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Teacher professional development in rural Australia faces
distinctive challenges including geographic isolation, limited
access to training opportunities, and difficulties attracting and
retaining qualified educators in remote communities. This study
explores how reflective practice can transform professional
learning for rural teachers, creating sustainable development
pathways that leverage teachers' contextual knowledge while
addressing isolation constraints. Drawing upon data from
thirty-five rural teachers across Queensland, New South Wales,
and Western Australia, this research examines how structured
reflective practices including collaborative inquiry groups,
digital reflection platforms, and mentoring partnerships support
professional growth in resource-constrained environments. The
findings demonstrate that reflective practice approaches tailored
to rural contexts enhance teachers' pedagogical reasoning, foster
professional agency, and create collegial learning communities
that mitigate isolation However,
implementation requires addressing technological infrastructure

effects. successful
limitations, providing facilitation support, and recognizing
reflective work within professional accountability frameworks.
This research contributes evidence-based strategies for
reimagining professional development models that honor rural
teachers' expertise while supporting continuous improvement in
challenging educational contexts throughout rural and remote
Australia.
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INTRODUCTION

Teacher professional development represents a critical lever for improving
educational quality and student outcomes, yet conventional professional learning
models often prove inadequate for educators working in rural and remote contexts
where geographic isolation, limited resources, and unique community characteristics
create distinctive professional learning needs. Rural teachers in Australia face
particular challenges that urban-oriented professional development initiatives
frequently fail to address, including physical distance from training centers, limited
access to specialist support, small teaching staffs that constrain collaborative
opportunities, multi-grade teaching responsibilities requiring broader pedagogical
repertoires, and community expectations that teachers fulfill multiple social and
civic roles beyond classroom instruction. Timperley (2011) emphasized that effective
professional development must be sustained, content-focused, collaborative, and
embedded in teachers' daily practice rather than consisting of isolated workshops
disconnected from authentic teaching contexts. This principle takes on heightened
significance in rural settings where one-off training events delivered by external
experts prove particularly costly, difficult to access, and often insufficiently
responsive to local needs and realities that shape rural teaching practice.

Reflective practice has emerged as a foundational concept in teacher
professional learning, rooted in Schon's (1983) seminal work distinguishing between
technical rationality and reflective practice as contrasting approaches to professional
knowledge. Technical rationality views teaching as application of research-based
techniques to classroom situations, positioning teachers as consumers of externally
generated knowledge who implement prescribed methods developed by university
researchers or policy authorities. In contrast, reflective practice recognizes teaching
as a complex, context-dependent endeavor requiring professional judgment
informed by ongoing critical examination of one's practice, student responses, and
contextual factors that shape teaching effectiveness. Schon differentiated between
reflection-in-action, the thinking that occurs during teaching as educators make
moment-to-moment decisions, and reflection-on-action, the deliberate examination
of teaching episodes after they occur to extract insights informing future practice.
This framework provides conceptual foundation for professional development
approaches that position teachers as generators of professional knowledge through
systematic inquiry into their own practice rather than passive recipients of externally
mandated training.

The rural teaching context in Australia encompasses diverse communities
ranging from small country towns with populations of several thousand to remote
settlements accessible only by air, Indigenous communities in Northern Territory
and Western Australia maintaining distinct cultural practices, agricultural regions
facing economic challenges and population decline, and coastal areas experiencing
demographic shifts as sea change migration brings new residents seeking lifestyle
changes. Roberts (2005) documented how rural Australian teachers often work in
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small schools with limited staffing, requiring them to teach across multiple year
levels, fulfill administrative responsibilities alongside classroom duties, and develop
generalist rather than specialist teaching expertise. These contextual realities create
both challenges and opportunities for professional learning, as rural teachers
develop sophisticated adaptive capacities and contextual knowledge that urban
colleagues may lack, yet face isolation from professional networks and limited access
to specialized expertise that larger schools and urban centers provide.
Understanding how to support professional development in these diverse rural
contexts requires moving beyond one-size-fits-all approaches to recognize the
specific assets and constraints characterizing rural teaching while honoring the
professional expertise rural educators develop through their contextual practice.

Collaborative professional learning communities have gained prominence as
alternatives to traditional individualistic professional development models,
emphasizing collegial inquiry, shared examination of student work, and collective
responsibility for improving teaching practice and student outcomes. DuFour and
Eaker (1998) and Muhsyanur (2023) outlined characteristics of professional learning
communities including shared mission and vision, collaborative culture focused on
learning, collective inquiry into teaching practices, action orientation emphasizing
experimentation, continuous improvement commitment, and results orientation
using evidence to assess effectiveness. These principles align well with reflective
practice frameworks, as collaborative inquiry creates structures supporting
systematic reflection while distributing the intellectual work across multiple
educators. However, establishing professional learning communities in rural schools
presents particular challenges given small staff sizes that limit diversity of expertise,
teacher isolation that constrains opportunities for observation and feedback, and
time pressures as teachers fulfill multiple roles leaving limited capacity for
collaborative professional work. Despite these obstacles, rural teachers often express
strong desire for collegial professional learning opportunities that address their
specific contexts rather than generic training disconnected from rural teaching
realities.

Technology offers potential to overcome some geographic barriers constraining
rural teachers' professional learning access, enabling virtual connections with
colleagues, online courses and resources, and digital platforms supporting reflective
practice and collaboration across distances (Muhsyanur, 2023). Garrison et al. (2000)
developed the Community of Inquiry framework describing how online
environments can support collaborative learning through social presence, cognitive
presence, and teaching presence elements that collectively create meaningful
educational experiences. Applied to teacher professional development, digital
technologies enable rural educators to participate in professional networks, engage
with current research and innovative practices, and collaborate with colleagues
beyond their immediate physical contexts. However, technological solutions cannot
simply be overlaid onto rural contexts without attention to infrastructure limitations,
digital literacy variations, and the importance of local relationships and face-to-face
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interaction for building trust and sustaining collaborative work. Effective technology
integration for rural professional learning requires hybrid approaches combining
online and in-person elements while ensuring digital tools enhance rather than
replace human relationships central to professional growth.

The role of teacher agency in professional development has received increasing
attention, recognizing that sustainable professional growth requires teachers to
exercise initiative, make informed decisions about their learning, and apply new
knowledge in ways responsive to their specific contexts. Priestley et al. (2015)
conceptualized teacher agency as emerging from interplay between individual
capacities and beliefs, contextual resources and constraints, and temporal
dimensions linking past experiences with future-oriented intentions. This ecological
understanding of agency suggests that professional development must not only
build teachers' knowledge and skills but also cultivate conditions enabling teachers
to act upon that learning within their specific circumstances. Rural teachers may
possess strong agency born from necessity to problem-solve with limited external
support, yet face structural constraints including prescribed curricula, standardized
assessments, and accountability pressures that can undermine autonomous decision-
making. Professional development approaches supporting reflective practice can
enhance teacher agency by validating educators' contextual expertise, creating space
for critical examination of practice, and fostering collective efficacy through
collaborative inquiry addressing locally relevant challenges.

Assessment and recognition of professional learning presents ongoing
challenges, particularly for reflective practice approaches that resist reduction to
simple completion metrics or standardized learning outcomes. Traditional
professional development often utilizes participation hours, workshop attendance,
or course completion as evidence of professional learning, yet these quantitative
measures provide limited insight into whether meaningful growth occurred or how
learning influenced teaching practice and student outcomes. Guskey (2000)
proposed hierarchical evaluation framework examining professional development's
impact across multiple levels including participants' reactions, participants' learning,
organizational support and change, participants' use of new knowledge and skills,
and student learning outcomes. Applying such comprehensive evaluation to
reflective practice requires evidence capturing teachers' evolving thinking, changes
in instructional practice, and ultimately impacts on students, challenging
conventional documentation approaches. This assessment complexity creates
particular tensions in rural contexts where small school sizes and limited
administrative capacity constrain data collection and analysis, yet accountability
pressures demand evidence justifying professional learning investments and teacher
performance evaluation requires documented professional growth.

METHOD
This research employed interpretive qualitative methodology to examine how
rural Australian teachers engage with reflective practice as professional

28 | Vol. 2, No. 5, 2024, pp. 13-24



Published by GRAS: Global Researchers and Academics Synergy

development and what factors enable or constrain its effectiveness in supporting
professional growth. The study involved thirty-five teachers working in rural and
remote schools across Queensland, New South Wales, and Western Australia,
selected through purposive sampling to represent diversity in geographic
remoteness, teaching experience levels, subject specializations, and participation in
various reflective practice initiatives. According to Merriam and Tisdell (2015),
qualitative research proves particularly appropriate for exploring complex
phenomena within their natural contexts, capturing participants' lived experiences
and meanings, and developing rich descriptions illuminating processes and
relationships that quantitative methods may overlook. Data collection occurred over
eighteen months through multiple methods including semi-structured interviews
with participating teachers exploring their professional development experiences,
perceptions of reflective practice, and factors influencing professional learning; focus
groups bringing together small clusters of rural teachers to discuss shared challenges
and collaborative learning opportunities; observation of professional learning
community meetings, mentoring sessions, and online reflection activities; and
document analysis of reflective journals, lesson plans, student work samples, and
institutional professional development policies. This methodological pluralism
enabled triangulation across data sources, providing multiple perspectives on
reflective practice implementation and effectiveness while building comprehensive
understanding of rural teachers' professional learning contexts and experiences.

Data analysis followed iterative, inductive procedures characteristic of
grounded theory approaches, though without seeking to develop comprehensive
theoretical models. Interview recordings were transcribed verbatim and analyzed
using thematic analysis procedures outlined by Braun and Clarke (2006), beginning
with repeated reading to achieve data immersion, generating initial codes
identifying features relevant to research questions, searching for patterns and
themes across codes, reviewing and refining themes for coherence and
distinctiveness, and defining themes with clear descriptions and illustrative
examples. Analysis attended to both semantic themes representing participants'
explicit meanings and latent themes reflecting underlying assumptions, conceptual
frameworks, and ideological positions shaping their accounts. NVivo qualitative
analysis software supported data organization and coding, while analytical
memoing throughout the research process documented emerging insights,
methodological decisions, and interpretive questions requiring further exploration.
According to Tracy (2010), qualitative research quality depends upon criteria
including worthy topic selection, rich rigor in data collection and analysis, sincerity
regarding researcher subjectivity and limitations, credibility through thick
description and crystallization across perspectives, resonance with readers,
significant contribution to knowledge and practice, and ethical conduct throughout
the research process. This study pursued these quality markers through transparent
methodology, reflexive awareness of researcher positioning as a former rural
educator bringing insider understanding alongside potential biases, member
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checking whereby participants reviewed preliminary findings, and detailed
contextualization enabling readers to assess transferability to their own settings.

RESULT AND DISCUSSION
Reflective Practice as Context-Responsive Professional Learning

Analysis of teacher narratives revealed that reflective practice approaches
resonated strongly with rural educators precisely because they validated and built
upon the contextual knowledge and adaptive expertise these teachers developed
through navigating rural teaching challenges. Participants consistently emphasized
how conventional professional development often felt disconnected from rural
realities, presenting strategies designed for larger urban schools with specialist
teachers, extensive resources, and diverse student populations that poorly matched
rural teaching contexts. In contrast, reflective practice frameworks enabled teachers
to examine their own practice within authentic contexts, identifying challenges
specific to their situations and developing solutions responsive to local conditions,
student characteristics, and available resources. One experienced teacher working in
a remote Queensland school explained how reflective practice helped her recognize
patterns in her multi-grade classroom management approaches, systematically
experimenting with different organizational strategies and documenting which
approaches most effectively supported simultaneous instruction across three year
levels with limited materials and no teaching assistant support.

Participants described how reflective practice shifted their professional
development from consumption of external expertise to generation of contextual
knowledge grounded in their own teaching experiences and student evidence. This
shift aligned with what Cochran-Smith and Lytle (1999) termed knowledge-of-
practice, contrasting with knowledge-for-practice produced by university
researchers or knowledge-in-practice representing teachers' practical wisdom.
Teachers engaged in systematic reflection documented classroom practices, analyzed
student work and responses, posed questions about teaching effectiveness,
experimented with alternative approaches, and evaluated outcomes to build
evidence-informed understanding of what worked in their specific contexts. Several
participants noted how this process validated their professional judgment and local
expertise, countering deficit narratives sometimes positioning rural teachers as less
capable or current than urban counterparts due to limited access to training and
professional networks. One teacher in a small New South Wales school described
feeling empowered by documenting successful strategies she developed for
engaging Indigenous students, recognizing this contextual knowledge as valuable
professional expertise rather than merely pragmatic problem-solving.

However, teachers also identified significant challenges in implementing
rigorous reflective practice, particularly time constraints, lack of structured
frameworks, and limited feedback opportunities. Rural teachers often carry heavy
workloads combining teaching across multiple subjects or year levels, administrative
responsibilities, extracurricular supervision, and community engagement
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expectations that leave minimal time for deliberate reflection. Without structured
support, teachers reported that reflection remained superficial, consisting of general
impressions or emotional reactions rather than systematic analysis leading to
actionable insights. Several participants described starting reflective journals with
good intentions but abandoning them when time pressures mounted or when
writing felt like additional burden without clear purpose or audience. These
challenges suggest that while reflective practice offers philosophically appealing
professional development approach, actualizing its potential requires more than
simply exhorting teachers to reflect, instead necessitating deliberate structures,
facilitation support, and integration within protected professional time rather than
expecting teachers to add reflection atop existing demands.

The role of evidence in supporting substantive reflection emerged as a critical
factor distinguishing superficial from transformative reflective practice. Teachers
who engaged most productively with reflection systematically collected and
analyzed evidence including student work samples, assessment data, video
recordings of instruction, student feedback, and peer observations. This evidence
provided concrete focus for reflection, moving beyond vague impressions to specific
examination of teaching decisions and student responses. One Western Australia
teacher described how analyzing student writing samples revealed patterns she
hadn't consciously noticed during instruction, recognizing that her feedback focused
primarily on mechanical correctness while neglecting content development and
voice, leading to substantial revision of her writing instruction approach. Another
participant explained how reviewing video recordings of his lessons revealed verbal
patterns and wait time issues affecting student participation, providing specific
targets for improvement that general reflection without evidence would have
missed. These accounts demonstrate that effective reflective practice requires not
only time and intention but also systematic evidence collection creating focal points
for analytical thinking and supporting claims about teaching effectiveness beyond
subjective impressions.

Collaborative Structures Supporting Reflective Practice

The establishment of collaborative structures emerged as essential for
sustaining reflective practice and maximizing its professional learning benefits,
addressing the isolation that rural teachers identified as a primary constraint on their
professional growth. Various collaborative configurations appeared across
participating schools, including within-school professional learning teams where
small teaching staffs engaged in collective examination of practice, cross-school
networks connecting rural teachers through regular meetings or online platforms,
mentoring partnerships pairing early career teachers with experienced educators,
and external facilitation through university partnerships or regional education
authority initiatives. Teachers involved in these collaborative structures reported
multiple benefits beyond individual reflection, including exposure to alternative
perspectives and practices, emotional support and validation reducing isolation,
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shared intellectual work distributing analytical demands, and accountability
mechanisms encouraging sustained engagement with reflective processes rather
than abandoning efforts when challenges arose.

Professional learning communities operating at the school level proved
particularly powerful for teachers in slightly larger rural schools with sufficient staff
to enable meaningful collaborative inquiry. Drawing upon principles articulated by
DuFour and Eaker (1998), several schools established regular meeting times where
teachers collaboratively examined student work, discussed instructional challenges,
observed each other's teaching, and engaged in collective problem-solving around
shared concerns. One school developed a structured protocol where teachers
presented student work samples, colleagues posed questions and offered
observations, and the presenting teacher reflected on insights gained through the
collaborative examination process. Participants in these communities described how
collective analysis surfaced assumptions, revealed alternative interpretations of
student responses, and generated instructional ideas that individual reflection alone
would wunlikely have produced. The collaborative structure also created
accountability and motivation, as teachers prepared for meetings by collecting
evidence and formulating questions, knowing their colleagues depended on their
active participation.

However, establishing effective professional learning communities in rural
schools required navigating significant obstacles including limited time given
teachers' multiple responsibilities, facilitation challenges when no one possessed
expertise in leading collaborative inquiry, interpersonal dynamics in small staffs
where professional critique could strain personal relationships, and lack of
administrative support when principals viewed collaborative time as taking away
from individual class preparation or hesitated to challenge established staff cultures.
Several teachers described unsuccessful attempts to create learning communities that
deteriorated into complaint sessions, superficial show-and-tell of activities without
substantive examination of student learning, or avoided difficult conversations
about teaching effectiveness to preserve collegial harmony. These challenges
underscore that collaborative reflective practice requires more than simply allocating
meeting time, instead demanding facilitation skills, protocols structuring productive
interaction, and school cultures valuing continuous improvement over protecting
individual autonomy or avoiding professional vulnerability.

Technology-mediated collaboration offered valuable supplement to face-to-
face professional learning communities, particularly for teachers in extremely remote
locations or small schools lacking sufficient local colleagues for robust collaborative
inquiry. Several participants engaged in online professional networks, virtual
professional learning communities, or digital mentoring relationships connecting
them with educators across geographic distances. One teacher in an isolated
Northern Territory school described participating in a national online community of
practice focused on literacy instruction, where she shared reflective journal entries,
received feedback from teachers in diverse contexts, and accessed resources and
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ideas extending far beyond what her immediate local environment provided.
Another participant used video conferencing for monthly mentoring sessions with
an experienced educator located several hundred kilometers away, discussing
specific teaching challenges and receiving targeted feedback on video-recorded
lessons. These digital connections provided professional stimulation, diverse
perspectives, and ongoing learning opportunities that geographic isolation would
otherwise preclude.
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Practice Platform Partner School School PLC
Mentoring Team Network

Figure 1. Levels of Engagement with Reflective Practice by Support Structure Type
Note. PLC = Professional Learning Community. Engagement measured through

composite score incorporating reflection frequency, depth, evidence use, and
perceived impact. Error bars represent standard deviation.
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Sustainability and Institutional Integration Challenges

The sustainability of reflective practice as ongoing professional development
approach emerged as a significant concern, with participants identifying numerous
factors that either supported or undermined long-term engagement with reflective
processes. Teachers who maintained sustained reflective practice over extended
periods typically possessed intrinsic motivation to improve their teaching, operated
in contexts providing structural support through protected time and collaborative
opportunities, and experienced tangible benefits from reflection that reinforced
continued engagement. However, many participants described cyclical patterns
where initial enthusiasm for reflective practice gradually diminished as competing
demands intruded, structural support proved inadequate, or anticipated benefits
failed to materialize. One teacher explained beginning each year with intentions to
maintain a reflective journal and engage systematically with evidence-based practice
improvement, but finding these commitments eroding by mid-year as marking
loads, reporting requirements, and exhaustion from teaching multiple preparations
made reflection feel like optional luxury rather than essential practice.

Institutional integration of reflective practice within professional
accountability and recognition systems appeared critical for sustainability, yet often
remained absent or superficial in participating schools. Several teachers noted that
while administrators encouraged reflection rhetorically, formal evaluation systems
continued emphasizing traditional metrics such as student test scores, lesson plan
documentation, and supervisory observations with little recognition of reflective
practice or inquiry-based professional growth. Performance development
frameworks sometimes included reflection components, but these often took the
form of compliance-oriented paperwork where teachers manufactured reflective
statements to fulfill requirements rather than engaging in genuine examination of
practice. One participant described the dispiriting experience of conducting
substantive action research project examining her mathematics instruction, only to
have her principal dismiss it as irrelevant to her formal performance review, which
instead focused on whether her lesson plans followed prescribed templates. Such
experiences communicated that reflection held marginal value within actual
accountability structures, undermining motivation to sustain effortful reflective
work.

Resource allocation represented another critical factor influencing
sustainability, as effective reflective practice required investments in professional
learning time, facilitation expertise, technological infrastructure for digital
collaboration, and sometimes external partnerships with universities or professional
organizations providing frameworks and support. Rural schools and education
systems often faced severe resource constraints limiting their capacity to provide
these supports consistently. Teachers in well-resourced schools or regions with
strong education authority commitment to professional learning described accessing
structured professional development time, skilled facilitators who guided
collaborative inquiry processes, and funding for technology, resources, or external
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expertise supporting reflective practice initiatives. In contrast, teachers in poorly
resourced contexts reported being left to implement reflective practice
individualistically without support, having collaborative time repeatedly canceled
for other priorities, or receiving encouragement to engage in professional learning
communities without corresponding provision of meeting time, facilitation, or
guidance about productive processes.

The tension between standardization pressures and context-responsive
practice emerged as a fundamental challenge shaping reflective practice
sustainability. Education policy environments increasingly emphasize standardized
curricula, prescribed pedagogical approaches, and centralized assessment systems
intended to ensure consistency and quality across diverse contexts. While these
standardization efforts often emerge from legitimate equity concerns about ensuring
all students receive high-quality instruction regardless of location, they can
undermine reflective practice by constraining teacher agency and positioning
educators as implementers of externally mandated programs rather than adaptive
professionals exercising informed judgment. Several participants described
frustrations with being required to follow scripted curricula or prescribed
instructional sequences that conflicted with their reflective analysis of what their
students needed, creating impossible situations where implementing mandated
approaches meant ignoring evidence from their own practice. One teacher explained
abandoning reflective practice when she recognized that her conclusions about
effective literacy instruction for her rural Indigenous students contradicted the
commercially purchased program her school district required all teachers to
implement with fidelity, making reflection feel futile since she lacked autonomy to
act on her professional judgment. These accounts suggest that sustaining reflective
practice requires policy environments balancing legitimate accountability with
sufficient teacher autonomy to adapt practice based on contextual knowledge and
evidence from systematic inquiry.

CONCLUSION

This investigation of reflective practice as professional development for rural
Australian teachers demonstrates both the significant potential and substantial
challenges associated with reimagining teacher learning through context-responsive,
inquiry-based approaches. The research reveals that reflective practice resonates
powerfully with rural educators because it validates their contextual expertise,
addresses isolation through collaborative structures, and positions teachers as
generators rather than mere consumers of professional knowledge. When supported
through adequate time allocation, collaborative frameworks, systematic evidence
collection, and institutional recognition, reflective practice enables rural teachers to
develop sophisticated pedagogical reasoning, adapt instruction to diverse student
needs, and build professional communities that mitigate geographic isolation effects.

However, actualizing this potential requires moving beyond rhetorical
endorsement to substantive structural supports including protected professional
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learning time, facilitation expertise, technological infrastructure enabling digital
collaboration, integration within performance accountability systems, and policy
environments granting sufficient teacher autonomy to act upon insights from
reflective inquiry. The findings challenge deficit assumptions sometimes positioning
rural teachers as disadvantaged or less capable, instead revealing how rural
educators develop distinctive adaptive expertise and contextual knowledge that
reflective practice can honor and extend. Strengthening professional development
for rural teachers requires abandoning one-size-fits-all training models in favor of
approaches that leverage teachers' contextual knowledge while providing strategic
support addressing rural-specific constraints. Future research should examine long-
term impacts of sustained reflective practice on teaching quality and student
outcomes, investigate how technology can most effectively support rural
professional learning without exacerbating digital divides, and explore policy
mechanisms that balance accountability with the teacher agency essential for
meaningful professional growth through reflective inquiry.

REFERENCES
Braun, V., & Clarke, V. (2006). Using thematic analysis in psychology. Qualitative
Research in Psychology, 3(2), 77-101.

https:/ /doi.org/10.1191/1478088706qp0630a

Cochran-Smith, M., & Lytle, S. L. (1999). Relationships of knowledge and practice:
Teacher learning in communities. Review of Research in Education, 24(1), 249-305.
https:/ /doi.org/10.3102/0091732X024001249

DuFour, R., & Eaker, R. (1998). Professional learning communities at work: Best practices
for enhancing student achievement. Solution Tree Press.

Garrison, D. R., Anderson, T., & Archer, W. (2000). Critical inquiry in a text-based
environment: Computer conferencing in higher education. The Internet and
Higher Education, 2(2-3), 87-105. https:/ /doi.org/10.1016/51096-7516(00)00016-
6

Guskey, T. R. (2000). Evaluating professional development. Corwin Press.

Merriam, S. B., & Tisdell, E. J. (2015). Qualitative research: A gquide to design and
implementation (4th ed.). Jossey-Bass.

Muhsyanur, S. Y. S. (2023). Deep Learning in Indonesian Language Learning
Transforming Educational Paradigms Through Artificial Intelligence. TRICKS :
Journal of Education and Learning Practices, 1(2), 49-60.
https:/ /journal.echaprogres.or.id/index.php/tricks/article/view /34

Muhsyanur Muhsyanur, R. B. M. (2023). Challenges and Strategies in Teaching
Indonesian to Indonesian Occupied Students in Malaysia. TRICKS: Journal Ff
Education And Learning Practices, 1(1), 32-39.
https:/ /journal.echaprogres.or.id/index.php/tricks/article/view /6

Priestley, M., Biesta, G., & Robinson, S. (2015). Teacher agency: An ecological approach.
Bloomsbury Academic.

Roberts, P. (2005). Staffing an empty schoolhouse: Attracting and retaining teachers
in rural, remote and isolated communities. NSW Department of Education and
Training.

36 | Vol. 2, No. 5, 2024, pp. 13-24


https://doi.org/10.1191/1478088706qp063oa
https://doi.org/10.3102/0091732X024001249
https://doi.org/10.1016/S1096-7516(00)00016-6
https://doi.org/10.1016/S1096-7516(00)00016-6

Published by GRAS: Global Researchers and Academics Synergy

Schon, D. A. (1983). The reflective practitioner: How professionals think in action. Basic
Books.

Timperley, H. (2011). Realizing the power of professional learning. Open University
Press.

Tracy, S. J. (2010). Qualitative quality: Eight "big-tent" criteria for excellent
qualitative research. Qualitative Inquiry, 16(10), 837-851.
https://doi.org/10.1177/1077800410383121

Vol. 2, No. 5, 2024, pp. 13-24 | 37


https://doi.org/10.1177/1077800410383121

