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Abstract 

This study is part of a research project focusing on Hungarian innovative teachers’ learning and 
working in their own school. Our aim is to understand the factors and context that influence 
teachers’ learning and openness to innovation within their organisation and throughout their 
career. A further goal of the study is to identify the motivational drivers of teachers for learning 
and innovating. Topics such as the themes, time factor and support of professional development, 
as well as the themes and spreading of innovative activities were analyzed. Our results show 
that teachers do not experience systemic and planned support for their individual professional 
development but they do perceive some support in gaining new knowledge, sharing practical 
knowledge, imposing expectations, and providing resources for learning. Individual innovations 
are closely related to professional learning, especially trainings but little interconnectivity 
between individual and institutional innovative practices have been found. The strongest and 
most innovative practices are tied to methodological-content innovations of subject or 
classroom practices and to curriculum development.  
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Introduction 

This study is part of a large-scale Hungarian research project16. In this framework 
teachers’ perceptions about their career path and innovative practices, how they relate 
to their own practice, to their colleagues and to the culture of their organisation, in the 
context of the organisation has been studied. Thirty-seven innovative teachers were 
selected from the Hungarian large-scale research with the aim to understand the factors 
that influence teachers’ learning and openness to innovation within their organisation 
and throughout their career. The theoretical framework is based on the professional 
capital theory of Hargreaves and Fullan (2012), interpreted as the unity of collective 
responsibility and individual autonomy on the one hand, and evidence-based research 
and individual decisions on the other. In this sense the effectiveness of public education 
does not solely depend on the development of individual teachers’ competences but also 
on the ways they use their own resources and decisional capital at school. 

The more specific aim of this study is to describe some of the motivational 
characteristics of teacher learning in the context of professional development/learning 
and innovation. For that matter, teachers’ perceptions on the support they receive 
throughout their professional development and its role in their personal professional 
development is explored as well as the perceptions and experiences of innovative 
teachers on innovation and innovative practices are interpreted. 

Research question 

Literature on professional development/learning suggests that at the heart of 
sustainable development of education systems is teachers’ professional development, in 
the models of which the interdependency of individual, organisational and system 
elements are emphasised (Hargreaves et al., 2010). Eurydice’s Key data on… (2013) 
suggests that the role of CPD is increasing on the level of system regulation, training 
development and organisational expectations. It has become obvious that teachers’ 
continuous professional development is an indispensable condition of the development 
of the education sector. With this said, it has been proved that individual and 
organisational learning forms show variations in patterns of effectiveness (Caena, 2011). 
Convincing examples can be found in the international literature on the application of 
professional development standards and the identification of facilitating factors at 
different levels (Jaquith et al. 2010) the exploration of characteristics of effective 
development (Desimone, 2002). In addition, a new perspective has recently come in the 
forefront of research: teachers’ motivation in the interpretation of their learning 
process. In the focus of the newly aroused interest, reinforced by new knowledge on 
teachers’ learning, topics such as teachers’ goals (Buttler 2007, 2012), expectations and 
values about teaching (Watt and Richardson 2008a, 2008b), psychological and self-
determination (Eyal and Roth 2011,) and professional responsibility (Lauermann and 
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Karabenick 2011, 2013, 2014) are examined (cf. Lauermann 2017). On the basis of this 
literature, it is not sufficient to know the potential pool of teacher competences, or to 
provide external support for professional learning and motivation, but it is also 
important that we understand teachers’ motivation as they also constitute a part of 
professional success. Research studies show that teachers’ motivational factors are 
related to: 

 the psychological well-being, burn-out and workplace satisfaction; 
 teachers’ active role in their professional development; 
 the implementation of new, possibly innovative teaching practices; 
 students’ motivation (cf: Lauermann 2017) 

In the light of the above, the characteristics and motives of the individual interpretations 
of innovative teachers of the sample on their professional development and a deeper 
understanding of the innovations they have experienced have become the focus of the 
current research. 

Theoretical framework 

Two seemingly independent topics are linked to pedagogic innovation in the current 
study: professional development/learning and innovation. Having seen the conceptual 
differences of learning and innovation (in more detail Rapos at el 2011), we consider 
that an important link between the two is that innovation does not happen without 
learning. 

Research studies on professional development 

The conception of professional development can be interpreted from various point of 
views, in our theoretical framework we identify to main questions: the individual 
learning paths on the one hand, and the various ways of supporting these learning paths 
on the other.   

The variety of learning paths 

Although teacher research have highlighted the multifaceted nature of professional 
knowledge (Schon, 1983; Shulman 1987), it has only come to the forefront recently in 
the area of professional development and supporting professional development. The 
paradigm shift was preceded by critics – using the concepts of the time – on the 
fragmentation of in-service training, the lack of coherence, distance from real classroom 
situations and teachers’ problems (Ball and Cohen, 1999; Collinson and Ono, 2001; 
Fullan and Hargreaves, 1996; Villegas -Reimers, 2003). Today a variety of the learning 
paths of teachers is acknowledged in the interpretation and practice of professional 
development as opposed to the unity of learning paths: 
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 learning interpreted as a process embedded in practice; 
 recognition of multifaceted learning opportunities; 
 in-built informal learning opportunities in the process - validation; 
 building on prior learning or problem; 
 interpretation of individual interests, motivations and emotions in the learning 

process; 
 recognition of the significance of tacit knowledge (individual tales, cases, 

teachers’ voice) in professional knowledge reinforced the acceptance of the role 
of reflectivity in professional development and the spread of the forms of 
practice-based knowledge sharing; 

 the understanding of the inner structures of competence development evolving 
differently along individual learning paths gave way to the conscious 
development of these competences 

When studying professional development, it needs to be emphasized that while teachers 
take part in professional training and development in most of the countries, these can 
only be effective if embedded in education policy concepts and the resulting supporting 
environment (Villegas-Reimers,2003; Cordingley et al., 2005). 

Model experiments 

Model-descriptions in international literature provide a good starting point to the 
conceptualisation of continuous professional development, to reflect on the dilemmas 
described in the chapters above and relate to the systematic approach at the educational 
policy level [micro-meso-macro levels] (eg. Kennedy 2005.; Sachs, 2007). For the 
purposes of this study the interpretation of Sachs (2007) is decisive, as it can 
simultaneously present the viewpoint of the various stakeholders/actors in continuous 
professional development and that of the system. Sachs connects his models to four 
metaphors: retool, remodelling, revitalising and re-imagining (Table 1). According to 
Sach, the most domineering forms in international context are retool and remodelling. 

Table 1: CPD-grid based on Sachs  

 Retool Remodeling Revitalizing Re-imagining 

Driver/trigger Accountability and 
Control by government 

Compliance with govt 
change agenda Professional renewal Professional 

reinvention 

Purpose Upgrading of skills Modify existing 
practices 

Rethink and renew 
practices 

Transformative 
practices 

Conception of CPD Transmission Transmission Transitional Transformative 

View of teaching Teacher as technician Teacher as craft worker Teacher as reflective 
learner 

Autonomous 
professional 

Responsibility  System School/district Individual teacher Teachers 

Focus  Professional 
Development 

Professional 
Development Professional Learning Professional Learning 

Learning Processes  Passive recipient of 
knowledge Uncritical consumer Collaboration Mutual engagement and 

knowledge creation 

Approaches  One off seminars, 
outside expert 

Programs devised by an 
external expert over an 
extended time 

Collaborative learning 
circles, networks, action 
research 

Practitioner inquiry or 
action research, inquiry 
as stance 
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Professional 
Outcomes  

Improved teaching 
skills 

Updated discipline 
knowledge or 
pedagogical skills 

New approaches to 
pedagogy and learning 

Production of new 
knowledge 

Type of 
professionalism  Controlled Compliant Collaborative Activist 

Source: (Sachs, 2007, pp. 18-19.) The model of re-imagining is of special interest for the purpose of the current research, as 
in this model innovation is a characteristic form of professional development. 

Cooperation and autonomy as possible forms of support 

A decisive question in the research on continuous professional development was to 
determine the extent of cooperation in a profession that is built on individual decision-
making. According to the most important literature of continuous professional 
development (Schon, 1990; Hargreaves, 2000; Korthagen, 2004; McKenzie, 2005; 
Kennedy, 2005), cooperation is one of the basic pre-conditions of professional 
development. Little (1990) argues that cooperation in itself is not necessarily enough, 
therefore a differentiation is to be made: 1) story-telling and exchange of thoughts in 
loose work relationship with colleagues, exchange of experience on an occasional basis; 
2) asking assistance or support in a rather unilateral process; 3) exchange of materials, 
ideas, that is, sharing; 4) joint work, with shared responsibility, visions and 
interdependence, closer relationship. 
 
Autonomy is not considered a positive thing among teachers, and it is often 
acknowledged at the interpretation of autonomy. (Rosenholtz, 1989, cited in Clement 
andVandenberghe, 2000, p. 7.) Hargreaves (1993, cited in Clement and Vandenberghe, 
2000, pp. 6-7.) distances himself from the approach that regard autonomy as a 
deficiency and discerns three dimensions of the concept of autonomy: 1) constrained 
autonomy is when teachers would be willing to work together but 
administrative/organisational environment impedes that; 2) strategic individualism, 
when teachers “withdraw in their classroom” because of high expectations and 
pressure; 3) elective individualism based on intrinsic motivation and has the most 
connection with professional development. 
 
Cooperation and autonomy thus can be drivers or obstacles of professional 
development. In the analysis of causes the organisation and the system environment 
come to focus. (Clement and Vandenberghe, 2000). Based on that, Clement and 
Vandenberghe (2000) identified typical professional development paths with autonomy 
and cooperation embedded in the system as a focus. 

Innovation research studies 

In today’s knowledge-based and knowledge-intensive societies innovation is seen as the 
engine of effectiveness, development and learning, in which a learner-centred approach 
and the learning capacity of the education system are of key importance. According to 
Fullan (2008) innovation is a process in which a new idea, program, activity, procedure 
or structure is put into practice in order to change that practice. There is a growing 
emphasis on the process of innovation, rather than on the products created (Halasz and 
Horvath, 2017). For the purposes of this research, the following characteristics of 
education innovation are accepted (Shapiro et al., 2007; Halasz and Horvath, 2017): 
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- the innovation is a novelty for the concrete organisation, but not necessarily for 
those introducing it, or for those outside the organisational context 

- innovation is more than routine-like change 
- innovation that appears primarily in a multi-actor, interactive environment 
- innovation that yields (measurable) results and benefits 
- innovation that has public impact 

From the above, probably the most problematic one is the interpretation of the results 
and impact of innovation. Firstly, innovation is tied to a specific context (classroom, 
school, education system, etc.) and thus the characteristics are not easily discernible. 
Second, innovation, similarly to change, is not a closed process. Long-term changes and 
the survival of the innovation is what really measuring its impact. Kraler and Schratz 
(2012) differentiates best practice from next practice in the interpretation of the 
impacts of innovation. In their interpretation, with best practices we are trying to 
achieve more by intensifying efforts, meaning that the practice is not radically changed.  

Next practice, on the other hand, opens up novel ways of dealing with challenges 
changing fundamentally the basic characteristics and patterns of teaching. New patterns 
appear through critical events or interventions that open space to the perspective of 
next practice on the one hand, and cause uncertainty and instability at the beginning, on 
the other hand, since old practices have not been functioning well any more, while new 
practices have not been stabilised yet. From the perspective of long-run effectiveness, 
next practices are more promising, but it is difficult to foresee what will become 
effective practice in the future. 

In the area of education innovative cultures are emerging in the cooperation of key 
actors, are spreading in time and space and involve several aspects of learning and 
teaching (see Figure 1). The survival of innovative cultures is fostered by the 
cooperation and knowledge sharing of actors of the so-called triple helix model. The 
interaction takes place among the following three main actors: 1) universities and 
research institutes creating the knowledge, 2) practice applying knowledge and 3) the 
government that create the legislative framework (Etzkowitz, 2008 cited in NOIR, 2011). 
Innovations spread in time and space: from accidental innovation to continuous 
innovative practice, from one learning environment, from the level of the organisation, 
from inter-institutional innovations to system-level innovations. Innovative practice and 
culture is a complex system evolving in these three dimensions, integrating the various 
aspects of learning and teaching, such as principles, learning environment, content and 
methodology (Shapiro et al., 2007). 
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Figure 1: Characteristics of successful innovation (Shapiro et al., 2007, pp. 8.) 

 

Teachers in innovative learning environments 

Teachers are key actors of school innovations. Just as school systems are forming in the 
conflict of aiming at stability and the changes and innovations, teachers’ adaptive 
expertise based on the harmonisation of routine and innovative activities is considered 
the most effective way (Bransford et al., 2005, pp. 49. cited in Falus 2006, 122–23.). 
Innovativeness is therefore a necessary but not sufficient condition of teachers’ adaptive 
expertise. 

Teachers’ positive perception of innovative practices can be fostered in various ways: a) 
relative advantage, the degree to which innovation is perceived as better than the actual 
situation; 2) compatibility: the degree to which the new practice is perceived  as being 
consistent with existing values, past experiences and the needs of teachers; 3) relatively 
small-scale of complexity: understanding and applying innovation does not cause 
difficulty; 4) triability; 5) observability (Rodgers, 2003 cited in Vanderlinde and Braak, 
2011). Teachers’s negative perception and evaluation is primarily tied to the 
implementation of innovation, where they can perceive the possibility of failure: (1) 
doubting the characteristics of the given innovation; (2) insufficient school conditions; 
(3) uncertainty as regards the competencies of their student or (4)their own 
competencies (Konings et al., 2007). Innovative interventions and practices are strongly 

Policies 

Research Practicies 
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influenced by teachers’ perceptions (Konings et al., 2007), motivations (Lauermann, 
2017); thus the role of collaborative and supportive learning professional communities 
is becoming more important. Bakkenes et al. (2010) studying the innovative practices 
and learning of Dutch teachers found that workplaces and learning environment where 
structured cooperation (such as group projects or peer coaching) took place, 
contributed more to higher level learning of teachers (eg. experimenting) and to the 
results (e.g. positive emotions) than that of informal co-operations. This in turn 
enhanced participatory design or action research. 

Description of research 

Research questions 

1. What are the specificities of the different phases of professional career? 
2. What actors support the teachers’ professional development and how?  
3. What characterises teachers’ individual innovations, innovations at the level of 

the organisation and the relation between the two? To what areas innovations 
are tied to, how do they emerge, form and spread? 

Sample and methods of the research group 

37 innovative teachers were asked in structured interviews and personal professional 
accounts (narratives) on their professional practice, selected from an online national 
representative questionnaire conducted in 2015 (8571 people). It is especially 
important for the current research that innovative teachers, based on previously defined 
criteria, were selected from the representative study: they regularly learn new things, 
pay attention to their professional development (18 items about their learning), renew 
their practices, initiate innovations (12 items about innovation), and share their 
knowledge and experiences with others (11 items about knowledge sharing). 

From the 37 teachers 17 worked in primary schools, 1 in a VET school, 2 in secondary 
vocational schools, and 8 teachers in grammer school. In our sample there were 28 
female and 5 male teachers, 4 participants didn’t answer to that question. The average 
teaching experience was 28.3 years. 

Open coding was used for content analysis: main categories were formed based on 
interviews that were finalised after several checking. The majority of the answers 
contained information relevant belonging to several categories, or partly contained such 
information, thus the numbers can only indicate the focuses. 
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Results 

Professional development 

The topic of professional development is only briefly outlined here in order to help the 
interpretation of support connected to professional development. Respondent teachers 
were asked to think in the following categories: (Table 2) 

Table 2: Categories belonging to the key notions of CPD 
 
Characteristics of 
professional 
development 

Description 

Topic to which 
development is related 

1) subject knowledge; 2) pedagogic situation; 3)management, organisation, planning and 
evaluation of the teaching-learning process; 4) administration; 5) cooperation, professional 
discourse 

Time 
1) stage of career path to which professional development is related to; 2) the length of the 
process; 3) forms of support 

Reason 1) deficit-based approach; 2) need for community of practice obligation; 3) reflection in 
personal career 

Support Description 
Supporting actors and 
connections 

1) head of institute; 2) other colleagues – work teams; 3) external experts; 4) leading 
authorities; 5) professional organisations – workshops; 6) themselves 

Form of support 
1) support in sharing practical knowledge; 2) support in resources; 3) support creating 
expectation; 4) support yielding knowledge 

Result/impact of 
support 

1) new knowledge; 2) community resources; 3) independence 

Theme and form with which teachers relate development 

Professional development can be arranged around five main categories: 1. topics 
directly connected to subject knowledge and practice; 2. to general pedagogic questions, 
in connection with role acquisition; 3. to the methodology of planning, organising and 
managing; 4) to collaboration and professional discourse; 5) and to administrative 
activities. It was a crucial element in the evaluation of CPD if the novice teacher judged 
the professional community where he/she arrived as one where peer learning and the 
need and practice of knowledge sharing, was a crucial element. This meant that the 
organisation was acting as an agent, since in these organisations knowledge sharing, 
informal learning is considered important in later phases as well. 

The time factor 

In the sample 27 respondents had 25 year or more professional experience, six had 
more than 15 years, and 2 respondents did not answer, adding to 29.6 year of 
professional practice in average. Significant development and support linked to that 
were reported in connection with two periods: the initial phase and the phase beyond 
15 years of teaching. In the intensive induction phase learning had many formal 
elements of induction and there was a strong focus on the so-called professional 
dimension and less attention was paid to personal and social factors, that otherwise 
have been emphasized in the initial phase recently (European Commission, 2010b; 
ETUCE, 2008). The role of formal training was emphasised in the mid-career period, 
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often related to filling an existing gap, outside the organisation, although with a few 
mentioning. The strengthening of the role of cooperation, where the social dimension of 
support can be detected, is clearly associated with later phases of the professional 
career. 

There are many theories that can provide an explanation to the causes of the less 
intensive period. According to psychological and identity theory models (cf. Erikson, 
1996), establishing strong bonds is a crucial cohesion-creating factor, which means that 
following the crisis of the induction phase, the individual might long for the feeling of 
professional stabilisation. On the other hand, sociological data can serve as an 
explanation, as the proportion of women exceed 70% (cf. Statistical Yearbook of 
Hungary, 2013: 147-149) and this is the period to start a family and have children. 
Thirdly, a technocratic further training system that focuses on filling existing gaps is not 
motivating enough to facilitate conscious learning processes (see Sachs, 2007). This 
professional career path curve is in contradiction with theories that regard the phase 
after induction as one of the most active periods. According to the current research, 
teachers in Hungary are most satisfied with their professional preparedness and 
competences in their forties. 

Reasons behind professional development and relating support 

The national context that requires teachers to take part in CPD activities in every seven 
years is almost non-existent among the reasons mentioned, while the presence of 
personal causes is more accentuated among the respondents. Within that, the focus on 
the gaps in preparedness is the most important. These gaps are caused by external 
factors: integration as a requirement, the arrival of “problematic kids”, deficiency in 
professional knowledge – has not been taught – deficiencies in methodological 
knowledge, insufficient communication; ihat is, dimensions of Sachs’ retooling and 
revitalising models can be identified (Sachs, 2007). 

Another argument found in the explanations is the need for taking part in professional 
discourses, the wish to be part of the communities of practice. It is often the case that 
these interpretations include other elements as well (eg. starting from a deficiency), but 
the most decisive of all is the need of belonging to the professional community. 

The least emphasised reason, but loaded with emotions in the answers was reflection on 
the individual career path and facing with what has been achieved. Another 
characteristic of these answers is opening the personal space and the interpretation of 
the support of new actors in professional development. 

Supporting actors and relations in the context of professional development and the forms 
of support 

The support for professional development is associated with six groups of actors in the 
thinking of the teachers asked: the head of the institute; colleagues and work teams; 
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external experts; leading authorities; professional organisations and workshops; 
themselves. The head of the institute is mentioned in three typical roles. First, as 
supporter to newly arrived colleagues looking for social-professional support. Second, as 
someone assigning tasks and creating new situations and challenges to the colleagues. 
Thirdly, the provider of resources, time and space. In the relation with the head of the 
institute the teacher is not initiating but accepting support. No need or intent for real 
dialogue, negotiating along individual and institutional interests has been revealed in 
the interviews. 

The relation with external experts and leading authorities is rather formal, in the context 
of formal trainings and professional events. On the other hand, dialogue and common 
actions are mentioned in connection with higher education internship places. 

Professional service-providers are rarely regarded as supporters. Work teams and 
professional organisations are mentioned that offer room for regular joint activities and 
discussions. These are typically interpretations of concrete pedagogical situations, the 
process of teaching and learning, that is, they are focused on the support of the sharing 
of practical knowledge (cf. re-modelling, Sachs, 2007). 

In sum, the picture of a supported teacher has been outlined where the micro-meso and 
macro levels are not easily discernible, nor the connectivity of the individual and 
organisation levels, or the intention and opportunity to initiate professional dialogue 
associated with taking responsibility for one’s professional development. 

Teachers’ individual innovations and the innovations of the institute 

Individual and institutional innovative practices have been analysed separately in the 
interviews from the aspect of the scope, initiation and spreading of innovation. In the 
analysis we have built upon the interpretation of the respondents with the described 
activity in focus, thus some areas of innovation might overlap. Many content-wise 
similarities can be found among the innovative practices at the level of the teachers and 
the institutes, nonetheless some areas only appear at one level or the other (eg. product 
innovation), and the distribution of accents and frequencies differ: the development of 
the learning environment and tools are strongest at the institutional level, while bonding 
with colleagues, communication and organisational development in general is not 
present at this level. Another characteristic is, that while it is difficult to identify 
teachers’ individual innovation paths, different types of institutional innovations have 
their specific ways of spreading. In table 2 the main areas of individual and institutional 
innovations are prioritised on the basis of their frequency, also along the main spreading 
paths of the latter ones. 
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Table 3: Areas and spreading of innovative practices of individual teachers and institutions 

Teachers’ individual innovations 
Types of institutional innovations and the 
characteristics of their spreading 

Development and renewal of extra-curricular activities 
Development of the learning environment and tools – 
top-down development and intervention 

Methodological or content development connected to a 
subject or class 

Development and renewal of extra-curricular activities 
-– bottom-up, local initiative 

Professional support of colleagues, in-house training Methodological and content development connected to 
a subject or class – adaptation 

Collegiality and communication Curriculum development – bottom-up, local initiative 

Curriculum development 
Professional development of the teaching staff – in-
house training, further training 

Quality management, area of school effectiveness 
Quality management, area of school effectiveness – 
institutionalisation 

Talent nurturing, remedial education Participation in research 

Product innovation  

Improvement of the school environment  

Innovative practices can vary widely in their complexities, so it is important to consider 
these differences as related to various innovative areas. While methodological and 
content developments connected to classroom practice, or curriculum developments are 
radical, intense and complex innovations, the development of extra-curricular activities 
can be both innovative and routine-like just as well as the development of the learning 
environment and tool development. The practices of professional support for the 
colleagues, teachers’ professional development, quality management, competence 
assessment, collegiality and communication are – apart from a few cases – less 
innovative, often not more than knowledge sharing and completion of new tasks. 

Individual professional innovations of teachers are manifold covering many areas, 
although teachers usually mention innovations belonging to one area, and the 
complexity and scaffolding of innovative activities are rare. (cf. Shapiro et al., 2007). 
Among the individual innovations that had the largest individual impact the most 
frequent ones were the development and renewal of extra-curricular activities among 
the teachers, followed by methodological and content developments, and then 
professional support and in-house training for colleagues, and the area of collegiality. 
The latter one refers to the “spread” of innovativeness, rather than to a well-defined 
development and innovative activity. All personal impacts and innovations are 
associated with positive experiences, except the area of competence assessment 
connected with quality management and school effectiveness. In this area, teachers 
reported numerous negative experiences. These are novelties at the institutional level 
that appear as external, compulsory expectations and arouse the strong opposition of 
the teachers. 

Little has been revealed from the interviews about the different paths of teachers’ 
personal innovations, probably largely due to the fact that teachers do not consciously 
plan the spread of innovation. The most typical way is that upon the initiative of a 
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teacher, or with the appearance of a special role, a new activity is introduced at the level 
of the institution and is integrated in the everyday practice. Teachers usually identify 
their personal learning experiences, and within that, training experiences as a trigger of 
their personal initiative. For maintaining the new innovation, institutions often apply for 
external funding in the form of call for proposals/tenders. New innovations are often 
initiated upon the principal’s request indicating that teachers are not strongly involved 
in decision-making. While teachers’ innovations start from their own initiatives, the role 
of school-level, collegial cooperation is more frequent in the maintenance of these 
practices. 

Institutional level innovations show a less colourful picture but are more complex than 
individual innovations, as individual components are cumulative and their initiation is a 
more conscious process. The renewal is strongly tied to the reflection of the given 
context: it reacts to and is embedded in local needs and challenges. The goal-setting of 
institutional innovations are more informed and characteristically the support of 
children’s development and learning are the most important goals, that is, start from the 
reflection of the given situation rather than from teachers’ individual learning. In 
teachers’ individual innovations and their impact the most frequent activities were the 
professional support of colleagues, strengthening collegiality; there was no explicit 
mention of organisational development, cooperation, new forms of learning from each 
other. However, professional development of the teaching staff is mentioned as an area 
that receives institutional support, new in its content but not in the form of learning. 

It is important to note that in case of institutional innovations the area of innovation and 
the characteristic spreading of the innovation in question have strong connectivity. 
Three of the most frequent and typical innovations and their spreading are shown 
below. In the area of the development of learning environments and tools, the smart 
board, the use of laptops and modern laboratories were mentioned by the teachers as 
the most outstanding innovations. These innovations typically belong to top-down 
national developments, implemented in the frame of grants. The development of the 
framework is accompanied with the support of further training for teachers. It is 
important to note that along technological developments, teachers mention further 
innovations, and as the results of innovations children’s development and motivation 
are often explicitly named. 

Innovations belonging to the category of extracurricular activities and curriculum 
developments are the ones that mainly sprang from local needs and institutional ideas 
and are typically bottom-up initiatives. The most common characteristic of the various 
innovations in this field – such as transition programs between kindergarten-school, 
lower and upper elementary school, day of talent, exchange programme, establishment 
of new sections – is probably the adaptive reaction to problems and thus the creation of 
real individual innovations. Methodological and content developments connected to 
subjects or lessons are important at the level of the institution as well; the characteristic 
feature here is the strong and conscious connection to the support of students’ 
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development and learning, exceeding the level of introducing a new method and often 
connected to the development of the learning environment as well. However, in most 
cases these are adaptions, and teachers rarely become active agents or inventors of the 
innovative practice. 

Opposite to our hypotheses, the interconnections between teachers’ personal 
innovations and institutional innovations are relatively rare. There can be many causes: 
in some cases teachers do not consider their innovation important enough to raise at the 
institutional level, but it is also probable that individual innovations lack conscious 
planning and reaction to local needs and changes. In addition, there is no sign of 
interconnected, systematic innovations in the interviews. 

Conclusion 

Our qualitative study is one of the first studies in Hungary that highlights the main 
characteristics of, as well as problems and issues about teachers’ professional 
development and innovative practice but for generalizing these results further studies 
will be needed. So far, the following main findings are made related to the research 
questions.  

1. What are the specificities of each stages of the professional career? 

Two stages that are more emphasised/sensitive are discernible based on the analysis of 
individual career paths: the stages from year 0-3 and approximately from year 15. This 
differentiation necessitates the elaboration of a supporting system tied to the given 
stages and to the specificities of professional development. 

Personal responsibility and commitment to student learning have a primary role in 
learning motivations. However, the way through which this preparation takes place is 
fundamentally based on the filling of existing gaps in preparedness. In case of career 
paths, where the organisation plays an active and supporting role at the beginning of the 
career, this will become decisive in launching a progressive development. 

The spectrum of learning outcomes in teachers’ interpretation is wider than what is 
acknowledged by the national in-service training system supporting professional 
development. 

2. What are the supporting factors (persons, groups, situations, challenges) that are 
decisive in the course of individual professional development? To what extent are these tied 
to stages of the career path or to critical incidents? 

Supporting actors are functionally separated in teachers’ thinking, but there are 
overlaps between these functions among the group of actors (Table 3). 
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Table 4. Actors providing support and the forms of support 

Forms of support Actor providing support Activity of teacher 
 
guidance in professional issues (e.g. 
training, meeting) 
 

Principal Passive 
external experts, leading authorities Passive 

teachers of higher education internship 
places, workshops 

Passive 

professional service providers Active 
support in the solution of a concrete 
pedagogic problem (e.g. discussions, 
dialogue) 

work teams Active 
professional organisations, eg. 

Associations 
Active 

setting a challenge Principal Passive 
providing resource Principal Passive 
providing community work teams Active 
empowered by independence Principal Active 

Built upon the forms of support, providing actors, goals and outcomes of support four 
supporting patterns have emerged. These are the following:  

1. Support that results in new knowledge: the supporter contributes to the support 
of professional knowledge with new knowledge and content. It is often connected 
to the understanding and familiarisation with new methods and practices, but the 
phase of interpretation and application is not present. It can appear in many 
forms, but mostly in the form of trainings, and sometimes in the form of 
discussions and meetings. This type is limited in time. Associated feelings: joy, 
pride. 

2. Support that share practical knowledge: common activity aimed at solving 
problems detected in the course of practice. Characteristically a dialogue among 
colleagues without subordination, the inclusion of “higher” expertise is not 
included. It yields immediate results, with direct connection to the original 
problem. It is a long-term, process-embedded type of support. From the 
organisational point of view, it creates space to the interconnectivity of individual 
and organisational goals. Associated feelings: security, good experience of 
thinking together. 

3. Support imposing expectation: characteristic form of support in the boss-
subordinate relation. Expectations that mean challenge for the teacher, although 
support is not always provided. The teacher is often left alone in this situation 
and therefore does not feel the support element. Associated feelings: relief 
associated with the accomplishment of the task, pride. 

4. Support by the provision of resources: there is a unique form of role 
interpretation behind this type of support. The employer provides the 
opportunity for professional development in the possession of the necessary 
resources. Teachers are the recipients of these resources, and thus not taking 
charge of their own development. Associated feelings: gratitude. 

The systemic, planned appearance of these types of supports in the individual 
professional development are not mentioned by the respondents, it is missing from their 
thinking. Also in many forms of support the teachers felt themselves in a passive role.  
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3. What are the characteristics of individual and institutional innovations and their 
relations? To what areas these innovative practices are tied to, how do they start, form and 
spread? 

Individual innovations are closely related to individual professional learning, especially 
with trainings. In addition, according to respondents, innovative practice springs from 
the assignment of a new task or upon the principal’s request rather than from group or 
individual initiatives. When judging institutional innovations, on the other hand, 
teachers often emphasise that they sprang from local needs and challenges, and are 
reflective, adaptive answers. In these cases the decision capital are more accentuated 
but there is no information on the basis of data if a large circle of teachers or a narrow 
circle of leaders were involved in the decision-making. 

On the basis of the interviews, the innovative teachers feel that their individual 
innovations have influence on their institution, or at least their colleagues and they 
associate their innovations with mostly positive experiences. The spread and impact of 
teachers’ innovative practices, on the other hand, do not show mature and well-defined 
patterns that poses several challenges in connection with the spreading, embeddedness 
and sustainability of these innovations. There is little interconnectivity between 
individual and institutional innovative practices, also there is no scaffolding. Despite the 
lack of strong connections, there are many similarities between the main innovation 
areas of individual and institutional innovative practices. 

Individual and institutional innovations showed large variation in content and large 
diversity in the level of their complexity. The extent to which they meet the main criteria 
of innovation is to be considered as well: although they are new from the institutional 
point of view, but it is often difficult to interpret the difference from routines and the 
effectiveness of innovation. The strongest and most innovative practices are tied to 
methodological-content innovations of subject or classroom practices and to curriculum 
development. Least innovative practices are connected to collegiality, communication 
and professional development of work teams. In the latter case the knowledge-sharing 
and the content of practices are new, but the ways of knowledge sharing and the forms 
of joint learning are not. 

The area of organisational development is not very innovative; it was not mentioned 
among institutional innovations at all. The differences in the strength of innovative 
practices show that teachers think in a continuum when interpreting their own and the 
institutional practices: from the smaller innovations of learning and knowledge sharing 
through new institutional tasks to the complex innovative practices. It could be worth to 
study them together, as radical innovations, “next practices” usually surface in learning 
organisations with smaller or larger innovations, amidst strong knowledge sharing 
activities. (cf: Kraler and Schratz, 2012, Halasz and Horvath, 2016). 
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