifelong Learning stated that there is an incentive when teachers have another degree 

such as Masters or Diploma, this is because they are paid more. On the other hand, the 

College Principal mentioned the fact that "teachers become motivated [to participate in 

more PD] mainly through self-motivation and positive peer-pressure" especially from 

the senior management team and colleagues. Therefore, other stakeholders have a 

significant role in sustaining a high level of PD within schools. 

Figure 12. Different factors which encourage teachers’ participation in ongoing PD. 
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4.16 Conclusion 

Results gathered from the questionnaires, interviews and documents were analysed and 

interpreted to better understand the situation of ongoing PD in Malta. Teachers’ attitudes 

towards INSET were also examined. The perception of ongoing PD was closely 

investigated to depict the present situation, that is, whether teachers are interested in 

more PD than they were given. In the following chapter, I will conclude the study by 

referring to the main findings and by giving practical recommendations.
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Conclusion 

5.1 Introduction 

In the following chapter, I will conclude by highlighting the important findings of this 

research and suggesting important ideas which could be implemented by different 

stakeholders especially teachers.  

 

5.2 Main Findings 

From this study I can conclude that the majority of teachers surveyed (Appendix 1) are 

satisfied with INSET provision and they find it helpful in their teaching career. 

However, teachers and other educators suggested that INSET should be delivered 

throughout the year and not given as a block of three days. It resulted that teachers rely 

too much on INSET and decide not to take part in more PD. Although teachers highly 

value PD, there is still a lack of interest in continuing learning and taking up courses. 

Indeed, there should be more incentives to encourage teachers participate in more PD 

than they are offered. INSET courses should also provide teachers ample time to discuss 

and share their ideas with other colleagues, especially from experienced teachers where 

other teachers could learn from their practices. In fact, “developing a sense of 

community among the teachers in the course” is deemed to be an important component 

(Clark & Borko, 2004, p.225). 

 

Teachers should be more encouraged to participate in PD courses to improve the quality 

of their teaching and personal growth. "Since student outcomes depend greatly on 

teacher quality, governments, local politicians and school managers need to foster 

teachers’ continuous professional development in order to cope effectively with ongoing 

changes and improve the quality of education" (European Union, 2010, p.32). 

"Improving public education involves, in significant measure, the improvement of the 

quality of teaching and teachers’ professional development" (Roeser, Skinner, Beers & 

Jennings, 2012, p.171). Therefore, PD should be placed in the centre of teaching and not 

perceived by teachers as an added burden. Ongoing PD is designed to increase teachers' 

levels of expertise and awareness. In conclusion, "the professional development of 
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teachers is a lifelong process which begins with the initial preparation that teachers 

receive and continues until retirement" (Villegas-Reimers, 2000, p.8). 

 

In this research, all teachers surveyed value PD, this was also found in another research 

by Lieberman & Pointer Mace (2008) where they found that "teachers value 

opportunities to learn from and with one another" (as cited in Hunzicker, 2010, p.6). 

However, this study shows that the majority of teachers are not interested in furthering 

their PD due to many reasons including 'school workload' which was the most 

determinant of all. This was also found out in the study carried out by the OECD (2009).  

My research findings contradicts the previous research conducted by Abela & Camilleri 

(2004) where they found out that "the majority of [teachers] . . .[are] willing to be life-

long learners" (p.81). Research shows that teachers do not continue their PD due to 

burnout which "has a mediating influence on engagement" (Hakanen, Bakker, and 

Schaufeli, 2006, as cited in Orr & Orphanos, 2007, p.4). Therefore, it is evident that 

teachers find it difficult to cope with ongoing PD and school workload at the same time.  

 

5.3 Recommendations 

5.3.1 Teachers  

Teachers should take every learning opportunity available to improve both their teaching 

skills and children’s learning. They should view ongoing PD as a basic need and not as 

an added burden since it helps them reflect on their teaching practices adopted in the 

classroom. They should inform themselves better on the different opportunities which 

are available with regards to ongoing PD such as MGSS, STEPS, Scholarships, 

Commonwealth, Council of Europe, higher degrees and others. Surprisingly enough, all 

teachers surveyed stated that they never heard of MGSS. Teachers should seek to 

involve themselves in different PD courses and in-school training. 
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5.3.2 Heads of School 

As part of the school team, Heads of School hold a high responsibility to empower their 

teaching staff to take up more courses and PD training. This attitude can only be present 

within teachers by implementing new measures in school to strengthen and promote 

ongoing PD. Through this approach, a positive school environment is created where 

both teachers and students can benefit from. Sweetland & Hoy (2000) found out that 

"the extent of teacher empowerment was the strongest predictor of achievement gains" 

(as cited in Orr & Orphanos, 2007, p.5). 

 

Furthermore, Heads of School should train the community of teachers “by locating 

opportunities for professional development within a teacher's regular work day, reform 

types of professional development may be more likely than traditional forms to make 

connections with classroom teaching, and they may be easier to sustain over time” 

(Garet et al., 2001, p.921). 

 

5.3.3 The Directorate and INSET Organisers  

INSET should consist of more hands-on activities. Furthermore, teachers should be 

consulted further in the decision of topics which are tackled so that effective learning 

takes place. In this way, teachers will feel empowered and are more likely to be involved 

during the three days of INSET. INSET could be better organized during the scholastic 

year rather than taking place as a block of three days in July or September. This will be 

more helpful to teachers as it seen as ongoing which gives ample time to teachers to 

apply what they have learnt in their own classroom. Although “summer learning 

experiences can be rewarding to those who participate, they pose problems as well” 

because they communicate a message to teachers that training is a “summer activity” 

which is performed during their free time and not during the scholastic year which is an 

ongoing process (Grossman, Wineburg & Woolworth, 2001, p.11). As a result, teachers 

will not respond positively to PD since their professional growth is associated with 

summer training. Therefore, the Directorate should better promote scholarships and 

other higher courses through seminars which involve more one-to-one interaction with 

teachers, which can be organised in different schools.  
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5.3.4 Government and Policy Makers 

The Government should try to adopt new incentives to encourage teachers to engage in 

more professional training (European Union, 2010). This can be done by creating 

different levels of teacher status, that is, when an amount of training is taken by teachers, 

they move up one level and achieve a higher status which eventually affects their salary. 

Policy makers should also give more importance to ongoing PD (European Union, 2010) 

where they emphasize in-school training. Although the Government is investing a lot of 

money in Education especially in INSET, teachers are still feel the need of more in-

school training organised as it is localized and more informal. Quick, Holtzman & 

Chaney (2009) believe that “professional development within the context of the school 

… promotes active learning and builds coherence more than traditional learning venues” 

(as cited in Hunzicker, 2010, p.4). Therefore, there should be more consultation with 

teachers so that their needs are met in an effective way.  In fact, Grossman, Wineburg & 

Woolworth (2001) state that “the biggest drawback to the summer [training] … to 

teacher learning rests on the assumption that it is possible to take individuals out of their 

workplaces, transform them in other settings, and then return them to an unchanged 

workplace to battle the status quo” (p.11).  

 

From the survey carried out by Pearson and Moomaw (2005), it was found out that when 

teachers' level of job stress decreased, teachers' level of professionalism and 

empowerment increased; and a greater job satisfaction is achieved (as cited in Orr & 

Orphanos, 2007). Therefore, school workload is a strong determinant factor in teachers' 

PD, thus, it has to be worked upon. 

 

5.4 Suggestions for further research  

It should be noted that more research should take place since PD is a vast topic and 

includes different strands which cannot be tackled simultaneously. Since my study 

primarily focused on the general view of PD in Malta and teachers’ attitudes, another 

study could solely focus on the INSET provision in Malta by concentrating on its 

structure and topics delivered. More research could be carried out specifically on 
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teachers’ attitudes towards INSET since it is the most common PD method used in 

Malta. Therefore, more studies should be done to closely examine INSET courses. Other 

studies could be carried out on the effectiveness of pre-service and in-service training by 

specifically concentrating on their correlation. Other interesting studies can be 

conducted on the “effects of different professional development on improvements in 

teaching or on student outcomes” (Garet et al., 2001, p.917). Therefore, the PD of 

teachers in Malta should be studied in more depth since research in this area is still 

lacking.  

 

5.5 Conclusion 

This research depicts the present situation of ongoing PD in Malta. This dissertation 

should be used by the Education Division and INSET organisers as a means of 

improving teachers' PD courses especially by regularly consulting teachers. As a result, 

better PD opportunities will be created for teachers to encourage their level of 

participation since “professional development has become a necessary expectation in 

today’s schools” (Hunzicker, 2010, p.3). Teachers should also use this research to help 

them reflect on their personal growth and PD and to identify the benefits of ongoing 

training. In this way, teachers become professionally skilled which will ultimately bring 

about more learning in the classroom.
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