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Abstract
Purpose  The COVID-19 pandemic necessitated a pivot towards digital teaching and learning. This study aims to assess the 
perceptions of self-identity and continuing professional development (CPD) among secondary school English teachers in 
Hong Kong in light of the academic paradigm shift triggered by the pandemic.
Methods  A mixed methods approach is adopted. A quantitative survey (n = 1158) was complemented by qualitative thematic 
analysis of semi-structured interviews with English teachers in Hong Kong (n = 9). The quantitative survey offered group 
perspectives related to CPD and role perception in the current context. Interviews offered exemplar views on professional 
identity, training and development, and change and continuity.
Results  The results reveal that collaboration among educators, development of higher-order critical thinking in students, 
refining knowledge about teaching methods, and being a good learner and motivator were among the key traits that comprised 
the teacher identity during the COVID-19 pandemic. The increased workload, time pressure and stress associated with the 
paradigm shift during the pandemic resulted in lower voluntary involvement of teachers in CPD. However, a significant 
need for the development of information communications technology (ICT) skills is emphasised as educators in Hong Kong 
received relatively little ICT support from their schools.
Conclusion  The results have implications for pedagogy and research. Schools are recommended to enhance technical sup-
port of educators and help them acquire more advanced digital skills to work effectively in the new environment. Reduction 
of the administrative workload and providing more autonomy to teachers is expected to lead to greater engagement in CPD 
and improvements in teaching.

Keywords  Hong Kong secondary teaching · Professional identity · Digital learning · Identity formation · Continuing 
professional development · Self-efficacy

Introduction

Background

The COVID-19 pandemic has significantly impacted the 
organisation and experience of teaching and learning at all 
levels [1–4]. This effect was mostly signified, among other 
things, by pivoting towards digital delivery of educational 
material at schools. This was done in response to the social-
distancing measures and closing of schools to prevent the 
spread of the disease [5–8].

While a substantial portion of academic focus on the edu-
cational implications of the pandemic has rightly been on the 
effects on learners and their educational experiences, there 
is also interest in the impacts of the pandemic on educators 
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[9–11]. This research focuses on the teacher role identity 
during the COVID-19 pandemic and the role of continu-
ing professional development (CPD) in shaping teachers’ 
self-identity in the context of Hong Kong. Previous studies 
of Hong Kong teachers show that their attitudes to and per-
ceptions of CPD are positively associated with their level 
of qualification. This implies that teachers already holding 
higher qualifications have stronger feelings about further 
CPD [12]. While this positive feedback loop was detected 
among Hong Kong teachers in general, previous studies of 
English language teachers in Hong Kong demonstrate cer-
tain gaps in pedagogical aspects such as their insufficient 
understanding of thinking skills that can be applied to Eng-
lish learning [13]. This points at the fact that English lan-
guage teachers are narrowly focused on technical aspects 
of teaching a foreign language and are less concerned with 
the way how studying a foreign language integrates with 
thinking skills and cognitive development of young students. 
This emphasises the need for CPD among English teachers 
in Hong Kong.

While teachers tend to exhibit positive attitudes towards 
CPD, the COVID-19 pandemic has greatly affected school 
teaching in Hong Kong and the way it is administered. A 
large role is played by the transition from offline to online 
education [14, 15]. Furthermore, teachers were found to have 
fewer opportunities to actively engage in CPD during the 
pandemic, which is attributed to both external factors such 
as social distancing and cancelling of conferences, and inter-
nal factors such as the lack of motivation and the increased 
workload due to the need to prepare and adjust for remote 
teaching [16].

The study makes a contribution to previous literature 
by examining the impact of the COVID-19 pandemic on 
teachers’ identity and the role that CPD played in shaping 
their self-identity in light of the growing need for digital 
skills competence and adjustments of pedagogical aspects 
[17–19].

Impacts of the pandemic on both teaching and teachers 
have been significant and varied. These include altering 
modes of delivery, changes in workload, the need to adapt 
resources to new media, and addressing the implications of 
such changes on teacher role identity [20]. Such new chal-
lenges have also had repercussions in terms of CPD in both 
loading and emphasis, and consequently, on what it means 
to be a teacher—the latter depends on the relative experience 
of the educator [20].

Other identified issues relate to those aspects of teach-
ing—and elements of teachers’ identities and focus—that 
may have been undermined or side-lined as a consequence 
of adjustments to wider COVID-19-related priorities. These 
include negative impacts on existing CPD directions and on 
teachers maturing into their roles, as well as adverse impacts 
of the obligation to prioritise digital skills, related learning 

support, and resource development. The implication is that 
COVID-19 responses have exacted a significant toll in terms 
of CPD and teacher identity [21, 22].

Aims of the Study and Research Questions

The study has two principal aims. The first aim is to assess 
the secondary teachers’ professional identity in the context 
of the shift of education from physical to digital occasioned 
by the COVID-19 pandemic. The second aim is to evalu-
ate the educator perspectives on challenges and opportuni-
ties with respect to training and development, and the role 
that CPD plays in shaping the teacher identity during the 
COVID-19 pandemic in Hong Kong [23, 24]. Research 
questions are as follows:

1.	 How do English language teachers in Hong Kong per-
ceive their self-identity as educators in the pandemic 
environment?

2.	 How does CPD facilitate a shift in English language 
teachers’ self-identity in Hong Kong during the COVID-
19 pandemic?

The rest of the paper is structured as follows. Sect. "Rel-
evant Studies" provides a review of literature on teacher 
identity and CPD and discusses the theoretical framework 
of this research. Sect. "Research Methodology" describes 
the data collection, sampling and methods of data analy-
sis. Sect. "Findings and Discussion" presents the findings 
and their discussion. Sect. "Conclusion and Recommenda-
tions" draws final conclusions and states the limitations and 
implications.

Relevant Studies

Teacher Identity, CPD and COVID‑19 Pandemic

The concept of self-identity of teachers encompasses all 
beliefs, values and characteristics that school teachers per-
ceive they should possess in order to be effective at their 
job of teaching. In this study, we use the concepts of “self-
identity”, “teacher identity” and “professional identity” 
interchangeably as they all refer to how teachers perceive 
themselves in the teaching role. Previous studies distinguish 
several features of teacher identity such as teaching philoso-
phy, style of presentation and teaching, perceived role of the 
educator in students’ lives, and personal beliefs of teachers 
about education [25]. Another stream of research identifies 
a number of factors that determine how the teacher identity 
is shaped. These factors include the previous experience of 
teachers, their socio-economic and cultural background, 
and their continuing professional development (CPD) and 
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training [26]. However, more recent literature suggests that 
exogenous shocks such as the COVID-19 pandemic have 
also influenced self-identity of teachers challenging their 
role competence and preparedness [27].

A separate strand of literature argues that secondary 
school teachers rarely distinguish between their personal 
identity outside of school and professional identity. This 
combination of personal and professional in teachers’ 
self-identity is explained by the effect of emotions. Posi-
tive emotions such as satisfaction, confidence and passion, 
experienced and expressed by teachers in classes determine 
the aspects of their self-identity with perceptions that educa-
tional processes should be fun and informative. Conversely, 
negative emotions such as anger, anxiety and boredom, 
exhaustion and disappointment diminish the elements of 
teachers’ self-identity such as perceptions of educators as 
good learners, motivators and promoters of higher order 
thinking [28–30].

Previous studies report that teachers’ self-identity was 
a driving factor of digitalisation in classrooms before the 
COVID-19 pandemic. For example, pedagogical beliefs of 
teachers, their experience, their engagement in CPD and 
access to resources prompted school teachers to adopt and 
implement digital technologies for teaching and delivering 
the material to students [31]. However, during the COVID-
19 pandemic, the adoption of new technologies and media to 
facilitate online learning stemmed from external influences 
rather than internal motives of teachers. As a result, when 
the change comes not from the teacher’s initiative but is 
rather imposed on them, it can be associated with negative 
emotions such as anger, frustration and anxiety, which would 
in turn influence self-identity of teachers [32–34]. However, 
there are also opportunities and not only negative repercus-
sions of the pandemic. This change and new skills acquired 
by teachers who were forced to deal with the new reality 
will make them more effective educators in the long run 
even when the pandemic is over. More technologically savvy 

teachers will be more flexible and more open to new ideas 
and new methods. However, this requires a re-engagement 
of what it means to be a teacher committing to appropriate 
CPD on an ongoing basis [35, 36].

Theoretical Framework

The theoretical framework of this study is rooted in the 
Self-Assessment Theory, which posits that people have an 
intrinsic need to understand and know their own selves. 
Thus, according to this theory, individuals actively seek 
information, reflect on their actions and look for feedback 
to develop their perceptions of themselves and who they 
are [37]. This theory views self-assessment as a life-long 
activity that never stops. Self-assessment helps individuals 
to learn about their own strengths and weaknesses and make 
more informed decisions in both professional and personal 
lives [38]. When the teacher expectations about own self 
are congruent with what others (e.g. employer or students) 
expect of them, positive emotions such as satisfaction and 
confidence emerge. Conversely, when expectations of oth-
ers are different from expectations of the teacher about his 
or her own identity and role, then negative emotions such 
as anger, disappointment and frustration emerge [39]. Emo-
tions, in turn, also change the teacher identity and prompt 
teachers to seek new knowledge and new skills. This desire 
to self-improve becomes a strong part of self-identity and 
motivates teachers to engage in in CPD. At the same time, 
new skills and competences obtained from CPD change the 
teacher identity and make them have different perceptions 
about their role, teaching methods, and curriculum [40]. 
Thus, according to the Self-Assessment Theory, the rela-
tionships between teachers’ emotions, self-identity and their 
CPD represent a continuous feedback loop as shown in the 
following figure (Fig. 1).

This closed system where emotions, teacher identity 
and CPD engagement interact can be subject to external 
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Fig. 1   Conceptual Framework of the Study
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shocks or exogenous shocks. These shocks represent major 
unpredictable shifts that are outside of control of the peo-
ple. The most recent shock was produced by the COVID-19 
pandemic, and it affected both emotional state of teachers 
and their self-identity [41, 42]. Evolving delivery environ-
ments have required reconsideration from teachers in rela-
tion to the suitability of their existing skillset in supporting 
teaching and learning, as well as its implications on their 
wider responsibilities towards learners, their subject, and 
their institutional contexts [42]. Elements of such consid-
erations have engaged with questions of teachers’ agency in 
new contexts, in relationships to digital technologies, and 
the implications of digital delivery on the subject and level 
being taught. Additionally, there are questions on how to 
best support learners in new learning contexts [42]. Previ-
ous assessment of teachers’ needs, emotions and identity 
during the COVID-19 pandemic show that teachers were 
mostly unprepared for this exogenous shock and to the 
urgent need to switch to the remote teaching. In line with 
Self-Assessment Theory, teachers were found to be adjust-
ing their professional goals and learning goals to the new 
context [27, 43–46]. However, other studies report that there 
were also positive implications of the COVID-19 pandemic 
for teaching and teacher identity in the long run. This pan-
demic prompted educators to embrace the digital revolution 
and to find ways to make their subject and its delivery rel-
evant and accessible for contemporary learners [47, 48]. In 
summary, the review of literature shows that previous stud-
ies provide mixed evidence on the effect of the pandemic on 
teachers’ identity. Some argued that the effects were negative 
as teachers were unprepared and faced additional challenges 
in terms of the work-life balance, effective communication 
with their students and excessive time pressure and work-
load. Others viewed the implications of the pandemic on 
teachers as an opportunity for self-learning and develop-
ment. However, there is a gap in previous research on how 
CPD facilitated the shifts in teachers’ identity caused by the 
COVID-19 pandemic. This research provides an analysis of 
the holistic model that connects emotions, teacher’s identity 
and CPD in light of the exogenous shock produced by the 
COVID-19 pandemic.

Research Methodology

Research Paradigm

When choosing between the qualitative and mixed-method 
research design, the latter was favoured because it allows for 
making not only an in-depth inquiry but also tracing patterns 
of how the interpretations or perceptions of teacher identity 
and CPD vary across groups of respondents. This would be 
difficult to detect only with the qualitative methods [51]. 

Thus, the quantitative part of the mixed-method research is 
based on primary data collection by means of administering 
a survey among Hong Kong school teachers whereas the 
qualitative part is based on the semi-structured follow up 
interviews with some of the respondents from the survey 
[52].

Sampling and Participant Selection

The sample for the study has been drawn using the non-
probability sampling technique. This means that respondents 
were selected not randomly but based on the availability of 
access and convenience. While this technique would be risky 
in the context of a positivist study with scientific methods 
that pursue generalisation and inferences, non-probability 
sampling is very common in interpretivist studies [53, 54].

The sampling frame from which the respondents were 
drawn is represented by 510 and secondary schools in Hong 
Kong with the cohort of English teachers reaching approxi-
mately 2000 people [55]. The data collection process began 
with designing an online questionnaire using Google Forms. 
The sample of the questionnaire and follow up interview 
questions are provided in Appendix. Then, the administra-
tion of each of the 510 secondary schools was contacted by 
email using the contact information on their websites. In the 
emails, a request was made to allow us to conduct a survey 
among English language teachers from the school. From 510 
schools in Hong Kong, we received favourable responses 
from 347 schools. The schools that agreed to participate in 
the survey were given the electronic questionnaire form to 
fill in. Overall, 1203 questionnaires were returned. Among 
this number of questionnaires, 45 were excluded if they 
contained more than 50% of missing values. This resulted 
in 1158 valid questionnaires returned from 347 schools 
with approximately 3–4 English teachers from each school. 
Among these 1158 respondents, 9 agreed for a follow-up 
interview, which was administered over Skype. A sample of 
an interview transcript is provided in Appendix.

Data Analysis

The survey data have been analysed quantitatively in Micro-
soft Excel using graphical analysis and descriptive statistics. 
The responses were quantified using the 5-point Likert scale. 
Furthermore, the yes/no answers were quantified by binary 
variables that take the values of 1 for “yes” and zero for 
“no”. The techniques of graphical analysis implemented in 
this research include bar charts, which were accompanied by 
frequencies tables that show the distribution of responses. 
The descriptive statistics analysis comprises the estimates 
of the mean values, as measures of central tendency of the 
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responses, and the standard deviation, as a measure of the 
variability of responses [56, 57].

The qualitative data from the nine interviews have been 
analysed using thematic analysis. This procedure started 
with preparing interview transcripts (a sample of the tran-
scripts is shown in the Appendix). An average interview 
lasted around half an hour and took place over Skype. The 
audio from the interviews was recorded with the consent 
from the interviewees and transcribed. The transcripts were 
then coded. The lower-order codes were assigned to para-
graphs based on the key information they contain. For exam-
ple, if a respondent described specific emotions, the lower-
order code was named by the emotion. At the next stage of 
the coding process, the lower-order codes were grouped into 
sub-categories. Finally, the sub-categories were united into 
higher-order themes. The complete coding scheme applied 
to the interview transcripts is provided in Appendix.

In order to ensure reliability of the coding process, a sec-
ond researcher was involved to re-code the same transcripts. 
The inter-coder reliability rate was then computed and rep-
resented by the Cohen’s kappa coefficient. We obtained the 
value of k = 0.57, which indicates fair agreement between 
the two coders [58].

Ethical Concerns

The study is based on primary research and, as a result, sev-
eral ethical issues had to be addressed when dealing with 
human respondents. First of all, the respondents had to 
provide their consent to participate in the survey, and they 
were reminded of this in the questionnaire form. Second, 
the respondents were allowed to withdraw from the research 
at any point in time. Third, the respondents were not asked 
personal questions that would reveal their identity in any 
way. This allowed for preserving the degree of anonymity 
and confidentiality of data [59].

In terms of data handling, the respondents were assured 
that their responses will be used only for academic purposes 
and both the audio files and transcripts will be kept safe on 
an encrypted hard disk so no third parties would be able to 
access the data [60].

Findings and Discussion

Survey Analysis

This section provides an overview of the sample and its 
background characteristics such as demographics. All 
involved were Hong Kong-based secondary educators, 
teaching English language as a whole or significant part of 

their teaching duties. A total of 50% of the cohort had three 
years or fewer of post-qualifying teaching experience; 19% 
has over 12 years’ experience in their role. This is suggestive 
of a bias towards early-career teachers in the study cohort, 
and consequently, across the sector being represented by the 
study.

In terms of academic qualifications, while 74% of the 
respondents had the master’s level qualification or higher in 
general, only 43% held the master’s level or higher degree 
specifically in English language teaching. This might be 
contrasted with the 95% of survey respondents for whom 
English was not their first language. In other words, there is 
an implication that a postgraduate qualification—whether in 
English or not—is held as sufficient for teaching English in 
Hong Kong at secondary level in the general sense.

Teacher Identity

One of the traits of the teacher identity is their classroom 
philosophy. When it comes to English language teaching, the 
classroom philosophy can be dominated by several compet-
ing views on education. The first view suggests that in order 
to teach English effectively, the educator should focus on the 
technical nuances of the language in more detail and linguis-
tic and discursive knowledge ought to dominate. An alterna-
tive view suggests that effective teaching implies developing 
critical thinking skills in students in the first place so they 
can research what is relevant to their needs on their own. Yet 
another view exists that teaching English implies a purpose 
of raising students as global citizens who will be open to 
communication with the world. When the respondents in 
Hong Kong were asked to evaluate the perceptions of these 
views on classroom philosophy, the following results were 
attained (Fig. 2).

While previous literature argued that there was mixed 
evidence and inclusive results on whether or not teach-
ing higher-order critical thinking also improves language 
skills in learners of foreign language [61], these results 
of the survey in the post-pandemic period reveal that the 
majority of the English teachers in Hong Kong prioritised 
the importance of teaching critical thinking rather than 
technical and linguistic aspects of the language. Fur-
thermore, it was interesting to find that this position on 
developing critical thinking was mostly held by educators 
who spent more hours teaching English and those who 
considered themselves more technology-savvy during the 
COVID-19 pandemic. This finding agrees with the pre-
vious research showing that the growth in popularity of 
mobile applications as instruments for helping students 
learn English language also facilitated the development 
of critical thinking skills in students [62]. Moreover, the 
results support the notion made by Masduqi that focusing 
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on higher-order skills in language learning students will 
eventually make them more competent at English [63].

The next aspect of a teacher’s identity relates to the 
perceived roles and responsibilities of the educator in the 
classroom. One of the responsibilities perceived by teach-
ers as important is to develop native-like proficiency in the 
English language among students. Another responsibility 
is to focus on English language as a discipline at service 
of other subjects taught at school. This implies that Eng-
lish language is taught in order to be practical so that stu-
dents can use it to gain more knowledge and information 
on other fundamental subjects. Finally, the most popular 
perception of the role of English teachers in Hong Kong 
was to form an independent community of English teach-
ers who will collaborate with other educators in different 
subjects [64]. The following figure illustrates the distribu-
tion of the teachers’ perceptions (Fig. 3).

The above figure indicates that teachers understand 
their role to be multifaceted but they predominantly 
believe that English teachers are an independent commu-
nity that collaborates with others. This focus on collabora-
tion was reinforced by the COVID-19 pandemic, which put 
pressure on all educators, not only English teachers, and 
prompted the academic community to support each other. 
However, it is valid to note that even before the pandemic, 
collaborations and working in communities helped English 
teachers to be more effective at teaching the language, 
which resulted in quicker learning by students [65]. Thus, 
the findings from this research are in line with the past 
literature.

Teacher Emotions

Survey participants were asked to consider their positional-
ity towards a range of emotional states, and to whether or 
not they felt that they experienced these in the course of their 

working. As represented in Table 1 below, the tendency was 
for the teachers to associate themselves with positive emo-
tional states (e.g., confidence, passion, etc.) over negative 
ones (e.g., boredom, irritation, etc.).

The findings are suggestive of positive correlations 
between teacher senses of self-efficacy, control, and satis-
faction in the role with their working towards maximising 
the same in their teaching. Table 2 develops this by collating 
findings related to teachers’ sense of the important qualities 
and competencies of an educator.

The prioritisation of teaching methods, being a good 
learner, and competence in the subject each indicate the 
potential for issues when—given the shift to digital deliv-
ery—these are potentially threatened through enforced, 
though necessary, changes. Although these are identified as 
areas of strength, they may also become areas of concern 
because of their significance to teachers in the event of exi-
gent circumstances.

Perceptions of CPD

Figure 4 indicates estimates of time allocation across four 
key aspects of the teaching role: classroom teaching, lead-
ership responsibilities, other departmental duties, and CPD 
(including both research and scholarship). This is indicative 
of the time available to address both existing CPD priorities 
and those demanded by COVID-19-induced digital shift.

As might be anticipated, CPD tended to be overshadowed 
by combinations of classroom delivery, administration, and 
leadership responsibilities for the majority of respondents. 
With research and staff development being only an aspect of 
CPD—scholarship is a crucial element to consider here—the 
implication is that new pressures that demand significant 
and urgent training, development, and revision of delivery 
will impact teachers both in terms of workload and affective 

Fig. 2   Educators’ classroom 
philosophy

Strongly
disagree Disagree Unsure Agree Strongly

agree
Importance of higher order thinking 0 126 0 546 486
Importance of global ci�zenship 0 366 60 486 246
Importance of linguis�c and

discursive knowledge 60 480 0 498 120

0
100
200
300
400
500
600

Educators' classroom philosophy

Importance of higher order thinking Importance of global ci�zenship

Importance of linguis�c and discursive knowledge
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senses. This, in turn, may impact role positionality, identity, 
and perceptions of efficacy as an educator and as a colleague.

In light of the COVID-19 pandemic, there was a para-
digm shift in education where digital skills became more 
important than even in order to teach remotely. The Hong 
Kong teachers were asked to evaluate their information and 
communications technology (ICT) skills and share their per-
ceptions on how important they are during the pandemic. 
The results are presented in the following table.

More than 50% of the teachers in Hong Kong consid-
ered themselves technology-savvy and prepared for the 
digital shift in education. However, considerably fewer 
respondents admitted that the transition to digital went 
smooth. This allows for making a conclusion that the shift 
in the paradigm was problematic even for relatively tech-
nology-savvy educators. While most of the respondents 

Fig. 3   Teacher-perceived roles 
and responsibilities

Strongly
disagree Disagree Unsure Agree Strongly agree

Aim = developing learner proficiency 120 300 0 618 120
Aim = focus on English as a discipline 120 360 60 558 60
Aim = be part of a community of

prac�ce 0 120 240 552 246

0

100

200

300

400

500

600

700

Teacher-perceived Roles and Responsibili�es

Aim = developing learner proficiency Aim = focus on English as a discipline

Aim = be part of a community of prac�ce

Table 1   Key emotions experienced as a teacher

Key emotions experienced as a teacher

Ranking (fre-
quency)

Emotion Mean Standard 
deviation 
(SD)

1 Confidence 3.69 0.46
2 Passion 3.58 0.59
3 Compassion 3.32 0.87
4 Satisfaction 3.32 0.73
5 Exhaustion 2.31 0.66
6 Frustration 2.93 0.70
7 Disappointment 2.73 0.49
8 Anxiety/fear 2.63 0.79
9 Irritation/anger 2.63 0.49
10 Boredom 2.36 0.67

Table 2   Teachers’ appraisal 
of important qualities and 
competencies of educators

Important qualities and competencies of teacher

Ranking 
(importance)

Teacher qualities Mean SD

1 Appropriate knowledge about teaching methods 4.84 0.363
2 Teacher should be a good learner 4.68 0.466
3 Teacher should be a good motivator 4.63 0.485
4 Teacher should be a competent language teaching specialist 4.53 0.596
5 Teacher should share knowledge 4.42 0.591
6 Teacher should collaborate with peers to expand their own abilities 4.42 0.496
7 Teacher should positively correct learner errors 4.28 0.611
8 Teacher should emphasise learning as fun 4.21 0.701
9 Teacher should participate in social activities outside the classroom 3.64 1.222
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strongly agreed that ICT should be a part of CPD for edu-
cators, the majority of Hong Kong teachers did not receive 
sufficient ICT support from schools. This discrepancy 
emphasises the importance of providing ICT support to 
teachers even if the staff consider themselves technology-
savvy (Fig. 5).

Interview Findings

Nine teachers were interviewed. Semi-structured interviews 
offered a balance between structure and flexibility. In terms 
of structure, it was important to include and discuss all key 
questions planned for the interviews as they stem from the 
research questions. In terms of flexibility, it was important to 
allow the respondents to open up and reveal any new infor-
mation that might not be expected by the interviewer. This 
was done to promote the energy of research subjects and 
gather rich first-person testimony. The semi-structured inter-
views were intended to reinforce the findings from the quan-
titative survey and shed more light and provide more detail 
on the subject [66, 67]. The interviewees are anonymised 
as Teacher A through to Teacher I, respectively. The list of 
the interview questions as well as the coding scheme for 
thematic analysis are provided in the appendix. In the course 
of the coding process, three major themes have been identi-
fied, and each of these themes is discussed in this section.

Theme 1: Normative Characteristics and Arc of Teachers’ 
Daily Responsibilities

Every day responsibilities of teachers include lesson prepa-
ration, teaching, and administrative tasks. However, dur-
ing the COVID-19 pandemic, the normative behaviour of 

teachers was also affected by the social distancing meas-
ures and the need to adapt to the new reality. This required 
learning new skills such as how to use software for arrang-
ing online conferences and lecturing, how to test students 
remotely and how to deliver the material effectively in the 
new environment. In the course of the coding process, two 
major sub-themes have been identified. They were coded 
as positive experience and negative experience. The most 
frequently occurring negative emotions felt by the Hong 
Kong teachers included stress, anger and a lack of recogni-
tion. The most common positive emotions expressed by the 
teachers are the feeling of satisfaction, being relaxed and 
being useful.

The most typical causes of stress among teachers were 
time pressure and work overload. There was agreement 
among the teachers that preparation time was at a premium, 
and that this was replicated across other aspects of the role 
as experienced. For Teacher B, the ‘time pressure is every-
where: I struggle at times to write lessons, to grade effec-
tively, and to keep up with administration. This impacts 
my ability to properly perform my job.’ Linking this to 
COVID-19, several teachers noted that the need to develop 
or expand digital skills was also problematic from a time 
perspective and contributed to building up of stress. Teacher 
H, for example, said that ‘we are encouraged to condense 
teaching, combine classes, and, in other ways, refocus on 
the non-delivery aspects of the role.’ Teacher A agreed: 
‘teaching has been de-prioritised, and with that, learning 
has to suffer. While I have developed my digital skills, this 
has come at a personal cost, and I think of my students!’. 
However, Teacher F was more positive: ‘while 2020 and 
2021 were extremely challenging, being forced to adapt to 
digital delivery has been a positive change in view of the 

Fig. 4   Estimates of time alloca-
tion across four key aspects of 
the teaching role
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long term. I think things would not have developed if it had 
not been forced.’

Identified positives were linked to supporting learners 
with their use of digital conferencing and associated tech-
nologies, and their engagement with the digital world in 
ways that were not leisure-based. ‘This has been productive, 
not least because the classes have linked English to real-
world uses in new ways,’ commented Teacher E. ‘However, 
there has been little support for this. Training was minimal: 
teachers were expected to learn in their personal time or on 
the job.’ Teacher C noted that there were different opinions 
towards digital delivery, but the most common challenge was 
the extreme difficulty in controlling online classes. ‘We ran 
the classes, but they were not as effective or straightforward 
as in-person classes.’ This frustration led to negative percep-
tions of the self as a competent teacher and contributed to 
the build-up of anger and the feeling of not being recognised 
at school.

The discussed issues in daily responsibilities of teachers 
have strong implications for their CPD. On the one hand, 
the excessive time pressure to prepare lessons and teaching 
materials using the new delivery media leave teachers with 
even less time and energy to dedicate to CPD. Thus, even 
though they may be able to exercise their normative tasks in 
the short run effectively, albeit with much stress, this behav-
iour will not be sustainable in the long run and can lead to 
burnout and higher turnover rates among the teaching staff.

On the other hand, the new challenges may motivate the 
Hong Kong English language teachers to find a solution, 
and instead of fire-fighting they can decide to make time for 
CPD to learn new skills and new pedagogical methods. This 
will help them enhance their job satisfaction in the long run 
and develop the feeling of being useful rather than unrec-
ognised. It is valid to argue that the ultimate result will also 

depend on the readiness of schools to support their teachers, 
provide them with sufficient resources to learn and reduce 
administrative burden so they can have more time for CPD.

Theme 2: Range of CPD Commitments

The theme of CPD commitments made by Hong Kong teach-
ers was broken down into two sub-categories, namely: CPD 
commitments before the pandemic and after the pandemic. 
Prior to the outbreak of the COVID-19 pandemic, there 
was irregular attendance of conferences and workshops by 
the interviewed teachers. Instead, they viewed academic 
research as a break from teaching. This form of CPD was 
preferred and considered more enjoyable by the teachers. 
However, they noted that some conferences and workshops 
were mandatory even though not all mandatory training 
was relevant to their professional development. After the 
outbreak of the COVID-19 pandemic, joining online and 
hybrid workshops continued to be the popular way of CPD 
by the Hong Kong teachers. The most significant difference 
from the pre-pandemic period was the increased focus on 
tech-based training.

In relation to pre-existing CPD responsibilities, each of 
the participants was involved in a combination of scholar-
ship, curriculum development, collaboration on research, or 
on further directed study. Expectations in relation to CPD 
were understood to be high. Teacher F noted that ‘at gov-
ernment and school levels there is positive pressure to be 
productive and to contribute to research and the future of 
the school. This is commendable, but it consumes time and 
effort, and sometimes these expectations come at a cost.’ 
Teacher G said that there were many opportunities available, 
but limited time, which implied that ‘one has to be selective, 
and strike the right balance between career and personal 

Fig. 5   Estimates of ICT prepar-
edness
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development’. Moreover, Teacher G was critical about the 
digital skills support offered at the outset of the pandemic: 
‘It was evident that despite good intentions, only a basic 
offer was made—one that did not reflect either teachers’ or 
learners’ needs.’ Teacher E noted that ‘the support was there 
from a technical, but not teaching, standpoint. This was done 
collaboratively between colleagues: identifying what works 
and what does not, and communicating this to others.’ An 
emergent theme was insufficient attention to digitally medi-
ated teaching and learning at all levels, leading to the lack 
of infrastructure for effective and quick support for teachers. 
Teacher B commented that ‘2020 was extremely difficult. 
The pressures were enormous, and that impacted our col-
leagues’ sense of self, fitness to teach, and ability to replicate 
in-person classes into virtual classes.’ The same commenta-
tor stated that several of their colleagues quit the profession 
because of the pressures, and those that stayed had to work 
through their initial challenges and reservations. ‘It was an 
additional burden to existing CPD’, Teacher B noted.

The identified theme CPD commitments has several 
implications. First of all, the presence of mandatory confer-
ences that the Hong Teachers are expected to attend speaks 
of the proactive role of schools in CPD of their teachers. 
However, the content of the conferences was not always con-
sidered relevant by the attending teachers. Thus, instead of 
making it an opportunity for grow and develop, schools seem 
to make it a formal milestone that teachers have to tick in 
their schedule. Considering the extreme workload and time 
pressure on teachers, there could be more effective ways 
to support CPD. Second, collaboration on research among 
teachers and making publications will not only add points to 
their recognition but also improve their career paths. While 
researching new pedagogical methods or new approaches 
to teaching English as a foreign language, teachers will be 
able to upgrade and prepare their lecture materials more 
effectively.

Theme 3: Alignment of Professional Identity and Employer 
Expectations

The professional identity of school teachers encompasses 
their practice, beliefs, values and experience at work. This 
then determines how teachers perform their job. In the 
course of the thematic analysis, this theme has been bro-
ken down in what is expected by employers (schools) from 
their teachers and what perceptions teachers have about 
their professional identity. The most typical expectations 

are delivering content, strict choice of materials approved 
by the school and no significant deviations from the school 
guidelines. However, it was also noted that most expecta-
tions are vague. Teachers, in their turn, favour autonomy 
at work, a clear career path, technical support from school, 
healthy competition, and teaching efficiency.

In spite of some discrepancies between teachers’ percep-
tions and employer expectations, there was broad agreement 
across the nine interviewees that their schools’ expectations 
were mostly congruent with their own for the profession and 
the subject. ‘When it works, it works well’, Teacher C com-
mented. ‘The expectation is that you teach competently, and 
in return, you can be left alone to focus on your work and your 
professional development. This suits me, and, I think, many of 
my peers.’ Teacher D concurred, but also noted that because of 
workload pressures, there was little flexibility in the teaching 
role to assume additional duties. ‘The pandemic reinforced 
this. The focus was mainly on continuity of learning; there 
was little emphasis on how this should be done best. There was 
extreme reactivity as a sector, at the level of my school, and on 
my part as a teacher.’ According to Teacher H this implied that 
‘I was not sure if I could teach online. It was not something 
that I had ever wanted to do, or had been trained to do. Like 
many of my peers, I had to learn as I went.’

One of the aspects in which the employer and teacher 
expectations were not congruent was the measure of auton-
omy. Several interviewees commented that online delivery 
was a problem given to them to solve, and as such, there 
was latitude in how it was approached from a teaching-
specific perspective. Teacher G observed that ‘when the 
systems were agreed, teachers had latitude about how 
they approached the delivery. Everyone was learning and 
teaching at the same time.’ The schools were more focused 
on appropriate use of technology than on teaching—for 
example, with concerns about having oversight in place. 
As Teacher E observed, ‘schools’ concerns about technol-
ogy misuse tended to dominate any CPD that was offered, 
implying that actual teaching-specific uses tended to be 
downplayed.’ What was evident, though, was that teachers 
understood their employers’ concerns, though there was 
agreement that there tended to be little focus on potential 
impacts on educators themselves in this change context.

The discussion of the theme of professional identity of 
teachers and their employer expectations has some implica-
tions for teachers and their future professional development. 
There was a misalignment between the school’s requirement 
not to deviate strongly from guidelines and the desire of 
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teachers to have more autonomy at work. This misalignment 
can be resolved by open communication between teachers 
and their employer. While guidelines are important, teachers 
should also be given sufficient freedom to teach students in 
the way they consider more efficient. This is one of the out-
comes of CPD that training should result in a change in the 
teaching methods to the better. With extremely strict require-
ments and a lack of flexibility on the school’s part, there will 
be little use from CPD. Furthermore, when it comes to the 
digitalisation of the teaching process in the new environ-
ment, the schools should cooperate more closely with teach-
ers guiding them on how to deliver the material using the 
new media and how to prepare digital presentations. They 
should also arrange brainstorm sessions and conferences 
with teachers so they can communicate with each other and 
share their approaches to teaching in the new environment. 
This knowledge sharing will facilitate easier transition to 
online education and help reduce frictions and pressure on 
teachers who are left alone to solve the issue.

Summary of Findings

The results of the quantitative and qualitative analysis of 
primary data reveal that self-identity of English language 
teachers in Hong Kong emphasises collaboration among 
educators, developing higher-order critical thinking in stu-
dents, having appropriate knowledge about teaching meth-
ods, being a good learner and motivator and being able to 
share knowledge. While more than a half of the Hong Kong 
secondary school English teachers considered themselves 
technology-savvy, the transition to digital education was not 
found to be smooth mostly because schools failed to provide 
sufficient ICT support to educators. While there are manda-
tory conferences in which teachers had to participate, not 
sufficient attention was paid to ICT. Among various CPD 
activities, teachers preferred independent research besides 
teaching, but the increased workload, time pressure and 
stress associated with the paradigm shift resulted in lower 
voluntary involvement of teachers in CPD.

Conclusion and Recommendations

The aim of the study was to assess the perceptions of self-
identity and CPD by secondary school English teachers 
in Hong Kong in the context of the COVID-19 pandemic. 
This has been done by administering a large-scale online 
survey among the teachers and conducting follow up inter-
views with educators. The primary data have been analysed 
using graphical analysis, descriptive statistics and thematic 
analysis.

The results revealed the increasing role of collabora-
tion among educators and the development of digital skills, 
which can be attained by introducing ICT in CPD. However, 
during the COVID-19 pandemic, educators faced with the 
problem of excessive workload, paradigm shift, time pres-
sure, stress and frustration associated with the insufficient 
support from schools.

Teacher self-efficacy is an ongoing theme in sectoral 
research terms, and the challenges represented by responses 
to the COVID-19 pandemic have had implications for teach-
ers’ sense of self, autonomy, and role competence. This is 
not the least, given the challenges associated with balancing 
educational continuity through a turn to digital delivery, and 
the learning curve that this has represented to many educa-
tors [23, 68]. This, in the context—for the Hong Kong edu-
cators focused on in this research—of high expectations, and 
with that, a significant load in non-teaching work and CPD 
commitments. The interviewed teachers broadly agreed that 
teaching itself can, at times, be marginalised in the wider 
context of school life and the assertive priorities of educa-
tional leaders and a schooling system that values ongoing 
CPD. Such pressures can have impacts in respect of posi-
tionality to the job, to perceptions of what it means to be a 
teacher in the present day, and on how the subject and the 
sector alike need to reposition themselves in the light of new 
COVID-19—provoked realities [69–71].

It is clear, though, that while online delivery may not be 
a complete replacement for classroom-based learning and 
teaching, particularly in compulsory schooling contexts, 
the pandemic represents a paradigm shift for the educa-
tion sector. The challenge, going forwards, is to move from 
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responsiveness to the immediate situation to agency. This is 
so that existing pedagogies and subject-specific approaches 
may be reappraised, and that all relevant stakeholders can 
be supported to be acclimatised to the new realities within 
which teaching and learning are being experienced. This 
includes teachers as central to language-based educational 
experiences [72].

In the interviews, although the impacts on perceptions of 
self-efficacy, teacher role identity, and role competence were 
noted in the rollout of digital-first learning in Hong Kong, 
some teachers also highlighted the positives effects. Accord-
ing to Teacher B, for example, ‘while there was concern, 
panic, and some mistakes inevitably made, being forced to 
adjust was ultimately a good thing. What is needed now is 
a commitment from schools and the government to support 
educators with both CPD opportunities and the time to con-
solidate and share what has been learned.’ These teachers 
now have new digital competencies, and consequently, an 
augmented sense of self and teaching abilities. The challenge 
moving forwards is to build on these from initial teacher 
training onwards. This is required so that Hong Kong’s 
English teachers and their peers in other subject areas can 
enhance and reflect on the learning in the last two years 
[73, 74].

The findings from this research have implications for ped-
agogy and research. First of all, schools should provide more 
technical tools for educators to work effectively in the new 
digital environment. This include high-speed internet, mod-
ern high-performance laptops, and access to paid online ser-
vices that can facilitate the teaching process. Second, school 
are recommended to arrange workshops on ICT education 
and enhancement of digital skills among teachers as not all 
of them technically-savvy. Third, schools should reduce the 
administrative burden imposed on teachers to give them 
more time for self-development, learning and perfecting 
their skills. Fourth, teachers should be given more autonomy 
in order to allow them to find the most effective and efficient 
pedagogical methods of teaching their subject.

Limitations and Future Directions of Research

The study has several limitations. The first limitation is 
that the evidence from the survey and semi-structured 
interviews presents only cross-sectional evaluation of 
teacher identity and CPD. However, in future studies it 
would be interesting to explore the dynamics of teach 
identity and CPD, which can be achieved by conducting 
several waves of the same survey at different points in time 
such as every year. This will allow future studies to trace 
how the perceptions were changing with time.

The second limitation of this research is that the sam-
ple was narrowed down to teachers in secondary schools. 
Thus, it would be recommended for future studies to assess 
the perceptions of primary school teachers and teachers 
from higher education. It could be expected that the meth-
odologies of teaching at these levels will be different but 
the role of common factors could be identified and traced 
in future studies.

The third limitation is that the results of the study are 
applicable only to a relatively narrow geographical loca-
tion bounded by Hong Kong. However, future studies are 
recommended to conduct international comparisons of 
teachers’ perceptions their self-identity and CPD. It will 
also be interesting to compare the perceptions in Hong 
Kong and other regions of China.

The fourth limitation is that that this research compared 
the perceptions of teachers and their employers but omit-
ted the perceptions of students. Thus, future studies can 
enhance this research by comparing the perceptions of 
students with perceptions of teachers and their employers 
to build a more holistic picture of teacher identity in the 
post-covid period.

Finally, future studies are recommended to update and 
elaborate on the scales used for measuring the percep-
tions of teacher identity, emotions and CPD. These scales 
should be validated and cross-checked.
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Appendix

Appendix A: Questionnaire for Research Titled “To Learn or Not to Learn: Perceptions 
Towards Continuing Professional Development (CPD) and Self‑identity Among Secondary 
School English Language Teachers in Hong Kong During the COVID‑19 Pandemic”

Consent of participant: 

I understand that the data collected will be kept confidential and any information used in a 
published or public report will be anonymous:

o No
o Yes

Please indicate the extent to which you agree or disagree with the following statements on your 
teaching philosophy. 

Q1. In my classroom, it is important to focus on higher order thinking [e.g. critical thinking, 
problem-solving skills, etc.]

o Strongly disagree
o Disagree
o Neither agree nor disagree
o Agree
o Strongly agree

Q2. In my classroom, it is important to focus on global awareness and world citizenship [e.g. 
equality, diversity, etc.]

o Strongly disagree
o Disagree
o Neither agree nor disagree
o Agree
o Strongly agree

Q3. In my classroom, it is important to focus on advanced linguistic and discursive knowledge 
[e.g. rhetorical knowledge, conventions of academic writing (citations and referencing), etc.]

o Strongly disagree
o Disagree
o Neither agree nor disagree
o Agree
o Strongly agree

Q4. The aim of a secondary school English teacher is to develop native / native-like proficiency 
in students for academic and professional discourses.

o Strongly disagree
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o Disagree
o Neither agree nor disagree
o Agree
o Strongly agree

Q5. The role of the English teacher should be at the service of discipline / subject teachers.

o Strongly disagree
o Disagree
o Neither agree nor disagree
o Agree
o Strongly agree

Q6. Secondary school English teachers should be an independent academic community which 
collaborates with discipline / subject teachers.

o Strongly disagree
o Disagree
o Neither agree nor disagree
o Agree
o Strongly agree

Q7. Please indicate the best description of your actual classroom practice. 

o In my classroom, I focus on helping students with their course assignments.
o In my classroom, I give feedback on discursive aspects such as thesis, audience, 

purpose, organisation, and development.
o In my classroom, I give feedback on linguistic aspects of language such as vocabulary, 

sentence structure, punctuation, spelling, mechanics, or grammar.
o In my classroom, I spend more time on consultations than on teaching.
o For my assigned courses, I prepare materials for lessons.

Please indicate the extent to which statements below represent an IMPORTANT quality to you 
personally as a teacher. 

Q8. The teacher should also be a good learner.

o Not at all important
o Slightly important
o Moderately important
o Very important
o Extremely important

Q9. The teacher should have appropriate knowledge about teaching methods.

o Not at all important
o Slightly important
o Moderately important
o Very important
o Extremely important
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Q10. The teacher should have knowledge about language learning.

o Not at all important
o Slightly important
o Moderately important
o Very important
o Extremely important

Q11. The teacher should enhance learner motivation.

o Not at all important
o Slightly important
o Moderately important
o Very important
o Extremely important

Q12. The teacher should correct students’ errors when they make (language) mistakes.

o Not at all important
o Slightly important
o Moderately important
o Very important
o Extremely important

Q13. The teacher should consider their teaching as a matter of fun.

o Not at all important
o Slightly important
o Moderately important
o Very important
o Extremely important

Q14. The teacher should share their knowledge with students when dealing with content.

o Not at all important
o Slightly important
o Moderately important
o Very important
o Extremely important

Q15. The teacher should participate in social activities outside the classroom.

o Not at all important
o Slightly important
o Moderately important
o Very important
o Extremely important

Q16. The teacher should obtain a better understanding about their own teaching by consulting 
with their colleagues.
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o Not at all important
o Slightly important
o Moderately important
o Very important
o Extremely important

Q17. Are there any other IMPORTANT qualities you wish to mention? (optional)

_____________________

Q18. How often do you feel these emotions as a teacher? [Anger / Irritation]

o Never
o Rarely
o Sometimes
o Often 
o Always

Q19. How often do you feel these emotions as a teacher? [Boredom]

o Never
o Rarely
o Sometimes
o Often 
o Always

Q20. How often do you feel these emotions as a teacher? [Compassion]

o Never
o Rarely
o Sometimes
o Often 
o Always

Q21. How often do you feel these emotions as a teacher? [Confidence]

o Never
o Rarely
o Sometimes
o Often 
o Always

Q22. How often do you feel these emotions as a teacher? [Disappointment]

o Never
o Rarely
o Sometimes
o Often 
o Always
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Q23. How often do you feel these emotions as a teacher? [Exhaustion]

o Never
o Rarely
o Sometimes
o Often 
o Always

Q24. How often do you feel these emotions as a teacher? [Fear / anxiety]

o Never
o Rarely
o Sometimes
o Often 
o Always

Q25. How often do you feel these emotions as a teacher? [Frustration]

o Never
o Rarely
o Sometimes
o Often 
o Always

Q26. How often do you feel these emotions as a teacher? [Passion]

o Never
o Rarely
o Sometimes
o Often 
o Always

Q27. How often do you feel these emotions as a teacher? [Satisfaction]

o Never
o Rarely
o Sometimes
o Often 
o Always

Q28. Name one of the emotions in Q18-Q27 and describe how it affects your teaching practice.

___________________________________________________________________________
___________________________________________________________________________
___________________________________________________________________________

Q29. How does the emotion you named in Q28 affect your attitude(s) to being a teacher?
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___________________________________________________________________________
___________________________________________________________________________
___________________________________________________________________________

Q30. Are there any other emotion(s) you wish to mention? (optional)

___________________________________________________________________________

Indicate the frequency that best represents your research / scholarship practice. 

Q31. I read published language teaching research in academic and professional journals and 
books.

o Never
o Rarely
o Sometimes
o Often 
o Always

Q32. I attend workshops / seminars / webinars / conferences on language teaching.

o Never
o Rarely
o Sometimes
o Often 
o Always

Q33. I publish in academic / professional journals, magazines and / or newsletters.

o Never
o Rarely
o Sometimes
o Often 
o Always

Q34. I review abstracts or articles for journals / books / conferences on language teaching.

o Never
o Rarely
o Sometimes
o Often 
o Always

Q35. I conduct academic research.

o Never
o Rarely
o Sometimes
o Often 
o Always



SN Computer Science (2023) 4:317	 Page 19 of 28  317

SN Computer Science

Q36. I share / present my academic research or teaching experience or ideas in workshops / 
seminars / conferences / on language teaching.

o Never
o Rarely
o Sometimes
o Often 
o Always

Q37. I edit academic publications (articles / books / proceedings) on language teaching.

o Never
o Rarely
o Sometimes
o Often 
o Always

Q38. Do you engage in research or SoTL activities?

o No
o Yes

Q39. I engage in research or SoTL activities... 

o as part of a course / programme I am studying on
o because it is good for my academic / professional development
o because other teachers can learn from my findings or experiences
o to find better ways of teaching
o because I enjoy it
o because it will help me get a promotion
o because my employer expects me to
o to contribute to the improvement of the university generally
o to solve problems in my teaching

Q40. What is/are your research area(s)?

o English language acquisition
o L1/L2 FL Learning and Teaching
o Literature in English

Q41. What percentage of your working time in a typical term is spent on the following? 
[Classroom teaching (e.g. including consultation and grading)]

o Less than 25%
o More than 25% but less than 50%
o More than 50% but less than 75%
o 75% or more



	 SN Computer Science (2023) 4:317317  Page 20 of 28

SN Computer Science

Q42. What percentage of your working time in a typical term is spent on the following? 
[Programme / Curriculum leadership (e.g. curriculum planning, staff coordination, QA, and 
reporting)]

o Less than 25%
o More than 25% but less than 50%
o More than 50% but less than 75%
o 75% or more

Q43. What percentage of your working time in a typical term is spent on the following? 
[Departmental duties (e.g. student recruitment, conducting workshops, organizing staff 
activities, etc)]

o Less than 25%
o More than 25% but less than 50%
o More than 50% but less than 75%
o 75% or more

Q44. What percentage of your working time in a typical term is spent on the following? 
[Research and/or scholarship (e.g. attending seminars and conferences, conducting research, 
presenting papers, etc)]

o Less than 25%
o More than 25% but less than 50%
o More than 50% but less than 75%
o 75% or more

Q45. How do you spend your summer holiday?

o Meetings
o Evaluation
o Improving materials
o Learning
o Organisation
o Preparation
o Resting, vacation, traveling 

Q46. What professional development do you want your school to offer? Why?

o Conference
o Curriculum development
o Strategies 
o Team building
o Technology

Q47. What best describes your employment status? (select one)

o I work full time in one school 
o I work part time in one school
o I work part time in multiple schools
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o Other

Q48. What best describes your place of work? (select one)

o Government school operated by government
o Aided school fully subsidized by government 
o Private school
o International school
o Multiple schools

Q49. How many years of experience do you have as an English teacher in secondary education 
(in Hong Kong)? (select one)

o 0-3 hours
o 4-6 hours
o 7-9 hours
o 10-12 hours
o More than 12 hours

Q50. What is your highest academic qualification? (select one)

o Bachelor’s 
o Certificate (e.g. PGDE)
o Master’s
o Doctorate

Q51. What is your highest qualification in English Language Teaching? (select one)

o Bachelor’s 
o Certificate (e.g. PGDE)
o Master’s
o Doctorate

Q52. What is your current position?

o Teacher
o Graduate Master/Mistress
o Principal Graduate Master/Mistress
o Other

Q53. How many hours do you teach per week?

o 0-3 hours
o 4-6 hours
o 7-9 hours
o 10-12 hours
o More than 12 hours

Q54. What percentage in your teaching involves English language teaching?
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Appendix B: Interview Questions 
and Guidelines

Thank you for agreeing to participate in the interviews. 
By answering the following questions, you are giving 
consent to use your responses for academic purposes. You 
are free to avoid the answers or stop the interview at any 

o 25%
o 50%
o 75%
o 100%

To what extent do you agree or disagree with the following statements:

Q54. I consider myself as a technology-savvy educator. 

o Strongly disagree
o Disagree
o Neither agree nor disagree
o Agree
o Strongly agree

Q55. The transition to digital education during the covid-19 pandemic went very smooth for 
me. 

o Strongly disagree
o Disagree
o Neither agree nor disagree
o Agree
o Strongly agree

Q56. I believe it is essential for Information and Communication Technologies (ICT) to be a 
part of teachers’ CPD. 

o Strongly disagree
o Disagree
o Neither agree nor disagree
o Agree
o Strongly agree

Q57. I received substantial support in ICT from my school during the covid-19 pandemic. 

o Strongly disagree
o Disagree
o Neither agree nor disagree
o Agree
o Strongly agree

Q58. I am a

o Native English speaking teacher
o Non-native English speaking teacher

Thank you! 

point if you consider any of the questions too sensitive. 
Let’s being:

Question 1: Describe a typical teaching day.
Question 2: And what emotion do you feel most 

strongly?
Question 3: Describe an example of a very positive 

experience (i.e. positive emotions).
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Question 4: Describe an example of a very negative 
experience (i.e. negative emotions).

Question 5: Do you typically attend any activities 
related to professional development (e.g. workshops, semi-
nars, conference, etc.)?

Question 6: Why do you join these activities? What are 
some emotions you feel?

Question 7: How do you feel about conducting aca-
demic research?

Question 8: Is there an alignment between your profes-
sional identity and your employer’s expectations? Why do 
you think / feel this?

Question 9: Do you feel you have sufficient autonomy 
within your institution (e.g. classroom practice, how to use 
your time and effort)?

Question 10: Do you feel there is sufficient opportunity 
for development? Is there enough institutional support?

Question 11: Any final comments?
Thank you!

Appendix C: Coding Scheme

Theme 1: Normative characteristics and arc of teachers’ daily responsibilities

Sub-category 1.1: Positive experience 

Code 1.1.1: Relaxed

Code 1.1.2: Satisfaction 

Code 1.1.3: Being useful
Sub-category 1.2: Negative experience 

Code 1.2.1: Stress

Code 1.2.2: Anger

Code 1.2.3: Lack of recognition 

Theme 2: Range of CPD commitments

Sub-category 2.1: CPD commitments before the Covid-19 pandemic

Code 2.1.1: Irregular attendance of conferences and workshops

Code 2.1.2: Mandatory conferences 

Code 2.1.3: Academic research as a break from teaching

Code 2.1.4: Some mandatory training is irrelevant to professional development

Sub-category 2.2: CPD commitments after the Covid-19 pandemic

Code 2.2.1: Submitting abstracts/Writing papers

Code 2.2.2: Mandatory conferences

Code 2.2.3: More tech-based training

Code 2.2.4: Voluntary training
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Theme 3: Alignment of professional identity and employer expectations

Sub-category 3.1: Professional identity of teachers

Code 3.1.1: Autonomy 

Code 3.1.2: Competitiveness 

Code 3.1.3: Efficiency 

Code 3.1.4: Career path

Code 3.1.5: Technical skills 

Sub-category 3.2: Employer expectations from teachers 

Code 3.2.1: Deliver content

Code 3.2.2: Vague expectations 

Code 3.2.3: Not much deviation from guidelines 

Code 3.2.4: Strict choice of material

Appendix D: A Sample of Interview 
Transcripts

Interviewer: Describe a typical teaching day

Respondent: Okay, so I work as a tutorial school teacher, 
so I don’t work in a regular school, so a typical teaching 
day for me is like, okay, I go there and have lessons, and 
when the classes are over, I’ll just leave. So first, I need to 
enter the classroom earlier to check the equipment. I’ll start 
teaching to set up everything, and in the tutorial school, the 
classroom, I will say the setup is quite advanced. I’ve got the 
overhead projector, and for the notes, while I’m writing, the 
students can see it. At the same time, there is a video camera 
at the back of the classroom so the students can simultane-
ously see my face and the notes on the table. And the typical 
teaching date is okay; most probably it’s just me doing all the 
talking. Tell them to ask questions, so the interaction is quite 
minimal between a teacher and the students. But then, after 
class, if I have got the time I will answer their questions, 
but it has to be outside the classroom because sometimes 
another teacher is waiting for the classroom. I’ll leave. I 
also go through some local secondary schools. But it’s in 
the summer. I worked at a secondary school. They recorded 
their attendance and then I just started teaching and after 
that I will leave. Short course teacher, the only extra thing 
for me is to record the students attendance. Everything else 
is pretty much the same.

Interviewer: And what emotion do you feel 
most strongly?

Respondent: I didn’t really think about that before. I don’t 
know if I feel any kind of emotions, maybe, maybe most 
probably I would feel like okay each day is much like a chal-
lenge. Because I tried to pack a lot of stuff into one single 
lesson I want them to learn as much as possible, so it’s like 
a challenge, and especially on the first day. The nature of my 
job is quite interesting because I see many different students 
but I won’t see them for long. Let’s say back in summer, it 
was just five days in the morning and I’m for tutorial classes, 
sometimes they didn’t continue. So, more is like a challenge 
and sometimes yes, the day is quite stressful because, espe-
cially, especially for the tutorial classes I’ll need to keep the 
people coming back.

Interviewer: Describe an example of a very 
positive experience (i.e. positive emotions).

Respondent: um let me think okay um, but it wasn’t in the 
context of a secondary school but was post secondary. At 
a university in one class, by the end of the class after eve-
rything has finished, I said, " Okay, thank you very much 
for coming and I’ll see you next week, something like that, 
and the class would clap and some students stay and ask 
me questions. My hard work paid off and in my lesson I 
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inserted a lot of energy, and so I think okay it’s rewarding 
and satisfying.

Interviewer: Describe an example of a very 
negative experience (i.e. negative 
emotions).

Respondent: I’m going to give you two that I can think of, 
to now in the context of their secondary school; in a tuto-
rial school several years back then. You know, it was really 
stressful to keep students coming back, it was almost the 
end of the term and there weren’t many students. There were 
only eight or nine students in my classroom and it didn’t 
look good if you have got only eight nine students in the 
classroom. It felt so empty. I could sense that the atmos-
phere wasn’t really nice and the students have their doubts 
when they were having my lessons I don’t know whether 
they trust me or not. And for the post secondary. Experience 
it was several years back then, when I first started as a part 
time lecturer. At a community college, classes were really, 
really noisy. When I started talking okay now let’s check the 
answers together, but then, I still remember maybe at least 
two three groups of people were talking. I felt angry, to be 
honest, at that time you’re here, why don’t you listen. And 
when the lesson ends, you can talk as much as you can. So 
at that time I didn’t know how to handle it and then emotion 
was more like anger. At that time, and afterwards I felt really 
unhappy, disappointing because I wanted to teach.

Interviewer: Do you typically attend 
any activities related to professional 
development (e.g. workshops, seminars, 
conference, etc.)?

Respondent: I’m still quite new in the industry. A year ago, 
I started writing papers with my colleagues. That was about 
service learning and yeah just one paper one conference. 
That year and this year again that’s just one paper, so what I 
would say is I’m not really regular attendees to these work-
shops or seminars or conference but if I have the time I will 
try and right now I am discussing the possibility of submit-
ting an abstract with a friend of mine. It is about the emoji 
used in the social media contact, and we’re still discussing.

Interviewer: Why do you join these 
activities? What are some emotions you feel?

Respondent: At first, when I started, that was the paper 
about service learning, and I just felt that okay. I needed 
to do something my boss told me. And then, when it was 

published, I felt quite satisfied, then I tried to look for this 
kind of activity and just back in July, we had the confer-
ence on service learning. It’s good for my professional 
development.

Interviewer: How do you feel 
about conducting academic research?

Respondent: I teach a lot, and so, when I conduct academic 
research, I feel like okay now I can take a break from all the 
teaching. What I would say is very stressful but rather I feel 
like okay now I am accepting another challenge, so I look 
forward to this kind of academic research.

Interviewer: Is there an alignment 
between your professional identity and your 
employer’s expectations? Why do you think/
feel this?

Respondent: My employees expectations of me would be 
more like a teacher. My feeling is that they want someone 
to teach they just want someone to deliver the content. 
Yeah, this is true, a little bit sad but true they want some-
one to deliver the content. One year ago I would tell you 
that okay I’m a teacher, but now I want to be both. I want 
to teach but at the same time, to publish something or 
attend conferences.

Interviewer: Do you feel you have sufficient 
autonomy within your institution (e.g. 
classroom practice, how to use your time 
and effort)?

Respondent: Yes, I’ve got a high degree of autonomy, 
even though I’m provided with the timetable or schedule. 
The course coordinators would tell us that’s okay to do 
whatever you want. I can still move around things. We 
can negotiate about that, so what I would say is yes I’ve 
sufficient autonomy and I can do, what I want, and I can 
simply express my desire to do what I plan to do in class.

Interviewer: Do you feel there is sufficient 
opportunity for development? Is there 
enough institutional support?

Respondent: Development as a professional teacher right. 
In all the institutions I work, at first, I felt so unfamil-
iar, that everything felt so unfamiliar. But then there were 
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some workshops on how to use Zoom and Microsoft 
teams, how to share screen that sort of thing yeah that 
was new to me. What I say is sufficient, but not particularly 
useful. When I attended some conferences, some profes-
sors said that they never used Moodle before. They had to 
upload the materials or even do the printing themselves, so 
the professors will just go into the classroom and teach so 
what I can say is yeah maybe they’re not that tech savvy, 
because they never want to step out of the comfort zone 
but for me, I think it’s easy enough for me.

Interviewer: Any final comments?

Respondent: Right now we all need to stay competitive, 
not just as a teacher, not just in terms of the teaching 
effectiveness, but also in terms of the let’s say the admin, 
the ability to handle admin. I mean if you can’t handle 
admin or if you can’t conduct research, you will be eas-
ily replaced. I would say designing a course and drafting 
course outline—that sort of thing. If you can just teach, it 
is easily replaceable and that’s the experience shared by 
one of my colleagues. At my level, of course, I don’t quite 
understand what it means, but what I would say is at least 
I’ll need to know how to coordinate a course and, if I can, 
conduct research so that I can stay competitive.

Interviewer: Thank you!

Data availability  All the relevant data used in this study are already 
included within the manuscript. No additional data beyond what is 
presented in the paper is available.

Declarations 

Conflict of interest  On behalf of all authors, the corresponding author 
states that there is no conflict of interest.

References

	 1.	 Christensen MK, Schmidt Nielsen K-J, O’Neill L. Embodied 
teacher identity: a qualitative study on ‘practical sense’ as a 
basic pedagogical condition in times of Covid-19. Adv Health 
Sci Educ. 2022. https://​doi.​org/​10.​1007/​s10459-​022-​10102-0.

	 2.	 McKinsey & Company. COVID-19 and education: the lingering 
effects of unfinished learning. 2021. https://​www.​mckin​sey.​com/​
indus​tries/​educa​tion/​our-​insig​hts/​covid-​19-​and-​educa​tion-​the-​
linge​ring-​effec​ts-​of-​unfin​ished-​learn​ing. Accessed 18 Sep 2022.

	 3.	 Ye H, Law R. Impact of COVID-19 on hospitality and tourism 
education: a case study of Hong Kong. J Teach Travel Tour. 
2021. https://​doi.​org/​10.​1080/​15313​220.​2021.​18759​67.

	 4.	 Qiuhan L, Afzaaf M, Alaudan R, Younas M. COVID 19 pan-
demic and online education in Hong Kong: an exploratory 
study. Int J Emerg Technol. 2020;5:411–8.

	 5.	 UNESCO. Adverse consequences of school closures. UNESCO: 
Covid-19. https://​en.​unesco.​org/​covid​19/​educa​tionr​espon​se/​
conse​quenc​es. Accessed 18 Sep 2022.

	 6.	 Ajwad M, Bilo S. The effects of COVID-19 school disruptions 
will last decades. In: The World Bank. 2022. https://​blogs.​world​
bank.​org/​devel​opmen​ttalk/​effec​ts-​covid-​19-​school-​disru​ptions-​
will-​last-​decad​es. Accessed 18 Sep 2022.

	 7.	 Hammerstein S, Konig C, Dreisomer T, Frey A. Effects of 
COVID-19-related school closures on student achievement: a 
systematic review. Front Psychol. 2021. https://​doi.​org/​10.​3389/​
fpsyg.​2021.​746289/​full.

	 8.	 Engzell P, Frey A, Verhagen M. Learning loss due to school 
closures during the COVID-19 pandemic. Proc Natl Acad Sci 
USA. 2021. https://​doi.​org/​10.​1073/​pnas.​20223​76118.

	 9.	 Chadwick R, McLoughlin E. Impact of the Covid-19 crisis on 
learning, teaching and facilitation of practical activities in sci-
ence upon reopening of Irish schools. Irish Educ Stud. 2021. 
https://​doi.​org/​10.​1080/​03323​315.​2021.​19158​38.

	10.	 Godber K, Atkins D. COVID-19 impacts on teaching and learn-
ing: a collaborative autoethnography by two higher education 
lecturers. Concept Anal. 2021. https://​doi.​org/​10.​3389/​feduc.​
2021.​647524.

	11.	 Ozamiz-Extebarria N, Santxo N, Mondragon N, Santamaria 
M. The psychological state of teachers during the COVID-19 
crisis: the challenge of returning to face-to-face teaching. Front 
Psychol. 2021. https://​doi.​org/​10.​3389/​fpsyg.​2020.​620718.

	12.	 Ho D, Lee M, Teng Y. Exploring the relationship between 
school-level teacher qualifications and teachers’ perceptions of 
school-based professional learning community practices. Teach 
Teach Educ. 2016;54:32–43.

	13.	 Li L. Integrating thinking skills in foreign language learning: 
What can we learn from teachers’ perspectives? Think Skills 
Creativity. 2016;22:273–88.

	14.	 Mok KH, Xiong W, Ke G, Cheung JOW. Impact of COVID-19 
pandemic on international higher education and student mobil-
ity: student perspectives from mainland China and Hong Kong. 
Int J Educ Res. 2021;105: 101718.

	15.	 Yau AHY, Yeung MWL, Lee CYP. A co-orientation analysis 
of teachers’ and students’ perceptions of online teaching and 
learning in Hong Kong higher education during the COVID-19 
pandemic. Stud Educ Eval. 2022;72: 101128.

	16.	 Klusmann B, Trippenzee M, Fokkens-Bruinsma M, Sanderman 
R, Schroevers MJ. Providing emergency remote teaching: what 
are teachers’ needs and what could have helped them to deal 
with the impact of the COVID-19 pandemic? Teach Teach Educ. 
2022;118: 103815.

	17.	 Ellis V, Steadman S, Mao Q. Come to a screeching halt: can 
change in teacher education during the Covid-19 pandemic be 
seen as innovation? Eur J Teach Educ. 2021. https://​doi.​org/​10.​
1080/​02619​768.​2020.​18211​86.

	18.	 Garcia E, Weiss E. How teachers view their own professional 
status: a snapshot. Kappan. 2020. https://​kappa​nonli​ne.​org/​how-​
teach​ers-​view-​own-​profe​ssion​al-​status-​snaps​hot-​garcia-​weiss/

	19.	 Flores M, Swennan A. The Covid-19 pandemic and its effects 
on teacher education. Eur J Teach Educ. 2020. https://​doi.​org/​
10.​1080/​02619​768.​2020.​18242​53.

	20.	 Shwartzman R. Performing pandemic pedagogy. Commun Educ. 
2020. https://​doi.​org/​10.​1080/​03634​523.​2020.​18046​02.

https://doi.org/10.1007/s10459-022-10102-0
https://www.mckinsey.com/industries/education/our-insights/covid-19-and-education-the-lingering-effects-of-unfinished-learning
https://www.mckinsey.com/industries/education/our-insights/covid-19-and-education-the-lingering-effects-of-unfinished-learning
https://www.mckinsey.com/industries/education/our-insights/covid-19-and-education-the-lingering-effects-of-unfinished-learning
https://doi.org/10.1080/15313220.2021.1875967
https://en.unesco.org/covid19/educationresponse/consequences
https://en.unesco.org/covid19/educationresponse/consequences
https://blogs.worldbank.org/developmenttalk/effects-covid-19-school-disruptions-will-last-decades
https://blogs.worldbank.org/developmenttalk/effects-covid-19-school-disruptions-will-last-decades
https://blogs.worldbank.org/developmenttalk/effects-covid-19-school-disruptions-will-last-decades
https://doi.org/10.3389/fpsyg.2021.746289/full
https://doi.org/10.3389/fpsyg.2021.746289/full
https://doi.org/10.1073/pnas.2022376118
https://doi.org/10.1080/03323315.2021.1915838
https://doi.org/10.3389/feduc.2021.647524
https://doi.org/10.3389/feduc.2021.647524
https://doi.org/10.3389/fpsyg.2020.620718
https://doi.org/10.1080/02619768.2020.1821186
https://doi.org/10.1080/02619768.2020.1821186
https://kappanonline.org/how-teachers-view-own-professional-status-snapshot-garcia-weiss/
https://kappanonline.org/how-teachers-view-own-professional-status-snapshot-garcia-weiss/
https://doi.org/10.1080/02619768.2020.1824253
https://doi.org/10.1080/02619768.2020.1824253
https://doi.org/10.1080/03634523.2020.1804602


SN Computer Science (2023) 4:317	 Page 27 of 28  317

SN Computer Science

	21.	 Choate K, Goldhaber D, Theobald R. The effects of COVID-19 
on teacher preparation. Phi Delta Kappan. 2021. https://​doi.​org/​
10.​1177/​00317​21721​10073​40.

	22.	 VanLone J, Panse-Barone C, Long K. Teacher preparation and 
the Covid-19 disruption: understanding the impact and implica-
tions for novice teachers. Int J Educ Res Open. 2022. https://​doi.​
org/​10.​1016/j.​ijedro.​2021.​100120.

	23.	 Burton N, Brundrett M, Jones M. Doing your education research 
project. 2nd ed. London: SAGE Publications; 2014.

	24.	 Bell J, Waters S. Doing your research project. 7th ed. London: 
McGraw-Hill; 2018.

	25.	 Beauchamp C, Thomas L. Understanding teacher identity: an 
overview of issues in the literature and implications for teacher 
education. Camb J Educ. 2009;39(2):175–89.

	26.	 Beijaard D, Meijer PC, Verloop N. Reconsidering research 
on teachers’ professional identity. Teach Teach Educ. 
2004;20(2):107–28.

	27.	 Kim L, Leary R, Asbury K. Teachers’ narratives during Covid-19 
partial school reopenings: an exploratory study. Educ Res. 2021. 
https://​doi.​org/​10.​1080/​00131​881.​2021.​19180​14.

	28.	 Zembylas M. Emotions and teacher identity: a poststructural per-
spective. Teachers Teach. 2003;9(3):213–38.

	29.	 Dalipi F, Jokela P, Kastrati Z, Arianit K, Elm P. Going digital 
as a result of COVID-19: insights from students’ and teachers’ 
impressions in a Swedish university. Int J Educ Res Open. 2022. 
https://​doi.​org/​10.​1016/j.​ijedro.​2022.​100136.

	30.	 Comas-Quinn A. Learning to teach online or learning to become 
an online teacher: an exploration of teachers’ experiences in a 
blended learning course. ReCALL. 2011. https://​doi.​org/​10.​1017/​
S0958​34401​10001​52.

	31.	 Bui TH. English teachers’ integration of digital technologies in 
the classroom. Int J Educ Res Open. 2022;3:100204. https://​doi.​
org/​10.​1016/j.​ijedro.​2022.​100204.

	32.	 Berry K. Anchors away: reconciling the dream of teaching in 
COVID-19. Commun Educ. 2020. https://​doi.​org/​10.​1080/​03634​
523.​2020.​18033​83.

	33.	 Schwartzman R. Performing pandemic pedagogy. Commun Educ. 
2020. https://​doi.​org/​10.​1080/​03634​523.​2020.​18046​02.

	34.	 Adedoyin O, Soykan E. Covid-19 pandemic and online learning: 
the challenges and opportunities. Interact Learn Environ. 2020. 
https://​doi.​org/​10.​1080/​10494​820.​2020.​18131​80.

	35.	 Anderson R, Bousselot T, Katz-Buoincontro J, Todd J. Gener-
ating buoyancy in a sea of uncertainty: teachers creativity and 
well-being during the COVID-19 pandemic. Front Psychol. 2021. 
https://​doi.​org/​10.​3389/​fpsyg.​2020.​614774.

	36.	 Tang C, Ma H, Naumann S, Xing Z. Perceived work uncertainty 
and creativity during the COVID-19 pandemic: the roles of 
Zhongyong and creative self-efficacy. Front Psychol. 2020. https://​
doi.​org/​10.​3389/​fpsyg.​2020.​596232.

	37.	 Olsen AA. Strategies to effectively implement self-assessment 
techniques using multiple methods. Curr Pharm Teach Learn. 
2019;11(6):635–7. https://​doi.​org/​10.​1016/j.​cptl.​2019.​02.​029.

	38.	 Sahragard R, Mallahi O. Relationship between Iranian EFL learn-
ers’ language learning styles, writing proficiency and self-assess-
ment. Procedia Soc Behav Sci. 2014;98:1611–20. https://​doi.​org/​
10.​1016/j.​sbspro.​2014.​03.​585.

	39.	 Sedikides C, Strube MJ. Self-evaluation: to thine own self be 
good, to thine own self be sure, to thine own self be true, and to 
thine own self be better. Adv Exp Soc Psychol. 1997;29:209–69.

	40.	 Sum KWR, Wallhead T, Ha SCA, Sit HPC. Effects of physical 
education continuing professional development on teachers’ phys-
ical literacy and self-efficacy and students’ learning outcomes. Int 
J Educ Res. 2018;88:1–8. https://​doi.​org/​10.​1016/j.​ijer.​2018.​01.​
001.

	41.	 Foreman-Brown G, Fitzpatrick E, Twyford K. Reimagining 
teacher identity in the post-Covid-19 university: becoming 

digitally savvy, reflective in practice, collaborative, and relational. 
Educ Dev Psychol. 2022. https://​doi.​org/​10.​1080/​20590​776.​2022.​
20794​06.

	42.	 Nazari M, Seyri H. Covidentity: examining transitions in teacher 
identity construction from personal to online classes. Eur J Teach 
Educ. 2021. https://​doi.​org/​10.​1080/​02619​768.​2021.​19209​21.

	43.	 Klusmann B, Trippenzee M, Fokkens-Bruinsma M, Sanderman 
R, Schroevers MJ. Providing emergency remote teaching: What 
are teachers’ needs and what could have helped them to deal 
with the impact of the COVID-19 pandemic? Teach Teach Educ. 
2022;118:103815. https://​doi.​org/​10.​1016/j.​tate.​2022.​103815.

	44.	 Lasky S. A sociocultural approach to understanding teacher iden-
tity, agency and professional vulnerability in a context of second-
ary school reform. Teach Teach Educ. 2005. https://​doi.​org/​10.​
1016/j.​tate.​2005.​06.​003.

	45.	 Christensen M, Nielsen K-J, O’Neill L. Embodied teacher iden-
tity: a qualitative study on ‘practical sense’ as a basic pedagogi-
cal condition in times of Covid-19. Adv Health Sci Educ. 2022. 
https://​doi.​org/​10.​1007/​s10459-​022-​10102-0.

	46.	 Mose L. Navigating Covid-19 in higher education: the significance 
of solidarity. Commun Educ. 2020. https://​doi.​org/​10.​1080/​03634​
523.​2020.​18041​31.

	47.	 Greenhow C, Lewin C, Willet KB. The educational response to 
Covid-19 across two countries: a critical examination of initial 
digital pedagogy adoption. Technol Pedagog Educ. 2021. https://​
doi.​org/​10.​1080/​14759​39X.​2020.​18666​54.

	48.	 Kodrle S, Savchenko A. Digital educational media in foreign lan-
guage teaching and learning. E3S Web Conf. 2021. https://​doi.​
org/​10.​1051/​e3sco​nf/​20212​73120​18.

	51.	 Creswell J. A concise introduction to mixed methods research. 1st 
ed. London: SAGE Publications; 2014.

	52.	 Creswell J, Creswell J. Research design: qualitative, quantitative, 
and mixed methods approaches. 5th ed. Thousand Oaks: SAGE 
Publication; 2018.

	53.	 Cohen L, Manion L, Morrison K. Research methods in education. 
8th ed. Abingdon: Routledge; 2017.

	54.	 Newby P. Research methods for education. 2nd ed. Abingdon: 
Routledge; 2014.

	55.	 Education Bureau. Secondary School Education. 2022. https://​
www.​edb.​gov.​hk/​en/​edu-​system/​prima​ry-​secon​dary/​secon​dary/​
index.​html#:​~:​text=​In%​20the%​202022%​2F23%​20sch​ool,schoo​
ls%​20and%​2063%​20spe​cial%​20sch​ools.

	56.	 Merriam S, Tisdell E. Qualitative research: a guide to design and 
implementation. 4th ed. San Francisco: Jossey-Bass; 2015.

	57.	 Yin R. Case study research and applications: design and methods. 
1st ed. London: SAGE Publications; 2018.

	58.	 Rau G, Shih YS. Evaluation of Cohen’s kappa and other measures 
of inter-rater agreement for genre analysis and other nominal data. 
J Engl Acad Purp. 2021;53:101026. https://​doi.​org/​10.​1016/j.​jeap.​
2021.​101026.

	59.	 British Educational Research Association (BERA). Ethical guide-
lines for educational research. BERA. 2018. https://​www.​bera.​
ac.​uk/​wp-​conte​nt/​uploa​ds/​2018/​06/​BERA-​Ethic​al-​Guide​lines-​for-​
Educa​tional-​Resea​rch_​4thEdn_​2018.​pdf. Accessed 25 Sep 2022.

	60.	 Wiliam D. Some reflections on the role of evidence in improving 
education. Educ Res Eval. 2019. https://​doi.​org/​10.​1080/​13803​
611.​2019.​16179​93.

	61.	 El Soufi N, See BH. Does explicit teaching of critical thinking 
improve critical thinking skills of English language learners in 
higher education? A critical review of causal evidence. Stud Educ 
Eval. 2019;60:140–62. https://​doi.​org/​10.​1016/j.​stued​uc.​2018.​12.​
006.

	62.	 Kusmaryani W, Musthafa B, Purnawarman P. The influence 
of mobile applications on students’ speaking skill and criti-
cal thinking in English language learning. J Phys: Conf Ser. 

https://doi.org/10.1177/00317217211007340
https://doi.org/10.1177/00317217211007340
https://doi.org/10.1016/j.ijedro.2021.100120
https://doi.org/10.1016/j.ijedro.2021.100120
https://doi.org/10.1080/00131881.2021.1918014
https://doi.org/10.1016/j.ijedro.2022.100136
https://doi.org/10.1017/S0958344011000152
https://doi.org/10.1017/S0958344011000152
https://doi.org/10.1016/j.ijedro.2022.100204
https://doi.org/10.1016/j.ijedro.2022.100204
https://doi.org/10.1080/03634523.2020.1803383
https://doi.org/10.1080/03634523.2020.1803383
https://doi.org/10.1080/03634523.2020.1804602
https://doi.org/10.1080/10494820.2020.1813180
https://doi.org/10.3389/fpsyg.2020.614774
https://doi.org/10.3389/fpsyg.2020.596232
https://doi.org/10.3389/fpsyg.2020.596232
https://doi.org/10.1016/j.cptl.2019.02.029
https://doi.org/10.1016/j.sbspro.2014.03.585
https://doi.org/10.1016/j.sbspro.2014.03.585
https://doi.org/10.1016/j.ijer.2018.01.001
https://doi.org/10.1016/j.ijer.2018.01.001
https://doi.org/10.1080/20590776.2022.2079406
https://doi.org/10.1080/20590776.2022.2079406
https://doi.org/10.1080/02619768.2021.1920921
https://doi.org/10.1016/j.tate.2022.103815
https://doi.org/10.1016/j.tate.2005.06.003
https://doi.org/10.1016/j.tate.2005.06.003
https://doi.org/10.1007/s10459-022-10102-0
https://doi.org/10.1080/03634523.2020.1804131
https://doi.org/10.1080/03634523.2020.1804131
https://doi.org/10.1080/1475939X.2020.1866654
https://doi.org/10.1080/1475939X.2020.1866654
https://doi.org/10.1051/e3sconf/202127312018
https://doi.org/10.1051/e3sconf/202127312018
https://www.edb.gov.hk/en/edu-system/primary-secondary/secondary/index.html#:~:text=In%20the%202022%2F23%20school,schools%20and%2063%20special%20schools
https://www.edb.gov.hk/en/edu-system/primary-secondary/secondary/index.html#:~:text=In%20the%202022%2F23%20school,schools%20and%2063%20special%20schools
https://www.edb.gov.hk/en/edu-system/primary-secondary/secondary/index.html#:~:text=In%20the%202022%2F23%20school,schools%20and%2063%20special%20schools
https://www.edb.gov.hk/en/edu-system/primary-secondary/secondary/index.html#:~:text=In%20the%202022%2F23%20school,schools%20and%2063%20special%20schools
https://doi.org/10.1016/j.jeap.2021.101026
https://doi.org/10.1016/j.jeap.2021.101026
https://www.bera.ac.uk/wp-content/uploads/2018/06/BERA-Ethical-Guidelines-for-Educational-Research_4thEdn_2018.pdf
https://www.bera.ac.uk/wp-content/uploads/2018/06/BERA-Ethical-Guidelines-for-Educational-Research_4thEdn_2018.pdf
https://www.bera.ac.uk/wp-content/uploads/2018/06/BERA-Ethical-Guidelines-for-Educational-Research_4thEdn_2018.pdf
https://doi.org/10.1080/13803611.2019.1617993
https://doi.org/10.1080/13803611.2019.1617993
https://doi.org/10.1016/j.stueduc.2018.12.006
https://doi.org/10.1016/j.stueduc.2018.12.006


	 SN Computer Science (2023) 4:317317  Page 28 of 28

SN Computer Science

2019;1193(1):012008. https://​doi.​org/​10.​1088/​1742-​6596/​1193/1/​
012008.

	63.	 Masduqi H. Critical thinking skills and meaning in English lan-
guage teaching. Teflin J. 2011;22(2):185–200. https://​doi.​org/​10.​
15639/​tefli​njour​nal.​v22i2/​185-​200.

	64.	 Lambert M. A beginner’s guide to doing your education research 
project. 1st ed. London: SAGE Publications; 2012.

	65.	 Chandler-Olcott K, Nieroda J. The creation and evolution of a co-
teaching community: how teachers learned to address adolescent 
English language learners’ needs as writers. Equity Excell Educ. 
2016;49(2):170–82. https://​doi.​org/​10.​1080/​10665​684.​2016.​
11448​30.

	66.	 Wenger E. Communities of practice: learning, meaning and iden-
tity. 1st ed. Cambridge: Cambridge University Press; 2000.

	67.	 Punch K, Oancea A. Introduction to research methods in educa-
tion. 2nd ed. London: SAGE Publications; 2014.

	68.	 World Economic Forum. The COVID-19 pandemic has changed 
education forever. This is how. World Economic Forum. 2020. 
https://​www.​wefor​um.​org/​agenda/​2020/​04/​coron​avirus-​educa​tion-​
global-​covid​19-​online-​digit​al-​learn​ing/. Accessed 19 Sep 2020.

	69.	 Tolks D, Kuhn S, Kaap-Frohlich S. Teaching in times of COVID-
19. Challenges and opportunities for digital teaching. GMS J Med 
Educ. 2020. https://​doi.​org/​10.​3205/​zma00​1396.

	70.	 Stokes J, Lewis J. Remote schooling through the coronavirus 
(COVID-19) pandemic, England: April 2020 to June 2021. Office 
for National Statistics. 2021. https://​www.​ons.​gov.​uk/​peopl​epopu​
latio​nandc​ommun​ity/​educa​tiona​ndchi​ldcare/​artic​les/​remot​escho​

oling​throu​ghthe​coron​aviru​scovi​d19pa​ndemi​cengl​and/​april​2020t​
ojune​2021 Accessed 19 Sep 2022.

	71.	 Law V, Lee H, Ng T, Fong B. Transition from traditional to online 
learning in Hong Kong tertiary educational institutions during 
COVID-19 pandemic. Technol Knowl Learn. 2022. https://​doi.​
org/​10.​1007/​s10758-​022-​09603-z.

	72.	 Wong K, Moorhouse B. Digital competence and online language 
teaching: Hong Kong language teacher practices in primary and 
secondary classrooms. System. 2021. https://​doi.​org/​10.​1016/j.​
system.​2021.​102653.

	73.	 Xue S, Wang C, Yang Y. Exploring affecting factors of and devel-
oping a framework for teachers’ online instruction. Learn Instruc. 
2022. https://​doi.​org/​10.​1016/j.​learn​instr​uc.​2022.​101665.

	74.	 Tao J, Gao X. Teaching and learning languages online: challenges 
and responses. System. 2022. https://​doi.​org/​10.​1016/j.​system.​
2022.​102819.

Publisher's Note  Springer Nature remains neutral with regard to 
jurisdictional claims in published maps and institutional affiliations.

Springer Nature or its licensor (e.g. a society or other partner) holds 
exclusive rights to this article under a publishing agreement with the 
author(s) or other rightsholder(s); author self-archiving of the accepted 
manuscript version of this article is solely governed by the terms of 
such publishing agreement and applicable law.

https://doi.org/10.1088/1742-6596/1193/1/012008
https://doi.org/10.1088/1742-6596/1193/1/012008
https://doi.org/10.15639/teflinjournal.v22i2/185-200
https://doi.org/10.15639/teflinjournal.v22i2/185-200
https://doi.org/10.1080/10665684.2016.1144830
https://doi.org/10.1080/10665684.2016.1144830
https://www.weforum.org/agenda/2020/04/coronavirus-education-global-covid19-online-digital-learning/
https://www.weforum.org/agenda/2020/04/coronavirus-education-global-covid19-online-digital-learning/
https://doi.org/10.3205/zma001396
https://www.ons.gov.uk/peoplepopulationandcommunity/educationandchildcare/articles/remoteschoolingthroughthecoronaviruscovid19pandemicengland/april2020tojune2021
https://www.ons.gov.uk/peoplepopulationandcommunity/educationandchildcare/articles/remoteschoolingthroughthecoronaviruscovid19pandemicengland/april2020tojune2021
https://www.ons.gov.uk/peoplepopulationandcommunity/educationandchildcare/articles/remoteschoolingthroughthecoronaviruscovid19pandemicengland/april2020tojune2021
https://www.ons.gov.uk/peoplepopulationandcommunity/educationandchildcare/articles/remoteschoolingthroughthecoronaviruscovid19pandemicengland/april2020tojune2021
https://doi.org/10.1007/s10758-022-09603-z
https://doi.org/10.1007/s10758-022-09603-z
https://doi.org/10.1016/j.system.2021.102653
https://doi.org/10.1016/j.system.2021.102653
https://doi.org/10.1016/j.learninstruc.2022.101665
https://doi.org/10.1016/j.system.2022.102819
https://doi.org/10.1016/j.system.2022.102819

	To Learn or Not to Learn: Perceptions Towards Continuing Professional Development (CPD) and Self-identity Among English Language Teachers During the COVID-19 Pandemic
	Abstract
	Purpose 
	Methods 
	Results 
	Conclusion 

	Introduction
	Background
	Aims of the Study and Research Questions

	Relevant Studies
	Teacher Identity, CPD and COVID-19 Pandemic
	Theoretical Framework

	Research Methodology
	Research Paradigm
	Sampling and Participant Selection
	Data Analysis
	Ethical Concerns

	Findings and Discussion
	Survey Analysis
	Teacher Identity
	Teacher Emotions
	Perceptions of CPD

	Interview Findings
	Theme 1: Normative Characteristics and Arc of Teachers’ Daily Responsibilities
	Theme 2: Range of CPD Commitments
	Theme 3: Alignment of Professional Identity and Employer Expectations


	Summary of Findings
	Conclusion and Recommendations
	Limitations and Future Directions of Research

	Appendix
	Appendix A: Questionnaire for Research Titled “To Learn or Not to Learn: Perceptions Towards Continuing Professional Development (CPD) and Self-identity Among Secondary School English Language Teachers in Hong Kong During the COVID-19 Pandemic”
	Appendix B: Interview Questions and Guidelines
	Appendix C: Coding Scheme
	Appendix D: A Sample of Interview Transcripts
	Interviewer: Describe a typical teaching day
	Interviewer: And what emotion do you feel most strongly?
	Interviewer: Describe an example of a very positive experience (i.e. positive emotions).
	Interviewer: Describe an example of a very negative experience (i.e. negative emotions).
	Interviewer: Do you typically attend any activities related to professional development (e.g. workshops, seminars, conference, etc.)?
	Interviewer: Why do you join these activities? What are some emotions you feel?
	Interviewer: How do you feel about conducting academic research?
	Interviewer: Is there an alignment between your professional identity and your employer’s expectations? Why do you thinkfeel this?
	Interviewer: Do you feel you have sufficient autonomy within your institution (e.g. classroom practice, how to use your time and effort)?
	Interviewer: Do you feel there is sufficient opportunity for development? Is there enough institutional support?
	Interviewer: Any final comments?
	Interviewer: Thank you!
	References




