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	​Objective: This study aims to analyze the competency model of Driving Teachers in improving the quality of learning at the junior high school level in disadvantaged, frontier, and outermost (3T) areas, especially in Simeulue Regency, Aceh Province. This study focuses on the integration of pedagogical, professional, social, and personality competencies supported by learning leadership and their impact on teacher professionalism and student learning outcomes. Methods: This study used a qualitative approach with a case study design involving 15 participants, including driving teachers, principals, and students from three schools in Simeulue Regency. Data were collected through in-depth interviews, participatory observations, and document analysis. Data were analyzed using Miles and Huberman’s interactive model through the processes of data reduction, data presentation, and conclusion drawing and verification. Results: The results of the study show that the Driving Teacher model can transform the role of teachers from curriculum implementers to reflective, collaborative, and innovative learning leaders. Teachers experience improvements in lesson planning, classroom management, and reflection on learning outcomes, supported by a professional learning community and participatory school leadership. In addition, students’ motivation and engagement increased significantly. Novelty: This study presents an integrative conceptual model of teacher competence that connects reflective pedagogy with learning leadership in the context of limited resources. The results of the study expand the theoretical discourse on educational transformation in the 3T region by placing reflection and collaboration as the main mechanism for improving sustainable learning.​
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INTRODUCTION
Education is the main pillar of national development, determining the quality of human resources and national competitiveness. The success of education is highly dependent on the quality of learning that occurs in schools, especially at the junior high school (SMP) level, which plays an important role in shaping the character and academic competence of students (Witkowska-Tomaszewska, 2019). However, the quality of learning in many junior high schools in Indonesia still faces serious challenges, especially in frontier, outermost, and disadvantaged (3T) areas such as Simeulue Regency.
The 2023 National Assessment (AN) data released by the Ministry of Education, Culture, Research, and Technology show that only 38.7% of students achieve the minimum literacy competency and 34.5% meet numeracy standards (Afwa, 2025). The achievement gap between schools in urban areas and 3T areas reaches 25-30 percentage points (Syafii, 2018). This fact shows that there is a wide disparity in the quality of learning, one of the main causes of which is the competence of teachers who are not optimal in four main domains, namely, pedagogic, professional, social, and personality (Choliq et al., 2025); (Nikola, 2021).
In the context of modern education, teachers not only play the role of transmitters of knowledge, but also as instructional leaders who drive the learning process in a collaborative, reflective, and innovative  manner (Carletti, 2025); (Nadeem, 2024); (Riddel & Zulfikar, 2024). Wijayanto and Riani (2021) emphasized that competence is a fundamental characteristic that affects the effectiveness of individual performance, whereas Weiner (2022) emphasized the importance of measurability and contextual relevance in the development of competency models. Thus, the ideal teacher competency model must integrate personality, pedagogic, social, and professional dimensions with learning leadership as a driver of sustainable change.
In response to these challenges, the Ministry of Education launched the Teacher Driving Program, which places teachers as agents of educational transformation. This program focuses on strengthening the role of teachers as learning leaders, drivers of learning communities, and  role models for peers (Sugesti, 2025). Teacher Mobilizers are expected to create student-centric learning, foster a reflective culture, and encourage peer collaboration. However, the results of field implementation show considerable variation. Some teachers have successfully translated learning leadership values into classroom practice, but others still face obstacles in integrating these principles into daily learning activities (Aditiya & Fatonah, 2023); (Sibagariang et al., 2021).
The gap between this concept and practice is increasingly complex in 3T areas such as Simeulue, where limited facilities, access to training, and school managerial support limit the optimization of the role of driving teachers. In fact, teachers in the 3T area have a strategic position in ensuring the equitable distribution of education quality and strengthening the character of students. Therefore, an in-depth analysis of the Teacher Driving Competency model is important to understand how this model works in real life, how the success and obstacle factors interact with each other, and the extent to which the model has an impact on improving the quality of learning.
Several previous studies have highlighted the importance of strengthening teacher competence in 21st century learning (Fullan, 2002); (Santosa & Rahmawati, 2022); (Wati & Nurhasannah, 2024). However, most of these studies still focus on teacher professional development in general and have not comprehensively examined the competency model of Driving Teachers in the context of secondary schools in the 3T area. This gap is an important contribution space for this study, which seeks to analyze the competency model of Driving Teachers contextually in Simeulue Regency as a representation of the 3T region.
Based on this background, this study aims to analyze the competency model of Driving Teachers that integrates the four main competency domains (pedagogic, professional, social, and personality) with the dimension of learning leadership, identify the factors that affect the success of its implementation, and examine its impact on improving the quality of planning, implementation, and evaluation of learning in Junior High Schools in the 3T region. The results of this study are expected to make a conceptual contribution to strengthening the teacher competency model based on learning leadership and a practical contribution to the optimization of the Driving Teacher Program in improving the quality of education in the 3T area.


Theoretical Framework
Teachers are a key factor in determining the success of the learning process. The quality of learning is ultimately determined by the teacher's competence in designing, implementing, and evaluating teaching and learning activities. Salman et al., (2020), define competence as a person's fundamental characteristics related to effective performance at work, encompassing knowledge, skills, attitudes, values, and motives. Škrinjarić  (2022) emphasized that competencies must be relevant to the work context, measured through behavioral indicators, and directly related to the results achieved.
In the context of education, Boimau and Mediatati (2020) divided teacher competence into four main domains: pedagogical, professional, social, and personality. These four domains are the minimum standards of teacher professionalism in Indonesia, as stipulated in Law No. 14 of 2005 concerning Teachers and Lecturers. However, a competency model that only emphasizes these four domains is insufficient to address the challenges of 21st century education transformation. Therefore, some experts add the dimension of learning leadership as a driving component that can integrate the four core competencies in real practice (Fullan, 2020); (Golden, 2020).
Learning leadership places teachers as leaders in the learning process, rather than as mere curriculum implementers. Teachers act as change agents who direct learning to be student-centered, collaborative, reflective, and innovative (DuFour, 2004). Within the framework of the Driving Teacher Program initiated by the Ministry of Education and Culture in 2020, teachers are expected to become learning leaders who can foster an adaptive and inclusive learning ecosystem. This requires the integration of pedagogic, professional, social, and personality competencies with leadership abilities that are oriented towards student learning outcomes.
[image: ]According to Joyce and Calhoun (2024), the quality of learning is reflected in three main indicators: (1) mature, systematic, and contextual learning planning; (2) the implementation of participatory, innovative, and student-centered learning; and (3) reflective and continuous learning evaluation. Meanwhile, Hattie (2009) emphasized that the teacher factor, especially in providing instruction, feedback, and positive expectations to students, has the greatest influence on academic achievement.
Figure 1. Conceptual Diagram of Research Model
Based on the synthesis of several of these theories, this study uses the Integrative Model of Teacher Competency as its theoretical foundation. This model explains that improving the quality of learning in the 3T area can be achieved through the synergy of the four basic competencies of teachers (pedagogic, professional, social, and personality) driven by learning leadership. Learning leadership serves as a driving force that transforms individual competencies into collaborative and reflective actions at the school.
Thus, the theoretical framework of this study confirms that the effectiveness of Driving Teachers in improving the quality of learning in junior high schools in the 3T area is determined by:
1. The level of integration between the core competencies of teachers and learning leadership.
2. Supporting factors include the support of the principal, the learning community, and the infrastructure.
3. This impact is reflected in the improvement of the quality of planning, implementation, and evaluation of learning.

RESEARCH METHOD
A. Research Approach and Design
This study used a qualitative approach with a case study design. This approach was chosen because the research aims to analyze in depth the phenomenon of the implementation of the Driving Teacher competency model in improving the quality of learning in junior high schools in the 3T area. A qualitative approach allows researchers to understand the meanings, perceptions, and social dynamics that occur naturally (Creswell & Poth, 2016).
The design of the case study was chosen because this study does not only describe the phenomenon, but also aims to understand how and why the Driving Teacher competency model is applied contextually in the school environment. Yin (2018) states that the design of relevant case studies is used to explain complex phenomena in real-life contexts, especially when the boundaries between phenomena and context are not firm.
This study focuses on three schools in Simeulue Regency that have implemented the Driving Teacher Program. This approach allows researchers to obtain a holistic picture of the application of the model, success factors, and the resulting impact on the quality of learning in the 3T areas.
B. Location and Research Subject
The research was conducted in three junior high schools in Simeulue Regency, Aceh Province, namely:
1. State Junior High School (SMP) 4 Teupah Barat
2. State Junior High School (SMP) 6 East Simeulue
3. State Junior High School (SMP) 2 East Simeulue
The three schools were selected through purposive sampling because they met the following criteria:
1) Have an active driving teacher
2) Have a variety of school accreditation (A, B, and C)
3) Representatives of the geographical and social conditions of schools in the 3T area.
The research subjects consisted of driving teachers, principals, and students who acted as key informants and triangulation informants. The selection of subjects is carried out based on the principle of criterion-based selection, namely, participants are selected because they are considered to understand and be directly involved in the implementation of the Driving Teacher Program in their respective schools.
The number of participants was determined based on the principle of data saturation, which states that data collection is stopped when the information obtained has been repeated and does not add new meaning (Huberman, 2019).

Table 1. Profile of Research Respondents
	No
	Category Responden
	Sum 
	School Origin
	Role in Research

	1
	Driving Teacher
	3
	SMPN 4 Teupah Barat, SMPN 6 Simeulue Timur, SMPN 2 Simeulue Timur
	Key informant (implementer of the competency model and learning leadership)

	2
	Principal
	3
	SMPN 4 Teupah Barat, SMPN 6 Simeulue Timur, SMPN 2 Simeulue Timur
	Supporting informants (policy makers, observers of changes in teacher practices)

	3
	Student
	9
	Three students each per school
	Triangulation informants (recipients of learning impacts and motivational changes)

	Total
	15 
	
	



C. Data Collection Techniques
To obtain comprehensive data, this study used three main data collection techniques: in-depth interviews, participatory observations, and documentation studies.
1. In-depth Interview
The interviews were conducted in a semi-structured manner to allow the researcher had the flexibility to probe the informants’ answers. The questions were prepared based on teacher competency indicators (pedagogic, professional, social, and personality) as well as learning quality indicators (planning, implementation, and reflective evaluation). Interviews were conducted twice for each category of informants to ensure consistency of answers and deepen understanding of the phenomenon.
2. Participatory Observation
Observations were carried out during the learning process to directly observe the application of the Driving Teacher competency model. The focus of the observation included teacher-student interaction, differentiated learning strategies, the application of student-centered principles, and the practice of teacher reflection after learning.
3. Documentation Studies
Secondary data were collected through the analysis of school documents, such as Learning Implementation Plans (RPP), teaching modules, formative assessments, teacher reflection notes, and reports on the results of the school principal's supervision. This document was compared with the data from the interviews and observations.
D. Research Instruments
The main instrument in this study was the researcher (human instrument). In the qualitative approach, the researcher functions as a planner, implementer, collector, analyzer, and interpreter of the data (Moleong, 2017). As the main instrument, the researcher directly interacted with the social situation of the research, namely junior high schools in the 3T area of Simeulue Regency. The presence of researchers in the field plays an important role in understanding the context in depth and capturing the meaning behind the behavior, language, and actions of informants.
In addition to the researcher as the main instrument, auxiliary instruments were used to strengthen the systematization of the data collection process. The auxiliary instruments used included:
1. The interview guidelines were compiled based on the indicators of teacher competence according to  (Fahdini et al., 2014) and the dimensions of learning leadership proposed by (Fullan, 2002). This guideline contained open-ended questions to explore the experiences, perceptions, and reflections of driving teachers, principals, and students.
2. Observation sheets were used to observe the behavior of driving teachers during teaching and learning activities. The focus of the observation included differentiated learning strategies, teacher-student interaction, the application of student-centered principles, and teacher reflection practices.
3. Document analysis format, which is used to examine learning tools such as Learning Implementation Plans (RPP), teaching modules, formative assessments, teacher reflection notes, and reports on the results of school principals’ supervision.
These three auxiliary instruments were developed based on research indicators and tested internally through readability tests and discussions with validators to ensure content suitability and clarity of language. With a combination of human instruments and structured auxiliary instruments, it is hoped that the data obtained will have high depth and relevance to the research focus.
E. Data Validity
To ensure the quality and trustworthiness of the data obtained, this study applies the principle of data validity (trustworthiness) as stated by Huberman ( 2019), which includes aspects of credibility, diversion, dependability, and confirmability. The credibility aspect is maintained through the application of source triangulation and other triangulation techniques. Source triangulation was carried out by comparing information from various informants, namely driving teachers, principals, and students, to ensure the consistency of the data obtained. Technical triangulation was carried out by combining the results of interviews, observations, and documentation to obtain mutually reinforcing data.
To strengthen the credibility of the findings, the researcher conducted a member check to confirm the results of the initial interpretation to the informant so that there was no deviation in meaning. This process was carried out after the initial interview transcription and interpretation were completed. Informants were given the opportunity to provide responses, corrections, or affirmations to the results of the researcher's analysis.
Dependability and confirmability aspects are maintained through the application of trail audits, namely, documenting the entire research process from data collection and analysis to drawing conclusions. The trail audit contained field notes, interview transcripts, photos of activities, and reflections of the researchers. With systematic documentation, the research process can be traced and verified transparently by other parties.
In addition, the researcher maintained reflexivity throughout the research process by writing reflection notes every time they conducted field interactions. These notes helped the researchers realize potential personal biases and maintain objectivity in interpreting the data. Through a combination of triangulation, member check, trail audit, and reflexivity, this research is expected to produce valid, reliable, and credible findings in describing the implementation of the Driving Teacher competency model in the 3T area.
F. Data Analysis Techniques
The data analysis in this study was carried out interactively and continuously, starting from the data collection stage to drawing the final conclusions. The analysis model used refers to the concept developed by Huberman  (2019), which includes three main components: data reduction, data presentation, and conclusion withdrawal and verification.
The analysis process begins with data reduction, which involves selecting, focusing, simplifying, and organizing raw data from interviews, observations, and documentation into a more meaningful form. The interview data were transcribed verbatim and encoded by labeling each piece of information relevant to the focus of the research, such as teacher competency indicators, learning leadership practices, implementing supporting factors, and learning quality aspects. The coding process is done openly (open coding) to find the initial categories, then continued with axial coding to connect between categories that have a common meaning.
The next stage was the presentation of the data. At this stage, the reduced data were arranged in the form of a matrix, thematic tables, and descriptive narratives so that the relationships between the data categories could be clearly seen. The presentation of data aims to make it easier for researchers to understand the patterns, tendencies, and relationships between the variables that appear during the research. For example, how the integration between pedagogic competencies and learning leadership affects the planning strategy and implementation of learning in the classroom.
The final stage involved drawing conclusions and verification. At this stage, the researcher interprets the meaning of the data that has been analyzed by relating it to the theoretical framework. The verification process was carried out continuously throughout the study by rechecking field data, comparing information sources, and conducting member checks on informants. The final conclusion obtained is not the result of mere speculation but of in-depth interpretation that has been tested for validity through the process of triangulation and repeated reflection.
The data analysis in this study was iterative and reflective, meaning that the researcher repeatedly reviewed previous data and interpretations as the understanding of the research context developed. Each cycle of analysis produces a new meaning that enriches the interpretation of the phenomenon of driving teacher competence and its relationship with the quality of learning in the 3T region.
The final result of this analysis process is thematic findings that illustrate the logical relationship between the four domains of teacher competence (pedagogic, professional, social, and personality), dimensions of learning leadership, supporting contextual factors, and their impact on improving the quality of learning planning, implementation, and evaluation. The findings were then synthesized to build a conceptual model for implementing teacher competencies to improve the quality of learning in junior high schools in the 3T area.

RESULTS AND DISCUSSION
Results
A. Driving Teacher Learning Leadership
Learning leadership is the most prominent aspect of implementing the Driving Teacher competency model in Simeulue Regency’s 3T area. Data from interviews with principals, driving teachers, and students show that this leadership is not structural but rather emerges from the reflective and collaborative professional practice of teachers. This thematic analysis was conducted to illustrate how driving teachers integrate pedagogic, social, professional, and personality competencies in leading the learning process, as well as how the principal's support and student participation strengthen these leadership roles. The results of the analysis are presented in Table 1, which shows the logical relationship between interview quotes, empirical meanings, conceptual categories, and main themes that describe the real form of driving teacher learning leadership in the field.
Table 2. Learning Leadership Data Analysis
	Data Code
	Key Interview 
Quotes 
	Meaning 
	Category 
	Theme 

	KS1
	"The application of the competency model helps improve the quality of teacher learning planning. They observed improvements in RPP/ATP, more varied methods, and increased student engagement."
	The principal sees real improvements in the planning and teaching strategy of driving teachers.
	Supervision and management of reflective learning.
	Teacher leadership as an instructional leader in designing learning.

	KS2
	"I can analyze that the application of the competency model helps improve the quality of teacher learning planning."
	The principal assessed that teachers' planning skills improved due to collaborative leadership.
	Evaluation and structural support of the principal.
	Collaborative leadership supports strengthening teacher competence.

	KS3
	"Competency models have an impact on learning management in schools."
	The driving teacher model improves learning governance at the school level.
	The systemic influence of teacher leadership models.
	Teacher leadership has implications for changing school culture.

	G1
	"I feel more confident leading learning, collaborating with peers, and reflecting on teaching practices."
	Teachers experience increased confidence and peer collaboration.
	Professional reflection and horizontal collaboration.
	Reflective and participatory teacher leadership.

	G2
	"I emphasize the importance of mentoring and discussion in the teacher learning community."
	Teachers build peer capacity through mentoring.
	Collaboration and continuous professional development.
	Community-based teacher leadership learning 

	G3
	"This model allows me to not only teach, but also lead learning. Every time we finish teaching, we reflect together and look for ways to improve the next lesson."
	Teachers become facilitators of change through collective reflection.
	Reflective practice in improving the quality of learning.
	Transformational leadership is based on reflection and innovation.

	S1–S9
	"Students report that learning becomes more interesting, teachers use creative media, give opportunities to ask questions, and give feedback regularly. They feel more motivated and easier to understand the material."
	Students feel the positive impact of teacher leadership in more active and engaging learning.
	Active participation and student learning motivation increase.
	The impact of teacher leadership on student engagement and motivation.


The findings from interviews with teachers, principals, and students show that the learning leadership of Driving Teachers in Simeulue Regency is a tangible manifestation of the shift in the professional paradigm of teachers. They no longer play the role of curriculum implementers alone, but also as instructional leaders who mobilize peers, foster a culture of reflection, and build collaboration in the teachers’ learning community.
The principal (KS1-KS3) emphasized that the implementation of the Driving Teacher competency model has a direct impact on improving the quality of learning planning and management. The Learning Implementation Plan (RPP) and Learning Goal Flow (ATP) have become more directed, varied, and reflective of the principles of student-centered learning. The principal also saw a change in the professional culture of teachers, from working individually to collaboratively. This emphasizes the role of transformational leadership (Fullan, 2002), where the principal serves as a facilitator and the teacher leads innovation in the classroom.
From the teachers’ side (G1-G3), learning leadership grows through reflection and professional collaboration. Teachers called mentoring activities, peer discussions, and joint reflections routine post-learning practices. This activity creates a collective learning space that supports the improvement of competencies and the sharing of good practices. These findings reinforce the theories of professional learning communities (DuFour, 2008) and peer coaching (Joyce & Showers, 2002), which place peer reflection as the key to improving teacher professionalism.
Meanwhile, from the perspective of students (S1–S9), teacher leadership is evident in the change in a more interactive, creative, and fun learning atmosphere than before. Teachers provide opportunities for discussion, questioning, and experimentation among students. Students feel emboldened and motivated. This phenomenon reflects adaptive leadership (Heifetz, 1994), where teachers are able to adapt strategies to the context of limited facilities in the 3T area without losing the meaning of learning.
The learning leadership that emerged in Simeulue was contextual and based on reflective values. Teachers use local resources, build cross-school collaborations, and turn every challenge into a learning opportunity. This change did not occur because of external policy alone, but because of the professional awareness that grew from within the teacher herself. With the support of principals who provide innovation space and an active learning community, learning leadership becomes a sustainable ecosystem that shapes empowered teachers, motivated students, and schools that are conducive to learning.
B. Professional Reflection and Collaboration
Reflection and professional collaboration are the driving forces behind the successful implementation of the Driving Teacher competency model in Simeulue Regency. The results of the interviews show that teachers no longer work individually, but rather develop a culture of learning together to improve learning practices sustainably. Collective reflection and peer mentoring function as mechanisms for improving professional quality, while the support of the principal creates a conducive collaborative space. This section highlights how teachers' reflective awareness interacts with institutional support systems to shape effective learning leadership.
Table 3. Data Analysis, Reflection and Professional Collaboration
	Data Code
	Key Interview 
Quotes
	Meaning 
	Category 
	Theme 

	G1
	"We feel motivated to continue to innovate because we see positive changes in students' enthusiasm for learning. This program makes us more reflective and open to new learning."
	Teachers have an intrinsic motivation to reflect and innovate.
	Self-reflection and professional commitment of teachers.
	Reflective culture as a driver of change.

	G2
	"After each activity, we are used to reflecting together. From there we know what needs to be improved for the next lesson."
	Reflection is done as a routine practice for continuous improvement.
	Post-learning collaborative reflection.
	Formation of peer reflective communities.

	KS1
	"The principal gave us full space and trust to try new approaches. This support makes us more confident in implementing the competency model."
	The principal's support facilitates collaboration and pedagogical experimentation.
	Structural support for teacher innovation
	Participatory leadership in strengthening teacher reflection.

	KS2
	“Kami membuat kelompok belajar kecil antar guru untuk saling berbagi praktik baik. Cara ini sangat membantu dalam memperbaiki strategi pembelajaran.”
	Peer collaboration strengthens the professionalism of teachers.
	Active teacher learning community
	Professional collaboration of driving teachers

	KS3
	"The school provides basic facilities such as LCDs, discussion rooms, and internet access so that the implementation of project-based learning can run effectively."
	Infrastructure supports collaboration and learning innovation
	Dukungan sumber daya dan lingkungan belajar kolaboratif.
	Institutional facilitation of collective reflection

	S3
	"The children are more enthusiastic because their parents are supportive and know the results of their projects."
	The involvement of students and parents strengthens the results of teachers' reflections
	Synergy of teachers' reflection with the participation of students-parents
	Collaborative reflective ecosystem in schools


Data analysis shows that the success of the implementation of the Driving Teacher competency model in Simeulue is greatly influenced by the reflective and collaborative capacity of teachers. Teachers not only conduct individual reflections but also make it a collective process with peers and principals. This is in line with Schön's (1983) idea of reflective practitioners, that true professionals are those who constantly review and improve their actions in a real context.
The driving teachers (G1, G2) view reflection as not just an administrative activity but a continuous professional learning process. Each reflection session becomes a space for sharing experiences, building self-awareness, and developing new ideas for the next learning cycle. This practice leads to the formation of reflective learning communities that facilitate collective capacity building among teachers.
The support of school principals (KS1, KS2, and KS3) plays an important role in strengthening the reflection ecosystem. The principal provides autonomy and trust, so teachers have the freedom to innovate and try new approaches without the fear of failure. This situation reflects distributed leadership (Harris, 2008), where leadership is spread through the cooperation and active participation of all school members.
Professional collaboration also receives institutional support in the form of infrastructure facilities and the formation of small study groups among teachers. Mentoring and peer coaching activities are mechanisms to expand personal reflection towards collective reflection. Thus, the improvement of teachers' professionalism is not the result of formal training alone but is born from the practice of continuous reflection and collaboration in their own work environment.
The active participation of students and parents complements this dynamic relationship. When the results of the teacher's reflection are applied in the form of projects or problem-based activities, students become more motivated, and parents are involved in the learning process. The interaction of three parties, namely teachers, principals, and students, realizes a learning organization (Senge, 2006), where each actor plays a role in the cycle of learning together towards continuous improvement.
Thus, reflection and professional collaboration are the driving axes for the success of the Driving Teacher competency model. Through consistent reflective practices, open peer collaboration, and participatory principal support, a school culture that learns from the hallmark of effective and sustainable learning leadership is formed.
C. The Impact of the Implementation of the Driving Teacher Model on Learning Quality
The implementation of the Driving Teacher competency model in Simeulue Regency has had a real impact on improving the quality of learning in junior high schools. The results of interviews, observations, and documentation revealed that teachers experienced a transformation in designing, implementing, and evaluating learning. These changes are not only technical, such as the preparation of lesson plans/ATPs and variations in learning methods, but also touch on aspects of culture, teacher professionalism, and student learning motivation.
The driving teacher shows adaptive ability in integrating the local context of Simeulue into the learning process, so that learning becomes more relevant, interesting, and participatory. The principal also assessed that there was an increase in discipline, reflection, and collaboration between teachers, which had a direct impact on student learning behavior. Meanwhile, students reported that learning is now more meaningful and provides space for them to express their opinions, discuss, and create. Thus, the application of this model is an important instrument for creating reflective, collaborative, and student-centered learning.
Table 4. Data Analysis of the Impact of the Implementation of the Driving Teacher Model on Learning Quality
	Data Code
	Interview 
Quotes 
	Open Coding 
	 Category
	 Theme

	KS1
	"After the implementation of the competency model, teachers in our school are more systematic in compiling lesson plans and paying attention to the character of students."
	Student needs-based learning planning.
	Strengthening teachers' pedagogical skills.
	Systematic and contextual learning planning.

	KS2
	"Teachers no longer only teach, but also facilitate students to think and express their opinions. The classroom becomes more lively."
	The shift in the role of teachers to facilitators.
	Active and collaborative learning.
	Implementation of interactive learning.

	G1
	"We have started preparing initial assessments to know the students' abilities. It really helps determine teaching strategies."
	Teachers conduct diagnostic assessments before teaching.
	A data-driven approach to planning.
	Learning is adaptive to the student's condition.

	G2
	"I often use projects and group discussions to make students more courageous and engaged."
	Use of project and collaborative methods.
	Differentiated and participatory strategies.
	Implementation of interactive and contextual learning.

	G3
	"Every time we finish teaching, we reflect together and fix what is lacking."
	Post-learning reflection practice.
	Collective reflection for quality improvement.
	Reflective and continuous learning evaluation.

	S1–S3
	"Now learning is more fun because we can ask questions and the teacher explains with examples that are close to our lives."
	Students find learning more relevant and engaging.
	Student engagement increases.
	Positive impact on student motivation and learning outcomes.


Data analysis shows that the impact of the implementation of the Driving Teacher competency model in Simeulue Regency lies not only in improving teacher skills, but also in transforming the learning culture in schools. First, from the perspective of lesson planning, the driving teacher showed an improvement in their ability to prepare contextual lesson plans and ATPs. They began adopting a learner's needs-based approach through initial assessments. Thus, planning becomes more responsive to students' understanding levels and learning environment conditions. This practice is in line with the principle of differentiated learning, which places students at the center of instructional design.
Second, at the learning implementation stage, teachers showed innovation in teaching methods that were more interactive. The use of projects, group discussions, and collaborative approaches strengthens student engagement in classrooms. Learning activities are no longer dominated by lectures but instead focus on activities that encourage critical thinking and creativity. The teacher acts as a facilitator who leads students to discover knowledge independently of the teacher. The principal noted that these changes had a positive impact on the classroom atmosphere: more dynamic interaction, improved two-way communication, and students showed greater confidence.
Third, in learning evaluation, teachers continuously reflect both individually and collectively. Reflection is carried out after the teaching activity through peer discussions to review effective strategies and determine necessary improvements. This indicates an active learning community, where evaluation is no longer interpreted as the end of the process but as part of the continuous learning cycle.
For students, this change has a direct impact on their learning motivation and engagement. They feel engaged, better understand the learning objectives, and receive feedback that encourages self-improvement. Learning becomes more meaningful because it is related to daily life and provides space for active participation in the learning process. Overall, the Driving Teacher competency model fosters a reflective culture among teachers, strengthens principals' learning leadership, and enhances students' learning experiences.
D. Success Factors for the Implementation of the Driving Teacher Competency Model
The successful implementation of the Driving Teacher Competency Model in Simeulue Regency shows that sustainable pedagogical change can only be achieved if there is synergy between internal and external factors in the school ecosystem. Internal factors include teachers’ personal dimensions, such as motivation to innovate, reflective abilities, and professional commitment to learning. External factors include supportive leadership of the principal, support of adequate infrastructure, formation of a professional learning community, and involvement of parents and students in the learning process.
The integration of these factors results in a learning environment conducive to the transformation of teaching practices. Driving teachers not only act as agents of innovation but also as catalysts for change in building a culture of reflection and collaboration. The support of the principal as a learning leader plays a role in providing experimentation, feedback, and maintaining the continuity of innovation. Meanwhile, parental participation and support from school facilities strengthen the relevance and sustainability of the practices initiated by driving teachers. Thus, the success of this competency model reflects systemic collaboration between individuals, institutions, and school communities that reinforce each other in achieving the transformation of reflective values-based education and learning leadership in the school. 
Table 5. Success Factor Data Analysis
	Kode Data
	Interview Quotes
	Open Coding
	Category
	 Thema

	G1
	"We feel motivated to continue to innovate because we see positive changes in students' enthusiasm for learning. This program makes us more reflective and open to new learning."
	Encouragement of innovation and reflection of teachers
	Professional commitment and reflection
	Internal factors of teachers

	KS1
	"The principal gave us full space and trust to try new approaches. This support makes us more confident in implementing the competency model."
	Principal's support and trust
	Supportive leadership
	External factors of leadership

	G2
	"After each activity, we are used to reflecting together. From there we know what needs to be improved for the next lesson."
	Continuous collective reflection
	Reflective culture of teachers
	Internal reflection factors

	KS2
	"The school provides basic facilities such as LCDs, discussion rooms, and internet access so that project-based learning can run effectively."
	Infrastructure support
	School structural support
	External factors of the facility

	G3
	"We created small study groups between teachers to share good practices with each other. This is very helpful in improving learning strategies."
	Peer collaboration in PLC
	Teacher learning community
	Professional collaboration factors

	KS3
	"The children are more enthusiastic because their parents support and know the results of their projects. This makes the learning process more meaningful."
	Parent and student support
	School community participation
	External social support factors


The results of the data analysis in Table 5 show that the successful implementation of the Driving Teacher Competency Model depends not only on the individual abilities of teachers but also on the supporting institutional structures. The research findings are grouped into two main domains: (1) internal teacher factors and (2) institutional external factors.
In the first domain, the driving teacher displays the characteristics of high intrinsic motivation to innovate and adapt to students learning needs. The statements of informants G1 and G2 show that the involvement of teachers in the process of collective reflection after learning becomes a practice that strengthens metacognitive abilities and accelerates the improvement of teaching quality. This reflection process serves as an evaluative mechanism and a means to build professional awareness and moral responsibility for student learning outcomes. Teachers’ motivation to continue improving their teaching practices shows conformity with the reflective practitioner principle, which emphasizes continuous learning through introspection and corrective actions.
In the second domain, the principal's leadership plays a role as an external variable that determines the effectiveness of the model's implementation. The findings from KS1 and KS2 show that principals who provide space for experimentation, trust, and moral support create a positive innovation climate. Structural support in the form of providing learning facilities (LCD, discussion rooms, and internet access) strengthens the implementation of PjBL, as revealed by KS2. This institutional support is enabling, allowing teachers to develop collaborative learning practices without logistical barriers. In addition, parent and student participation (KS3) affirms the role of learning communities that go beyond the boundaries of the classroom, thereby strengthening the relationship between the school and the community.
The synthesis of these two domains suggests that the success of the Driving Teacher model is rooted in the dialectical relationship between the teacher's reflective motivation and the principal's transformational leadership. When these factors work harmoniously in a collaborative school ecosystem, learning is not only pedagogically innovative but also institutionally sustainable. In other words, the successful implementation of the model does not stop at individual changes but develops into systemic changes that are institutionalized in school culture.
These findings affirm the importance of a holistic approach in the development of driving teacher competencies, as reflective teacher formation is inseparable from responsive environmental support, empowering leadership, and active social participation.
E. Challenges and Sustainability of the Implementation of the Driving Teacher Model
The implementation of the Driving Teacher model in Simeulue Regency is inseparable from the various contextual challenges that affect its sustainability. As an area with the geographical characteristics of an archipelago and limited educational resources, the initial success of the implementation of the model has not fully guaranteed the sustainability of practice in schools. Several obstacles arise from limited infrastructure, variations in teacher competencies, and a lack of optimal post-training mentoring systems. However, the findings also show the potential for sustainability through the reflective leadership of school principals, the formation of teacher learning communities, and the intrinsic spirit of driving teachers, which continues to grow. Thus, this theme highlights how challenges and institutional support interact to maintain the continuity of innovation initiated by the Driving Teachers in the field.
Table 5. Data Analysis: Challenges and Sustainability of the Implementation of the Driving Teacher Model
	Data Code
	Interview Quotes
	Open Coding
	Category
	Thema

	G1
	"There are still fellow teachers who find it difficult to adjust to the new approach. They are used to the old way of teaching."
	Resistance to change
	Pedagogy adaptation
	Internal challenges of teachers

	KS1
	"After the program is completed, not all teachers receive follow-up assistance. This makes some of it go back to the old pattern."
	Lack of sustainability of mentoring
	Post-program mentoring system
	Limited institutional support

	G2
	"We in remote schools often have difficulty accessing the internet and digital teaching materials."
	Facility & connectivity barriers
	Learning infrastructure
	Geographic external challenges

	KS2
	"The principal tries to maintain the spirit of teachers with regular reflection forums so that good practices continue to run."
	Reflective supervision of the principal
	Learning leadership
	Supporting factors for sustainability

	G3
	"The teacher-to-teacher learning community helps us stay consistent even when there is no formal training anymore."
	Post-training collaboration
	Professional learning community (PLC)
	Reflective community strengthening

	S1
	"Our teachers now often involve us in learning projects, so we are motivated."
	Active student involvement
	Student participation
	Participatory support for sustainability


The results of the data analysis show that the sustainability of the implementation of the Driving Teacher model is at a balance point between structural challenges and socio-pedagogical support. The main challenges arise from three aspects: (1) resistance to change in some teachers (G1), (2) limited assistance after training (KS1), and (3) infrastructure constraints in remote areas (G2). These factors indicate that the success of the program in its early stages will not last without the systemic mechanisms that underpin the continuity of practice.
However, the interview results also revealed the existence of a force that supports sustainability. School principals play a strategic role in building a culture of reflection and maintaining the spirit of innovation (KS2). Teacher learning communities (G3) serve as social spaces to maintain good practices and expand the impact of collaborative learning. Meanwhile, student involvement (S1) is an indicator that the Teacher Driving model not only impacts teachers but also fosters students' motivation to learn.
Conceptually, program sustainability can be understood as a dynamic process involving three layers.
1. The individual layer refers to the motivation and reflective capacity of the teacher to continue learning.
2. The institutional layer is in the form of supportive leadership from the principal and a collaborative culture.
3. The systemic layer, namely policy support, infrastructure, and post-program policies from local governments.
These three layers interact with each other to form a continuous learning system that maintains the consistency of driving teachers’ practices. Thus, the challenges faced are not an absolute barrier but a point of reflection to strengthen the sustainability of educational transformation in archipelagic areas such as Simeulue.	
Discussion 
The findings of this study show that the implementation of the Teacher Driving model in Simeulue Regency is a real representation of the professional transformation of teachers rooted in reflective and collaborative practice. Teachers not only play the role of curriculum implementers, but also of learning leaders who are able to drive change at the classroom and school levels. This result reinforces the view (Fullan, 2002) that the success of education reform is largely determined by the ability of teachers to lead the learning process through continuous innovation and reflection.
This transformation can be seen through the increased integration of pedagogic, professional, social, and personality competencies with learning leadership. Driving teachers in Simeulue demonstrate the ability to integrate the roles of teachers and leaders through peer mentoring, collective reflection, and contextual project-based learning. These findings are in line with DuFour ( 2004) and (Harris, 2008) which emphasize that teachers play an important role in creating a culture of learning community in schools. In the context of the 3T region, this condition becomes significant because the limitations of infrastructure can be balanced with reflective leadership and collaboration between teachers as the main social resource.
A culture of reflection and collaboration that develops shows the characteristics of an adaptive professional learning community (PLC). Teachers routinely conduct post-learning reflections to identify the successes and weaknesses of the teaching process and then discuss them in peer forums. This reflective process describes the concept of a reflective practitioner as described by Schön (1983) in (Visser, 2010), where the teacher develops competence through the process of thinking-acting-reflecting. The principal, who acts as a facilitator, provides a safe space for experimentation and feedback, in line with the principle of distributed leadership (Jones, 2014). Thus, this reflective and collaborative practice not only improves teaching strategies but also strengthens professional social networks that maintain the continuity of innovation in schools.
The impact of the Driving Teacher model on the quality of learning can be seen in three main dimensions: planning, implementation, and evaluation. At the planning stage, teachers are more systematic in developing teaching tools that are responsive to student needs according to the principle of differentiated instruction (Tomlinson, 2014). In implementation, there has been a shift from the lecture method to active project-based learning and discussion, which fosters student participation and learning responsibility. Learning evaluation has also shifted towards formative and reflective patterns, where teachers use reflection results for continuous improvement. These results support Hattie’s (2009) findings that active student involvement and teacher reflection are the two strongest predictors of improved learning outcomes.
​​The success of the model’s implementation in Simeulue is also driven by the synergy between internal and external factors. Internally, teachers' motivation and commitment are the main drivers of change. Teachers with high reflective awareness can overcome resource limitations through local innovations and peer collaborations. Externally, the leadership of the principal plays a strategic role in creating a work culture that is open to change. Principals who provide space for freedom to experiment and reflective guidance can foster teachers' confidence in implementing new practices. This condition confirms Fullan's (2020) statement that sustainable change is only possible when leadership is facilitative and focuses on learning, not administrative control alone.
However, these successes are still faced with several challenges that have the potential to hinder the sustainability of the model. Some teachers still show resistance to change and tend to revert to old patterns after the training program ends. The lack of post-training assistance and limited digital access in the archipelago are additional obstacles that slow down the adaptation process. This challenge is in line with the findings of Syafii (2018), who found a gap in educational resources in 3T areas that hinders the equitable distribution of education quality.
However, factors that underpin the sustainability of the model are behind these challenges. The principal’s reflective leadership, the existence of a teacher learning community, and the intrinsic motivation of the driving teachers are the main drivers that maintain the continuity of innovation. PLC serves as a forum for maintaining good practices, while student engagement reinforces the relevance and meaning of learning. This combination forms a multi-layered system of continuous learning at the individual level (teacher reflection and motivation), institutional level (school leadership and professional collaboration), and systemic level (policy and infrastructure support).
Conceptually, the sustainability of the implementation of the Driving Teacher model creates a transformative learning ecosystem in which individuals, institutions, and policies interact with each other to maintain a continuous learning cycle. This pattern marks a shift from projective reform to institutionalized change, and from trained teachers to lifelong learners. Thus, this study not only proves the effectiveness of the Driving Teacher model in improving the quality of learning, but also confirms the importance of reflective and collaborative capacity building as a foundation for the sustainability of educational transformation, especially in 3T areas such as Simeulue.
Although this study provides a comprehensive empirical overview of the implementation of the Teacher Driving model in Simeulue Regency, several limitations need to be acknowledged. First, the research context is limited to one district with the geographical characteristics of the archipelago, causing the results of this study to not be generalized widely to other regions with different conditions. Second, the qualitative approach used emphasizes interpretation and depth of meaning; therefore, the results are highly dependent on the subjectivity of the researcher in the data analysis process. Third, the limited observation time and number of participants caused variations in the implementation between schools to not be fully captured. Therefore, further research with mixed-method designs and wider regional coverage is needed to reinforce these findings and test the sustainability of the model in the context of national education policies.

CONCLUSION
Fundamental Finding: This study confirms that the implementation of the Driving Teacher model in Simeulue Regency has succeeded in transforming the role of teachers from curriculum implementers to reflective, collaborative, and innovative learning leaders. The integration of the four domains of competence, namely pedagogic, professional, social, and personality with learning leadership, results in a real improvement in the quality of learning planning, implementation, and evaluation. A culture of reflection and peer collaboration that develops creates an adaptive professional learning community (PLC), making teachers the driving force of sustainable change in the 3T area high-school environment.
Implications: These findings have significant theoretical and practical implications. Theoretically, the results of this study reinforce the conceptual model that effective learning in resource-constrained areas can be achieved through reflective learning leadership that integrates teachers' core competencies. Practically, this study shows the importance of supporting school principals as facilitators of innovation and reflection, forming professional learning communities in schools, and empowering teachers to become agents of change. Education policies at the regional and national levels can use these results as a basis for designing more contextual teacher capacity-building strategies, especially in 3T areas that require an independent, collaborative approach.
Limitations: Although this study provides an in-depth overview of the implementation of the Driving Teacher model, some limitations need to be acknowledged. First, the scope of the study was limited to three schools in Simeulue Regency with distinctive geographical and social characteristics; therefore, the results cannot be generalized to other regions. Second, the use of a qualitative approach has implications for the subjectivity of interpretation, even though credibility measures such as triangulation and member checks were implemented. Third, the relatively short observation period was insufficient to capture the long-term dynamics of the sustainability of the model. Thus, the results of this study are more exploratory and contextual than general.
Future Research: Further research is suggested to expand the scope by using mixed-methods or longitudinal designs to empirically verify the findings and measure the long-term impact of the implementation of the Driving Teacher model. Cross-regional or comparative inter-provincial studies are also needed to identify variations in practice and success factors based on a school's geographic and cultural context. In addition, future research may highlight the role of digital technology and online communities in strengthening teachers' professional reflection in the 3T region. With this research direction, it is hoped that the Teacher Driving model can develop into a sustainable, adaptive, and inclusive educational transformation framework throughout Indonesia.
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